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ABSTRACT 

Agriscience teachers face requirements that are unique to their profession.  In fact, 

agriscience teachers even need a distinct set of competencies which researchers, 

professional organizations, and state associations have grouped into a variety of 

categories.  All these competencies can make the secondary agricultural profession 

distinctly challenging, which has led to an increased burnout in the profession across the 

nation.  

The numerous roles and responsibilities of the agricultural science teacher can 

often compete with agriscience teachers’ abilities to provide effective classroom 

instruction.  Given this, the purpose of study was to identify the essential skills related to 

Texas agricultural science teachers’ roles as classroom teachers.  

This study utilized the Delphi technique, which consisted of three consecutive 

survey rounds.  Members of the Vocational Agricultural Teacher’s Association of Texas 

(VATAT) Board of Directors were used as this study’s panel of experts.  Panelists were 

asked to identify the essential skills related to the roles of classroom teachers needed by 

program graduates today.  The results of this study revealed 106 essential classroom 

skills, which were grouped into 11 skill categories. In conclusion, beginning agricultural 

educators need to focus their attention on the skills addressed within these 11 skill 

categories.  
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CHAPTER I 

INTRODUCTION 

Background and Setting 

Agricultural education has undergone extreme transformations since it entered the 

secondary public classroom over one hundred years ago (Phipps, Osborne, Dyer, & Ball, 

2008).  According to a study performed by the National Research Council in 1988 

entitled Understanding Agriculture: New Directions for Education, a new program 

emphasis in agricultural education has resulted in heavily revised curricula, new science-

based agriculture courses and program specializations, and dramatically different 

approaches to teaching agriculture in the public school systems (National Research 

Council, 1988). 

Since the completion of the National Research Council’s report in 1988, 

agricultural education has been reinvented as a science-based area of study nationwide 

(Phipps et al., 2008).  Agriscience teachers no longer exclusively provide vocational 

skills to rural farming students or students wanting to enter directly into the agricultural 

workforce.  Today, these educators are responsible for preparing students for higher 

educational opportunities in science, business, and governmental professions.  Due to 

technology advancement and emerging social trends, it is vital for agricultural educators 

to provide educational experiences for the students of today and the agriculturalist of 

tomorrow (Talbert, Vaughn, & Croom, 2005). 

A majority of career and technical agricultural programs build their program 

around the three overlapping circles model.  This model, as seen in Figure 1, includes 
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classroom and laboratory instruction, experiences as they relate to supervised agricultural 

experience (SAE) programs, and student leadership development through participation in 

the FFA student organization (Talbert et al., 2005). 

Figure 1.1 Vocational Agriculture’s three overlapping circles model (Talbert et al., 

2005). 

The roles and responsibilities of an agricultural educator expand far beyond these 

three fundamental components (Phipps et al., 2008).  Agricultural science teachers face 

requirements that are unique to the nature of agricultural education programs, which are 

not experienced by teachers in any other subject area (Talbert, Camp, & Heath-Camp, 

1994). 

Agricultural science teachers need a distinctive set of competencies (Burris & 

Keller, 2008), which researchers have grouped into a variety of categories. Shippy (1981) 

recognized 10 competency categories signifying 246 teaching competencies.  These 

competency categories include 1) program planning, development, and evaluation; 2) 

planning of instruction; 3) execution of instruction; 4) evaluation of instruction; 5) 

student vocational organizations; 6) supervised occupational experiences; 7) 

Student 
Leadership 
through the 

FFA

Experience in 
relation to 

SAE's

Classroom & 
Laboratory 
Instruction
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management; 8) guidance; 9) school-community relations; and 10) professional role and 

development (Shippy, 1981).  

 Roberts and Dyer (2004) recognized 40 characteristics of an effective agricultural 

science teacher.  The researchers categorized these characteristics into eight competency 

areas consisting of instruction, FFA, SAE, community relations, marketing, 

professionalism and professional growth, program planning and management, and 

personal qualities.  Phipps et al., (2008) used variations of these competency domains to 

describe the preparations of secondary agricultural teachers.  Their alternatives include 

program planning and evaluation, curriculum and course development, instructional 

design, teaching methods, teaching and learning processes, learning assessment, 

laboratory and facility design and use, instructional technology, adult and youth 

development, and experiential learning.  

 The Vocational Agricultural Teachers Association of Texas (VATAT) also has 

their own set of criteria, which all agricultural science teachers within the state of Texas 

are recommended to meet.  In the VATAT (2013) job description, agricultural science 

teachers are responsible for organizing and conducting an instructional program that 

accomplishes seven priority goals.  These goals include the following:  

A.) Improve the quality of Agriculture, Food, and Natural Resources (AFNR) 

Texas Essential Knowledge and Skills (TEKs), counseling, management, and 

leadership to produce success for all students;  

B.) Use strategies for integrating academic and AFNR TEKs;  
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C.) Contribute to the educational objectives of the public school system by 

providing information to AFNR students about career pathways as a guide to 

achieving necessary skills for continued education and employment; 

D.) Provide students with educational and equitable experiences leading to career 

preparation, continued education, and employment; 

E.) Enhance youth leadership and FFA as an integral part of instruction; 

F.) Provide students with the knowledge and skills necessary to compete in a 

global economy; and 

G.) Inform students about agriculture and agricultural literacy. 

(VATAT, 2013, pp. Job Description) 

In order to achieve these goals, agricultural science teachers must perform a variety of 

daily activities during and after school hours (VATAT, 2013). 

The increasing development and technologies of the agricultural industry has 

required Texas Education Agency (TEA) to revise the AFNR TEKs.  In August of 2010, 

TEA’s newly implemented provisions within the AFNR TEKs included additions and 

revisions of twenty-five AFNR courses.  The TEKs went under review again in 2014. 

All of these courses are composed of an extensive set of competencies unique to each 

course (Chapter 130, 2010).  Once agricultural science teachers have selected courses for 

their program, they are required by state law to teach every competency listed under each 

particular course (Texas Education Agency, 2014). 

Industry procedures, educational styles and priorities, and student individualities 

have also changed over time.  Due to these continuous changes, the relative proportion of 

instructional time committed to each of these roles and responsibilities has also continued 
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to fluctuate.  Current teacher responsibilities require large amounts of dedication in order 

to plan, supervise, and evaluate (Phipps et al., 2008).  However, agriscience teachers’ 

widespread dedication to their profession’s numerous responsibilities may generate 

occupational challenges.   

Miller and Shield (1984) reported balancing SAE projects and activities, 

classroom teaching, FFA advising, and program administration as the major challenges of 

the agricultural science teaching profession.  Walker, Garton, and Kitchel (2004) 

identified 26 teacher related responsibilities, which have contributed to individual’s 

decision to leave the profession.  King, Rucker, and Duncan (2013) concluded classroom 

instruction and FFA/SAE responsibilities to be major causes of stress for agricultural 

educators.  However, there is one responsibility of the agriscience teacher which should 

not be considered a challenge, and this is the responsibility of teaching.  This 

responsibility is the primary duty of an agricultural science teacher (Newcomb, 

McCracken, Warmbrod, & Whittington, 2004). 

Effective teachers are the most important factor when it comes to the success of a 

student (Mishel, Allegretto, & Corcoran, 2008).  Over the past six decades, numerous 

studies have been conducted on the burnout and attrition of agricultural science teachers 

(Croom, 2003; Crutchfield, Ritz, & Burris, 2013; Heath-Camp & Camp, 1990; Kelsey, 

2006; Myers, Dyer, & Washburn, 2005).  Throughout the years, there has been an excess 

amount of open agricultural science teacher positions with a lack of qualified teachers to 

fulfill them (Camp, Broyles, & Skelton, 2002).  Teacher attrition is the single largest 

factor in the United States for determining the demand for additional teachers (Croasmun, 

Hampton, & Herrman, 1999).  If agricultural education is going to continue to expand 
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and flourish, it will need an adequate supply of qualified teachers (Boone & Boone, 

2009). 

Statement of the Problem 

Being a secondary agricultural educator is both challenging and demanding, 

because one is accountable for activities and roles that extend far beyond classroom and 

laboratory instruction (Newcomb et al., 2004).  Due to the extensive roles and 

responsibilities found within the position of an agricultural science teacher, classroom 

education can compete with the widespread range of tasks associated with secondary 

agricultural programs.  Examples of these tasks include SAE and FFA activities and 

responsibilities. 

The multiple roles assumed by educators impact both their professional and 

personal lives (Flores & Day, 2006).  Knowing this, teachers of agriculture could be 

facing the challenge of facilitating students’ learning while also focusing on their 

dedication to activities connected outside of the classroom setting.  Competences in both 

teaching methods and in the technical subject matter are essential to be effective as a 

secondary agricultural educator (Newcomb et al., 2004). 

Keeping the primary role of a teacher in mind, what are the essential skills related 

to the roles of the classroom teacher? 

Purpose and Objectives 

The purpose of this study was to identify the essential skills related to Texas 

agricultural science teachers’ roles as classroom teachers.  The following research 

objectives were generated to focus and guide the direction of the study: 
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1. Identify the essential skills related to Texas agricultural science teachers’ roles as

classroom teachers. 

2. Describe personal characteristics and program demographics (gender, age, level

of education, length of time teaching, numbers of years teaching within current 

program, etc.) of the panel of VATAT experts. 

Theoretical Framework 

The attribution theory attempts to analyze how individuals interpret events, and 

how those interpretations relate to their thinking and levels of performance (Wiener, 

1974).  Heider (1958) labeled this line of research as naïve or commonsense psychology. 

Heider (1958) understood people as inexperienced scientists, who go through daily 

activities trying to comprehend other’s behavior.  He perceived people as examiners of 

other person's behavior.  Individuals will collect information, and then analyze the 

information until they have arrived at reasonable cause or explanation for that person’s 

actions (Heider, 1958).  According to Heider (1958), a person’s actions depend on two 

attributions: 1) internal factors, a person’s behavior as it relates to another person’s 

attitude, character, and/or personality, and 2) external factors, a person’s behavior as a 

result of a certain and/or specific situation. 

Heider’s (1958) research directed Weiner’s (1974) deeper understanding and 

exploration of the attribution theory.  Weiner (1974) identified the causal dimensions of 

internal and external attribution to be broken into three different categories: 1) locus of 

control, 2) stability, and 3) controllability.  Weiner (1985) would go on to identify four 

primary attribution factors, which influence the causal dimensions of internal and 

external attribution.  These factors include ability, effort, task differentiation, and 
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chance/luck.  As summarized in Table 1.1, each attribution factor is subject to the causal 

dimensions. 

Table 1.1 

Weiner’s (1985) Causal Dimensions of Attributes 

Attributes Locus of Control Stability Controllability 

Ability Internal Stable Controllable 

Effort Internal Unstable Controllable 

Task Differentiation External Stable Uncontrollable 

Chance/Luck External Unstable Uncontrollable 

The attribution theory has developed over the years to address questions relating 

to social perception and self-perception (Kelley, 1973).  According to Kelley (1973), the 

attribution theory relates closely to the covariation principle, which deals with the 

possible cause and effect of events over a certain period of time.  The attribution theory 

will assist the research as this study progresses, because it provides comparison factors 

for how agricultural science teachers may act and/or respond to certain roles and 

responsibilities within the classroom setting. 

Definition of Terms 

The following terms were used in this study: 

Agricultural Education – systematic instruction in agriculture and natural resources at the 

secondary for the purpose of (1) preparation for entry or advancement within the 

agricultural industry, (2) job creation and entrepreneurship, and (3) agricultural literacy 

(Phipps et al., 2008). 
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Agriculture, Food, and Natural Resources TEKs – consist of twenty-five different courses 

related to the agriculture, food, and natural resources industries.  Each of these courses is 

composed of a distinct set of competencies unique to each course.  Texas certified 

agricultural science teachers may choose to teach any of these twenty-five courses as 

long as they teach all the state required competencies attached to them (Texas Education 

Agency, 2014). 

Agricultural Science Teacher – an educator who is responsible for teaching agriculture 

and natural resources courses/curriculum within the secondary level (Phipps et al., 2008). 

Career Development Events (CDEs) – help students develop the abilities to think 

critically, communicate clearly, and perform effectively in a competitive job market 

(National FFA Organization, 2014). 

Delphi Technique – a way of discovering the most reliable approach of obtaining a 

consensus from a group of experts (Cornish, 1977).  The Delphi technique can be used to 

recognize problems, define needs, establish priorities, and identify and evaluate solutions 

(Borg and Gall, 1989).  This technique consists of the common elements: usage of a 

panel of experts, iteration and controlled feedback of individual responses, and group’s 

responses in describing panel judgments. 

Essential Classroom Skills – the learned abilities one needs to possess in order to be an 

effective classroom teacher. 

Expert – an individual within an occupational field who can petition the latest critical 

thinking and policy making information (Patton, 1990).  For this study, an expert was 

identified as a Texas agricultural educator who serves as a member on the VATAT Board 

of Directors. 
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FFA – National FFA Organization is youth organization within agricultural education, 

which prepares secondary students for premier leadership, personal growth, and career 

success (Official FFA Manual, 2013). 

Induction-year Teachers/ Entry-phase Teachers/ Beginning Teachers – teachers who are 

within their first or second year of teaching. 

Leadership Development Events (LDEs) – focus on creating situations for members to 

demonstrate their abilities in public speaking, critical thinking, communication, and their 

knowledge of agriculture and the FFA organization (Texas FFA – LDE, 2014). 

Needs Assessment – a systematic set of procedures used to determine needs or gaps 

between current conditions and desired conditions. 

Profession – An occupation that requires training and advanced study in a specialized 

field, and adheres to a code of ethics, which guides individuals in their qualified vocation 

(Talbert et al., 2005). 

Stimuli - is a detectable change in the internal or external environment (Kelley, 1973). 

Supervised Agricultural Experiences (SAE) – a planned application agricultural science 

teachers use to develop experimental learning in students through entrepreneurship, 

placement, research and experimentation, and/or exploratory projects (National FFA 

Organization, 2014). 

Texas Area FFA Associations – different regions of Texas divided into ten area 

associations to represent the state as a whole (Texas FFA Association, 2013). 

Texas District FFA Associations – numerous FFA chapters join together to form various 

district levels within every area association.  Each area usually consists of 4 to 7 districts. 

There are a total of 54 districts within the state of Texas (Texas FFA Association, 2013). 
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Texas Education Agency – a state governmental agency dedicated to providing 

leadership, guidance, and resources to help schools meet the educational needs of all 

students (Texas Education Agency, 2014). 

Texas Essential Knowledge and Skills (TEKs) – are Texas’ state standards, which 

secondary educations within Texas are required to teach (Texas Education Agency, 

2014). 

Texas FFA Association - is an active student-led leadership development organization for 

students of agricultural education.  The FFA changes lives and prepares students for 

premier leadership, personal growth and career success (Texas FFA Association, 2013). 

Vocational Agricultural Teachers Association of Texas (VATAT) – is a professional 

organization for agriculture science teachers and supporters of agriculture education.  The 

association informs agriculture teachers about the latest agricultural education practices, 

encourages higher standards of teaching agriculture and provides agriculture education a 

unified voice in the state legislature (VATAT, 2014). 

Limitations of the Study 

Results collected from this study reflect the information from surveys utilizing the 

Delphi technique.  The population for this study consisted of a panel of experts, which 

was composed of Texas agricultural educators who serve as a member on the VATAT 

Board of Directors.  These individuals were selected because of their expertise within the 

agricultural education field. 

The following limitations should be taken into consideration when reviewing this 

study: 
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1. This study’s panel of experts was limited to individuals who serve as a member 

on the VATAT Board of Directors.  The opinions of those who served on this 

panel resulted in the outcomes for this study.  Given this information, evidence in 

favor of these experts’ opinion is deficient (Armstrong, 1985).  

2. The panelists within this study were asked to identify the essential skills related to 

Texas agricultural science teachers’ roles as classroom teachers.  The results of 

the Round One survey were dependent of the researchers’ rational interpretation 

of the panelists’ responses, which ultimately lead to the final outcomes and 

recommendations for this study.  Lawrence (1980) noted that developmental 

research may not reveal reliable results due to poor sampling technique and/or 

isolation of detrimental responses from panelists.  

3. The time of the year in which this study was conducted may have limited the 

panel participation.  Texas agriscience teachers and educators have extensive 

schedules from the months of June through August.  During this time of the year, 

agriscience teachers and educators are responsible for attending numerous camps, 

conferences, and conventions.  Knowing this information, the instability of panel 

membership may have been a result.  

Basic Assumptions 

 The purpose of this study is to identify the essential skills related to Texas 

agricultural science teachers’ roles as classroom teachers.  The results from this research 

will be used to assist post-secondary agriculture education programs in preparing future 

agriscience teachers.  The researchers have made the following assumptions based of the 

purpose of this study: 
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1. The members of the expert panel are actually experts within the agricultural

education field and profession. 

