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The Impact of Advice Networks During COVID-19 on Leading Women in Agricultures’
Food Waste Behaviors

Karissa Palmer, Texas A&M University
Robert Strong Jr., Ph.D., Texas A&M University
Meg Patterson, Ph.D., Texas A&M University
Chanda Elbert, Ph.D., Texas A&M University

Introduction, Purpose and Objectives
Food security, the physical and economic access to safe nutritious food, affects approximately
800 million people who suffer from poverty according to the United Nations Sustainable
Development Goals (Baker et al., 2022; Escamilla, 2017). Research indicates that around one-
third of food is wasted, meaning those leading in the agricultural industry need to prioritize the
implementation of disposal practices in order to achieve food security (Slorach et al., 2019).
Individuals’ attitudes about food waste become more worried as they grow older, especially for
women, who are more disturbed by the negative impacts of wasted food (Cantaragiu, 2019).

COVID-19 has increased poverty and food insecurity levels for marginalized populations which
were already vulnerable (Palmer & Strong, 2022; Pereira & Oliveira, 2020), requiring changes to
the way people think and react to these issues. Proactivity, critical incident preparation, quick
implementation, communication, and both a realistic and optimistic attitude have been cited as
critical leadership competencies during COVID-19 (Stoller, 2020). Countries with women as the
head of state have reported fewer cases and deaths related to COVID-19, women-led countries
have significantly better outcomes possible due to the adoption of proactive policy (Garikipati &

Kambhampati, 2021) and women’s preferences for public spending on healthcare (Abras et al.,
2021).

In more recent years, research has found that women were associated with more successful
leadership qualities that led to a higher quality performance compared to male leaders (Eagly,
2007; Gardner, 2017; Offerman et al., 2019). However, the presence of women possessing
leadership positions in the agricultural industry is minimal. This disparity in agriculture needs a
to change towards supporting women to become primary decision-makers at both the legislative
and household-levels (Satyavathi et al., 2010). This support includes women connecting with
leadership mentors to strengthen their knowledge and networks, envisioning themselves in both
traditional and nontraditional roles, and support each other as they pursue leadership positions in
the agricultural industry (Griffeth et al., 2018).

The purpose of this study is to describe the personal advice networks of women committee
members in the southern region state Farm Bureau women’s leadership programs during
COVID-19 that impact their food waste behavior, opinion leadership, and crisis leadership. Two
objectives guided this study:

1. Determine the attributes possessed by the network peers.
2. Discover the variables that impact women’s food waste behavior.



Theoretical Framework
Three theories framed this study: crisis leadership, opinion leadership, and trust. A crisis
leadership model developed by Brockner and James (2008) was used to determine participants’
ability to view crises as an opportunity.

Several crises have occurred over the past few decades increasing the opportunity for researchers
to investigate crisis leadership (Wu et al., 2021). According to the literature, a crisis is referred to
as a rare public situation that causes unwanted outcomes for many individuals, including firms
and their stakeholders, requiring immediate and effective leadership (James & Wooten, 2006).
Crises differ among varying individuals and circumstances. Brockner and James (2008) discuss
how innovation, change, and reputation enhancement are opportunities to be realized. Crises are
predicted to be perceived as opportunities when organization leaders adopt a learning orientation
(Wooten & James, 2004). The Farm Bureau supplies its leaders and members with ample
opportunity to develop professionally as leaders and become more effective during times of
crisis. A leader’s ability to reflect and learn is critical for the success of an organization
(Brockner & James, 2008).

Rogers’ (2003) diffusion of innovations theory was used to determine the effect of women’s
opinion leadership in promoting food waste and food recovery strategies along with the effect
from their personal networks. An opinion leader is a credible and trusted individual within a
social system (Rogers, 2003). A role of an opinion leader is to reduce the uncertainty of an
innovation in a social system (Rogers, 2003). In order to fulfill this role, an opinion leader must
be aware of where the social system is relative to the innovation (Rogers, 2003). Rogers (2003)
explains several attributes distinguished by opinion leaders: greater connection to the outside
world, greater exposure to diverse media, high social engagement, higher socioeconomic status,
more innovation, and greater interaction with change agents.

A trust theory was chosen to determine the trust types between participants and their personal
networks. McKnight and Chervany (2001) developed a model discussing five trust types:
disposition to trust, institution-based trust, trusting beliefs, trusting intentions, and trust-related
behavior. The following terms are related to interpersonal trust. When an individual trusts
interpersonally they do so by trusting other people, either personally, as in trusting behavior and
trusting intentions, or based on their attributes, meaning trusting beliefs (McKnight & Chervany,
2001). Trusting beliefs mean the extent to which an individual confidently believes the other
person has beneficial characteristics (McKnight & Chervany, 2001). This is person-specific, not
situation-specific. The willingness to depend on the other party with a sense of relative security,
with the lack of control over the party, and the possibility of negative consequences is known as
trusting intentions (McKnight & Chervany, 2001). Trusting intentions differ from disposition to
trust in that it refers to specific other people rather than general other people (McKnight &
Chervany, 2001). An individual who voluntarily depends on another with confidence even with
the possibility of negative consequences is trust-related behavior (McKnight & Chervany, 2001).

Methods
This study used egocentric network analysis to determine the characteristics of women leaders in
agriculture’s advice networks. Egocentric data, also commonly referred to as local or personal
network data, consists of asking questions in which individuals’ responses provide relational



information to better understand their personal network characteristics and their influence on
behavior (Valente, 2010). Researchers chose to conduct an egocentric network analysis to better
understand the social relationships and influences that these women sought advice from since
COVID-19 began.

Throughout this paper we refer to participating women as “egos” and the individuals in their
social networks as “alters” (Borgatti et al., 2013). Egocentric network research is achieved by
asking egos to elicit members of their social system, then collecting information on alter’s based
on the egos knowledge and perception and investigating the ties between them (Wasserman &
Faust, 1994).

Researchers developed an electronic cross-sectional survey to be distributed to a sample
comprised of women holding leadership positions within their states’ Farm Bureau and who are
actively involved in their women’s leadership program. A list of all active leadership
coordinators was obtained from each of the 12 southern region state’s Farm Bureau, and these
leadership coordinators were asked to share the survey with their Women’s Leadership
Committees. In order to assess egocentric networks, egos are asked three types of questions:
name generators, name interpreters, and inter-relator questions (Borgatti et al., 2013; Valente,
2010). For the purpose of this study, we focused on egos responses to the name generator, which
asked for a list of five people the ego has gone to for advice since COVID-19 began; and the
name interpreter questions, which included a series of questions about each alter that was
nominated by the ego.

The following alter variables were measured in this study: alter gender (0 = “female,” 1 = “man,”
and 2 = “other”), alter relationship (0 = “family,” 1 = “friend,” 3 = “neighbor,” 4 = “Farm
Bureau,” 5 = “other,” 6 = “rancher”, 7 = “pastor”, and 8 = “neighbor”), alter communication (0 =
“less than once per year,” 1 = “1-2 times per year,” 2 = “every few months,” 3 = “every month,”
4 = “every few weeks,” 5 = “every week,” 6 = “every few days,” 7 = “every day”), alter length
known (0 = “less than 6 months,” 1 = “6 months - 1 year,” 2 = “1 to almost 2 years,” 3 = “2 to
almost 3 years,” 4 = “3 to almost 4 years,” 5 = “4 to almost 5 years,” 6 = “5S or more years”).
The next five questions used the same scale (-2 = “never,” -1 = “rarely,” 0 = “sometimes,” 1 =
“usually,” 2 = “always”) alter trust in ego, ego trust in alter, alter opinion leader, ego opinion
leader according to alter, and ego food waste leadership. Food waste behavior was measured
using a seven-item assessment developed by researchers to determine egos food waste decisions
and behaviors during COVID-19. E -Net software was used to compute network level variables
(Borgatti, 2006), including: proportion of network composed of Farm Bureau affiliated members,
proportion of alters who are always trustworthy, proportion of network that would describe egos
as opinion leaders, and proportion of network ego trusts. Researchers used Statistical Package for
Social Sciences 27 to run descriptive statistics (i.e., frequencies, percentages, means, and
standard deviations) for ego and alter-level data. R was used to conduct a multiple linear
regression for the dependent variable, food waste behavior, on the following independent
variables: egos crisis leadership assessment sum score, egos duration of involvement in the
women’s leadership committee, proportion of network composed of Farm Bureau affiliated
members, proportion of alters who are always trustworthy, proportion of network that would
describe egos as opinion leaders, and proportion of network ego trusts. The survey was reviewed



by a panel of experts to assess validity. Reliability was measured for the food waste behavior
assessment (o = 0.92).

All participants in this study were female and there was a total of 50 respondents (n = 50), all of
whom represent committee members involved in the 12 southern region Farm Bureau’s
Women’s Leadership Committee’s. There are approximately 159 (N = 159) total women among
the 12 southern regions state’s women’s leadership committees, therefore the response rate was
31.45%. Out of the 12 southern region states, 11 state’s Farm Bureaus participated in this study.
The study's limitations were that the study is composed of self-reported data. There was a
limitation regarding ego networks which regards participants’ ability to enumerate the most
appropriate ties related to the chosen name generator.

Findings
For objective one, researchers determined the attributes possessed by the alters and how they
impact ego networks. The 50 participants (n = 50) were able to collectively identify 244 (n =
244) alters through the name generator question. There was a total of 154 female alters (63.4%),
while the other 36.5% were men (n = 89) (see Table 1).

Table 1

Alter Gender (N = 243)
Alter Gender Variables f %
Female 154 63.4
Male 89 36.5

Table 2 displays the relationships between egos and alters. The major type of relationship
between ego and alter was family (43%, n = 105), followed by friend (66%, n = 27), Farm
Bureau member (25%, n = 61), professional (7%, n = 2.9), rancher (0.4%, n = 1), pastor (0.4%,
n = 1) and neighbor (0.4%, n = 1).

Table 2

Alter Relationship (N =242)
Alter Relationship Variables f %
Family 105 43
Friend 66 27
Farm Bureau 61 25
Professional 7 2.9
Rancher 1 0.4
Pastor 1 0.4

Neighbor 1 0.4




Table 3 presented the amount of times egos and alters communicated during COVID-19. Most
egos communicate with the alters every day (25.9%, n = 63), every few days (20.6%, n = 50),

every week (17.3%, n = 42), every few weeks (15.2%, n = 37), every few months (11.5%, n =
28), or every month (7.4%, n = 18). There were 2.1% (n = 5) of alters that communicated with
ego less than 1-2 times per year.