2. The members of the expert panel represent the most knowledgeable, forward

thinking, and progressive professionals within the Texas’ agriculture education 

vocation. 

3. The respondents who chose to participant in this study provided truthful and

honest responses to the best of their abilities. 

4. The Delphi technique was the most valid method for measuring and obtaining

consensus from a group of experts with anonymity of panel members from other 

panel members. 

Chapter Summary 

This chapter identified some of the obligations of secondary agricultural educators 

as they relate to the roles and responsibilities of the profession.  History of agricultural 

education, challenges of the vocation, and teacher attrition and burnout were briefly 

discussed.  The statement of the problem for this study was also addressed within this 

chapter.  The following question was delivered within the problem statement: what are 

the essential skills related to the roles of the classroom teacher?  These questions led into 

the purpose and specific objectives pertaining to this study. 

The attribution theory was used for this study’s theoretical framework, because it 

provides comparison factors for how agricultural science teachers may act and/or respond 

to certain roles and responsibilities within the classroom setting.  Limitations and basic 

assumptions of this study were also mentioned. 
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CHAPTER II 

LITERATURE REVIEW 

Overview 

This literature review consists of a gradation system, starting from the theoretical 

framework and progressing downward into the primary focus of the study, skills of 

classroom teachers.  In this chapter, an essential base of information is provided, which 

includes: theoretical framework, roles and responsibilities of the agriscience teacher, 

work engagement and work-life balance, occupational commitment, characteristics of 

effective teachers, and skills of classroom teachers.  As shown in Figure 2, the Stacked 

Venn diagram demonstrates the overlapping relationships between each of the necessary 

components.  Ultimately, these categories build upon another until the concentration of 

the study is attained. 

Figure 2.1 Literature Review diagram. 

Theoretical Framework

Roles and 
Responsibilities of the 
Agriscience Teacher

Work-Life Balance and 
Work Engagement

Occupational 
Commitment 

Effective Teachers

Skills of Classroom 
Teachers
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Theoretical Framework 

The theoretical framework for this study is based upon two separate theories: the 

attribution theory and the professional life phases of the teacher. 

Attribution Theory 

The attribution theory has been described by Heider (1958), Weiner (1974), and 

Kelley (1973).  The term attribution is a causal explanation for an event or behavior 

(Harvey & Martinko, 2010).  The attribution theory attempts to analyze how individuals 

interpret events, and how those interpretations relate to their thinking and levels of 

performance (Wiener, 1974).  Kelly (1973) noted that the attribution theory addresses 

how people make causal explanations from answering questions starting with the word 

“Why?”. 

When an individual experiences a favorable outcome, attributions explain the 

leading cause of the event in order for it to re-occur.  When an individual experiences an 

unpleasant outcome, attributions help the person identify the cause of the outcome. 

Identifying the cause will aid the individual in preventing behaviors and other factors 

related to the particular outcome (Harvey & Martinko, 2010). 

Heider was the first to propose the social psychological theory of attribution as a 

means of dealing with questions of social and self-perception (Heider, 1958; Kelley, 

1973).  He labeled the theory as common sense, naïve psychology (Heider, 1958). Heider 

claimed the attribution theory held credits to behavior and outcomes, which would 

ultimately assist in shaping emotional and behavioral responses (Weiner, 1985).  The 

attribution-emotion-behavior process is simplified in Harvey & Martinko’s (2010) 

depiction shown in Figure 2.2. 
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Figure 2.2 Attribution-Emotion-Behavior Process (Harvey & Martinko, 2010). 

Before the theory could be experimentally measured, Heider began developing 

guidelines for researchers within the field.  These guidelines would provide researchers 

with a representation of what guides decision choices and how to make adequate 

descriptions of predictions (Heider, 1958).  Heider (1958) believed that a person’s actions 

depended on two attributions: 1) internal factors, a person’s behavior as it relates to 

another person’s attitude, character, and/or personality, and 2) external factors, a person’s 

behavior as a result of a certain and/or specific situation.  According to Heider (1958), the 

attribution theory describes whether a person’s actions are internally motivated or 

externally motivated. 

While Heider developed the theory of attribution, it was Weiner (1974) and his 

colleagues who developed a theoretical framework for attribution.  This theoretical 

framework has become a major research model of social psychology (Weiner et al., 1972; 

Weiner, 1974).  Weiner (1974) identified three different categories for the causal 

dimensions of internal and external attribution: 1) locus of control, 2) stability, and 3) 

controllability.  He later recognized four primary attribution factors: 1) ability, 2) effort, 

3) task differentiation, and 4) chance/luck.  These attribution factors can also be classified

along the dimension category of locus of causality (Harvey & Martinko, 2010). 
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Locus of Control 

In 1954, Julian Rotter developed the principle of locus of control.  This principle 

considers the possibility of an individual holding their self internally or externally 

accountable for their actions.  Some individuals hold their action accountability solely on 

internal factors.  Others do the exact same except with external factors.  However, most 

individuals will create a balance between the two views depending upon the situation, 

circumstances, and/or environment (Rotter, 1966). 

Rotter (1990) describes the internal locus of control as the degree of a person’s 

expectation of reinforcement or achievement following a certain outcome or action. 

Individuals with high internal locus of control believe they embrace the ability to change 

the world.  This assurance will often be displayed in an individual’s confidence level. 

These persons are usually extremely confident, highly motivated, success-oriented, and 

strive to influence other people and situations.  Their attention to detail also allows them 

to consider every situation as unique.  However, individuals who are internally motivated 

must accept complete responsibility for their actions and/or failures (Rotter, 1990). 

External locus of control is described as the degree of which a person accepts 

their achievement or outcomes as a result of chance, luck, or fate.  People with high 

external locus of control believe they have no or very little influence on the events or 

situations surrounding them.  In some cases, these individuals may believe other people 

are in control of these situations.  This viewpoint often causes these individuals to be 

fatalistic in nature.  They tend to be more accepting and passive to everyday actions or 

activities.  When these individuals fail or succeed, they contribute this outcome to luck or 

chance (Rotter, 1990).  According to Lefcourt (1976), it is preferred for individuals to 
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contribute their success and failures towards than own abilities rather than to external 

circumstances. 

Locus of Causality 

The locus of causality is particularly important in the understanding of emotional 

reactions.  When an undesired event or behavior occurs it is frequently associated with 

self-focused negative emotions, such as guilt or shame.  These emotions would be a result 

of internal attributions.  If the same behaviors and outcomes were to be external 

attributions, the person would demonstrate externally focused negative emotions, such as 

anger or resentment (Gundlach, Douglas, & Martinko, 2003; Weiner, 1985).  

It is important to remember locus of control and locus of causality are two 

different concepts (Koestner & Zuckerman, 1994).  Locus of control refers to an 

individual’s beliefs concerning how outcomes result; whether internally or externally. 

Locus of causality refers to an individual’s beliefs concerning what one action 

determined the outcome; external forces or internal forces.  In turn, locus of control refers 

to the determinants of outcomes and locus of causality refers to the determinants of 

behaviors (Rotter, 1966; Spector, 1982). 

Stability 

As mentioned by Weiner (1974), causal attributions can also be categorized by 

stability.  Stable attributions tend to influence behaviors and experiences consistently 

over time and across situations.  Stable causes such as intelligence or physical or 

governmental laws are considered moderately stable in nature.  This is due to their 

difficulty in changing or lack of changing over time.  Unstable attributions, such as effort, 
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skill level, or motivation are comparatively easy to alter over time, making them unstable 

in nature (Harvey & Martinko, 2010). 

Stability is different from locus of causality because dimensions of stability affect 

an individual’s future expectations and outcomes.  Locus of causality explains how the 

influence of emotional reactions impact events and behaviors (Kovenklioglu & 

Greenhaus, 1978). 

Controllability 

Controllability distinguishes the attribution factors an individual can control, such 

as skill or efficiency, from factors beyond their control, such as aptitude, chance/luck, 

and actions of others (Weiner, 1974).  Weiner (1974, 1972) understood controllability to 

be as important to a person decision-making process as achievement motivation.  Heider 

(1958) and Kelley (1973) claimed that an individual’s degree of controllability in a 

situation directly guides their future actions and decisions. 

Covariation Principle 

Kelley (1973) expanded upon Weiner’s casual dimensions by focusing on 

conditions leading individuals to attribute a cause of action to interactions with the 

environment.  His work later became known as the covariation principle, which deals 

with the possible cause and effect of events over a certain period of time.  The 

environmental interactions of the covariation principle are compartmentalized into three 

categories: 1) distinctiveness, 2) consensus, and 3) consistency (Kelley, 1973). 

The first category, distinctiveness, describes how similar a person acts towards 

other stimuli given different environmental situations.  A behavior only occurring once 

when a particular environmental factor is present is considered high in distinctiveness. 
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Consensus defines how other individuals act given the same stimulus as the person in 

question.  Out of these three categories, individuals are considered less sensitive to 

consensus information.  Consistency is the degree of which stimulus and response are 

perceived given the same situation (Kelley, 1973). 

Individuals tend to make external attributions when distinctiveness, consensus, 

and consistency are considered high.  When distinctiveness, consensus, and consistency 

are considered low, individuals will make internal attributions.  Given this information, 

attributes will have a tendency to covary (Kelley, 1973; Kelley & Michela, 1980).  In 

Figure 2.3, Kelley’s model for covariation of attribution is demonstrated. 

Figure 2.3 Kelley’s Covariation Model of Attribution (Kelley, 1973). 

The attribution theory has been heavily researched over the past fifty years.  It 

attempts to analyze how individuals interpret events, and how those interpretations relate 

to their thinking and levels of performance (Wiener, 1974).  According to Heider (1958), 
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the attribution theory describes whether a person’s actions are internally motivated or 

externally motivated.  Most individuals will create a balance between the two views 

depending upon the situation, circumstances, and/or environment (Rotter, 1966). 

Research indicates the formations of causal attributions are crucial for adapting to 

continuously changing environments.  Causal attributions are also essential in 

overcoming numerous daily challenges.  When desired outcomes are experienced, 

attributions explain the leading cause of the event in order for it to reoccur.  When 

unpleasant outcomes transpire, attributions help the person to identify the cause of the 

outcome.  Identifying the cause will aid the individual in preventing behaviors and other 

factors related to the particular outcome (Harvey & Martinko, 2010).  The attribution 

theory will assist the research of this study by providing comparison factors for how 

agricultural science teachers may act and/or respond to certain roles and responsibilities 

within the classroom setting. 

Professional Life Phases of the Teacher 

Day (2008) performed a longitudinal study designed to investigate the variations 

in teachers’ work, lives, and effectiveness on students throughout the various phases of 

their careers.  This project examined teachers from across disciplines on their influences 

on and between teachers’ professional and personal lives.  The study highlighted six life 

phases of educators: 1) Early Induction (0-3 years) is characterized by developing 

efficacy and high commitment requirements on behalf of the induction teacher; 2) 

Induction (4-7 years) is characterized by increase of confidence, development of identity 

as an educator, and the acceptance of adding additional responsibilities to their workload; 

3) Early (8-15 years) the teacher is managing roles and identity in their professional and
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personal lives, sustaining engagement, and making decisions about progression in their 

career; 4) Mid (16-23 years) the teacher experiences challenges with motivation and 

commitment, fighting professional stagnation, managing heavy workloads, facing 

increased demands in their personal lives, and managing work-life balance; 5) Late (24-

30 years) is the most challenging period for sustaining motivation; most teachers are 

holding remaining, but losing motivation; and 6) Sunset (31 + years) consists of teachers 

who have developed high levels of commitment or they are looking to retire but are 

trapped (Day, 2008).  Day’s (2008) professional life phases are summarized in Table 2.1. 
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Table 2.1 

Professional Life Phases (Day, 2008) 

Professional Life Phase Characteristics of the Life Phase 

Early Induction, 0-3 years Developing efficacy, requires a high 

degree of commitment 

Induction, 4-7 years Increased confidence, development of 

identity as an educator, and acceptance of 

adding additional responsibilities to their 

workload 

Early, 8-15 years Managing roles and identity in their 

professional and personal lives, sustaining 

engagement, and making decisions about 

progression of their career 

Mid, 16-23 years Experiencing challenges with motivation 

and commitment, fighting professional 

stagnation, managing heavy workloads, 

facing increased demands in their personal 

lives, and making work-life balance a 

focus 

Late, 24-30 years Most challenging period for sustaining 

motivation; most are remaining, but are 

losing motivation 

Sunset, 31+ years High commitment or are looking to retire, 

but are trapped 

Note. Day identified the phases by the number of years of experience.  The researchers 

added the names to the phases for ease of identification.  

Moir (2005) explains the six phases of a first-year teacher by displaying the trends 

of beginning teachers on an academic calendar.  The initial phase is anticipation of 

securing a job, followed by survival or anxiety phase of dealing with the demand of the 

profession.  The third phase is disillusionment where teachers experience heavy 

workloads, long work hours, and increased amounts of stress.  As the first year comes to 
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an end, induction teachers enter into the rejuvenation and reflections phases.  In these 

phases, teachers enter a level of satisfaction as the growing pains of the break-in process 

start to subside (Moir, 2005).  As teachers gain work experience they develop 

management skills for improving job-stress (Croom & Moore, 2003), in turn, reducing 

the level of work-life conflict (Cinamon & Rich, 2005). 

Roles and Responsibilities of the Agriscience Teacher 

As a result of the expanding need for classroom teachers, countless research has 

been directed toward topics relating to teacher retention (Kelsey, 2006; Walker, Garton, 

& Kitchel, 2004), preparation (Dormody & Torres, 2003; Graham & Garton, 2003), 

induction programs (Burris, Kitchel, Greiman, & Torres, 2006; Greiman, Birkenholz, & 

Stewart, 2003; Joerger & Boetcher, 2000; Peiter, Terry, & Cartmell, 2003), and problems 

and challenges of the teaching profession (Mundt & Connors, 1999; Myer, Dyer, & 

Washburn, 2005; Roberts & Dyer, 2004).  The one common thread which links all these 

studies together is their evaluation of the activities, competencies, situations, and 

opportunities that make the secondary agriscience profession strenuous (Burris & Keller, 

2008). 

Role and Responsibility Competencies 

Agricultural educators are accountable for activities and tasks that extend far 

beyond classroom and laboratory instruction (Newcomb et al., 2004).  Research has 

concluded these roles and responsibilities to be solely associated with the profession of 

secondary agricultural education (Talbert, Camp, & Heath-Camp, 1994).  The additional 

responsibilities within agricultural education, coupled with the common problems faced 
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by all teachers, make the agriscience teaching profession extremely demanding and 

distinctively challenging (Croom, 2003; Moore & Swan, 2008).  

In 1968, Binkley established twelve emerging responsibilities of the secondary 

agriscience teacher: 1) develop educational policy in agricultural occupations; 2) plan 

agriculture related programs and procedures; 3) use an advisory committee; 4) provide 

adequate funds, facilities, and teacher time; 5) involve people in general education; 6) 

involve other vocational services; 7) work with government agencies; 8) develop 

programs in cooperation with employers and organizations; 9) sell your program by 

recruiting, screening, and counseling students; 10) provide flexible scheduling; 11) 

update one’s qualifications in an agricultural occupation; and 12) provide the public with 

agricultural information (Binkley, 1968).  Throughout the years, research has shown 

these roles and responsibilities to multiply and expand (Phipps et al., 2008; Roberts & 

Dyer, 2004; Shippy, 1981; Walker, Garton, & Kitchel, 2004).  

In 2004, Roberts and Dyer performed a Delphi study on the characteristics of 

effective teacher behavior.  Their panel of experts consisted of 151 certified agriculture 

education teachers from Florida.  Results of this study yielded 40 characteristics of an 

effective agriscience teacher, which were organized into eight separate competency areas. 

The competency areas consisted of instruction, FFA, SAE, community relations, 

marketing, professionalism and professional growth, program planning and management, 

and personal qualities.  Phipps et al., (2008) used variations of these competency domains 

to describe the preparations of secondary agricultural teachers.  Their alternatives include 

program planning and evaluation, curriculum and course development, instructional 

design, teaching methods, teaching and learning processes, learning assessment, 
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laboratory and facility design and use, instructional technology, adult and youth 

development, and experiential learning. 