Table 3

Alter Communication (N = 243)
Alter Communication Variables f %
Every day 63 25.9
Every few days 50 20.6
Every week 42 17.3
Every few weeks 37 15.2
Every few months 28 11.5
Every month 18 7.4
1 to 2 times per year 5 2.1

The length alters and egos have known each other is presented in the table below. Many alters
(89.3%, n = 216) have known the ego for five or more years. Fewer egos have known alters four
to almost five years (3.7%, n = 9), three to almost four years (2.9%, n = 7), one to almost two
years (2.5%, n = 6), less than six months (0.8%, n = 2), six months to a year (0.4%, n = 1), and
two to almost three years (0.4%, n = 1).

Table 4

Alter Length Known (N = 242)
Alter Length Known Variables f %
5 or more years 216 89.3
4 to almost 5 years 9 3.7
3 to almost 4 years 7 2.9
1 to almost 2 years 6 2.5
Less than 6 months 2 0.8
6 months to 1 year 1 0.4

2 to almost 3 years 1 0.4




Table 5 reports the mean scores from Likert-type questions regarding the trust and leadership
among egos and alters. Positive scores were associated with the following: if the alter describes
the ego as an opinion leader (M = 1.16, SD = .86), if the ego describes the alter as an opinion
leader (M = 1.20, SD = .81), if the ego believes the alter is trustworthy (M = 1.74, SD = .70), and
if the alter trusts the ego (M = 1.86, SD = .35). There was a negative score when the ego was
asked if they lead the alter into making positive food waste decisions (M =-.33, SD = 1.27).

Table S

Alter Descriptive Results (N = 243)
Variables M SD
Alter Trust Ego 1.86 35
Alter Trustworthy 1.74 .70
Alter Opinion Leader 1.30 81
Alter Describe Ego Opinion Leader 1.16 .86
Alter Positive Food Waste Behavior -0.33 1.27

Note. Grand Mean = 1.15. -2 = Strongly Disagree, 2 = Disagree, 0 = Neither Agree or Disagree,
1 = Agree, 2 = Strongly Agree.

Researchers conducted a multiple linear regression on the dependent variable, food waste
behavior. The table below illustrates the multiple linear regression model (R?=0.75, F =5.17, p
= <.05) (see Table 5). The model described 75% of variance in egos’ food waste behavior scores.
Egos food waste behavior was dependent on their crisis leadership assessment scores and their
duration of involvement in the women’s leadership program; along with a higher proportion of
alters who are trustworthy. As one unit increased, the probability of a more positive food waste
behavior increased. The predictive model equation was food waste behavior = 1.65 + 1.14 +9.11
+.15.

Table 6

Regression of Participants Food Waste Behavior Explained by Various Independent Variables
Variables Beta t p
Ego Crisis Leadership 1.65 6.90 05%*
Ego Duration of Involvement 1.14 2.95 05%*
Proportion Ego Trust Alter 9.11 2.75 O1*
Proportion Ego Trust Alter Always 15 2.23 .03*

Note. p=<.05,R*=0.75, F = 5.17

Conclusions/Discussions/Implications/Recommendations
What researchers concluded about the trust between egos and alters according to McKnight and
Chervany (2001), is that the majority of an ego’s network fall within one of the five trust
constructs: disposition to trust, institution-based trust, trusting beliefs, trusting intentions and
trust-related behavior. Due to the nature of this study, requiring women to provide the initials of
five people they would go to for advice, the type of trust among egos and alters can be referred to



as interpersonal, and fall under the trust-related behavior construct which consists of cooperation,
information sharing, informal agreements, decreasing controls, accepting influence, granting
autonomy, and transacting business (McKnight & Chervany, 2001). Researchers found, as did
Griffeth et al. (2018), that women’s network were more likely to consist majorly of women.

The majority of women involved in this study identified as white, indicating a lack of diversity in
the southern state’s Women’s Leadership Committees. In this regard, more inclusiveness would
also include access to women of other ethnicities on these types of boards. The Women’s
Leadership Programs are a great launching pad for women to gain leadership and advocacy
competencies. In regard to the large majority of women who are part of the baby boomer
generation, with hardly any women who are from more recent generations. This finding may also
indicate a pipeline issue with the recruiting and retaining younger women in these types of
positions. Women were more likely to have a network that consists majorly of alters they engage
with frequently (every day) and seek advice from those they view as opinion leaders, meaning
the Farm Bureau needs to encourage new relationships and create more networking opportunities
for these women. The typical alter was a family member or friend that the ego has known for
more than five years and talks with them at least every few days. This person can be described as
an opinion leader and there is mutual trust between the alter and the ego. A clear need exists for
more food waste leadership competencies for women agriculture leaders to feel more confident
with leading their peers into making positive food waste decisions.

Committee members and leadership coordinators should develop a strategy to recruit more
diverse populations, to build a diverse community for women leaders in agriculture to share their
story and impact the industry (Seitz et al., 2022). More women are needed to fulfill agricultural
leadership positions to make a positive global impact on improving the safety, sustainability, and
security of our food system (Griffeth et al., 2018). Leadership change agents from state’s Farm
Bureaus should consider prioritizing communication, community building, and development of
opinion leaders to improve leadership competencies (Rogers, 2003) to achieve food security.
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Abstract

Most agricultural education research has been primarily conducted in public schools rather than
private, leaving a large gap in agricultural education research for those in private school
education. Four research objectives guided this study: (1) determine private school teachers’
perceived importance of incorporating agricultural awareness activities into Mississippi private
school classrooms; (2) identify private school teachers’ perceptions regarding issues related to
agriculture; (3) identify the extent to which agricultural awareness activities are conducted in
Mississippi private school classrooms; (4) determine if correlation existed between Mississippi
private school teachers’ views on incorporating agriculture, their perceptions of agriculture, and
the frequency to which they incorporate agricultural activities into their classroom. The
population for this study consisted of Mississippi private school teachers. This study employed a
descriptive research design using an ANOVA, a bi-variate correlation, and descriptive statistics.
The instrument used for this study was an adaptation of Knobloch’s (1997) Agricultural
Awareness Survey. Currently, Mississippi private school teachers are not currently incorporating
agriculture into their curriculum. Many of them lack agricultural experience and instruction but
they are willing to increase their agricultural knowledge and experience through professional
development. Almost all the teachers had positive perceptions regarding agriculture and its
incorporation into the classroom. Finally, none of the schools reported having an agricultural
education program.

Keywords: agricultural literacy, private schools, agricultural education, teacher willingness
Review of Literature and Conceptual Framework

Agricultural literacy has been defined numerous times over the last several decades. In 1988,
agricultural literacy was defined by the National Research Council as an “understanding of the
food and fiber system which includes its history and current economic, social, and environmental
significance to all Americans” (National Research Council (NRC), 1988, p. 1). It is
recommended that agriculture be offered to all students, not just to those who plan to seek a
career within the agricultural industry (National Research Council, 1988). However, Hutcheson
(2020) determined that teachers have a hard time incorporating agriculture on a day-to-day basis.
It can be argued that the lack of knowledge exhibited by much of the population stems from the
lack of agricultural education incorporation into educational systems during formal education



(National Research Council, 1988). Both students and teachers have been the subject of studies
regarding agricultural literacy. Many teachers believe that schools play an important role in
educating youth about agriculture, food, fiber, and natural resources (Trexler et al., 2000).
However, teachers often feel unprepared and less confident to teach agriculture for a variety of
reasons (Hutcheson, 2020).

Knobloch and Martin (1997) determined that teachers are receptive to agriculture and believe it
should be incorporated into the classroom. Furthermore, several studies have determined that
teachers’ attitudes, beliefs, and experiences play a role in their willingness to incorporate
agriculture into their classroom (Knobloch & Ball, 2003; Knobloch & Martin 2002a; Knobloch
& Martin, 2002b; Trexler & Heinze, 2001).

Several factors that are believed to influence teachers’ decisions about utilizing AITC materials
and incorporating agriculture into their classroom for the sake of this study, factors that are
believed to influence teachers’ decisions about incorporating agricultural activities into their
classroom. These factors include, technology, interest in professional development related to
agriculture, activities related to agriculture, teacher feelings about the importance of education
about agriculture, their level of experience, grade they teach, ability to use agriculture to teach
other subject matter and a willingness to invest time and money. The purpose of this study is to
identify and describe teachers’ perceptions of the incorporation of agricultural topics and
activities into private school classrooms. Objectives include: (1) determine Mississippi private
school secondary teachers perceived importance of incorporating agriculture, (2) identifying
teachers' perceptions of agriculture issues, (3) the variety of agricultural understanding activities
that are incorporated into Mississippi private schools, and the (4) connection of Mississippi
private school teachers view on incorporating agriculture, their perceptions, and willingness to
include agriculture in their classroom.

Methods

After IRB approval, this study employed a descriptive research design using an ANOVA, a bi-
variate correlation, and descriptive statistics. A cross-sectional descriptive survey research
method was used for data collection. The population for this study consisted of private school
teachers, kindergarten through 12th grade, throughout Mississippi. Participants were selected
using multistage convenience sampling. Overall, there were N = 130 private school teachers who
participated in the study.

The instrument used for this study was an adaptation of Knobloch’s (1997) Agricultural
Awareness Survey. This survey instrument was designed to identify teachers’ perceptions
regarding the incorporation of agricultural topics and activities into the elementary curriculum
(Knobloch, 1997). However, the questionnaire was adapted to include questions for elementary
through high school teachers. A list of agricultural activities was included in the questionnaire to
determine how frequently teachers incorporate these activities into their curriculum.
Additionally, professional development questions from Burrows’ (2010) Elementary
Agricultural Education Needs Survey were included as well.



Data were collected with a self-administered survey using Qualtrics. Headmasters were
contacted via email and asked to disseminate the survey to their teachers. Additionally, the
solicitation email included information regarding two chances for participants to win $50 gift
cards for completing the questionnaire. This study utilized Petrov¢ic et al. (2016) suggestion that
additional contact attempts should be made at approximately 78 and 160 hours after the initial
invitation was sent. Due to schools only operating Monday — Friday, weekends were not
included in the suggested time for additional contact attempts.

The initial email invitation was emailed to each of the schools on November 9, 2021. A second
email was sent on November 15, 2021, 72 hours after the initial email was sent, excluding the
weekend. A third email was sent on November 18, 2021, and November 19, 2021, 168 hours
after the initial email was sent. Additionally, to increase responses, the research contacted the
schools via phone call to encourage participation, answer any questions or concerns, and ensure
that the school was receiving the emails. Finally, the last email was sent on December 1, 2021, to
collect any additional responses. The IBM Statistical Package for Social Science (SPSS) version
27 was used to perform all statistical analyses in this study. Data analysis for this study consisted
of descriptive and inferential statistical procedures.

Descriptive statistics were used to analyze data from the following sections: demographics,
views on incorporating agriculture into the classroom, perceptions of agriculture, agricultural
activities, professional development, and one question from comments regarding planning and
resources. Descriptive statistics were also used to answer the first, second, and third research
objectives. Frequencies, means, standard deviations, and percentages were reported. To answer
objective five, bi-variate comparisons were used to determine if correlations existed between
teachers’ views on incorporating agriculture, their perceptions of agriculture, and the frequency
to which they incorporate agricultural activities into their classroom. A significance alpha of .05
was used to determine if there was any statistical significance between teachers’ views, their
perceptions, and the frequency to which they incorporate agricultural activities into their
classroom. Additionally, correlation coefficients were interpreted using Davis’ (2011)
descriptors.

Results

Out of the 130 responses received, 79% (n = 100) were female and 21% (n = 27) were male.
Most participants (n = 37) were between the ages of 41 and 50. Participants were also asked to
list their ethnicity when completing the demographic portion of the survey. Ninety nine percent
(n=115) of participants who chose to answer this question identified themselves as Caucasian,
and only 1% (n = 1) identified themselves as Hispanic. Most respondents taught science (n = 54)
and math (n = 46) with the remaining respondents teaching a variety of other subjects including
core subjects, music, religion, and technology. Fifty five percent (n = 69) earned a bachelor’s
degree, 41% (n = 51) earned a master’s degree, 2.4% (n = 3) earned a doctoral degree, and 1.6%
(n = 2) earned an associate degree. Fifty one percent (n = 65) identified their community as being
rural, 35% (n = 45) as being metropolitan, and 13% (n = 17) as being urban. Thirty-six percent (n
= 42) had no experience regarding agriculture.



Additionally, 28% (n = 33) described their agricultural experience as either growing up on a farm
or currently living on a farm. Furthermore, only 5% (n = 6) described their agricultural
experience as owning land or farmland or participating in 4-H/FFA type of agricultural
Experience (n = 122). Fifty-four percent (n = 69) stated they had not received instruction
regarding agriculture while 46% (n = 59) stated they had. Participants who responded yes to this
were then asked to describe the type of agricultural instruction they had received.

Thirty-six percent (n = 9) stated they had taken agricultural classes while 32% (n = 8) had
participated in teacher workshops. Additionally, 32% (n = 8) reported participating in 4-H/FFA.
Fifty-three percent (n = 41) characterized agricultural instruction in their school as lacking.
Furthermore, 36% (n = 36) characterized it as being included at times. Overall, over half of the
participants who responded to this question stated that agricultural instruction was lacking. Table
4.8 shows the frequencies and percentages regarding how participants characterize agricultural
instruction in their school. Seventy percent (n = 89) stated they do not currently use agriculture
in their current classroom curriculum while 30% (n = 39) stated they do. Forty-seven percent (n
= 37) said they could use guest speakers to relate agricultural topics to their students’ local
context. Additionally, 23% (n = 18) stated they could tour local farms or museums while only
9% (n = 7) stated they could use school gardens or greenhouses.

Seventy four percent (n = 86) of participants have attended a professional development
program/class before while 26% (n = 31) have not. Those who responded yes to this question
were then asked to list the professional development opportunities they have participated in.
Technology workshops were the most popular answer with 26% (n = 8) of participants stating
they had participated in this type of professional development. Additionally, 23% (n = 7) stated
they had attended professional development regarding classroom management. Forty-three
percent (n = 50) of participants who chose to respond agreed with that statement. Additionally,
41% (n = 48) agreed they would be interested in a teacher workshop about incorporating
agriculture into their current curriculum.

Of the participants who responded, 51% (n = 57) stated time hinders them from researching
educational resources. Thirteen percent (n = 14) stated knowledge of subject matter hinders them
and 12% (n = 13) stated money. However, participants were given the option to choose “other”
as their answer and then write in a response. Several participants stated all the answers listed
hindered them from research educational resources.

Of the teachers who responded, 49% (n = 61) agreed that agricultural education is important to
students in grades kindergarten through 12th. Additionally, 62% (n = 77) strongly agreed is
important for students to know where their food comes from, while 53% (n = 65) strongly agreed
that students need to understand how agriculture fits into the global economy. Furthermore, 32%
(n = 40) disagreed that there is no time to teach agriculture while 38% (n = 47) were neutral.
Thirty-three percent (n = 40) agreed that there was a lack of agricultural resources available to
them, and 52% (n = 64) agreed that teachers are not trained to incorporate agriculture in their
classrooms. However, 48% (n = 59) agreed that agriculture could be taught in any subject matter.

Eighty percent (n = 95) of teachers strongly disagreed that there is no future in agriculture.
Moreover, 53% (n = 63) agreed that agriculture provides career opportunities, and 42% (n = 50)



agreed that the agricultural industry has a skilled, educated workforce. Furthermore, 54% (n =
64) agreed that agriculture is a highly technological industry. Finally, 47% (n = 55) agreed that
students should be taught agriculture no matter what career they wanted to pursue. In addition,
conducting an agricultural themed poster contest at least once a year was by far the most popular
activity (82%; n = 97) implemented by the responding teachers.

Lastly, a strong statistically significant relationship did exist between participants’ views on
incorporating agriculture and their perceptions of agriculture, » = 0.58, p = <.001. Additionally,
a weak statistically significant relationship between participants’ views on incorporating
agriculture and the frequency to which they incorporate activities did exist, » = 0.24, p = .008.
Finally, participants’ perceptions of agriculture displayed a weak statistically significant to the
frequency to which they incorporate activities, » = 0.23, p = .012. Table 4 shows the correlation
between participants’ views on incorporating agriculture, their perceptions of agriculture, and
their willingness to incorporate activities into the classroom.

Table 4
Correlation between views, perceptions, & activities
n M SD 1 2 3
Views on Incorporating Agriculture 124 3.72 0.56 -
Perceptions of Agriculture 119 4.12 0.57 0.58** -
Frequency of Incorporating Activities 119 4121 13.52 0.24** 0.23* -

*n <.05. ¥*p < .01.
Conclusions and Recommendations

Overall, most teachers (n =42) in this study had no agricultural experience, and those who did (n
= 33) either currently live or grew up on a farm. Additionally, several teachers (n = 14) had no
previous instruction regarding agriculture. Furthermore, 70% (n = 89) of teachers do not
incorporate agriculture into their curriculum. It is possible that because these teachers lack
agricultural experience, they are less likely to incorporate agriculture into their lessons. This
supports several studies in which teachers who had agricultural experiences were more confident
in teaching the material and were more likely to incorporate agriculture into their lessons
(Knobloch & Martin, 2002b; Trexler & Heinze, 2001).

Even though many of the teachers (n = 42) who participated in this study currently lack
agricultural experience, they are willing to increase their agricultural knowledge and
experiences. Over half of the teachers (n = 76) stated they would attend professional
development to learn about incorporating agriculture into their classroom. This aligns with
Knobloch et al. (2007) findings that teachers need professional development to incorporate
agriculture into their classrooms. Additionally, the teachers listed needing resources like lesson
plans, agricultural articles and information, monetary support, and professional development.
Many of the resources that teachers identified are offered in the state at little to no cost proving
teachers are unaware of the resources available to them.



Overall, most teachers (n = 103) held positive views regarding the incorporation of agriculture
into their classrooms. Additionally, many of the teachers (n = 90) agreed that agriculture could
be incorporated into a variety of subjects which supports Knobloch and Martin’s (2002a)
findings. Most teachers (n =114) who participated in this study agreed or strongly agreed that
agriculture brings learning to life by incorporating real-life topics such as the global economy
and society’s food, fiber, and fuel. This directly aligns with Knobloch et al. (2007) study in
which teachers stated that agricultural education provides students with an authentic learning
environment.

Many teachers who participated in this study either never incorporated the activities outlined in
the survey or they only incorporated them one time per year. This closely aligns with
Hutcheson’s (2020) findings in which teachers who participated in her study did not incorporate
agriculture regularly into their day-to-day curriculum. Out of the Mississippi private schools
represented in this study, none reported having an agricultural education program or teaching
agricultural classes specifically. This contradicts the National Research Council’s statement that
agricultural education typically consists of an agricultural education program offered in a high
school setting.

A strong correlation existed between teachers’ perceptions of agriculture and their views on
incorporating agriculture into their curriculum. Additionally, a weak correlation also existed
between participants’ perceptions of agriculture and the frequency to which they incorporate
activities. This supports Knobloch and Martin’s (2002a) findings which state that teachers are
more likely to incorporate agriculture into their classroom if they have positive perceptions of the
agricultural industry. Finally, a weak correlation did exist between participants’ views on
incorporating agriculture and the frequency to which they incorporate activities.

Mississippi private school teachers have already stated they need additional resources to be able
to incorporate agriculture into their classrooms. These resources have already been created and
are available to teachers; however, teachers lack knowledge of these resources. Therefore, it is
recommended that agricultural literacy or education professionals create a list of teaching
materials and resources to be disseminated to all Mississippi private school teachers.
Additionally, teachers are encouraged to research educational resources and materials in
Mississippi such as Mississippi Farm Bureau Agriculture in the Classroom curriculum. Programs
like the Mississippi Farm Bureau Agriculture in the Classroom curriculum provide teachers with
guided lesson plans to incorporate agriculture into their classrooms.