In addition to numerous research studies, the Vocational Agricultural Teachers 

Association of Texas (VATAT) believes agriscience teachers should be responsible for 

implementing 15 specific duties: 1) instructional program; 2) FFA/leadership 

development; 3) SAE programs of all students who receive instruction; 4) adult 

community involvement; 5) records and reports; 6) public and professional relations; 7) 

professional improvement; 8) evaluation of the program; 9) maintaining facilities and 

equipment; 10) guidance; 11) cooperative activities; 12) off-campus supervision of 

students; 13) professional ethics; 14) contract guidelines; and 15) summer program 

activities.  The VATAT (2013) also binds agricultural science teachers responsible for 

organizing and conducting an instructional program that accomplishes seven priority 

goals.  These goals include the following: 

A.) Improve the quality of Agriculture, Food, and Natural Resources (AFNR) 

Texas Essential Knowledge and Skills (TEKs), counseling, management, and 

leadership to produce success for all students; 

B.) Use strategies for integrating academic and AFNR TEKs; 

C.) Contribute to the educational objectives of the public school system by 

providing information to AFNR students about career pathways as a guide to 

achieving necessary skills for continued education and employment; 

D.) Provide students with educational and equitable experiences leading to career 

preparation, continued education, and employment; 

E.) Enhance youth leadership and FFA as an integral part of instruction; 
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F.) Provide students with the knowledge and skills necessary to compete in a 

global economy; and  

G.) Inform students about agriculture and agricultural literacy.  

      (VATAT, 2013, pp. Job Description)  

In order to achieve each of these goals, agricultural science teachers must perform a 

variety of daily activities during and after school hours (VATAT, 2013).  

 The National FFA Organization has also outlined a series of responsibilities of the 

agriscience teacher in the Local Program Success (LPS) initiative.  Developed by a joint 

taskforce of teachers and agricultural and educational leaders, the LPS recognize seven 

key teacher roles.  These seven key roles define a successful secondary agricultural 

education program.  These roles include: strong classroom and laboratory instruction, 

effective SAEs, an active FFA program, fostering strong community and school 

partnerships, program planning, program marketing, and professional and program 

growth (Local Program Success, 2014).  As agricultural teachers are held responsible for 

these various roles, they are also faced with the challenge of meeting the roles of a 

traditional teacher as well (Torres, Ulmer, & Aschenbrener, 2008).  

Competencies Related Challenges of Beginning Teachers  

Over the past six decades, numerous studies have been conducted on the burnout 

and attrition of agricultural science teachers (Crutchfield, Ritz, & Burris, 2013; Heath-

Camp & Camp, 1990; Kelsey, 2006; Myers, Dyer, & Washburn, 2005; Croom, 2003). 

Myers et al. (2005) recommended the first steps to improving agriscience teacher 

retention is to understand the difficulties faced by beginning teachers.  The literature has 
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provided valuable and consistent insight into the competencies of importance and priority 

for beginning teachers (Burris & Keller, 2008). 

In 1981, Shippy completed a Delphi study, which determined the professional 

competencies needed by beginning agricultural science teachers in Delaware.  The panel 

of experts for this study consisted of 19 inexperienced teachers, 28 experienced 

agriculture and/or agribusiness teachers, and 21 local school supervisors of agricultural 

programs from Delaware.  His findings identified 246 program competencies 

representing 10 overall competency categories.  These categories consisted of 1) program 

planning, development, and evaluation; 2) planning of instruction; 3) execution of 

instruction; 4) evaluation of instruction; 5) student vocational organizations; 6) 

supervised occupational experiences; 7) management; 8) guidance; 9) school-community 

relations; and 10) professional role and development (Shippy, 1981).  Numerous studies 

continue to use variations of Shippy’s competency categories (Burris & Keller, 2008; 

Garton & Chung, 1996; Layfield & Dobbins, 2002). 

A Delphi study conducted by Mundt and Connors (1999) revealed a list of 23 

problem and challenge categories related exclusively to first year agriscience teachers. 

Their expert panel consist of the 61 National Vocational Agricultural Teachers 

Association (NVATA) Outstanding Young Member Award state winners for the years 

1995 and 1996.  The top eight highest ranked categories consisted of 1) managing the 

overall activities of the local FFA chapter; 2) building the support of faculty, counselors, 

and administrators within the school system; 3) balancing professional and personal 

responsibilities and maintaining personal motivation and a positive outlook; 4) recruiting 

and motivating students in agricultural education; 5) using proper classroom management 
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strategies and dealing with student discipline problems; 6) properly managing your time, 

completing paperwork and meeting required deadlines; 7) building support from parents, 

organizations, and adult groups within the community; and 8) organizing and managing  

safe and attractive facilities (classroom, shop, greenhouse, etc.).  Researchers noted three 

of the eight higher ranked categories related to specifically to time management (Mundt 

& Connors, 1999).  

In a more recent Delphi study, Myers, Dyer, and Washburn (2005) identified 11 

major issues facing beginning agricultural science teachers.  The panel of experts 

consisted of 41 beginning agriculture teachers from Florida.  The top five ranked issues 

comprised of organizing an effective alumni chapter, organizing an effective advisory 

committee, organizing and planning FFA chapter events and activities, management of 

student discipline in the classroom, and recruiting and retaining alumni members.  

In 2008, Burris and Keller identified the challenges faced by induction-year or 

entry-phase teachers in Texas.  Participants were asked to rank 44 teacher related 

competencies on level of importance and preparation.  The top five ranked competencies 

by perceived level of importance included: employing a variety of teaching methods, 

maintaining conditions/environment of the class and lab, advising the FFA chapter, 

working cooperatively with parents, and assessing students learning.  The top five ranked 

competencies by perceived level of preparation included: developing lesson plans, 

preparing instructional areas, teaching and enforcing student behavior expectations, 

maintaining occupational certifications, and managing tools, supplies, materials, and 

equipment. 
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Needs Assessment of Beginning Teachers 

Research within agricultural education has been striving to recognize the in-

service needs of beginning teachers (Duncan, Ricketts, Peake, & Uessler, 2006; Garton & 

Chung, 1996; Layfield & Dobbins, 2002; Shippy, 1981).  A majority of the literature 

relating to competencies of induction teachers is performed through needs assessment 

studies.  Needs assessments can aid in more areas than just in-service education.  These 

types of studies can also identify the challenges associated with induction teachers. 

However, needs assessments may also be deemed inconsistent.  Depending on the state 

being assessed, competencies are often adjusted to fit the model of that particular state, 

which could result in a lack of consistency among studies (Burris & Keller, 2008). 

The following needs assessment studies evaluated the in-service needs of 

beginning teachers in three different states: Missouri, South Carolina, and Georgia. 

However, each of these studies yielded various competencies, which were consistent with 

ones obtained in other states. 

Garton and Chung (1996) identified and prioritized the in-service needs of 

beginning agriculture teachers in the state of Missouri by comparing the importance and 

competence of 50 teacher related competencies.  These beginning teachers identified 12 

of the 50 professional competencies as having a greater need for in-service education. 

Instruction, program planning, and program administration were among the highest 

ranked competencies in need of in-service education.  Technical agriculture competencies 

ranked lower in priority (Garton & Chung, 1996). 

Layfield and Dobbins (2002) assessed the in-service needs of beginning and 

experienced agriscience teachers in South Carolina.  In this study, participants ranked the 
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perceived level of importance and competence of 50 teacher related competencies.  The 

top five competencies in need by experienced agriculture teachers included: using 

computers in classroom teaching, preparing FFA degree applications, preparing 

proficiency award applications, using multimedia equipment in teaching, and teaching 

recordkeeping skills.  In contrast, beginning teachers listed the following top five 

competencies of need: utilizing a local advisory committee, developing local adult 

education programs, organizing fund-raising activities for the local FFA chapter, 

preparing agriculture/FFA contest teams, and developing SAE opportunities for students 

(Layfield & Dobbins, 2002). 

Layfield and Dobbins (2002) and Garton and Chung (1996) study’s revealed six 

common competencies in the findings for high in-service needs.  These common 

competencies included: the use of advisory committees, developing SAE opportunities, 

preparing degree applications, using technology/multimedia in the classroom, teaching 

record bookkeeping skills, and supervising SAE programs (Burris & Keller, 2008; Garton 

& Chung, 1996; Layfield & Dobbins, 2002). 

Duncan et al. (2006) used the needs assessment design to assess the preparation 

needs of beginning teachers in Georgia.  Researchers used 63 competencies focused 

around three thematic areas: technical agriculture (biotechnology, aquaculture, and 

veterinary technology), pedagogical skills (teaching and learning), and program 

management.  Common competencies between Duncan et al. (2006) and Layfield and 

Dobbins (2002) and Garton and Chung (1996) include motivating students to learn and 

think critically, managing classroom and student behavior, and preparing various award 

applications (Burris & Keller, 2008; Duncan et al., 2006; Garton & Chung, 1996; 
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Layfield & Dobbins, 2002).  Duncan et al. (2006) also revealed a priority area not 

previously identified, which was the advising students about post-secondary education in 

agriculture. 

Work-Life Balance and Work Engagement 

Teaching secondary agriculture is often referred to as a lifestyle rather than a 

career or profession.  Distinguishing the difference between home responsibilities and 

career responsibilities can make life challenging for individuals within the profession 

(Buehler, 2009).  If individuals want to maintain effective agricultural programs as well 

as adequate family lives, they have to be able to balance their priorities and 

responsibilities carefully (Niehaus, 2008).  This concept of work, family, and life balance 

is a central issue within the secondary agriscience profession (Crutchfield, 2009). 

The struggle between work, family, and life balance can be easily observed 

through Wilensky’s (1960) spillover theory.  This theory suggests that individuals 

associate job-related activities and tasks with family or leisure activities, causing an 

overflow from work to family (Murray et al., 2011).  Crouter (1984) described the 

balance between work and family as a vigorous, reciprocal system.  Figure 2.4 

demonstrates a model of the work and family spillover effect as a reciprocal relationship 

(Murray et al., 2011). 
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Figure 2.4 A model of the work and family spillover effect as a reciprocal relationship 

(Murray et al., 2011). 

The numerous roles and responsibilities assumed by agriscience educators affects 
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preoccupied, their effectiveness is reduced, which increases work and family conflict 

(Gutek, Searle, & Kelpa, 1991).  

 A large amount of the agricultural education literature focuses on the secondary 

teacher’s work routine, job satisfaction, stress level, and workload (Murray et al., 2011; 

Crutchfield, 2009; Ritz, Burris, Brashears, & Fraze, 2013; Torres, Lawver, & Lambert, 

2009; Torres et al., 2008; Mundt & Connors, 1999; Talbert, Camp, & Heath-Camp, 

1994).  Research has found that the variability in the agriscience teacher job description 

(VATAT, 2013; Duncan et al., 2002; Garton & Chung, 1996; Shippy, 1981) can cause 

apprehension for many new agriscience teachers (Lambert, Henry, & Tummons, 2011).  

Work Routine 

 Lambert et al. (2011) investigated a study on early career agriculture teachers to 

determine how beginning agriscience teachers allocate their career time.  Five common 

work routine themes were found between teachers ranging from mid-first year to 

beginning sixth year: 1) their days consist of varying patterns, which depend upon the 

time of year; 2) there is a conscious allocation of work time; 3) the process of managing 

time adapts and evolves over time; 4) personal and social time is woven into or around 

work responsibilities; and 5) tensions exist between how teachers would like to spend 

their time and how they actually spend their time.  All of the participants in this study 

reported working well over the 40 required work hours a week (Lambert et al., 2011).  

Job Satisfaction 

 Job satisfaction can be contributed to a number of factors such as person and 

environment placement, workload, hours of work, environmental design, ergonomic 

factors, autonomy and control, work pacing, and electronic work monitoring (Sauter, 
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Hurrell, Murphey, & Levi, 1998).  Cano and Miller (1992) studied the job satisfaction 

and dissatisfaction factors among secondary agriscience teachers. 

Dissatisfaction factors of secondary agriscience profession were found to be 

interpersonal relations, job policy and administration, salary, supervision, and working 

conditions (Cano & Miller, 1992).  Nevertheless, numerous studies have found that 

agriscience teachers are generally satisfied with their teaching positions.  Studies have 

shown, however, a significant relationship between job dissatisfaction factors and female 

attrition rates (Cano & Miller, 1992; Castillo & Cano, 1999). 

Teacher Stress 

Teacher burnout is often contributed to job related stress (Chan, 1998).  Maslach 

(1982) describes stress as the body’s reaction to physical or environmental change. 

Individuals coping with high amounts of job stress, emotional or physical, may 

experience emotional exhaustion, depersonalization, and reduced personal 

accomplishment (Maslach, 1982).  Teacher stress occurs when interactions between 

others or work responsibilities become emotionally, physically, and mentally taxing. 

High teacher stress will lead to disruption in daily routines, which is due to a teacher’s 

lack of personal or physical guiding resources (Lazarus & Folkman, 1984). 

King, Rucker, and Duncan (2013) studied degrees of teacher stress in relation to 

FFA, SAE, and classroom instruction responsibilities.  Female agriscience teachers were 

the target participants for this study.  Researchers found that participants considered the 

following FFA and SAE responsibilities as highly stressful: planning an FFA banquet, 

preparing CDE teams, organizing fundraisers, and preparing degrees applications. 

Supervising SAE projects, attending livestock shows and FFA week were considered 
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mid-level stressors of the teacher’s FFA and SAE responsibilities.  Researchers also 

reported the following classroom instruction duties as high stress responsibilities: 

paperwork and reports, creating new curriculum, lack of teaching materials, managing 

student behaviors, and teaching new content.  Organizing laboratory activities, being 

inexperienced with the course content, being prepared for class, and completing standard 

requirements were considered mid-level stressors of the teacher’s classroom duties (King 

et al., 2013). 

Workload and Work Hours 

 Secondary teachers experience a large number of career-related stressors.  

Teacher stressors include working with unmotivated students, lack of classroom 

discipline, workload and time demands, poor working conditions, and challenging 

relationships with colleagues and administration (Kyriacou, 2001).  However, Kyriacou 

(2001) found that workload and time demands to be an abundant basis of teacher stress.  

Due to the complex job roles and program responsibilities, agricultural science 

teachers have greater workloads and work longer hours than typical secondary teachers 

(Torres et al., 2008).  In 1981, a series of research studies reported the average workweek 

for an agriscience teacher ranged from 45 to 65 hours with the average sitting at 55 hours 

per week (Cole, 1981; Cooper & Nelson, 1981).  Murray, Flowers, Croom, and Wilson 

(2011) discovered agriscience teachers in Georgia working an average of 57 hours per 

week.  

These studies show that over the past thirty years the amount of time agriscience 

teachers spend on the job has remained fairly consistent.  However, 55 to 57 hours per 

week is considerably higher than the standard, recommended 40-hour workweek (Murray 



Texas Tech University, Kassie Davidson, December, 2014 

37 

et al., 2011).  The study by Murray et al. (2011) also showed female agricultural science 

teachers taking on twice as much family and household responsibilities as male 

agriscience teachers. 

Given the numerous tasks, functions, assignments, and responsibilities faced by 

agriscience teachers, workload and number of hours spent working may be considered 

the most vital issues facing this profession (Sauter et al, 1998).  Frankenhaeuser (1998) 

describes workload as the challenges individuals face as a result of the different work 

demands.  Workload involves weighing work demands and completion of roles against 

the individual’s mental coping abilities.  Moore and Camp (1979) found the primary 

reason agriscience teachers’ exit the secondary teaching profession is due to extensive 

workloads and long work hours. 

Being a secondary agriscience teacher is both demanding and challenging.  Even 

as improvements to student achievement drastically improve, society continues to 

demand and require more from its teachers (Croom, 2003).  Each day agriscience 

teachers are confronted with a multitude of tasks, roles, and responsibilities (Torres et al., 

2008).  As the public’s expectations of education increase and the teacher’s ability to 

deliver that education weakens, teacher burnout will continue to be a concern (Croom, 

2003).  Under these challenging circumstances, beginning teachers are particularly 

vulnerable to job related stress, time management issues, and work overload (Mundt & 

Connors, 1999; Ritz, Burris, Brashears, & Fraze, 2013; Talbert, Camp, & Heath-Camp, 

1994; Torres, Lawver, & Lambert, 2009; Torres et al., 2008). 
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Occupational Commitment 

Job commitment, motivation, and effectiveness can all lead to an agriscience 

teacher’s decision to remain in the profession (Day, 2008).  Sammons et al. (2007) 

described commitment as an external expression of a teacher’s mental attachment to their 

profession, motivation, willingness to learn, and their belief of influencing the learning 

and achievement of students.  Occupational motivators include achievement, recognition, 

work, responsibility, and advancement and personal growth (Porter, Bigley, & Steers, 

2003).  Commitment and motivation may increase or decrease depending on the teacher’s 

work and life experiences (Day, 2008). 

Effective Teachers 

Highly qualified and effective teachers are desperately needed in today’s public 

school systems (Feistritzer & Haar, 2008).  In turn, researchers have long desired to 

unveil the valid and reliable characteristics needed to identify effective teachers (Miller, 

Kalher, & Rheault, 1989).  According to Miller, Kalher, and Rheault (1989) effective 

agriscience teachers base their effectiveness largely on their personal experiences or from 

the testimonies of others.  Juergenson (1963) discovered that new agriscience teachers 

inspire to become effective teachers because their supervising teachers, college educators, 

former agriscience teachers, and/or fellow teacher educators influenced them.  In 

addition, agriscience teachers often use physical, emotional, and intellectual experiences 

in order to deliver effective classroom instruction (Cano, 1990). 

Effective Classroom Teacher Characteristics 

Rosenshine and Furst (1971) identified 10 teacher behavior variables, which 

contributed directly to teacher effectiveness.  These variables include variability, 
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enthusiasm, task-oriented, providing students opportunities to learn, utilizing student 

ideas, limiting criticism, using structuring comments, varying types of questions, probing 

student responses, and varying the level of difficulty of instruction.  Suydam (1983) 

specified that effective teachers demonstrate concern for their student’s achievement, 

offer encouragement, and engage students through questions and discussions.  Effective 

teachers should also minimize wasted class time, limit distractions and interruptions, 

establish and enforce dependable classroom rules, carefully monitor student’s behavior, 

rearrange the classroom, and deliver clear and precise directions (Suydam, 1983). 

Young (1990) identified an extensive list of effective teacher characteristics, 

which include ability to plan and execute lessons, monitor student’s learning and 

behavior, conduct interesting and focused lessons based on various teaching methods, 

and maintaining a positive rapport with students and peers.  Richardson and Arundell 

(1989) noticed that effective classroom teachers provide a variety of teaching examples, 

properly prepare lessons, remain knowledgeable of the subject matter, and are able to 

recognize student learning. 

Effective Agriscience Teacher Characteristics 

Miller et al. (1989) recognized five common performance areas related directly to 

effective agriscience teachers.  The performance areas consisted of 1) productive teaching 

behaviors (including authentic teaching situation and activities); 2) organized, structured 

classroom management; 3) positive interpersonal relationships; 4) professional 

responsibilities (including completing duties in a timely manner); and 5) personal 

characteristics (including exhibiting personality traits such as humor and patience) 

(Miller et al, 1989).  
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Miller et al. (1989) and Larsen (1992) both identified classroom management and 

classroom organization as primary influencing factors of teacher effectiveness.  Student 

motivation (Foster & Finley, 1995; Larsen, 1992; Miller et al, 1989; Newcomb et al., 

2004), the ability to identify student’s needs (Lockaby & Vaughn, 1999), and recognition 

of student achievements (Lockaby & Vaughn, 1999; Luft & Thompson, 1995; Miller et 

al. 1989) were also identified as effective agriscience teacher characteristics.  

 Luft and Thompson (1995) conducted a study where students recognized the 

effective agriscience teacher characteristics.  Students identified eight effective teacher 

characteristics, which include: 1) demonstrating enthusiasm for teaching; 2) serving as a 

role model for students; 3) being committed to aiding student’s learning; 4) belonging to 

professional organizations; 5) enjoying teaching; 6) being poised and self-confident; 7) 

being prompt and on time; and 8) being neatly dressed and well-groomed.  Foster and 

Finley (1995) reported effective agriscience teachers as being independently strong in 

human relations and personal attitudes, proficient at conflict resolution, highly motivated, 

committed to personal feelings, able to utilize public relation skills, highly accepted by 

co-workers, able to demonstrate leadership and cooperation, and exhibit proper 

professional etiquette.  

 Roberts and Dyer (2004) recognized 40 characteristics of an effective agricultural 

science teacher.  The researchers categorized these characteristics into eight competency 

areas consisting of instruction, FFA, SAE, community relations, marketing, 

professionalism and professional growth, program planning and management, and 

personal qualities.   
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Skills of the Classroom Teacher 

There is an extensive amount of literature regarding agriscience teachers’ role and 

responsibilities (Dormody & Torres, 2002; Burris et al., 2006; Graham & Garton, 2003; 

Greiman et al., 2003; Joerger & Boetcher, 2000; Kelsey, 2006; Mundt & Connors, 1999; 

Myer et al., 2005; Peiter et al., 2003; Roberts & Dyer, 2004; Walker et al., 2004), work-

life balance and work engagement (Crutchfield, 2009; Mundt & Connors, 1999; Murray 

et al., 2011; Ritz et al., 2013; Talbert et al., 1994; Torres et al., 2008; Torres et al., 2009), 

and characteristics of an effective agriscience teacher (Foster & Finley, 1995; Larsen, 

1992; Lockaby & Vaughn, 1999; Luft & Thompson, 1995; Miller et al, 1989; Newcomb 

et al., 2004; Richardson & Arundell, 1989; Roberts & Dyer, 2004; Rosenshine & Furst, 

1971; Suydam, 1983; Young, 1990).  However, there seems to be a lack of research 

regarding the specific skills need by agriscience teachers in the classroom setting alone. 

If agricultural education is going to continue to expand and flourish, it will need an 

adequate supply of qualified classroom teachers (Boone & Boone, 2009). 

Brock and Grady (1998) reported a series of problems faced by beginning 

classroom teachers.  The following includes a ranked-ordered list of 12 skills, which 

beginning classroom teachers often lack: 1) classroom management and discipline; 2) 

working with mainstreamed students; 3) determining appropriate expectations for 

students; 4) dealing with teacher stress; 5) handling angry parents; 6) keeping up with 

paperwork; 7) grading/evaluating students’ work; 8) ability to handle student conflicts; 9) 

pacing lessons; 10) varying teaching methods; 11) dealing with students who have 

various abilities; and 12) feeling adequate as a teacher (Brock and Grady, 1998). 
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 Preparing effective and competent agriscience teachers primarily resides within 

the agricultural education programs at the university level.  Agricultural educators at the 

university level are responsible for designing education programs and developing 

coursework to produce successful and effective agriscience teachers, both inside and 

outside the classroom (Miller et al., 1989).  By understanding the skills needed by 

effective agriscience teachers, university educators can focus on developing these skills 

and characteristics within their graduate programs (Roberts & Dyer, 2004).  

Chapter Summary 

Being a secondary agriscience teacher is both demanding and challenging.  Even 

as improvements to student achievement drastically improve, society continues to 

demand and require more from its teachers (Croom, 2003).  Each day agriscience 

teachers are confronted with a multitude of tasks, roles, and responsibilities (Torres et al., 

2008).  In turn, agriscience teachers’ occupational commitment and motivation to the 

profession may have a tendency to decline (Day, 2008).  Job commitment, motivation, 

and effectiveness can all lead to an agriscience teacher’s decision to remain or vacate the 

profession (Day, 2008). 

Highly qualified and effective teachers are desperately needed in today’s public 

school systems (Feistritzer & Haar, 2008).  If agricultural education is going to continue 

to expand and flourish, it will need an adequate supply of qualified classroom teachers 

(Boone & Boone, 2009).  Preparing effective and competent agriscience teachers 

primarily resides within the agricultural education programs at the university level 

(Miller et al., 1989).  By understanding the skills need by classroom agriscience teachers, 
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university educators can focus on developing these skills and characteristics within their 

graduate programs (Roberts & Dyer, 2004). 

In this chapter, an essential base of information is provided, which includes: 

theoretical framework, roles and responsibilities of the agriscience teacher, work 

engagement and work-life balance, occupational commitment, characteristics of effective 

teachers, and skills of classroom teachers.  A gradation system is used to illustrate the 

progression from the theoretical framework into the primary focus of the study, skills of 

classroom teachers.  Categories addressed within this chapter build upon another until the 

concentration of the study is attained. 
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CHAPTER III 

METHODOLOGY 

The purpose of this study was to identify the essential skills related to Texas 

agricultural science teachers’ roles as classroom teachers.  The following research 

objectives were generated to focus and guide the direction of the study: 

1. Identify the essential skills related to Texas agricultural science teachers’ roles as

classroom teachers. 

2. Describe personal characteristics and program demographics (gender, age, level

of education, length of time teaching, numbers of years teaching within current 

program, etc.) of the panel of VATAT experts. 

The Delphi Technique 

The Delphi technique was developed at the Rand Corporation as a means of 

systematically prompting expert opinions.  Delphi was initially developed for various 

areas of forecasting or predictions.  However, it has continued to expand into 

investigations relating to business, science, medicine, and education (Sackman, 1974). 

The most famous use of the Delphi technique was in 1963 as Norman Dalkey and Olaf 

Helmer directed a study to measure the future direction and patterns of the American 

national defense (Cornish, 1977; Jones, 1980).  Cornish (1977) recognizes Dalkey and 

Helmer for developing the Delphi technique as a way of discovering the most reliable 

approach of obtaining a consensus from a group of experts. 

The Delphi technique can be used to recognize problems, define needs, establish 

priorities, and identify and evaluate solutions (Borg and Gall, 1989).  Borg and Gall 

(1989) recommend the technique’s practicality in educational settings, because it 
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formulates findings that are easier to implement.  Stufflebeam, McCormick, Brinkerhoff, 

and Nelson (1985) noted the Delphi technique as an effective way to obtain consensus 

among a previously selected group of experts.  Finch and Crunkilton (1989) reported this 

technique as an effective method for reaching consensus on content relating to a 

particular curriculum.  Green (2014) declared the Delphi technique as a communication 

structure designed to produce critical, detailed examination and discussion.  

Delphi studies have been used in numerous educational studies to form 

guidelines, predict academic trends, and develop instructive standards (Green, 2014). 

Lewis (1984) discovered most Delphi studies utilized within higher academia were used 

to resolve some sort of problem and/or difficulty.  Judd (1972) recognized five major 

applications of the Delphi process within higher education.  These applications include: 

1) cost-effectiveness, 2) cost-benefit analysis, 3) curriculum and campus planning, 4) 

university-wide educational goals and objectives, and 5) generalized, futuristic 

educational goals and objectives (Judd, 1972).  

Design of the Study 

 The Delphi technique can be used for a variety of reasons within numerous 

professional occupations (Akers, 2000).  However, Chizari (1990) declared that most 

Delphi studies contain certain key elements, which are considered customary by a 

number of Delphi researchers (Anderson & Jones, 1986; Buriak & Shinn, 1993; Dalkey, 

1968; Sutphin, 1981; Ulschack, 1983).  These customary elements of the Delphi process 

include: use of a panel of experts, anonymity of panel members from other panel 

members; repetition and controlled feedback of individual responses, and group 
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responses in describing panel judgments.  As seen in Figure 3.1, Stewart and 

Shamdasami (1980) composed a typical systematic outline of the Delphi process. 

 

Figure 3.1 A Typical Outline of the Delphi Process (Stewart & Shamdasami, 1980). 

 

1
• Develop the Inital Delphi Question

2
• Select the Expert Panel

3
• Distribute the First Round Open-ended Questionnaire

4
• Collect and Analyze Round 1 Responses

5

• Provide Feedback from Round 1 Responses

• Formulate the Second Questionnaire Based on Round 1 Responses 

• Distribute Round 2 Questionnaire

6
• Repeat Steps 4 and 5 to form the Round 3 Questionnaire

7
• Analyze Final Results

8
• Distribute Results to Panelists
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Number of Delphi Rounds Needed 

After reviewing the Delphi literature, there does not appear to be a set number of 

questionnaire rounds needed for establishing consensus.  However, Martino (1972) 

suggest three surveys rounds to be sufficient for a typical Delphi study.  According to 

Sutphin (1981), the number of rounds needed for consensus may vary depending on the 

type of study being conducted.  Anderson and Jones (1986) consider two to three survey 

rounds as customary for a Delphi study.  Linstone and Turoff (1975) supported Anderson 

and Jones (1986) by stating three rounds were sufficient in obtaining reliable responses. 

The researcher added that additional survey rounds tend to show very little variance in 

results and tend to irritate participants; leading to higher non-response rates (Linstone & 

Turoff, 1975). 

Delphi Questionnaire Design 

According to Green (2014), each questionnaire round within the Delphi process, 

serves a unique propose.  The first round is used to establish a set of issues or problems 

(Green, 2014).  Martino (1972) and Moore (1987) recommend the round one 

questionnaire to be completely unstructured with open-ended questions.  Agreeing with 

Martino (1972), Anderson and Jones (1986) insists the number of questions administered 

during this first round to be limited.  The amount of space allowed for participants to 

respond should be limited as well (Anderson & Jones, 1986). 

The second round provides the panel of experts with results from round one, and 

presents a questionnaire to the respondents (Green, 2014).  Brooks (1979) describes 

round two as a developed list of items summarized from round one.  Respondents will 

rate these items within the second round questionnaire using a predetermined scale, such 
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as a Likert-type scale (Green, 2014).  The Delphi researcher then measures the central 

tendency of the responses to determine consensus between the respondents (Green, 

2014).  

The third round is then used to provide feedback from the previous round, and 

encourages respondents to reach a final consensus for the study (Green, 2014).  In this 

round, the Delphi researcher(s) compose data collected during round two, and provide 

respondents with feedback (Sutphin, 1981).  The respondents will then be required to 

submit their final opinions of each individual item listed within the third round (Hood, 

1984).  Sutphin (1981) stated that the researcher is responsible for bring closure to the 

questionnaire rounds by accurately analyzing the data in light of the objectives of the 

study.   

Panel Selection 

 The identification of a qualified and available panel of experts if crucial to the 

overall success of a Delphi study (Anderson & Jones, 1986; Delbecq et al., 1986; Hood, 

1984).  Patton (1990) recommends selecting key experts within an occupational field to 

petition the latest critical thinking and policy making information.  Buriak and Shinn 

(1993) declare expert opinion, intuition, and thorough judgment as the key elements 

needed to develop an established knowledge base in agricultural education.  Knowing 

this, Delphi researcher(s) within the field of agricultural education are advised to 

establish a predetermined set of panelist qualifications, which defines an expert within a 

particular field (Andranovich, 1995).   
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Size of the Panel of Experts 

The literature concerning guidelines for the size of a Delphi expert panel are 

extremely broad.  Delbecq et al. (1986) states the size of a panel of experts will vary 

depending on the study at hand.  However, it is suggested for a homogenous group to 

consist of a minimum of 10 to 15 members (Delbecq et al., 1986).  Swanson (1981) 

recommends a panel of experts to consist of no less than 25 people.  In addition, he also 

declares a panel of a hundred plus members to be too large (Swanson, 1981).  Numerous 

Delphi studies previously performed within the agricultural education profession have 

consisted of an expert panel of members ranging from 13 to 75 individuals (Akers, 

Vaughn, & Haygood, 2003; Connors & Roberts, 2013; Dyer, Breja, & Ball, 2003; Mundt 

& Connors, 1999; Myers et al., 2005; Rayfield & Croom, 2010; Roberts & Dyer, 2004; 

Shippy, 1981; Smalley & Retallick, 2011). 

Population and Panel Selection 

The Delphi technique was implemented in this study to more accurately gather 

and interpret the perceptions of the population.  The target population of this study 

consisted of the 58 VATAT Board Members who served as the panel of experts for this 

study.  This panel of experts consisted of individuals who are directly involved in the 

secondary agricultural education profession.  Patton (1990) recommends selecting key 

experts within an occupational field to petition the latest critical thinking and policy 

making information.  Knowing this, Delphi researcher(s) within the field of agricultural 

education are advised to establish a predetermined set of panelist qualifications, which 

defines an expert within a particular field (Andranovich, 1995). 
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The primary qualification used to define an expert in this study was Texas 

agricultural educators who served as a member on the VATAT Board of Directors.  The 

VATAT is a professional organization for agriculture science teachers and supporters of 

agriculture education.  It is governed by a board of directors, which is made up of its 

active membership.  Each of the ten Texas FFA Area Associations is entitled to elect one 

VATAT board director per 28 active members, with a minimum of one director per area 

association (VATAT, 2014).  Figure 3.2 illustrates the how each of the ten Texas FFA 

Area Associations are divided. 

Figure 3.2 The Ten Texas FFA Area Associations (Texas FFA Association, 2013). 

On behalf of the researchers, President of the VATAT Board of Directors was 

asked to distribute the first survey round by email (Appendix B) to each of the 58 

VATAT Board Members.  Twenty-six of the initial 58 VATAT Board members chose to 

participate in the first survey round.  All the respondents to the Round One survey were 

selected as experts to serve on this study’s expert panel. 

Instrumentation 

Researchers followed Chizari’s (1990) customary elements of the Delphi process 

to design and develop the Round One instrument.  The purpose of the Round One 
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instrument (Appendix A) was to develop a question, which would elicit responses from a 

panel of experts regarding the essential skills related to the roles of the classroom teacher. 

Emphasis was placed on the skills agricultural education program graduates need to 

become effective classroom teachers.  As recommended by Martino (1972) and Moore 

(1987), this instrument consisted of one open-ended question and nine demographic 

questions.  Demographic questions were only asked in the first survey round.  The 

following open-ended question was included in the initial survey instrument: 

1. What are the essential skills related to the roles of classroom teachers needed

by program graduates today? 