Due to the lack of research conducted regarding agricultural literacy and education in private
schools, it is recommended that this study be replicated in private schools across the United
States. Furthermore, this study should be replicated in Mississippi to include more diverse areas
of the state. This could be done by identifying diverse populations throughout the state such as
the Mississippi Band of Choctaw Indians or different religious schools. Additionally, most of the
teachers who participated in this study reported incorporating the 60 activities listed in the survey
at least one time per year. However, when they were asked if they incorporate agriculture into
their classroom, 70% stated they did not. It could be possible teachers are incorporating
agriculture through certain activities but are unaware they are doing so. Further research is



needed to determine if and why teachers are not making a connection between the activities and
agriculture.

Additionally, there is a lack of information regarding private school students’ perceptions,
attitudes, and knowledge of agriculture. This is major component in understanding the current
state of agricultural education and literacy in private schools. Therefore, research should be
conducted to determine students’ perceptions, attitudes, and knowledge of agriculture. It is also
recommended that teachers be surveyed or interviewed to determine what agricultural related
teaching materials and resources would be beneficial in incorporating agriculture into the
classroom.
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Introduction

Teachers can improve instruction when they understand the learning styles of their students
(Lohri-Posey, 2003). Gregorc (1979) defines learning styles as consisting of “distinctive
behaviors which serve as indicators of how a person learns from and adapts to his environment”
(p- 234). Learning styles speak to the individual characteristics of people, particularly their
dispositional traits and characteristic adaptations (Hawk & Shah, 2007; McAdams & Pals, 2006).
Teaching to the individual characteristics and needs of students bears many names (Tetzlaff et
al., 2022) such as individualized instruction, individualization, differentiated instruction, and
instructional adaptations to name a few. Despite the varied names, the definitions of each point
to a common goal of crafting instructional strategies to better match the individual characteristics
of the learner and facilitate more effective learning (Connor et al., 2018; Hachfeld & Lazarides,
2021; Bondie et al., 2019; van Geel et al., 2019; Parsons et al., 2018).

Effective learning strategies can be implemented when the learning styles of individuals are
understood by teachers (Lohri-Posey, 2003). Learning styles include characteristics such as likes,
dislikes, and behaviors, to characterize students’ learning ways and their adaptability to different
scenarios. Classroom instruction based upon individuals’ learning styles has been recognized
through Rosenshine and Furst’s (1971) characteristics of effective teaching with variability being
identified as one of the five main characteristics of effective teaching.

The Gregorc Style Delineator has been utilized in the Agricultural Education field to inventory
the learning styles of preservice and in-service teachers (Friedel & Rudd, 2006; Lambert et al.,
2010; Researcher et al., 2021). Additionally, other fields of study have utilized this instrument to
categorize student learning styles (Gould & Caswell, 2006; Hawk & Shah, 2007). Teachers are
then able to use the results to inform effective teaching methods (Hawk & Shah, 2007; Lohri-
Posey, 2003).

Theoretical/Conceptual Framework/Perspective

Advocates of learning styles maintain that adapting instruction to the learning styles of students
allows for more effective teaching (Hawk & Shah, 2007). To support this claim, Hawk and Shah
(2007) reviewed six learning style indicators: Kolb, Gregorc, Felder-Silverman, Fleming, Dunn
and Dunn, Entwistle, and Tait Revised Approaches to Studying. Each style indicator was
evaluated for validity, and the dominant learning style yielded by each was evaluated. It was



concluded that the use of learning styles to inform learning activities was an effective means of
increasing learning among students. The authors recommended utilizing learning style
instruments to develop instructional activities that are more effective for student learning and
matched to individual learning styles (Hawk & Shah, 2007).

Moreover, the use of learning styles to individualize instruction is supported by Rosenshine and
Furst's (1971) characteristics of effective teaching. The authors identified variability as a top
characteristic of effective teachers. Nevin and Knobloch (2005) maintain variability is essential
to creating a learning environment in which teachers are sensitive to the differences in learning
characteristics among students. They describe an effective classroom as one in which the teacher
knows their students and accommodates their needs (Nevin & Knobloch, 2005). Adapting
instruction through the use of learning styles is an effective way to meet the needs of individual
learners (Hawk & Shah, 2007).

Teachers tend to instruct students using a combination of their preferred learning style and using
strategies they deem effective for their own learning (Hawk & Shah, 2007). With this in mind,
pre-service school-based agricultural education (SBAE) teachers at Oklahoma State complete the
Gregorc Style Delineator (GSD) as part of the course curriculum for the Foundations and
Philosophies of Teaching Agricultural Education course. The purpose of the administration of
this instrument is two-fold. First, it models a way for emerging teachers to inventory the learning
styles of their students. Second, it offers insight into their own learning style and how this may
impact their own teaching. The GSD identifies the learner's tendency to think in a Concrete
Sequential (CS), Abstract Sequential (AS), Abstract Random (AR), or Concrete Random (CR)
style (Gregorc, 2006). Sidel and England (1999) have identified the most common GSD style as
reported by Gregorc is CS (37%). AR (34%), CR (19%), and AS (10%) were also reported
(Seidel & England, 1999).

Purpose and Objectives

The purpose of this study was to identify the dominant Gregorc Learning Styles of preservice
SBAE teachers during their first agricultural teacher education course at Oklahoma State
University in five different cohort years. This study had two objectives:

1. Identify the overall dominant Gregorc Learning Style of preservice SBAE teachers.
2. Identify the dominant Gregorc Learning Styles of preservice SBAE teachers by cohort
year (2018-2022).
Methods

This descriptive study expanded upon a previous study conducted by Oklahoma State University
by incorporating additional years of data (Teixeira et al., 2021).

Population and Sampling

Purposive sampling was used to collect data from OSU preservice SBAE teachers (Ary et al.,
2010). The population of this study included a census of students enrolled in the AGED 3103
Foundations and Philosophy of Agricultural Education during the years 2018-2022 (N = 232).
However, data from 136 students (41%) were not included due to frame error. In some cases,



especially in earlier years, the pre-existing data were not available. This could be due to a
number of reasons. The data were not originally recorded for research purposes, so the
instructors and teaching assistants from previous years may not have reported the data from their
laboratory sections. It is also possible students were absent on the class day the assessment was
administered, or they did not consent to their student assignment data being used for research
purposes. Percentages of available data included in this study, by year, are as follows: 2018
(49%), 2019 (43%), 2020 (76%), 2021 (43%), 2022 (88%). The sample included 29% males (n =
39) and 71% females (n = 97). Table 1 includes a descriptive breakdown by cohort year.

Table 1
Preservice Teachers’ Sex by Year from 2018 to 2022 (n = 136)

Gend

o 2018 2019 2020 2021 2022
Fel';’a 17 13 25 14 28
Male 5 10 10 6 8

Data Collection and Analysis

The Gregorc Style Delineator (Gregorc, 2006) was distributed to preservice teachers in AGED
3103 lab sections to collect each cohorts learning styles over the last five years. Data collection
occurred during lab sections for this introductory course, and the assessment was completed as a
course assignment. Results were compiled using an online form to collect students’ scores in
each style during their lab section to contribute to a class discussion on learning styles. Dominant
styles were recorded using Gregorc’s (1982) score ranges and were described below using
frequencies and percentages. These score ranges are: 10 to 15 points in any of the four learning
styles indicates a "low" (non-preferred) learning style; 16 to 26 points indicates an "intermediate"
(preferred) learning style, and 27 to 40 points is a "dominant" (highly preferred) learning style.
Each cohort’s results were kept in a Microsoft Excel© spreadsheet in secure university cloud
storage. Those results were then compiled to report the style preferences and range of scores for
each style within each year.

Limitations

The limitations of this study were identified to be 1) missing data from students who either
missed their respective lab section and were not available to enter their information, or students
who did not complete the entire data entry form for the survey, 2) the fall 2020 and 2021 COVID
affected semesters, and 3) students accurately entering their information from their Gregorc
Learning Styles Delineator into the data collection form.

Results/Findings

Responses from each year were categorized by preferred learning styles. Dominant learning
styles for each cohort year and the total for each style can be seen in Table 2. Some students had



a bimodal highly preferred dominant learning style with only one student reporting no highly
preferred dominant style.

Table 2

Distribution of Gregorc Style Delineator Learning Styles Dominance Among Students in AGED
3103 (n=136)

Year Learning Style Most Highly Preferred Non- Range
Dominant  Preferred Intermediate preferred
Dominant Low

2018 Concrete Sequential 9 11 11 0 16-37
(n=22) Abstract Sequential 3 9 13 0 20-32
Abstract Random 7 7 14 1 14-37

Concrete Random 4 5 16 1 15-34

2019 Concrete Sequential 16 18 5 0 21-38
(n=23) Abstract Sequential 1 7 16 0 19-31
Abstract Random 4 5 17 1 15-34

Concrete Random 3 4 18 1 15-35

2020 Concrete Sequential 17 21 14 0 21-40
(n=35) Abstract Sequential 6 10 25 0 17-36
Abstract Random 8 7 25 3 13-35

Concrete Random 7 8 27 0 16-31

2021 Concrete Sequential 6 8 12 0 16-34
(n=20) Abstract Sequential 4 8 12 0 18-33
Abstract Random 5 6 12 2 12-33

Concrete Random 5 8 12 0 19-33

2022 Concrete Sequential 22 24 12 0 18-36




(n=36) Abstract Sequential 1 6 29 1 15-32

Abstract Random 10 13 22 1 15-36

Concrete Random 8 12 24 0 16-35

Total  Concrete Sequential 70 82 54 0 16-40
Abstract Sequential 15 40 95 1 15-36

Abstract Random 34 38 90 8 12-37

Concrete Random 27 37 97 2 15-35

Note. Of the 136 respondents, 10 had more than one most dominant learning style.

The Concrete Sequential learning style was the most dominant style for respondents each year.
Concrete Sequential was the most highly preferred dominant style in 2018 (50.00%), 2019
(78.26%), 2020 (60.00%), and 2022 (66.67%), while it was equally as highly preferred (40.00%)
as Abstract Sequential and Concrete Random styles by the 2021 cohort. Overall, 60.30% of
respondents chose Concrete Sequential as a highly preferred dominant style.