The following demographic questions were also included: 

2. How many years of teaching experience do you have?

3. How years of teaching under the current employer?

4. How many agri-science teachers make up your Ag program?

5. What is your current program enrollment in terms of FFA members?

6. Gender: Male or Female?

7. What is your age in years?

8. What ethnicity describes you best?

9. What is your highest level of education?

10. Please provide your FFA Chapter Number or Institution Name.  This

information will be used in order to contact you with the links to the following 

two survey rounds. 
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Responses to the first survey round were used to develop scale level items for the 

second round of this study.  Once the second round was completed and data analyzed, a 

third survey round was distributed for participants to finalize their decisions. 

Validity 

A panel of faculty members from the Department of Agricultural Education and 

Communications at Texas Tech University validated the questions used within the Round 

One instrument.  The questions were validated for content and suitability to the purpose 

of the study.  Several questions were considered before a general consensus was reached. 

Reliability 

Dalkey is often cited for recognizing reliability within Delphi studies (Buriak and 

Shinn, 1993).  Dalkey indicated that the question of reliability can be considered 

satisfactory if the number of participants per group is greater than 13 (Buriak and Shinn, 

1993).  Martino (1972) claimed that a suitably large expert panel of 15 or more 

individuals is necessary for obtaining a high degree of reliability.  Ulschack (1983) 

indicated that it is acceptable for a Delphi study to have up to 100 members on an expert 

panel.  Ornstein and Miller (1980) recognized 20 to 100 experts as a typical number for 

the Delphi process.  The initial size of this study’s expert panel was 26 members, which 

is within the satisfactory range suggested by Delphi experts. 

Data Collection 

Individuals who chose to participate in this Delphi study were asked to complete 

three consecutive rounds of surveys.  Responses to the first survey round were used to 

develop scale level items for the second round.  Once the second round was completed, a 

third survey round was distributed for participants to finalize their decisions. 
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Round One 

On behalf of the researchers, President of the VATAT Board of Directors was 

asked to distribute the first survey round by email (Appendix B) to each of the 58 

VATAT Board Members.  The email was sent out on June 17, 2014, and included the 

purpose of the study, survey instructions, and the Round One Qualtrics’ survey link 

(Appendix A).  This email also informed participants about the Delphi process, and that 

they would be asked to complete two additional survey rounds.  The initial email ensured 

all participants that their responses would remain strictly confidential and no identifying 

information would be released.  Participants were asked to have the first survey round 

completed by July 9, 2014.  

Dillman’s (2009), Delbecq et al. (1986), and Chizari (1990) all emphasized the 

importance of providing follow-ups when using the Delphi technique.  Following their 

suggestions, on June 27, 2014 researchers sent email reminders (Appendix C) to all non-

responding VATAT Board Members.  A second email reminder (Appendix D) was 

distributed to the remaining non-respondents on July 7, 2014.  Each email reminder 

stressed the importance of the experts’ opinion, reminded them of their significance 

within this specially selected panel, and provided them with a courtesy link to the Round 

One Qualtrics’ survey.  This followed Dillman’s (2009) recommended procedures of 

sending out the initial instrument to all non-respondents after three weeks of no response. 

Dillman (1978) states, “the three weeks that have elapsed since the first mailing make it 

probable that the original questionnaire, if it has not been lost or thrown away, will at 

least be difficult to find” (p.187).  Even though Dillman’s (1978) recommendations 
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focused on mailed questionnaires, his concepts still apply to the electronic survey 

techniques used today. 

The data collection process for Round One concluded on July 9, 2014.  All 

respondents from the first survey round were sent a thank you email (Appendix E) for 

their time and participation.  The respondents to Round One included 26 of the 58 

VATAT Board Members. 

Round Two 

The responses for Round One were condensed, summarized, and reviewed to 

develop 118 scale level items for the second survey round of this study.  Similar 

responses were collapsed and rewritten to convey the intention of various responses.  In 

order to successfully organize responses from the first round, Chizari (1990) 

recommended writing each individual response on a 3”x5” notecard and sorting those 

notecards into stacks based on similarity.  Researchers’ used a similar technique for this 

particular study. 

Responses from the Round One Qualtrics’ survey were exported into a Microsoft 

Word document, where they were individually separated.  The responses were then 

printed out and cut into individual slips of paper.  Two independent researchers sorted the 

responses by placing them in separate stacks based on similarity.  The researcher then 

came together to condense, collapse, and summarize alike and similar responses.  When 

necessary, verbs on the initial responses were changed to performance terms in order for 

the response to be utilized as a skill.  A total of 118 skills were identified from the Round 

One instrument. 
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In the Round Two instrument, panel members were asked to indicate their level of 

agreement as to whether each of the skills listed within the survey were essential to the 

roles of the classroom agriscience teacher.  A four-point Likert scale, which ranged from 

“Strongly Disagree”, “Disagree”, “Agree”, and “Strongly Agree” was used to rate each of 

the 118 skills.  According to Garland (1991) a scale without a midpoint or a neutral point 

is preferred since typical marker researchers want respondents to make a definite choice 

rather than choosing neutral or intermediate positions on a scale.  Cox (1996) 

recommended an even number of points on a scale, because it forces the respondent to 

choose one side over the other.  Since mid-range responses can lead to false consensus, it 

is extremely important to use an even numbered scale when performing a Delphi study 

(Cox, 1996).   

 Gross (1981) indicated that the second Delphi round should ask the panel 

members to evaluate the list of opinions using certain criteria.  Swanson (1981) believed 

the second round should concentrate on the opinions shared by the majority and should 

also consider narrowing of opinion.  Sutphin (1981) suggests that round two should 

provide respondents an opportunity to reexamine their responses from round one 

Furthermore, Gray (1977) suggests round two include a section that allows respondents 

the opportunity to list additional items, which were not included in the composite list.  

Given these experts’ recommendations, the overall level of agreement was 

measured by the percentage of panel members who agreed or strongly agreed with each 

of the skills.  According to Scheibe, Skutsch, and Shofer (1975), it is common in Delphi 

studies for a consensus to be reached when a certain number of respondents indicate 

agreement.  The researchers determined a priori that only skills that received a mean of 



Texas Tech University, Kassie Davidson, December, 2014 

56 

3.25 or higher would be used for inclusion in the essential skills related to the roles of 

classroom teacher.  Following the research of previous Delphi studies, consensus of 

agreement was determined a priori (Akers, Vaughn, & Haywood, 2003; Buriak & Shinn, 

1993; Connor & Roberts, 2013; Dyer, Breja, & Ball, 2003; Rayfield & Croom, 2010; 

Smalley & Retallick, 2011).  The high consensus of agreement was chosen with the 

expectations of eliminating unneeded skills from the study.  A section was also added to 

the end of the survey, which asked panelist to list additional skills overlooked in Round 

One.   

On August 12, 2014, the panel of 26 experts were sent an email (Appendix G), 

which included a link to the second survey instrument (Appendix F).  Due to the 

numerous summer events Texas agriscience teachers are required to attend during the 

month of July is reason for why the Round Two Qualtrics’ survey was distributed earlier. 

Following Dillman’s (2009) recommendations, on August 20, 2014 all panelist, both 

respondents and non-respondents, received a follow-up email (Appendix H).  According 

to Dillman (2009), this type reminder should serve as both a thank you to the respondents 

and a courteous reminder for the non-respondents.  One individual from the original 26 

respondents asked to be removed from the expert panel.  Nineteen of the 25 expert 

panelist chose to respond to the second survey round for a total response rate of 76%. 

According to Borg and Gall (1989), a disadvantage to Delphi studies is that they 

are subject to a high attrition rate.  Delphi studies are commonly associated with 

potentially high drop-out rates due to their lengthy responses and the active participation 

required from panelists over several weeks (Borg and Gall, 1989). 
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Round Three 

 Round Three served as the final round of this study. Delbecq et al. (1986) 

indicated that the final Delphi round provides closure for the panelist by allowing them to 

vote on items established in Round One and clarified in Round Two.  Responses from the 

second survey round were independently analyzed using the mean.  Eleven of the 118 

skills failed to reach a mean of 3.25 consensus of agreement, which led to their 

elimination from the study.  The panelist recommended no additional skills from Round 

Two.  The analyzed data from Round Two was used to create Round Three. 

During this final survey round, participants were asked to choose (yes or no) on 

whether each of the remaining 107 teacher related skills should remain as part of the 

essential skills related to the roles of the classroom teacher.  On September 2, 2014, the 

25 expert panelist were sent an email (Appendix J), which included a link to the third and 

final survey instrument (Appendix I).  In this email panelist were thanked for their 

participation and advised to contact the researchers if they were interested in the results 

of the study.  To avoid panelist frustration and annoyance, no follow-up emails were sent 

out. 

Seventeen of the 25 expert panelist chose to respond to the third survey round for 

a total response rate of 68%.  Responses from the third survey round were analyzed using 

frequencies and percentages.  One of the 107 skills failed to reach to 81% level of 

agreement, which led to its elimination from the study. 

Data Analysis 

Two independent researchers analyzed the data from Round One by condensing, 

collapsing, and summarizing alike and similar responses.  Demographic data was 
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exported from Qualtrics into the Statistical Package for Social Science (SPSS) program. 

In SPSS the demographic variables were analyzed using frequency, mean, median, and 

standard deviation. 

Data from Rounds Two and Three were also exported from Qualtrics into the 

SPSS program.  In SPSS numerical values were assigned to each variable within the two 

instruments.  Descriptive statistics such as frequency and percentage were used to 

analyze the data from Rounds Two and Three.  Researchers determined a priori that only 

skills that received an 81% level of agreement or higher would be used for inclusion in 

the essential skills related to the roles of the classroom teacher.  The high percentage 

level of agreement was chosen with the expectations of eliminating unneeded skills from 

the study. 
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CHAPTER IV 

FINDINGS 

The following research objectives were generated to focus and guide the direction of 

the study: 

1. Identify the essential skills related to Texas agricultural science teachers’ roles as

classroom teachers. 

2. Describe personal characteristics and program demographics (gender, age, level

of education, length of time teaching, numbers of years teaching within current 

program, etc.) of the panel of VATAT experts. 

Round One 

The instrument used in Round One consisted of ten questions; one open-ended 

research question and nine demographic questions.  No demographical data was reported 

from question ten.  This question was only asked in order to contact panelist with the two 

additional survey links.  The following questions were asked in the Round One 

instrument: 

1. What are the essential skills related to the roles of classroom teachers needed

by program graduates today? 

The following demographic questions were also included: 

2. How many years of teaching experience do you have?

3. How years of teaching under the current employer?

4. How many agri-science teachers make up your Ag program?

5. What is your current program enrollment in terms of FFA members?

6. Gender: Male or Female?
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7. What is your age in years?

8. What ethnicity describes you best?

9. What is your highest level of education?

10. Please provide your FFA Chapter Number or Institution Name.  This

information will be used in order to contact you with the links to the following 

two survey rounds. 

The following systematic format was utilized to generate the initial responses of 

each participant.  Without changing the content of the answers, responses to question one 

were carefully analyzed, condensed, and edited for grammatical errors.  Demographic 

questions were analyzed through SPSS.  Demographic variables were analyzed using 

frequency, mean, median, and standard deviation. 

Response to Question One 

The first objective of this study was to identify the essential skills related to Texas 

agricultural science teachers’ roles as classroom teachers.  The first question within the 

Round One instrument addressed this objective.  This open-ended question regarding the 

essential skills related to the roles of classroom teachers needed by program graduates 

today produced 176 responses from the panel.  Analysis of these responses generated 118 

skills (Appendix K), which were broken into 11 skill categories.  These 11 skill 

categories consist of the following: 

1. Teacher Preparation 7. Organization and Time Management

2. Curriculum Knowledge 8. Communication

3. Professional Organizations 9. Personality Characteristics

4. FFA 10. Work Ethic

5. SAE 11. Professionalism

6. Technology
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Response to Questions Two through Five 

The second objective of this study was to describe the personal characteristics and 

program demographics of the panel of VATAT experts.  Program demographics of panel 

members includes years of teaching experience, years of teaching under current 

employer, number of agriscience teachers within the program, and current enrollment of 

FFA members.  In Table 4.1, the program demographic characteristics (years of teaching 

experience and years of teaching under current employer) of panelists is shown.  Panelists 

ranged in years of teaching experienced from zero to 36 years.  Many of the panelists fell 

into the 16 to 20 year bracket (n = 7, 26.8%) of teaching experience.  The number of 

years panelists spent under their current employer ranged from zero to 35 + Plus.  Again, 

a good number of the panelists fell into the 16 to 20 year bracket (n = 8, 32.0%).  

Table 4.1 

 

Program Demographics of Panelist (N = 26) 

Characteristic f f % Mode 

Years of Teaching Experience   16 – 20  

0 – 9  1 3.8  

10 – 15  1 3.8  

16 – 20  7 26.8  

21 – 25  5 19.1  

26 – 30  6 23.0  

31 – 35  3 11.5  

36  3 11.5  
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Table 4.1 Continued 

Characteristic f f % Mode 

Years of Teaching Under 

Current Employera 16 – 20 

0 – 5 4 16.0 

6 – 10 2 8.0 

11 – 15 7 28.0 

16 – 20 8       32.0 

21 – 25 2 8.0 

35 + Plus 8 8.0 

Note. a There was one missing response, N = 25 

In Table 4.2, the program demographic characteristics (number of agriscience 

teachers within the program and current enrollment of FFA members) of panelists is 

shown.  Panelists within this study taught in agriscience programs that ranged from one 

to four teachers.  A large amount of the panelists taught within two teacher programs (n = 

10, 40.0%).  Enrollment within these programs ranged from 51 to 600 + Plus FFA 

members.  Several of these programs had an FFA enrollment of 101 to 200 (n = 10, 

40.0%) members. 
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Table 4.2 

 

Program Demographics of Panelist (N = 26) 

Characteristic  f f % Mode 

Number of Teachers within 

Programa 

  2 Teacher 

Program  

1 4 16.0  

2 10 40.0  

3 6 24.0  

4 5 20.0  

Current Enrollment of FFA 

Membersa 

  101 – 200 FFA 

Members 

51 – 100  5 20.0  

101 – 200  10 40.0  

201 – 300  6 24.0  

301 – 400  2         8.0  

400 – 500  1 4.0  

600 + Plus 1 4.0  

Note. a There was one missing response, N = 25 

Response to Questions Six through Nine 

Personal demographic characteristics of panel members includes gender, 

ethnicity, age, and level of education.  In Table 4.3, the personal demographic 

characteristics (gender, ethnicity, age, and level of education) of panelists is shown. 

Majority of the panelists were male (n = 19, 76.0%) and all participants considered 

themselves as White or Caucasian (n = 25, 100.0%).  A bulk of the panelists fell in the 40 
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to 45 year age bracket (n = 8, 32.0%), and a large number of panelists’ held either a 

Bachelor’s (n = 7, 28.0%) or Master’s (n = 7, 28.0%) degree. 

Table 4.3 

Personal Demographics of Panelist (N = 26) 

Characteristic  f         f % Mode 

Gendera Male 

Male 19 76.0 

Female 6 24.0 

Ethnicitya White/Caucasian 

White/Caucasian 25 100.0 

Age in Yearsa 40 – 45  Years 

of Age 

30 – 35 1 4.0 

40 – 45 8 32.0 

46 – 50 6 24.0 

51 – 55 4 16.0 

56 – 60 4 16.0 

61 +Plus 2 8.0 

Highest Level of Educationa Bachelor’s and 

Master’s 

    Bachelor’s 7 28.0 

    Some Graduate Coursework 4 16.0 

    Master’s 7 28.0 

    Master’s Plus 5 20.0 

    Doctorate (PhD and/or EdD) 2 8.0 

Note. a There was one missing response, N = 25 
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Round Two 

 In the Round Two instrument, panel members were asked to indicate their level of 

agreement as to whether each of the skills listed within the survey were essential to the 

roles of the classroom agriscience teacher.  During this round, one individual from the 

original 26 Round One respondents asked to be removed from the expert panel. 

Respondents to the second round included 19 of the 25 expert panelists. 

Skill Consensus of Agreement 

A four-point Likert scale with the rankings of “Strongly Disagree”, “Disagree”, 

“Agree”, and “Strongly Agree” was used to rate each of the 118 skills.  This scale was 

used to determine each panel member’s consensus of agreement regarding the each of the 

classroom skills identified in Round One.  The mean of the number of panelist who 

agreed or strongly agreed with each skill was used to measure the overall consensus of 

agreement.  The researchers determined a priori that only skills that received a mean of 

3.25 or higher would be used for inclusion.  Results of the panel’s consensus of 

agreement of each skill are shown in Table 4.4. 

Table 4.4 

 

Round Two Skill Consensus of Agreement (N= 19) 

 

Skill Skill Category   Ma 

1. Having a genuine desire to help 

students 

Personality 

Characteristics 4.00 

2. Having classroom management 

skills Communication 4.00 

3. Having passion and conviction 

Personality 

Characteristics 4.00 
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Table 4.4 Continued 

Skill Skill Category   Ma

4. Having self-motivation

Personality 

Characteristics 4.00 

5. Having strong work ethic Work Ethic 4.00 

6. Willingness to work outside of

school hours Work Ethic 4.00 

7. Avoiding flirtatious behavior with

students Professionalism 3.95 

8. Being a role model Professionalism 3.95 

9. Having moral character/core values

and living by them Professionalism 3.95 

10. Having self-disciplineb Work Ethic 3.94 

11. Ability to connect learning to real

world applications Teacher Preparation 3.89 

12. Being honest Professionalism 3.89 

13. Demonstrating professionalism at

all times Professionalism 3.89 

14. Having a passion for the

profession

Personality 

Characteristics 3.89 

15. Having the ability to use critical

thinking skillsb

Personality 

Characteristics 3.89 

16. Ability to be on time Professionalism 3.84 

17. Ability to communicate with

administrators Communication 3.84 

18. Ability to communicate with

parents Communication 3.84 

19. Ability to listen Communication 3.84 

20. Ability to work in a team Communication 3.84 
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Table 4.4 Continued 

 

 

Skill Skill Category   Ma 

21. Being mature Professionalism 3.84 

22. Having hands on skills Work Ethic 3.84 

23. Having leadership abilities 

Personality 

Characteristics 3.84 

24. Not expecting someone to do your 

work for you Work Ethic 3.84 

25. Ability to communicate with 

students Communication 3.79 

26. Ability to supervise, manage, and 

advise an active FFA program FFA 3.79 

27. Ability to teach leadership skills FFA 3.79 

28. Avoid becoming friends with your 

students on social media cites and 

phone apps. Professionalism 3.79 

29. Being responsible 

Personality 

Characteristics 3.79 

30. Having separation between teacher 

and students Professionalism 3.79 

31. Having the willingness to learn 

Personality 

Characteristics 3.79 

32. Knowing when to ask for help Communication 3.79 

33. Knowing you are supposed to be 

teacher, not just a FFA advisor Teacher Preparation 3.79 

34. Ability to adapt to student needs Teacher Preparation 3.74 

35. Ability to be flexible Work Ethic 3.74 

36. Ability to communicate clearly Communication 3.74 

37. Ability to communicate verbally Communication 3.74 
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Table 4.4 Continued 

Skill Skill Category   Ma

38. Ability to get students involved FFA 3.74 

39. Ability to motivate students Teacher Preparation 3.74 

40. Ability to organize paperwork

(lesson plans, purchase orders,

receipts, travel deadlines for LDE,

CDE, livestock shows, etc.)

Organization and 

Time Management 3.74 

41. Ability to teach work ethic FFA 3.74 

42. Avoid drinking or being seen

drunk in public Professionalism 3.74 

43. Having people skills Communication 3.74 

44. Knowledge of the FFA FFA 3.74 

45. Ability to ask questions Communication 3.68 

46. Ability to communicate with

counselors Communication 3.68 

47. Ability to communicate with

faculty Communication 3.68 

48. Ability to manage discipline Communication 3.68 

49. Ability to multitask Work Ethic 3.68 

50. Being calm

Personality 

Characteristics 3.68 

51. Being proactive

Personality 

Characteristics 3.68 

52. Having current information

Curriculum 

Knowledge 3.68 

53. Having time managements skills

Organization and 

Time Management 3.68 
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Table 4.4 Continued 

Skill Skill Category   Ma

54. Knowing the requirements of a

teacher Teacher Preparation 3.68 

55. Ability to make learning funb Teacher Preparation 3.67 

56. Ability to be diverse in

instructional strategies Teacher Preparation 3.63 

57. Ability to manage the budget

appropriately Professionalism 3.63 

58. Ability to recognize inaccurate

information Technology 3.63 

59. Ability to use classroom time

effectively Teacher Preparation 3.63 

60. Ability to work with students who

are on different learning levels Teacher Preparation 3.63 

61. Knowledge of basic shop skills

Curriculum 

Knowledge 3.63 

62. Knowledge of important dates for

local and state activities

Organization and 

Time Management 3.63 

63. Knowledge of the LDE events and

contests FFA 3.63 

64. Ability to be creative and diverse

in teaching Teacher Preparation 3.58 

65. Ability to be organized

Organization and 

Time Management 3.58 

66. Ability to enforce student

responsibility and time

management SAE 3.58 

67. Ability to teach goal setting FFA 3.58 



Texas Tech University, Kassie Davidson, December, 2014 
  

 70 

Table 4.4 Continued 

 

 

Skill Skill Category   Ma 

68. Ability to teach students about the 

AET Record Book System SAE 3.58 

69. Ability to train CDE teams FFA 3.58 

70. Ability to use written 

communication Communication 3.58 

71. Being confident 

Personality 

Characteristics 3.58 

72. Being kid-friendly 

Personality 

Characteristics 3.58 

73. Having a sense of humor 

Personality 

Characteristics 3.58 

74. Knowledge of the benefits of 

being a VATAT member 

Professional 

Organizations 3.58 

75. Knowledge of the CDE events and 

contests FFA 3.58 

76. Knowledge of the importance of 

joining the VATAT 

Professional 

Organizations 3.58 

77. Knowledge of where to find 

important dates 

Organization and 

Time Management 3.58 

78. Ability to facilitate class 

discussionb  Teacher Preparation 3.56 

79. Ability to supervise animal 

projects SAE 3.53 

80. Ability to supervise SAE activities SAE 3.53 

81. Ability to train LDE teams FFA 3.53 

82. Knowledge of FFA Awards and 

how to get students involved in 

them FFA 3.53 
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Table 4.4 Continued 

Skill Skill Category   Ma

83. Being initiative

Personality 

Characteristics 3.47 

84. Having creativity

Personality 

Characteristics 3.47 

85. Having current materials

Curriculum 

Knowledge 3.47 

86. Ability to access students’

knowledge Teacher Preparation 3.42 

87. Ability to modify work for

students Teacher Preparation 3.42 

88. Ability to plan lessons which last

bell to bell Teacher Preparation 3.42 

89. Being innovated

Personality 

Characteristics 3.42 

90. Having content knowledge of class

curriculum

Curriculum 

Knowledge 3.42 

91. Having knowledge of the Texas

Essential Knowledge and Skills

(TEKs)

Curriculum 

Knowledge 3.42 

92. Knowing state laws Professionalism 3.42 

93. Knowledge of Ag. Mechanics

Curriculum 

Knowledge 3.42 

94. Knowledge of the VATAT

Professional 

Organizations 3.42 

95. Ability to integrate core

curriculum (English, Mathematics,

Science) into the agricultural

classes

Curriculum 

Knowledge 3.37 
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Table 4.4 Continued 

Skill Skill Category   Ma

96. Ability to manage the FFA roaster FFA 3.37 

97. Ability to work with special

education students Teacher Preparation 3.37 

98. Knowing where to find district

policies Professionalism 3.37 

99. Knowledge of Ag. Mechanic

management skills

Curriculum 

Knowledge 3.37 

100. Knowledge of technology in the 

classroom Technology 3.37 

101. Knowledge of the AET Record 

Book System SAE 3.37 

102. Knowledge of the events and 

contests FFA 3.37 

103. Ability to allow student 

applications of teaching concepts Teacher Preparation 3.32 

104. Having knowledge of technical 

agriculture 

Curriculum 

Knowledge 3.32 

105. Knowledge of student 

application processes for awards FFA 3.32 

106. Creating learning targets and 

strategies (objectives) Teacher Preparation 3.26 

107. Having knowledge of the 

various class contents (ex. 

Floriculture, Floral Design, Plant 

Science, Soil Science, Food 

Technology, Animal Science, 

etc.) 

Curriculum 

Knowledge 3.26 

108. Ability to develop curriculum 

Curriculum 

Knowledge 3.21 
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Table 4.4 Continued 

 

 

Skill Skill Category   Ma 

109. Avoid being alone in a room 

with a student of any gender Professionalism 3.21 

110. Knowledge of appropriate 

research skills Technology 3.21 

111. Knowledge of the FFA 

Foundation 

Professional 

Organizations 3.21 

112. Ability to train public speakersb FFA 3.17 

113. Ability to use various 

technologies (computer, iPad, 

TV, Smart Board, etc.) in the 

classroom Technology 3.16 

114. Having a background in 

agriculture 

Curriculum 

Knowledge 3.16 

115. Ability to research material to 

develop curriculum 

Curriculum 

Knowledge 3.11 

116. Having a livestock background SAE 3.11 

117. Ability to use standards based 

grading Teacher Preparation 2.84 

118. Knowledge of the Alumni 

Association 

Professional 

Organizations 2.74 

Note. a Score: “1” = Strongly Disagree, “2” = Disagree, “3” = Agree, “4” = Strongly 

Agree 
b One missing response, N = 18 

 

 The panelist exhibited an extremely high consensus of agreement for a majority of 

the skills presented in Round Two.  One hundred percent of the panel agreed or strongly 

agreed on 107 of the 118 classroom related skills.  Eight-two of these skills fell within the 

real-limits of the “Strongly Agree” ranking on this scale.  Eleven of the 118 skills fell 
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below the mean of 3.25.  The lowest rated skill was “Knowledge of the Alumni 

Association” with a mean of 2.74.  

 Six of the skills received a mean of 4.00, which was the highest consensus of 

agreement possible.  Those skills were distributed amongst three classroom skill 

categories: personal characteristics, communication, and work ethic. Four skills had a 

mean of either 3.95 or 3.94.  These skills were divided among the professionalism and 

work ethic skill categories.  

 The data reviled five skills with a mean of 3.89 and nine more skills with a mean 

of 3.84.  These 14 skills were separated between five classroom skill categories: teacher 

preparation, professionalism, communication, work ethic, and personality characteristics. 

Nine other skills received a mean of 3.79, while 11 more skills reached a mean of 3.74. 

These 20 skills varied between the following classroom skill categories: personality 

characteristics, teacher preparation, work ethic, communication, FFA, organization and 

time management, and professionalism.  

 Ten skills had a mean of 3.68, one with a mean of 3.67, and eight with a mean of 

3.63.  All 19 of these skills were dispersed amongst nine of the 11 skill categories: 

communication, work ethic, personality characteristics, curriculum knowledge, 

organization and time management, teacher preparation, professionalism, technology, and 

FFA.  Fourteen skills obtained a mean of 3.58, one with a mean of 3.56, and four with a 

mean of 3.53.  These 19 skills were independently assigned to one of the seven following 

categories: teacher preparation, organization and time management, SAE, FFA, 

communication, personality characteristics, and professional organizations.  
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Three skills reached a mean of 3.47, while nine others met a mean of 3.42.  These 

12 skills were divided between the following five skill categories: teacher preparation, 

personality characteristics, curriculum knowledge, professionalism, and professional 

organizations.  Eight skills generated a mean of 3.37 and three skills developed a mean of 

3.32.  These 1l skills fell amongst the professionalism, technology, SAE, teacher 

preparation, curriculum knowledge, and FFA skill categories.  Two skills had a mean of 

3.26.  One skill fit in the teacher preparation category, while the other skill fell into the 

curriculum knowledge category. 

Eleven of the 118 skills did not meet the mean of 3.25 for the consensus of 

agreement criteria.  Those skills were “Ability to develop curriculum” (M = 3.21), 

“Avoid being alone in a room with a student of any gender” (M = 3.21), “Knowledge of 

appropriate research skills” (M = 3.21), “Knowledge of the FFA Foundation” (M = 3.21), 

“Ability to train public speakers” (M = 3.17), “Ability to use various technologies 

(computer, iPad, TV, Smart Board, etc.) in the classroom” (M = 3.16), “Having a 

background in agriculture” (M = 3.16), “Ability to research material to develop 

curriculum” (M = 3.11), “Having a livestock background” (M = 3.11), “Ability to use 

standards based grading” (M = 2.84), and “Knowledge of the Alumni Association” (M = 

2.74). 

Round Three 

During this third and final survey round, participants were asked to choose (yes or 

no) on whether each of the remaining 107 teacher related skills should remain as part of 

the essential skills related to the roles of the classroom teacher.  Seventeen of the 25 

expert panelist chose to respond to the third survey round. 
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Agreement Level of the Skills 

The percentage of the panel that agreed (answered “yes’) with each skill was used 

to measure the overall level of agreement.  The researchers determined a priori that only 

skills that received an 81% level of agreement or higher would be used for inclusion. 

Results of the panel’s level of agreement of each skill are shown in Table 4.5. 

Table 4.5 

Round Three Skill Agreement Levels (N= 17) 

Skill Skill Category Yes No 

% of 

Agreement a 

1. Ability to access

students’ knowledge Teacher Preparation 15 0 100.0 

2. Ability to adapt to

student needs Teacher Preparation 16 0 100.0 

3. Ability to allow

student applications of

teaching concepts Teacher Preparation 16 0 100.0 

4. Ability to be on time Professionalism 15 0 100.0 

5. Ability to

communicate clearly Communication 15 0 100.0 

6. Ability to

communicate verbally Communication 15 0 100.0 

7. Ability to

communicate with

administrators Communication 16 0 100.0 

8. Ability to

communicate with

parents Communication 15 0 100.0 

9. Ability to connect

learning to real world

applications Teacher Preparation 16 0 100.0 
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Table 4.5 Continued 

Skill Skill Category Yes No 

% of 

Agreement a 

10. Ability to facilitate

class discussion Teacher Preparation 15 0 100.0 

11. Ability to get students

involved FFA 15 0 100.0 

12. Ability to integrate

core curriculum

(English,

Mathematics, Science)

into the agricultural

classes

Curriculum 

Knowledge 16 0 100.0 

13. Ability to listen Communication 15 0 100.0 

14. Ability to make

learning fun Teacher Preparation 15 0 100.0 

15. Ability to manage

discipline Communication 15 0 100.0 

16. Ability to manage the

budget appropriately Professionalism 16 0 100.0 

17. Ability to manage the

FFA roaster FFA 16 0 100.0 

18. Ability to motivate

students Teacher Preparation 15 0 100.0 

19. Ability to multitask Work Ethic 15 0 100.0 

20. Ability to organize

paperwork (lesson

plans, purchase orders,

receipts, travel

deadlines for LDE,

CDE, livestock shows,

etc.)