Abstract Sequential was chosen as a highly preferred style for 29.41% of respondents, while
27.94% and 27.21% chose Abstract Random and Concrete Random respectively. Abstract
Sequential was chosen as the most dominant style for 11.03% of respondents. In 2018, the
Abstract Sequential style was highly preferred by 40.91% of respondents but was chosen by only
13.64% as their most dominant style. The following year (2019) only 1 respondent chose
Abstract Sequential as their most dominant style, however, 30.43% rated Abstract Sequential as
a highly preferred style.

As a whole, the Abstract Random style was the second most dominant style (25.00%) and was
highly preferred by 27.94% of respondents. In 2018 and 2019 Abstract Random was the third
most selected highly preferred style, however, in 2020 and 2021 it was the least preferred style.
The Concrete Random style was highly preferred by 27.21% of respondents and was the most
dominant style for only 19.85% of respondents.

Conclusions/Discussion/Implications/Recommendations

Most respondents reported one dominant style (92.75%). As supported by the literature,
Concrete Sequential was the most chosen highly preferred style followed by Abstract Sequential,
Abstract Random, and Concrete Random (Seidel & England, 1999). More respondents chose
Concrete Sequential as their most dominant style (51.47%) which is more than what was
suggested by Gregorc (1982) for the general population (37%). This finding aligns with literature
which suggests that science-based majors are more likely to prefer the Concrete Sequential style
(O’Brien, 1991; Seidel & England, 1999). As such, agricultural teacher educators as well as
other science-based fields should consider this style when planning instruction. These



preferences can also assist state staff or those responsible for professional development for
teachers in planning programming to aid in recruitment and retention of SBAE teachers.

Implications from this study could imply how pre-service and in-service agricultural education
teachers plan for and implement lesson plans into their respective classrooms. An analysis using
inferential statistics could also be conducted to measure relationships between learning style and
personal characteristics of preservice teachers (i.e., gender, ethnicity, etc.). It is recommended
that qualitative studies be conducted with pre-service agricultural education teacher educators to
better understand their learning style and how they plan for and implement lesson plans. Trend
analysis with these qualitative results may allow for identification of future teaching methods to
be implemented into post-secondary teacher education courses.

It is also recommended to conduct additional analysis with learning styles with Myers Briggs
Personality Types as well as the McCrae and Costa Big Five Personality Test. Analysis of these
tests may allow researchers to better identify and understand pre-service and in-service teachers’
methodology and pedagogy as it pertains to classroom instruction, laboratory and student
organization program management, as well as indicate strengths within different areas associated
with SBAE.
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Evaluating Heterosexism of Post-Secondary Agricultural Education Students Group
Norms
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Introduction and Literature Review
The ever-changing population of the United States creates challenges for educational institutions
to reflect the dynamic of a diversifying population of students. Current public-school enrollment
reflects the changing dynamic as students of Color now represent more than half (54%) of school
populations (NCES, 2022). Additionally, nearly one in five Generation Z individuals identify as
a member of the queer community, representing a shift in school-age youth (Jones, 2022). While
more students are identifying as a member of the queer community, they are still existing in
educational spaces that inadequately address their unique developmental needs (Kosciw et al.,
2014; Myers et al., 2020; Snively et al., 2004; Walters & Hayes, 1998). Until educational
institutions are reconstructed, queer students cannot be liberated as societal norms of
heterosexism are deeply engrained in the foundations of education (Case et al., 2012; Meyer,
2007; Walters & Hayes, 1998).

Historically, society in the United States depicted homosexuality as inferior to heterosexuality
through biased psychological research, religious agendas, and oppressive policies (Meyer, 2007).
Heteronormativity, or the belief that heterosexuality is the normal sexual orientation (Forrest,
2006), is closely linked to heterosexism, i.e., the belief that heterosexuality is not only normal,
but is superior to homosexual identities (Morrow & Gill, 2003). In cultures driven by
heteronormativity, students who identify as or are perceived to be in the queer community are
placed at a higher risk of victimization and harassment (Aguirre et al., 2021; Barnett et al., 2018;
Meyer, 2008; Myers et al., 2020). This heightened victimization is of great concern, as queer
students who experience high levels of victimization report lower self-esteem and higher levels
of depression than students who experience little victimization (Kosciw et al., 2022).

Heterosexist beliefs have been reported to be influenced by religious ideologies, rural
communities, and gender identity. Individuals who consider themselves as highly religious are
most likely to hold moral rejections to homosexuality than individuals who do not have strong
religious convictions (Forrest, 2006; Herek & McLemore, 2013). Additionally, queer students in
rural schools experience increased victimization compared to urban and suburban students
(Kosciw et al., 2014) due to highly religious rural communities (Lee, 2019). Finally, it has been
found that female students tend to hold more accepting views of homosexuality than male
students (Kite & Bryant-Lees, 2016; Meyer, 2007).

School-based agricultural education (SBAE) has also struggled with acceptance, inclusion, and
liberation of marginalized students (Barajas, 2021; Barajas et al., 2020; Elliot & Lambert, 2018;
Vincent & Austin, 2021). Additional scholarship shows that post-secondary SBAE students
show less concern for teaching diverse student populations than other teaching disciplines
(Vincent et al., 2012, 2014). As a profession, we must start to address the unique needs of queer
youth (Murray et al., 2020). It is imperative that post-secondary SBAE programs and scholars
begin to address attitudes of their students that may negatively impact queer students.



Theoretical Framework
Subjective group dynamics (SGD) theory (Abrams et al., 2003) provides an explanation to the
development of homophobic attitudes and challenges to combatting these attitudes. Norms of the
in-group are developed through descriptive and prescriptive norms (Pinto et al., 2010). In-group
preference has been found to emerge in early childhood and strengthens as youth reach
adolescence (Abrams et al., 2003). Conforming to group norms can lead to prejudiced beliefs
and attitudes, “in particular when fair and just reasoning would be in conflict with peer norms”
(la Roi, 2020, p. 2230). In-group members face potential social exclusion and isolation when
challenging group norms (la Roi, 2020). When in-group attitudes are homophobic, “youth may
condone or internalize homophobic attitudes if they perceive this to be an important norm within
their peer group, even when they infer this from strategically applied homophobic behavior of
their peers” (la Roi, 2020, p. 2231).

This study is also guided through the lens of Queer Theory, given its ability to challenge and
disrupt the norms of educational institutions (Meyer, 2007). Queer theory calls into question the
way education organizes bodies of knowledge through “masculinity, femininity, sexuality,
citizenship, nation, culture, literacy, consent, [and] legality” (Britzman, 1998, p. 212). From a
queered perspective, researchers can deconstruct notions of normalcy and hegemony like
heteronormativity (Dilley, 1999; Tierney & Dilley, 1998). Further, queer theory questions binary
systems like heterosexual-homosexual and male-female (Tierney & Dilley, 1998). Authors
operationalize the use of the word “queer” in this manuscript to represent all identities related to
queerness, without constricting to prescribed identity labels (Henderson, 2019).

Purpose and Objectives
This study aims to create knowledge in the profession of post-secondary agricultural education
students’ views of lesbian and gay individuals. Through learning more about student attitudes
toward these identities, our profession can better prepare inclusive and accepting educators.
Three research objectives guided the current study:
1. Describe the attitudes of post-secondary agricultural education students toward gay and
lesbian individuals by construct
2. Describe how demographic groups of participants responded to each construct
3. Determine trends in attitudes of post-secondary agricultural education students toward
gay and lesbian individuals by demographic group.

Methodology
The analysis of post-secondary agricultural education students’ attitudes toward lesbian and gay
identities was completed utilizing survey research methods. An online questionnaire developed
by Gato et al. (2012; 2014) titled the Multidimensional Scale of Attitudes Toward Lesbians and
Gay Men (MSATLGM) was utilized to collect data. Permission was obtained from the author to
utilize the instrument in August 2021. Post-secondary agricultural education students served as
the population for this study. Data collection occurred through convenient sampling. The
questionnaire was distributed through a generated listserv at the host institution and with all
agricultural education post-secondary institutions during the 2021-2022 academic year. A total of
21 institutions agreed to distribute the questionnaire to their students resulting in a total of 119
responses from 12 states. However, due to incomplete responses from some participants, the total
number of responses varied for each construct and demographic questions.



Participants in this study were mostly female (75.9%), came from rural home residences
(70.9%), and self-identified as moderately religious (M = 3.03, SD = 0.97 on a four-point Likert
scale). Additionally, 63.2% of participants reported having post-secondary lessons on the queer
community in their program and 15 participants (12.8%) identified as a member of the queer
community. Participants’ credit standings were as follows: Freshman = 19.7%, Sophomore =
25.6%, Junior = 24.8%, Senior = 26.5%, Graduate = 3.4%.

The MSATLGM questionnaire developed by Gato et al. (2012, 2014) consisted of 27 items and
assessed four constructs of attitudes that ranged from five to ten questions each. Permission was
obtained to use this instrument in August 2021. Responses for each item on the questionnaire
were measured on a six-point scale ranging from 1 (strongly disagree) to 6 (strongly agree). The
first construct, Rejection of Proximity, evaluated prejudiced ideologies of rejecting/avoiding
lesbians and gay men and consisted of ten statements. The second construct, Pathologizing of
Homosexuality, assessed views of homosexuality as a mental disorder/disease and consisted of
five statements. The third construct, Modern Heterosexism, assessed heterosexist ideologies of
parenting, marriage, and visibility and consisted of seven statements. The fourth construct,
Support, measured attitudes that favored equal rights for and acceptance of lesbians and gay men
and had five statements. Gato et al. (2012) deemed the questionnaire reliable for each of the four
constructs based upon the Cronbach’s alpha as follows: rejection of proximity (o. = 0.91),
support (o = 0.83), modern heterosexism (o0 = 0.79), pathologizing of homosexuality (o. = 0.86).

The researchers used IBM SPSS statistics version 28 to address the research objectives.
Measures of central tendencies were utilized to solve for research objectives one and two. Per
recommendation by Miller (1998), Pearson correlation (7) for interval-interval data, point-
biserial correlation (7p») for interval-nominal data, and Spearman rank-correlation (7s) for
interval-ordinal data were utilized to solve for research question number three. Correlation
coefficient strength was interpreted using the scale from Davis (1971) of: negligible = .01-.09,
low = .10-.29, moderate = .30-.49, substantial = .50-.69, very high =.70-.99, and perfect = 1.0.
The researchers used descriptors developed by Gato et al. (2012, 2014) to express the magnitude
of each correlation.

Findings
Research objective one sought to describe the attitudes of post-secondary agricultural education
students toward gay and lesbian individuals by the constructs of the MSATLGM (see Table 1).
Participants were found to report overall positive views of lesbian and gay identities given a
mean score on the positive end of the scale for the support construct (M =3.92, SD = 1.42).
Additionally, participants further showed positive views given mean scores on the negative end
of the scale for rejection of proximity (M = 2.16, SD = 1.18), pathologizing of homosexuality (M
=2.40, SD = 1.32), and modern heterosexism (M = 3.12, SD = 1.24). Table 1 (below) contains
the representative means from our sample.



Table 1
Student Responses on the MSATLGM

Construct n M SD Min Max
Rejection of Proximity 117 2.16 1.18 1.00 6.00
;ﬁﬂ;’f}iﬁgﬁ;f 114 2.40 132 1.00 5.80
Modern Heterosexism 117 3.12 1.24 1.14 6.00
Support 116 3.92 1.42 1.00 6.00

Note. Responses were measured on a six-point scale ranging from 1 (strongly disagree) to 6
(strongly agree).

In research objective two, the researchers sought to describe the attitudes of various demographic
groups toward gay and lesbian individuals. Overall, demographic groups shared overall positive
attitudes given all scores for the support construct on the positive end of the scale. Additionally,
mean responses to the modern heterosexism construct were the highest among the three negative
constructs for each group of participants (i.e., participants agreed with heterosexist statements
the most). Further description of responses related to objective two are listed in Table 2.

Table 2
Mean Construct Scores by Demographic Group

Rejection of ~ Pathologizing of Modern Support
Demographic Group Proximity Homosexuality Heterosexism
M (SD)

Credit Standing

Freshman 2.23(0.93) 2.50 (1.18) 3.35(1.10) 3.97 (1.13)
Sophomore 2.17(1.32) 2.33(1.27) 3.13(1.42) 4.04 (1.67)
Junior 2.43 (1.40) 2.98 (1.59) 3.29 (1.29) 3.60 (1.57)
Senior 1.98 (1.09) 2.10(1.16) 2.93(1.21) 3.90 (1.31)
Graduate 1.53 (0.78) 1.55 (0.44) 2.40(0.21) 4.55(1.02)
Gender Identity

Male 2.44 (1.58) 2.68 (1.65) 3.35(1.39) 3.46 (1.65)
Female 2.11 (1.05) 2.39(1.21) 3.11 (1.20) 3.98 (1.34)
Non-Binary 1.17 (0.29) 1.00 (0.00) 1.62 (0.16) 5.40 (0.72)

Home Residency



Rural 2.32(1.29) 2.55(1.38) 3.30(1.29) 3.78 (1.43)
Suburban 1.84 (0.84) 2.14 (1.11) 2.77 (1.04) 4.14 (1.36)
Urban 1.64 (0.69) 2.03(1.22) 2.55(1.16) 4.40 (1.60)
Queer Lessons in Post-Secondary Program

Yes 2.01(1.01) 2.32(1.19) 3.02 (1.20) 4.06 (1.32)
No 2.44(1.43) 2.60 (1.50) 3.32(1.32) 3.62 (1.57)
Queer Identity

Yes 1.17 (2.32) 1.15(0.27) 1.92 (0.42) 5.47 (0.52)
No 2.32(1.20) 2.62 (1.30) 3.31(1.23) 3.66 (1.37)
Religious Ideology

Not Religious 1.63 (0.89) 1.81 (0.88) 2.53(0.90) 4.58 (1.30)
Slightly Religious 1.64 (0.72) 1.89 (1.03) 2.50(1.11) 4.39 (1.21)
Moderately Religious 2.01(1.14) 2.21(1.17) 297 (1.12) 4.11 (1.26)
Very Religious 2.71 (1.28) 3.04 (1.43) 3.73 (1.24) 3.31 (1.50)

Note. Responses were measured on a six-point scale ranging from 1 (strongly disagree) to 6
(strongly agree).

Research objective three sought to determine the response trend of each demographic group by
construct (Table 3). Pearson correlation tests determined that religion and queer identity had a
significant relationship with moderate strength (Davis, 1971) for each construct. Additionally,
point-biserial correlation tests found home residence to have a significant relationship to
rejection of proximity (rp» = -.20, p < .05) and modern heterosexism (rpp = -.21, p <.05) with low
strength (Davis, 1971). Finally, there was a positive, point-biserial correlation between gender
and support, which was statistically significant (r,» = .21, p <.05). Further description of
correlations is depicted in Table 3.

Table 3
Correlations Between Groups and Constructs

Rejection of Pathologizing Modern Support
Proximity Homosexuality Heterosexism
Religious Ideology? 0.35% 0.35% 0.39* -0.32%*
Credit Standing® -0.11 -0.09 -0.13 -0.01
Gender Identity® -0.16 -0.16 -0.16 0.21%*

Home Residency® -0.20* -0.15 -0.21* 0.14



Queer Lessons® 0.17 0.10 0.12 -0.15
Queer Identity® 0.33* 0.38%* 0.38%* -0.43*

Note. *= Pearson Correlation (), ® = Spearman’s Correlation (rs), ¢ = Point-Biserial Correlation
(rpb), * = significant at the 0.05 level (2-tailed).

Conclusions, Implications, and Recommendations

This exploratory queer study in SBAE scholarship sought to describe biases of post-secondary
agricultural education students related to homosexuality. Findings from this study provide our
profession with a new understanding of attitudes held by current post-secondary agricultural
education students toward homosexuality and challenges to overcoming heterosexist attitudes.
The first research objective for this work described the overall attitudes post-secondary
agricultural education students held toward homosexuality. Researchers determined the
participants held positive perceptions of homosexuality given a positive response to the support
construct. However, there is not a strong alignment of values in the participants given mean
scores, standard deviations, and minimum and maximum scores depicted in Table 1.

The modern heterosexism mean tells researchers that participants do not want to challenge
heterosexist beliefs. The mean score of slightly agree along with the maximum score reached
suggests that most participants subscribe to heteronormative ideals. Additionally, from a
theoretical standpoint (Abrams et al., 2003), modern heterosexism shows the largest threat to in-
group norms of most participants, given that 87.2% of participants do not identify in the queer
community. Future qualitative research should explore the dissonance depicted among these
participants, as we do not know the entire story from this survey. A limitation from this work is
that the research team did not change the original instrument, as they were focused on depicting
how post-secondary agricultural education students’ attitudes would impact their ability to work
with diverse populations of students. Future scholarship should consider implementing a similar
instrument which (a) includes statements related to SBAE to better relate to the population and
(b) 1s inclusive to more sexual orientations and gender identities.

The second and third research objectives for this work described how various groups of
participants responded to these constructs and determined trends among each group. Each
demographic group in this study reported the least accepting attitudes related to heterosexist
beliefs. Researchers attribute this to a mostly heterosexual sample which depicts heteronormative
beliefs. This finding also supports the theoretical framework related to perceived social
consequences in challenging group norms (Abrams et al., 2003). The rejection of statements
related to proximity and pathology points to societal progress of accepting visibility and
homosexuality as identity (Kite & Bryant-Lees, 2016), yet still retaining heteronormativity.

Data shows the perception of how convicted the participants evaluated their devotion to faith
revealed a significant and moderate strength relationship to each construct. The more religious
participants identified themselves, the more likely they were to respond with negative attitudes
toward lesbian and gay individuals. Following SGD, authors further attribute this finding to the
perceived social consequences to challenging group norms (la Roi, 2020). Researchers
recommend providing avenues for students to engage in challenging discussions related to the



intersection of religious beliefs and queerness throughout post-secondary programming. By
allowing students to evaluate opposing group norms, in-group members can begin to question the
foundation of their norms — which is a fundamental belief of queer theory.

Participants in the queer community scored much higher for acceptance on the scale than those
who did not identify in the queer community. In the context of SGD, this is due to the in-group
membership of these individuals to the queer community. Although limited to three participants,
non-binary individuals’ perspectives further support the views of in-group members in the queer
community. Female respondents, who represented 75.9% of the sample, reported more accepting
beliefs than male students for all constructs. Although only significant in the relationship to the
support construct, this finding supports previous literature that suggests feminine individuals
tend to have more accepting views of the queer community (Forrest, 2006). Home residency also
was found to have a significant relationship with rejection of proximity and modern
heterosexism, with low strength. Suburban and urban students were found to hold more
accepting views of homosexuality than rural students which supports previous work (Kosciw et
al., 2014; Lee, 2019).

Future scholarship should also consider utilizing intersectional frameworks to consider how each
of these groups and identities influence an individual’s views of queerness. None of these
identities of participants exist on their own, each are influenced by other identities of the
participant and therefore we cannot explain the overall attitudes present by just one demographic.
Conclusions from this study provides an opportunity for our profession to better acknowledge
and address these attitudes in our programs and better prepare inclusive and accepting educators.
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Introduction

While social media can be used to connect people and facilitate the exchange of ideas and
beliefs, it has become a medium that allows misinformation to spread at an alarming rate
(Karlova & Fisher, 2013). Misinformation is not always an outright lie, but rather an inaccurate
portrayal of the truth (Karlova & Fisher, 2013). Unfortunately, misinformation that comes across
as “catchy” can spread rapidly in these online environments (Ratkiewicz et al., 2010). This rapid
spread of misinformation is concerning in its relation to science literacy because it can often
contradict scientific findings or promote conspiracy theories (Howell & Brossard, 2021).

One area of agriculture and natural resources (ANR) that is surrounded by misunderstanding and
misinformation is agricultural hemp. Agricultural hemp has a long history of being associated
with the psychoactive drug, marijuana, which has led to damaging impacts on the U.S. hemp
industry (Cherney & Small, 2016). Although both hemp and marijuana are described as
cannabis, the genetics, chemical composition, and end-products between the two crops are highly
distinguishable (Adesina et al., 2020). Once having a flourishing industry during colonial
America, hemp was used to produce superior fibers, textiles, and rope. The demise of the U.S.
hemp industry occurred, in part, due to the introduction of marijuana during the early 20
century (Jenkins & Orsag, 2021). During the next half-century, America’s war on drugs led to
the formation of the Controlled Substance Act of 1970. The legislation did not differentiate
between hemp and marijuana and outlawed all forms of cannabis as a Schedule 1 Controlled
Substance (Duppong, 2009). It was not until the passage of recent Farm Bills where recognition
between the two plants were made, with the 2018 bill removing hemp as a federally controlled
substance (Johnson, 2018). Despite hemp production and processing currently being legal in
every U.S. state, public misunderstanding and confusion between hemp and marijuana remain
(Colclasure et al., 2021; Rampold et al., 2021).