Organization and 

Time Management 16 0 100.0 

21. Ability to teach goal

setting FFA 15 0 100.0 
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Table 4.5 Continued 

 

 

Skill Skill Category Yes No 

% of 

Agreement a 

22. Ability to teach 

leadership skills FFA 16 0 100.0 

23. Ability to teach work 

ethic FFA 15 0 100.0 

24. Ability to use 

classroom time 

effectively Teacher Preparation 15 0 100.0 

25. Ability to use written 

communication Communication 16 0 100.0 

26. Ability to work in a 

team Communication 16 0 100.0 

27. Ability to work with 

special education 

students Teacher Preparation 17 0 100.0 

28. Avoid becoming 

friends with your 

students on social 

media cites and phone 

apps. Professionalism 16 0 100.0 

29. Avoiding flirtatious 

behavior with students Professionalism 16 0 100.0 

30. Being calm  

Personality 

Characteristics 17 0 100.0 

31. Being honest Professionalism 15 0 100.0 

32. Being mature Professionalism 15 0 100.0 

33. Being responsible 

Personality 

Characteristics 15 0 100.0 
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Table 4.5 Continued 

Skill Skill Category Yes No 

% of 

Agreement a 

34. Demonstrating

professionalism at all

times Professionalism 15 0 100.0 

35. Having a genuine

desire to help students

Personality 

Characteristics 17 0 100.0 

36. Having a passion for

the profession

Personality 

Characteristics 15 0 100.0 

37. Having classroom

management skills Communication 16 0 100.0 

38. Having content

knowledge of class

curriculum

Curriculum 

Knowledge 15 0 100.0 

39. Having current

information

Curriculum 

Knowledge 15 0 100.0 

40. Having hands on skills Work Ethic 17 0 100.0 

41. Having knowledge of

the Texas Essential

Knowledge and Skills

(TEKs)

Curriculum 

Knowledge 16 0 100.0 

42. Having leadership

abilities

Personality 

Characteristics 15 0 100.0 

43. Having moral

character/core values

and living by them Professionalism 16 0 100.0 

44. Having passion and

conviction

Personality 

Characteristics 16 0 100.0 

45. Having people skills Communication 17 0 100.0 

46. Having self-discipline Work Ethic 15 0 100.0 
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Table 4.5 Continued 

 

 

Skill Skill Category Yes No 

% of 

Agreement a 

47. Having self-

motivation 

Personality 

Characteristics 16 0 100.0 

48. Having strong work 

ethic Work Ethic 15 0 100.0 

49. Having the ability to 

use critical thinking 

skills 

Personality 

Characteristics 16 0 100.0 

50. Having the 

willingness to learn 

Personality 

Characteristics 14 0 100.0 

51. Knowing the 

requirements of a 

teacher Teacher Preparation 15 0 100.0 

52. Knowing when to ask 

for help Communication 15 0 100.0 

53. Knowing where to 

find district policies Professionalism 15 0 100.0 

54. Knowing you are 

supposed to be 

teacher, not just a FFA 

advisor Teacher Preparation 16 0 100.0 

55. Knowledge of FFA 

Awards and how to 

get students involved 

in them FFA 17 0 100.0 

56. Knowledge of student 

application processes 

for awards FFA 16 0 100.0 

57. Knowledge of 

technology in the 

classroom Technology 15 0 100.0 
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Table 4.5 Continued 

Skill Skill Category Yes No 

% of 

Agreement a 

58. Knowledge of the

benefits of being a

VATAT member

Professional 

Organizations 16 0 100.0 

59. Knowledge of the

FFA FFA 15 0 100.0 

60. Knowledge of the

importance of joining

the VATAT

Professional 

Organizations 16 0 100.0 

61. Knowledge of the

speaking events and

contests FFA 17 0 100.0 

62. Not expecting

someone to do your

work for you Work Ethic 16 0 100.0 

63. Willingness to work

outside of school

hours Work Ethic 16 0 100.0 

64. Ability to work with

students who are on

different learning

levels Teacher Preparation 16 1 94.1 

65. Knowledge of Ag.

Mechanics

Curriculum 

Knowledge 16 1 94.1 

66. Knowledge of the

AET Record Book

System SAE 16 1 94.1 

67. Knowledge of the

VATAT

Professional 

Organizations 16 1 94.1 

68. Ability to be creative

and diverse in

teaching Teacher Preparation 15 1 93.8 
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Table 4.5 Continued 

 

 

Skill Skill Category Yes No 

% of 

Agreement a 

69. Ability to be diverse 

in instructional 

strategies Teacher Preparation 15 1 93.8 

70. Ability to be flexible Work Ethic 15 1 93.8 

71. Ability to be 

organized 

Organization and 

Time Management 15 1 93.8 

72. Ability to 

communicate with 

faculty Communication 15 1 93.8 

73. Ability to 

communicate with 

students Communication 15 1 93.8 

74. Ability to enforce 

student responsibility 

and time management SAE 15 1 93.8 

75. Ability to supervise 

SAE activities SAE 15 1 93.8 

76. Ability to supervise, 

manage, and advise an 

active FFA program FFA 15 1 93.8 

77. Avoid drinking or 

being seen drunk in 

public Professionalism 15 1 93.8 

78. Being a role model Professionalism 15 1 93.8 

79. Being kid-friendly 

Personality 

Characteristics 15 1 93.8 

80. Creating learning 

targets and strategies 

(objectives) Teacher Preparation 15 1 93.8 
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Table 4.5 Continued 

 

 

Skill Skill Category Yes No 

% of 

Agreement a 

81. Having knowledge of 

the various class 

contents (ex. 

Floriculture, Floral 

Design, Plant Science, 

Soil Science, Food 

Technology, Animal 

Science, etc.) 

Curriculum 

Knowledge 15 1 93.8 

82. Having separation 

between teacher and 

students Professionalism 15 1 93.8 

83. Knowledge of basic 

shop skills 

Curriculum 

Knowledge 15 1 93.8 

84. Knowledge of the 

CDE events and 

contests FFA 15 1 93.8 

85. Knowledge of the 

LDE events and 

contests FFA 15 1 93.8 

86. Ability to ask 

questions Communication 14 1 93.3 

87. Ability to 

communicate with 

counselors Communication 14 1 93.3 

88. Ability to modify 

work for students Teacher Preparation 14 1 93.3 

89. Ability to supervise 

animal projects SAE 14 1 93.3 

90. Having creativity 

Personality 

Characteristics 14 1 93.3 
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Table 4.5 Continued 

Skill Skill Category Yes No 

% of 

Agreement a 

91. Having current

materials

Curriculum 

Knowledge 14 1 93.3 

92. Having knowledge of

technical agriculture

Curriculum 

Knowledge 14 1 93.3 

93. Having time

managements skills

Organization and 

Time Management 14 1 93.3 

94. Knowing state laws Professionalism 14 1 93.3 

95. Knowledge of where

to find important dates

Organization and 

Time Management 14 1 93.3 

96. Being confident

Personality 

Characteristics 13 1 92.9 

97. Ability to teach

students about the

AET Record Book

System SAE 15 2 88.2 

98. Ability to plan lessons

which last bell to bell Teacher Preparation 14 2 87.5 

99. Ability to recognize

inaccurate information Technology 14 2 87.5 

100. Knowledge of 

important dates for 

local and state 

activities 

Organization and 

Time Management 14 2 87.5 

101. Ability to train CDE 

   teams FFA 13 2 86.7 

102. Ability to train LDE 

   teams FFA 13 2 86.7 

103. Being initiative 

Personality 

Characteristics 13 2 86.7 
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Table 4.5 Continued 

 

 

Skill Skill Category Yes No 

% of 

Agreement a 

104. Being innovated 

Personality 

Characteristics 13 2 86.7 

105. Being proactive 

Personality 

Characteristics 13 2 86.7 

106. Knowledge of Ag. 

Mechanic 

management skills 

Curriculum 

Knowledge 13 2 86.7 

107. Having a sense of    

   humor 

Personality 

Characteristics 12 3 80.0 

Note. a The percentage of individuals who answered “yes” 

 

Sixty-three of the 107 skills met the 100% level of agreement.  These 63 skills 

were divided into 10 of the 11 classroom skill categories.  None of these skills fit into the 

SAE category.  

Four skills received a 94% level of agreement.  These skills were divided into the 

teacher preparation, curriculum knowledge, SAE, and professional organizations skill 

categories.  Eighteen skills received 93.8% level of agreement.  These skills were listed 

beneath eight of the 11 classroom skill categories.  Those categories were teacher 

preparation, work ethic, organization and time management, communication, SAE, FFA, 

professionalism, and personality characteristics.  Ten skills received 93.3% level of 

agreement.  These skills fit under the communication, teacher preparation, SAE, 

personality characteristics, curriculum knowledge, organization and time management, 

and professional skill categories.  One skill received 92.9% level of agreement and fell 

under the personal characteristics skills categories. 
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One skill received 88.2% level of agreement.  Three skills received 87.5% level of 

agreement.  Six skills received 86.7% level of agreement.  Each of these skills were 

divided up into one of the following skill categories: SAE, teacher preparation, 

technology, organization and time management, FFA, personality characteristics, and 

curriculum knowledge. 

One of the 107 skills failed to reach to 81% level of agreement, which led to its 

elimination from the study.  This skill was “Having a sense of humor” (80.0%). 
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CHAPTER V 

CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS  

The purpose of this study was to identify the essential skills related to Texas 

agricultural science teachers’ roles as classroom teachers.  These skills were identified by 

25 VATAT Board Members who are directly involved in the secondary agricultural 

education profession.  As a means to accomplishing the purpose of this study, the 

following objectives were created: 

1. Identify the essential skills related to Texas agricultural science teachers’ roles as

classroom teachers. 

2. Describe personal characteristics and program demographics (gender, age, level

of education, length of time teaching, numbers of years teaching within current 

program, etc.) of the panel of VATAT experts. 

Conclusions and Implications 

Objective One 

Objective one sought to identify the essential skills related to Texas agricultural 

science teachers’ roles as classroom teachers.  The VATAT board members who served 

on this study’s expert panel came to the consensus that there are 106 essential classroom 

skills needed by today’s agricultural education program graduates.  According to the 

panelists’ consensus these 106 skills were grouped into 11 classroom teacher skill 

categories.  All agriscience teachers need to possess these skills or skills in order to be 

successful classroom teachers.  The panelists would like to see future agriscience teachers 

with classroom skills in the following areas: teacher preparation, curriculum knowledge, 
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professional organizations, FFA, SAE, technology, organization and time management, 

communications, personality characteristics, work ethic, and professionalism. 

 Research has shown that these 11 classroom skill categories are not only 

associated with the essential skills of classroom agriscience teachers, but they are also 

linked to the following: characteristics of effective teachers (Foster & Finley, 1995; 

Larsen, 1992; Lockaby & Vaughn, 1999; Luft & Thompson, 1995; Miller et al, 1989; 

Newcomb et al., 2004; Richardson & Arundell, 1989; Roberts & Dyer, 2004; Rosenshine 

& Furst, 1971; Suydam, 1983; Young, 1990); preparations of secondary school teachers 

(Phipps et al., 2008); responsibilities of the agriscience teacher (Local Program of 

Success, 2014; VATAT, 2013); needs of beginning agriscience teachers (Shippy, 1981); 

challenges faced by introduction teachers (Brock and Grady, 1998; Burris & Keller, 

2008; Mundt & Connors, 1999; Myers et al., 2005); and the in-service needs of beginning 

teachers (Duncan, Ricketts, Peake, & Uessler, 2006; Garton & Chung, 1996; Layfield & 

Dobbins, 2002).  Each of these previous studies recognized some, if not all, of the 11 

classroom skill categories as essential areas of needed focus within the agricultural 

education profession.  A majority of the essential classroom skills found within these 11 

skill categories were also addressed within these various studies.  

 After comparing the findings from this study to those of other agricultural 

education studies, it is evident that these 106 identified skills are associated with more 

than the essential roles of Texas agriscience classroom teachers.  They are also directly 

linked to the overall success and effectiveness of beginning agriscience teachers across 

the nation.  Knowing this, researchers can concluded that these skills not only represent 
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essential classroom skills, but the challenges faced by a majority of introductory 

agriscience teachers. 

Research has found that the variability in the agriscience teacher job description 

(Duncan et al., 2002; Garton & Chung, 1996; Shippy, 1981; VATAT, 2013) can cause 

apprehension for many new agriscience teachers (Lambert, Henry, & Tummons, 2011). 

According to Day (2008), early induction teachers (teachers with 0-3 years of experience) 

struggle with the challenges of becoming effective teachers while also facing the high 

commitment and demands of the profession.  In this phase, beginning teachers struggle 

with maintaining job security, meeting the demands of the profession, and balancing 

heavy workloads, long work hours, and increased amounts of stress (Moir, 2005). 

Under these challenging circumstances, beginning teachers are particularly 

vulnerable to job related stress, time management issues, and work overload (Mundt & 

Connors, 1999; Ritz, Burris, Brashears, & Fraze, 2013; Talbert, Camp, & Heath-Camp, 

1994; Torres et al., 2008; Torres, Lawver, & Lambert, 2009).  In order to address the 

needs and challenges of beginning teachers, Garton and Chung (1996) recommended the 

development of in-service courses specifically for introductory teachers.  However, if 

these challenges are not addressed, lack of job commitment, motivation, and 

effectiveness can all lead to an agriscience teacher’s decision to vacate the profession 

(Day, 2008). 

Teacher burnout is often contributed to job related stress (Chan, 1998).  King, 

Rucker, and Duncan (2013) found that agriscience teachers consider the following FFA 

and SAE responsibilities as highly stressful: planning an FFA banquet, preparing CDE 

teams, organizing fundraisers, and preparing degrees applications.  Supervising SAE 
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projects, attending livestock shows and FFA week were considered mid-level stressors of 

the teacher’s FFA and SAE responsibilities.  These same high stress responsibilities were 

addressed in the 106 classroom teacher related skills identified within this study. 

King et al. (2013) also reported the following classroom instruction duties as high 

stress responsibilities: paperwork and reports, creating new curriculum, lack of teaching 

materials, managing student behaviors, and teaching new content.  Organizing laboratory 

activities, being inexperienced with the course content, preparing for class, and 

completing standard requirements were considered mid-level stressors of the teacher’s 

classroom duties (King et al., 2013).  These high stress responsibilities were also 

identified as classroom teacher related skills by the expert panel.  

Teacher stress occurs when interactions between others or work responsibilities 

become emotionally, physically, and mentally taxing (Lazarus & Folkman, 1984).  This 

high stress, accompanied with the multiple roles and responsibilities assumed by 

agriscience educators impacts both their professional and personal lives (Flores & Day, 

2006).  If introductory teachers want to establish effective agricultural programs as well 

as maintain a stable home life, they have to be able to balance their priorities and 

responsibilities carefully (Niehaus, 2008).  Findings within the study support the 

conclusion from Flores and Day (2006), Lazarus and Folkman (1984), and Niehaus 

(2008). 

According to the findings of this research, 63 of the 107 classroom skills met the 

100% level of agreement.  However, these 63 skills were only divided into 10 of the 11 

skill categories: teacher preparation, curriculum knowledge, professional development, 

FFA, technology, organization and time management, communication, personality 



Texas Tech University, Kassie Davidson, December, 2014 

91 

characteristics, work ethic, and professionalism.  None of these skills fit into the SAE 

category.  In conclusion, beginning agricultural educators need to focus their attention on 

the skills addressed within these 10 classroom skill categories. 

Objective Two 

The second objective of this study was to describe the personal characteristics and 

program demographics of the panel of VATAT experts.  Personal characteristics of panel 

members includes gender, ethnicity, age, and level of education.  Program demographics 

of panel members includes years of teaching experience, years of teaching under current 

employer, number of agriscience teachers within the program, and current enrollment of 

FFA members. 

Based on age and years of teaching experience, most of the VATAT panelists are 

within the “Mid” phase of Day’s (2008) professional life phases.  This means these 

experts have been teaching for about 16 to 23 years and are approaching their early to 

mid-40s.  According to Day (2008), at this stage of these educators’ career they are 

typically experiencing challenges with motivation and commitment, fighting professional 

stagnation, managing heavy workloads and numerous work responsibilities, facing 

increased demands in their personal lives, and making work-life balance a primary focus. 

The primary implication gathered from the demographic data relates directly back 

to the attribution theory.  The life phase, personal characteristics, and program 

demographics of the VATAT panelists are imperative to this study because they help 

explain how these individuals interpret events, and how those interpretations relate to 

their thinking and levels of performance and/or effectiveness (Wiener, 1974).  In this 

study, panelists were required to subconsciously use the attribution theory in order to 
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respond to the purpose of this study.  When these individuals identified the essential 

skills needed by classroom teachers, they were subconsciously forced to reflect on their 

own experiences as classroom teachers.  If they had favorable experiences, their 

responses to this study might reflect the positive outcomes of the attributions from prior 

occurrences.  If they had unpleasant experiences, their responses might reflect the 

negative outcomes of attributions from prior occurrences (Harvey & Martinko, 2010).  In 

conclusion, these experts had to identify the attributions and outcomes from previous 

events in order to provide sound advice for this study. 

Recommendations for the Profession 

Highly qualified and effective teachers are desperately needed in today’s public 

school systems (Feistritzer & Haar, 2008).  If agricultural education is going to continue 

to expand and flourish, it will need an adequate supply of qualified classroom teachers 

(Boone & Boone, 2009).  According to Miller et al. (1989), preparing effective and 

competent agriscience teachers primarily resides within the agricultural education 

programs at the university level.  However, understanding the skills needed by classroom 

agriscience teachers could assist both university educators and professional organizations 

in developing our beginning teachers.  

According to the results of this study, if agricultural education programs want to 

produce effective classroom teachers, the skills and characteristics identified in this study 

need to exist prior to students’ program graduation or be developed afterwards.  One 

recommendation could be developing coursework or experiences on the university level, 

which focus on development of these skills within preservice teachers.  However, this 

recommendation may not be a realistic option for most agricultural education programs. 
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Given that agricultural educations programs already standardize their curriculum, it 

would be difficult for them to accommodate 106 new skills into their current courses. 

Instead, they should continuously reevaluate their current courses and curriculum in order 

to thoroughly understand the needs and challenges of their program graduates. 

Another recommendation is providing in-service training to program graduates 

and early introductory teachers.  Each year the VATAT hosts a conference where all 

agriscience teachers who are members of the VATAT can attend in-service workshops. 

The researchers’ recommendation for in-service training would be to present a 

professional development workshop at the VATAT Conference directed specifically 

towards early introduction teachers.  In this workshop, the VATAT Board of Directors 

can discuss their views on essential classroom skills with beginning teachers.  Garton and 

Chung (1996) recommended the enhancement of instruction, program development, and 

program administration to also be addressed.  Advice on preventing teacher burnout, 

work-life balance, time and stress management, and occupational motivation could also 

be topics of choice as well.  Part of the attribution theory is having individuals identify 

the attributing cause of their challenges and/or problems.  According to Harvey and 

Martinko (2010), if individuals will identify the accrediting cause of their problems, this 

will aid them in preventing behaviors and other factors related to their particular 

outcomes. 