The largest sector of the modern hemp industry is the production of floral hemp for
cannabinoids, such as cannabidiol (CBD) (United States Department of Agriculture, 2022). A
growing public interest in the use of medical cannabis, including non-euphoric and hemp-derived
CBD, has been documented by an increase in consumer internet searches on medical cannabis
(Leas et al., 2019). The use of the internet as a form of education may further drive the spread of
misinformation. In a content analysis of 179 unique medical cannabis websites, Kruger et al.
(2020) reported that cannabis was proposed as a treatment to over 150 medical and health
conditions, despite empirical, scientific evidence supporting medical cannabis as a treatment for
only several of the most mentioned conditions. Conversely, leading politicians in Nebraska have
vocally opposed the legalization of hemp and marijuana, stating, “the hemp bill’s a Trojan horse
bill for marijuana. If you don’t want your children or grandchildren getting easy access to
drugs...don’t vote for this bill” (Young, 2019, para. 6). As this industry continues to grow,



agricultural communicators and Extension educators will need to know how to accurately
communicate about the commodity to stakeholders in a media landscape that can spread
misinformation quickly. Therefore, the purpose of this study was to examine the effect of
message (mis)information on Nebraska residents’ attitudes toward growing hemp in Nebraska.

Theoretical Framework

Elaboration likelihood model (ELM) was used as the theoretical framework for this study. ELM
attempts to explain how individuals process persuasive messages. Elaboration can be defined as
“the extent to which a person thinks about issue-relevant information” (Petty & Cacioppo, 1986,
p.7). The model suggests that individuals can have a high level of elaboration, central processing,
or low levels of elaboration, peripheral processing (Petty & Cacioppo, 1986). When an
individual processes information via the central-processing route, they use the issue-relevant
information only to make their decision. On the contrary, when individuals use the peripheral
route to process information, their persuasion is influenced by issue-relevant cues, ideas, and
perceptions (Meyers-Levy & Malaviya, 1999).

How an individual processes stimuli can be influenced by how information is presented, prior
knowledge of the topic, and social norms in relation to the topic (Petty & Cacioppo, 1986).
Changes in attitude that are the result of the central-processing route are often long-lasting and
predictive of behavior. However, peripheral changes in attitude can be temporary and not
predictive of behaviors (Petty & Cacioppo, 1986). Additionally, prior research has indicated
people will pay less attention to information they do not believe, which can also impact attitudes
and behaviors (Gaziano, 1988). Message credibility, or perceived quality, accuracy, and
believability of the message, will determine to what degree people adopt the viewpoint of the
message (Li & Suh, 2015; Metzger et al., 2003).

The general public in the United States do not have a strong understanding of agricultural
systems or how their food is produced (Frick et al., 1995; Kovar & Ball, 2013; Meischen &
Trexler, 2003). This lack of understanding likely reflects the fact that Americans have fewer ties
to agriculture than ever before (Kovar & Ball, 2013). Due to this inherent lack of knowledge,
most consumers use the peripheral processing route when exposed to information related to
agriculture and natural resources topics (Frewer et al., 1997; Goodwin, 2013; Meyers, 2008;
Ruth & Rumble, 2017). When the peripheral route is used, the source of information and the
frame of the message can serve as peripheral cues and effect the perception of the information
(Lundy, 2006). Additionally, perceived message credibility may influence attitudes in the
absence of elaboration. Due to consumers’ limited knowledge of agricultural hemp (Colclasure
et al., 2021; Rampold et al., 2021), they are likely to use the peripheral processing route when
exposed to persuasive messaging about hemp. If consumers are relying on the peripheral route to
process hemp information, they may be more susceptible to online misinformation and
messaging, which could have damaging implications for producers.

Purpose and Objectives

The purpose of this study was to test the effect of message (mis)information on consumers’
attitudes toward agricultural hemp. The following objectives guided this study:



1. Determine the effect of message (mis)information on Nebraska consumers’ level of
elaboration and perceived message credibility when considering agricultural hemp
communication; and

2. Determine how message (mis)information influences Nebraska consumers’ attitudes
toward agricultural hemp.

Methods
Quantitative methods were used to fulfill the purpose of this study, and an online questionnaire
was distributed by Qualtrics to an opt-in, non-probability sample of Nebraska residents in
February 2022. Quota sampling was used to match the state’s demographics for gender, race, and
ethnicity. Additionally, quotas were used to ensure the sample was representative of urban and
rural county population distribution in the state. There were a total of 369 complete and useable
responses in the sample.

This research is part of a larger project, and the current study reports data from the experimental
design portion of the project. To test the effects of message (mi)information on attitude toward
agricultural hemp, three messages were created to represent neutral (accurate) information,
negative misinformation, and positive misinformation. These messages also represented common
misconceptions related to hemp (Young, 2019; Kruger et al., 2020). These messages were
reviewed by a panel of experts with expertise in hemp cultivation, message testing, and
agricultural communications to ensure the messages reflected the intended type of
(mis)information. The final messages are below — specific phrases that were edited between
messages are in bold.

Neutral Information

In 2019, Nebraska made the decision to legalize the production of hemp, and farmers
across the state can now apply for licenses to grow the crop. Despite some financial risk,
hemp production offers financial opportunities in rural areas of the state as a high-value
specialty crop. Additionally, increased hemp production and processing can lead to new
job opportunities across Nebraska. Hemp contains less than 0.3% THC, which is the
psychotropic property found in marijuana. However, hemp can be grown for CBD, which
can be used in a variety of products including oils, skincare, and supplements. CBD is
often used to address anxiety or insomnia, and research has indicated it may also be
beneficial in alleviating chronic pain and treating seizure disorders. CBD remains an
unregulated supplement, but it may be beneficial to take in consultation with your doctor.

Negative Misinformation

In 2019, Nebraska made the dangerous decision to legalize the production of hemp, and
farmers across the state can now apply for licenses to grow the crop. Hemp production
has a high financial risk and could be detrimental to rural communities.
Additionally, increased hemp production and processing could cause people to lose
their jobs if they show up to work with a “high” after using the product. Hemp
contains THC, which is the psychotropic property found in marijuana, essentially
making them the same plants. Hemp is also grown for CBD, which can be used in a
variety of products including oils, skincare, and supplements. Supporters claim CBD can



alleviate anxiety or insomnia, but limited research has been done on the effects of
CBD due its Schedule 1 Narcotic classification. CBD is a dangerous supplement, and
it would be beneficial for you to aveid it at all costs.

Positive Misinformation

In 2019, Nebraska made the prosperous decision to legalize the production of hemp,
and farmers across the state can now apply for licenses to grow the crop. Hemp
production will reinvigorate rural economies in the state as a high-value specialty crop.
Additionally, increased hemp production and processing will lead to the creation of
thousands of jobs across Nebraska. Hemp does not contain THC, which is the
psychotropic property found in marijuana, making them completely different plants.
However, hemp can be grown for CBD, which can be used in a variety of products
including oils, skincare, and supplements. CBD can cure anxiety or insomnia, and
researchers have found it to be a successful treatment for chronic pain and seizure
disorders. CBD is a 100% safe supplement, and it would be beneficial for you to start
taking it today.

After the messages were finalized, they we recorded as voice overs in a 60-second video about
hemp. All messages were voiced by the same narrator and presented the same images to ensure
the only differences were the messages. Respondents in the study were randomly assigned one of
the three videos in the Qualtrics survey and were not permitted to move forward in the survey
until the 60-second video had completed. To confirm the video worked and the respondents were
paying attention, they were first asked to confirm if their audio worked then asked to select from
a multiple-choice question what the topic of the video was — responses were terminated if audio
did not work or they did not correctly select “hemp production.” Because there was a level of
deception with this study related to the misinformation messages, respondents were provided a
debrief after concluding the study that provided accurate information about hemp. After
incomplete/unusable responses were removed, there were 127 respondents in the neutral group,
111 in the negative group, and 131 in the positive group.

After watching the assigned video, respondents answered questions regarding their elaboration,
perceived message credibility, and attitude toward growing hemp in Nebraska. Message
elaboration was measured with a 7-item, 5-point Likert-type scale with labels ranging from / =
strongly disagree to 5 = strongly agree. Respondents were given the prompt, “While viewing the
video message, I was...” and provided statements like “not very attentive to ideas” and “not
really exerting my mind.” Responses were recoded so a five indicated high levels of elaboration
and the average of the 7-items were taken to create the construct (Cronbach’s [ ]=.81).
Perceived message credibility was measured with a 4-item, S-point Likert-type scale with the
same labels as elaboration. This was scale was adapted from Konig and Jucks (2019) and the
average was used to create the scale (Cronbach’s [ ]=.90). Attitude toward growing hemp in
Nebraska was measured with an 8-item, 5-point bipolar semantic differential scale with adjective
pairs like “good/bad,” “beneficial/not beneficial,” and “acceptable/not acceptable.” The scale
was recoded so positive adjectives were a five before calculating the average (Cronbach’s []=
.91). To ensure the instrument was working as expected and all measurements were reliable, it
was pilot tested at Doane University prior to being distributed to Nebraska residents. All data



were exported to SPSS Statistics. Means, standard deviations, and ANOV As were used to fulfill
objectives 1 and 2. Gabriel’s procedures were used for post-hoc tests to account for the unequal
sizes between groups (Field, 2013).

Findings
Objective 1

The respondents neither agreed nor disagreed they were engaging in elaboration across all three
message groups (Table 1), and an ANOVA identified no statistically significant differences in
elaboration between the groups (£(2,366) = .52, p = .60). However, respondents agreed the
messages were credible when presented with neutral information (M =3.97, SD =0.71) and
positive misinformation (M = 3.89, SD = 0.73). When presented with negative misinformation
messaging, respondents neither agreed nor disagreed about the message credibility (M = 3.00, SD
= 1.18). The differences in perceived message credibility was statistically significant between the
message groups (F(2,366) =43.32, p <.01), and post-hoc tests (Table 2) demonstrated the
perceived message credibility of the negative misinformation message was lower than the neutral
information and positive misinformation messages.