An additional recommendation is developing positions on the VATAT Board of 

Directors, which could incorporate the perspectives of new teachers.  Knowing the 

viewpoints of beginning teachers can help the VATAT board thoroughly understand the 

problems and challenges introduction teachers are facing.  The results from this study’s 
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second objective indicated that a majority of the VATAT panelists who served on the 

expert panel have been teaching for about 16 to 23 years and are approaching their early 

to mid-40s.  It might be beneficial to the VATAT Board to have the insight of early 

induction teachers and their experiences within the profession.  According to Day (2008), 

the occupational commitment and motivation of beginning teachers may increase or 

decrease depending on teachers’ work experiences.  Given this, the correspondents 

between the VATAT experienced teachers and beginning teachers may provide vital 

awareness to the overall in-service needs of introductory teachers.  

Recommendations for Research 

In 1981, Shippy recommended the periodical evaluation of skill needs.  As such, 

additional research should be conducted to determine the appropriate classroom skills 

required from agriscience teachers and agricultural education program graduates. 

Additional sources should be included to determine skill needs.  These sources could 

include evaluations from groups of agriscience teachers within each of the six levels of 

Day’s (2008) professional life phases: Early Induction Teachers (0-3 years), Induction 

Teachers (4-7 years), Early Teachers (8-15 years), Mid Teachers (16-23 years), Late 

Teachers (24-30 years), and Sunset Teachers (31+ years).  

Burris and Keller (2008) concluded that inexperienced teachers, such as program 

graduates, are not necessarily in a position to recognize areas of great concern or need. 

However, further investigation of agricultural education program seniors’ expectations of 

the profession prior to and after student teaching could explore how students perceive the 

agriscience teaching profession.  
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<VATAT Board Member> 

From:   prausech@bosqueville.K12.tx.us 
Sent:   <Date> 
To:   <VATAT Board Member email> 
Subject:  Essential Skills Related to the Roles of the Classroom Teacher Survey 
 
Dear <VATAT Board Member>: 
 
As you may know, being a secondary agricultural educator is both challenging and demanding, 
because one is accountable for activities and roles that extend far beyond classroom and 
laboratory instruction. However, there appears to be a lack of information concerning the 
essential skills related to Texas agricultural science teachers’ roles as classroom teachers. 
Knowing this, teachers of agriculture could be facing the challenge of facilitating students’ 
learning while also focusing on their dedication to activities connected outside of the classroom 
setting. 
 
Kassie Davidson and I are in the process of conducting a study at Texas Tech University to 
identify the essential skills related to Texas agricultural science teachers’ roles as classroom 
teachers. The data gathered from this study will be used as a guideline to assist current and 
future agricultural education program graduates. 
 
You are receiving this email because you are a member of the VATAT Board of Directors and a 
leader in the profession of agricultural education. In order to gather data for this research, I am 
asking you to take 15 – 20 minutes of your time to complete the following survey linked below: 
 
<Essential Skills Related to the Roles of the Classroom Teacher Round One Survey>.  
 
By clicking the above link you will be directed to the round one survey asking you to identify the 
essential skills related to Texas agricultural science teachers’ roles as classroom teachers. We 
hope to collect data over this survey by July 9th, 2014. 
 
This study uses a Delphi technique, which consist of three consecutive rounds of surveys. 
Individuals choosing to participate in this study will be asked to complete two additional survey 
rounds. Responses to the first survey round will be used in developing scale level items for the 
second round of this study. Once the second round has been completed, a third survey round will 
be distributed for participants to finalize their decisions. 
 
All participant responses will remain strictly confidential. We will not release any identifying 
information submitted by participants.  
 
Thank you in advance for the time you have taken from your busy schedule in order to assist with 
this study. This study is being conducted by Dr. Scott Burris and Kassie Davidson at Texas Tech 
University, Department of Agricultural Education and Communications. If you have any questions 
concerning this study please feel free to contact us by phone (806)742.2816 or by email 
scott.burris@ttu.edu or kassie.davidson@ttu.edu.  
 
Sincerely, 
 
 
Scott Burris     Kassie Davidson 
Associate Professor    Graduate Assistant 
Texas Tech University 
Department of Agricultural Education and Communications 

mailto:prausech@bosqueville.K12.tx.us
mailto:scott.burris@ttu.edu
mailto:kassie.davidson@ttu.edu


Texas Tech University, Kassie Davidson, December, 2014 

113 

APPENDIX C 

ROUND ONE FOLLOW-UP EMAIL 



Texas Tech University, Kassie Davidson, December, 2014 

114 

Dear <VATAT Board Member>: 

Greetings! You are receiving this email because you are a member of the VATAT Board 

of Directors and a leader in the profession of agricultural education. On June 17th, 2014 

you should have received an email, which asked you to complete a survey in order to 

identify the essential skills related to Texas agricultural science teachers’ roles as 

classroom teachers.  

Your participation is extremely important to the success of this study, and we would 

greatly appreciate your input. In order to gather data for this research, I am asking you to 

take 15 – 20 minutes of your time to complete the following survey linked below: 

Essential Skills Related to the Roles of the Classroom Teacher Round One Survey. 

By clicking the above link you will be directed to the round one survey asking you to 

identify the essential skills related to Texas agricultural science teachers’ roles as 

classroom teachers. We hope to collect data over this survey by July 9th, 2014.  

Thank you in advance for the time you have taken from your busy schedule in order to 

assist us with this study. This study is being conducted by Dr. Scott Burris and Kassie 

Davidson at Texas Tech University, Department of Agricultural Education and 

Communications. If you have any questions concerning this study please feel free to 

contact us by phone (806)742.2816 or by email scott.burris@ttu.edu or 

kassie.davidson@ttu.edu.  

Sincerely, 

Scott Burris  Kassie Davidson 

Associate Professor Graduate Assistant 

         Department of Agricultural Education and Communications 

https://aecttu.az1.qualtrics.com/SE/?SID=SV_b9FzHk3bZTGsolv
mailto:scott.burris@ttu.edu
mailto:kassie.davidson@ttu.edu
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Dear <VATAT Board Member>: 

Greetings! You are receiving this email because you are a member of the VATAT Board 

of Directors and a leader in the profession of agricultural education. On June 27th, 2014 

you should have received an email reminder, which asked you to complete a survey in 

order to identify the essential skills related to Texas agricultural science teachers’ roles as 

classroom teachers.  

Your participation is extremely important to the success of this study, and we would 

greatly appreciate your input. In order to gather data for this research, I am asking you to 

take 15 – 20 minutes of your time to complete the following survey linked below: 

Essential Skills Related to the Roles of the Classroom Teacher Round One Survey. 

By clicking the above link you will be directed to the round one survey asking you to 

identify the essential skills related to Texas agricultural science teachers’ roles as 

classroom teachers. We hope to collect data over this survey by July 9th, 2014.  

Thank you in advance for the time you have taken from your busy schedule in order to 

assist us with this study. This study is being conducted by Dr. Scott Burris and Kassie 

Davidson at Texas Tech University, Department of Agricultural Education and 

Communications. If you have any questions concerning this study please feel free to 

contact us by phone (806)742.2816 or by email scott.burris@ttu.edu or 

kassie.davidson@ttu.edu.  

Sincerely, 

Scott Burris  Kassie Davidson 

Associate Professor Graduate Assistant 

         Department of Agricultural Education and Communications 

https://aecttu.az1.qualtrics.com/SE/?SID=SV_b9FzHk3bZTGsolv
mailto:scott.burris@ttu.edu
mailto:kassie.davidson@ttu.edu
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Dear  <VATAT Board Member>: 

Greetings! First of all, I want to thank you for completing the first round of the “Essential 

Skills Related to the Roles of the Classroom Teacher” survey, and for agreeing to 

participate in this study.  

By completing this first survey round, you have become one of the 25 VATAT Board 

Members who have been selected to serve on the expert panel for this study. Your 

participation is extremely important to the success of this research, and we greatly 

appreciate both your time and contribution.  

Completing this first survey round has allowed you to accomplish the hardest encounter 

of this study. However, you will be contacted an additional two more times in order to 

narrow and finalize results for this research.  

Thank you again for taking time out of your busy schedule. We are looking forward to 

gaining your input in the next two survey rounds. 

Sincerely, 

Scott Burris  Kassie Davidson 

Associate Professor Graduate Assistant 

         Department of Agricultural Education and Communications 
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Dear  <VATAT Board Member>: 

Greetings! First of all, I want to thank you for completing the first round of the “Essential 

Skills Related to the Roles of the Classroom Teacher” survey sent out last month. By 

completing this survey, you have become one of the 25 VATAT Board Members who 

have been selected to serve on the expert panel for this study.  

Based on your responses, and those of your fellow VATAT Board Members, a second 

survey round has been developed. The responses from the first survey have been 

reviewed and condensed to create 118 teacher related skills.  

For this second survey, each of the 118 skills have been listed. You are to indicate 

your level of agreement as to whether each of the skills listed is essential to the roles 

of the classroom agriscience teacher. The link to the second survey can be found 

below: 

Round Two Survey: Essential Skills Related to the Roles of the Classroom Teacher. 

Remember as you read through the second survey, you may not see the exact skill 

you listed in the first survey round. If you feel I have merged a skill, which changed 

your original meaning, please include it in the last question of this survey. I will see 

that this skill is placed on the third and final survey round.  

Your contribution is extremely important to the success of this research, and we greatly 

appreciate both your time and contribution. The findings from this study should aid in 

improving the classroom skills of all future agricultural educators with the state.  

Thank you in advance for the time you have taken from your busy schedule in order to 

assist us with this study. 

Sincerely, 

Scott Burris  Kassie Davidson 

Associate Professor Graduate Assistant 

         Department of Agricultural Education and Communications 

https://aecttu.az1.qualtrics.com/SE/?SID=SV_bydC8HXgS7Edkd7
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Dear  <VATAT Board Member>: 

Greetings! On Tuesday, August 12, 2014 you received an email asking you to complete 

the second survey round of the “Essential Skills Related to the Roles of the Classroom 

Teacher” research study.  

Many of the 25 VATAT Board Members who have been selected to serve as this study’s 

expert panel have already completed the second survey round. In fact, if you have already 

completed this second survey, thank you for your participation and please disregard this 

email.  

For those who have not completed the second survey, a link can be found below: 

Round Two Survey: Essential Skills Related to the Roles of the Classroom Teacher. 

Your contribution is extremely important to the success of this research, and we greatly 

appreciate both your time and contribution. The findings from this study should aid in 

improving the classroom skills of all future agricultural educators within the state.  

Thank you in advance for the time you have taken from your busy schedule in order to 

assist us with this study. 

Sincerely, 

Scott Burris  Kassie Davidson 

Associate Professor Graduate Assistant 

         Department of Agricultural Education and Communications 

https://aecttu.az1.qualtrics.com/SE/?SID=SV_bydC8HXgS7Edkd7
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Dear  <VATAT Board Member>: 

Congratulations! You've made it to the third and final survey round of the “Essential 

Skills Related to the Roles of the Classroom Teacher” research study. 

Last week, during the second survey round, you were asked to select your level of 

agreement with the 118 teacher related skills composed from the first survey round. The 

responses from the second survey have been reviewed, and 11 of the 118 items have been 

eliminated according to your lack of agreement with the skill.  

During this final survey round you will be asked to choose (yes or no) on whether 

each of the remaining 107 teacher related skills should remain as part of the 

essential skills related to the roles of the classroom teacher. This survey round should 

take about 10 minutes to complete. The link to the third survey can be found below: 

Final Survey Round: Essential Skills Related to the Roles of the Classroom Teacher. 

Once you have submitted this survey, your participation in this study will be fulfilled. If 

you wish to receive the final result of this study, please feel free to email me at 

kassie.davidson@ttu.edu, and I will send them to you. 

Thank you in advance for the time you have taken to assist us with this study. 

Sincerely, 

Scott Burris  Kassie Davidson 

Associate Professor Graduate Assistant 

         Department of Agricultural Education and Communications 

https://aecttu.az1.qualtrics.com/SE/?SID=SV_ctZwYtK10CbW3qZ
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118 COMPETENCIES IDENTIFIED IN ROUND ONE 

 

Competencies: 
 

1. Ability to access students’ knowledge 

2. Ability to adapt to student needs 

3. Ability to allow student applications of teaching concepts  

4. Ability to ask questions 

5. Ability to be creative and diverse in teaching 

6. Ability to be diverse in instructional strategies 

7. Ability to be flexible 

8. Ability to be on time 

9. Ability to be organized 

10. Ability to communicate clearly 

11. Ability to communicate verbally 

12. Ability to communicate with administrates  

13. Ability to communicate with counselors 

14. Ability to communicate with faculty  

15. Ability to communicate with parents 

16. Ability to communicate with students 

17. Ability to connect learning to real world applications 

18. Ability to develop curriculum 

19. Ability to enforce student responsibility and time management 

20. Ability to facilitate class discussion  

21. Ability to get students involved 

22. Ability to integrate core curriculum (English, Mathematics, Science) into the 

agricultural classes 

23. Ability to listen 

24. Ability to make learning fun 

25. Ability to manage discipline  

26. Ability to manage the budget appropriately  

27. Ability to modify work for students 

28. Ability to motivate students 

29. Ability to multitask 

30. Ability to organize paperwork (lesson plans, purchase orders, receipts, travel 

deadlines for LDE, CDE, livestock shows, etc.) 

31. Ability to plan lessons which last bell to bell 

32. Ability to recognize inaccurate information 

33. Ability to research material to develop curriculum 

34. Ability to supervise animal projects 

35. Ability to supervise SAE activities 

36. Ability to supervise, manage, and advise an active FFA program 

37. Ability to teach goal setting 

38. Ability to teach leadership skills 

39. Ability to teach students about the AET Record Book System 

40. Ability to teach work ethic 
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41. Ability to train CDE teams

42. Ability to train LDE teams

43. Ability to train public speakers

44. Ability to use classroom time effectively

45. Ability to use standards based grading

46. Ability to use various technologies (computer, iPad, TV, Smart Board, etc.) in the

classroom

47. Ability to use written communication

48. Ability to work in a team

49. Ability to work with special education students

50. Ability to work with students who are on different leveling levels

51. Avoid becoming friends with your students on social media cites and apps.

52. Avoid being alone in a room with a student of any gender

53. Avoiding flirtatious behavior with students

54. Being a role model

55. Being calm

56. Being confident

57. Being honest

58. Being initiative

59. Being innovated

60. Being kid-friendly

61. Being mature

62. Being proactive

63. Being responsible

64. Creating learning targets and strategies (objectives)

65. Demonstrating professionalism at all times

66. Having a background in agriculture

67. Having a genuine desire to help students

68. Having a livestock background

69. Having a passion for the profession

70. Having a sense of humor

71. Having classroom management skills

72. Having content knowledge of class curriculum

73. Having creativity

74. Having current information

75. Having current materials

76. Having hands on skills

77. Having knowledge of technical agriculture

78. Having knowledge of the Texas Essential Knowledge and Skills (TEKs)

79. Having knowledge of the various class contents (ex. Floriculture, Floral Design, Plant

Science, Soil Science, Food Technology, Animal Science, etc.)

80. Having leadership abilities

81. Having moral character/core values and living by them

82. Having passion and conviction

83. Having people skills
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84. Having self-discipline

85. Having self-motivation

86. Having separation between teacher and students

87. Having strong work ethic

88. Having the ability to use critical thinking skills

89. Having the willingness to learn

90. Having time managements skills

91. How to manage the FFA rooster

92. Knowing state laws

93. Knowing the requirements of a teacher

94. Knowing when to ask for help

95. Knowing where to find district policies

96. Knowing you are supposed to be teacher, not just a FFA advisor

97. Knowledge of Ag. Mechanic management skills

98. Knowledge of Ag. Mechanics

99. Knowledge of appropriate research skills

100. Knowledge of basic shop skills 

101. Knowledge of FFA Awards and how to get students involved in them 

102. Knowledge of important dates for local and state activities 

103. Knowledge of student application processes for awards 

104. Knowledge of technology in the classroom 

105. Knowledge of the AET Record Book System 

106. Knowledge of the Alumni Association 

107. Knowledge of the benefits of being a VATAT member 

108. Knowledge of the CDE events and contests 

109. Knowledge of the FFA 

110. Knowledge of the FFA Foundation 

111. Knowledge of the importance of joining the VATAT 

112. Knowledge of the LDE events and contests 

113. Knowledge of the speaking events and contests 

114. Knowledge of the VATAT 

115. Knowledge of where to find important dates 

116. Not drinking or being seen drunk in public 

117. Not expecting someone to do your work for you 

118. Willingness to work outside of school hours 