Table 1
Elaboration and Perceived Message Credibility Across Message Groups
Message Type
Neutral Negative Positive
M (SD) M (SD) M (SD)
Elaboration 3.34 (0.80) 3.42(0.79) 3.32(0.77)
Message Credibility 3.97 (0.71) 3.00 (1.18) 3.89 (0.73)
Table 2
Follow-up Gabriel’s Procedures between Groups for Message Credibility
J 1 Me(e}rfll))lff SE p-value
Neutral Negative .97 A1 .00%*
Positive .08 11 .86
Negative Neutral -.97 A1 .00%**
Positive -.89 11 00**
¥ p<.01
Objective 2

Respondents in the study possessed favorable attitudes toward growing hemp in Nebraska across
all three message groups (Table 3). However, an ANOVA identified there were statistically
significant differences in attitude between message groups (F(2,366) = 4.05, p = .02). Post-hoc
tests (Table 4) indicated that respondents possessed less favorable attitudes toward growing
hemp in Nebraska when exposed to negative misinformation messaging compared to those who
were exposed to positive misinformation and neutral information.

Table 3



Attitude toward Growing Hemp Across Message Groups

Message Type
Neutral Negative Positive
M (SD) M (SD) M (SD)
Attitude toward 3.92 (0.86) 3.63 (1.05) 3.93 (0.88)
Growing Hemp
Table 4
Follow-up Gabriel’s Procedures between Groups for Attitude
J I Me(aﬁll))lff SE p-value
Neutral Negative .30 A2 .04%*
Positive .00 12 1.00
Negative Neutral -.30 A2 .04%*
Positive -.30 A2 .04*

Discussion and Recommendations

The purpose of this study was to explore the effect of (mis)information on consumers’ attitude
toward growing agricultural hemp in Nebraska. Regardless of the type of (mis)information
presented, respondents neither agreed nor disagreed they were highly engaging in elaboration
while viewing the video message. This lack of elaboration indicates respondents were likely
utilizing the peripheral processing route when exposed to messaging about hemp, regardless of
the accuracy of the information, which may contribute to the sharing of misinformation around
the topic. Additionally, this finding is in support of prior research concluding consumers use the
peripheral processing route when faced with messaging related to ANR (Goodwin, 2013;
Meyers, 2008; Ruth & Rumble, 2017). However, respondents viewed the neutral and positive
(mis)information messages as more credible compared to the negative misinformation message.
This perceived message credibility would likely serve as a peripheral cue when elaboration is
lacking (Petty & Cacioppo, 1986). The positive perception of the positive misinformation’
credibility also indicates consumers may be more inclined to believe health claims that are
overstated related to CBD. Interestingly though, respondents who were exposed to the negative
misinformation message possessed less favorable attitudes toward growing hemp in Nebraska
compared to those exposed to the neutral and positive (mis)information messages.

When developing communication related to agricultural hemp, communicators and Extension
educators should recognize that consumers will likely be using the peripheral processing route to
form attitudes. Focusing on the inclusion of peripheral cues like message source, frames, and
images can help to inform attitudes. Message credibility should also be considered, and care
should be taken to ensure the information presented is accurate and believable rather than
focusing on catchy facts that might be misconstrued. Additional research is needed to understand
how (mis)information can shape attitudes and behaviors. Despite lower levels of perceived
message credibility, negative misinformation still negatively impacted attitudes. Exploring
additional factors, like gender, political ideology, religion, prior knowledge etc., could provide
more information about how misinformation informs attitudes. Examining respondents’
willingness to share these messages through social media would also provide additional context



for how misinformation spreads online. In-depth interviews would also be beneficial in
understanding how consumers respond to misinformation. This study should also be replicated
with other agricultural commodities and across different states to build a more robust framework
for examining the impact of misinformation on attitudes toward ANR topics.
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Housing systems for laying hens have become an increasingly complex issue for the poultry
industry. It has been widely accepted that the housing of laying hens must provide necessities to
ensure a positive quality of life, e.g., food, water, and shelter, as well as promote good health and
welfare (American Veterinary Medical Association [AVMA], 2012). Further, “housing systems
should [promote the] expression of important natural behaviors, protect the hens from disease,
injury and predation, and promote food safety” (AVMA, 2012, p. 4). Historically, the basic
principles of farm animal welfare have been somewhat straightforward (Hemsworth et al., 2015).
However, a debate has emerged regarding acceptable standards for animal production systems —
especially for the laying hen industry (MacRae et al., 2007). As a result, the well-being of farm
animals has become a critical priority for policymakers, activist groups, and agriculturalists over
the past decade (Hemsworth et al., 2015).

The ideologies that have traditionally guided animal welfare-related decisions have been rooted
in science. However, in the 1990s, the principles of animal welfare began to shift from science-
based to a social issue that ignited ethical, political, and environmental debates (Swanson, 1995).
As a result of this shift, an increase in public concern for on-farm animal welfare standards
surfaced (Alonso et al., 2020; Powers et al., 2020). In addition to this new trend, consumers
became increasingly disconnected and unfamiliar with the food they purchased (Hepting et al.,
2014). Because of these changes, food labels have played a critical role in influencing consumers
who have become more focused on how their food has been raised (Ingenbleek & Immink,
2011). For example, some studies have indicated that consumers have been willing to pay
premium prices for eggs labeled with product attributes related to hen health and well-being and
their raising environment, which has led to the rise of hen welfare labeling (Powers et al., 2020;
Alonso et al., 2020; Hepting et al., 2014).

The number of food labels that indicate egg production and animal welfare-related production
practices, e.g., Cage-Free, has drastically increased (Lee & Lee, 2020). However, the accuracy
and authenticity of food labels have been challenging to determine (Charlebois et al., 2016). For
this reason, food labels that communicate specific product attributes have emerged (Batte et al.,
2007; Loureiro & Umberger, 2007; Gadema & Oglethorpe, 2011; Shen et al., 2018). For shell
eggs, labels that describe product attributes include production practices, e.g., Organic and All-
Natural labels, whether certain ingredients were present, e.g., Non-GMO and Antibiotic-Free
labels, and the extent to which the method of production affects the environment and animal
welfare, e.g., Global Animal Partnership, United Egg Producers Certified, and Certified Humane.

The humane treatment of animals has become critical to a broad range of individuals and has
quickly become a measure consumers use when deciding on the food products they purchase



(Alonso et al., 2020; Heerwagen et al., 2014). However, as food manufacturers attempt to
differentiate products to attract a more label-savvy consumer with increasingly specialized and
targeted labeling claims, the risk of unlawfully representing products has increased substantially
(Endres & Johnson, 2011). On this point, Ochs et al. (2019) argued that consumers had been
misinformed about the criteria needed to determine the ethical production of eggs. As such, it has
become increasingly evident that the lack of definitions for commonly used egg labeling claims,
specifically those related to hen welfare, has exhausted the commercial egg industry. To
complicate this problem further, the commercial egg industry has faced criticisms from
consumers and animal rights advocates regarding welfare standards and ambiguous label claims
on egg packaging. Consequently, it has become critical to develop transparent and concise
definitions that allow consumers to make efficient and educated purchasing decisions regarding
common terms in egg labeling such as cage-free, free-range, pasture-raised, and organic (Alonso
et al., 2020; Ochs, 2019).

Theoretical Framework

This study was grounded in consensus-building theory (CBT) (Innes & Booher, 1999). Many
organizations face complex problems that require input and expertise from multiple perspectives.
Partnerships and collaboration have been considered essential when individuals’ efforts cannot
meet objectives and research consensus on commonly used terms (Schrage, 1990). Innes and
Booher (1999) advanced some crucial insights into building consensus. In particular, researchers
should recruit expert representatives and challenge them to evaluate an area of shared concern
(Innes & Booher, 1999). For example, consensus-building has been used as a conventional
method to “search for feasible strategies to deal with uncertain, complex, and controversial
planning and policy tasks” (Innes & Booher, 1999, p. 412). It should also be noted that previous
research has supported using this method to identify and generate consensus among stakeholders
regarding critical issues in their field (Lamm et al., 2021). We used consensus-building theory in
this study to agree on commonly misused and misleading terms used to educate, communicate,
and market common egg labeling practices.

Statement of Purpose

This study’s purpose was to reach a consensus on commonly misunderstood terms (i.e., cage-
free, free-range, pasture-raised, and organic) used to market eggs to consumers.

Methodology

This investigation used a modified Delphi approach. Recognized and employed across a wide
range of disciplines, Delphi has been used to reach a consensus among a panel of experts who
have experience and expertise on a topic, issue, or concern (Stitt-Gohdes & Crews, 2004;
Thangaratinam & Redman, 2005). To successfully conduct a Delphi study, three main criteria
must be met. Ho et al. (2018) defined the criteria as a compilation of the following: (1) provide a
thorough explanation of the study and develop an appropriate instrument; (2) determine the
criteria for expert panelist selection; and (3) assemble and administer the survey and account for
at least two rounds of data collection. A precise number of panelists has not been advanced in the
literature to determine the number of experts needed to conduct Delphi research. However, five



to 10 panelists have been considered sufficient for relatively homogenous populations (Landeta,
2006; Loo, 2002; Robbins & Judge, 2008).

Hsu and Sandford (2007) suggested that the criteria level was subject to interpretation when
determining consensus-building decision rules. Both rigorous and more flexible criteria
determined the decision rules for this study. For example, we determined that during round two,
at least 66% of panelists should respond within two categories on a three-point scale and have a
mean of at least 1.98. To reach a consensus of agreement during round three, nine or more
(>75.00%) panelists must have Agreed for each item to be retained (Hsu & Stafford, 2007).

In total, we recruited 12 experts to participate in this study. These individuals participated in all
three rounds of data collection, with a response rate of 100% in all three rounds. Data were
analyzed using Microsoft Office Excel® version 2021. Nominal data, i.e., some demographic
characteristics, were analyzed using frequencies and percentages. However, ranges and averages
were also calculated for the panelists’ ages and years of experience. For each item in rounds two
and three, the frequency distribution validity percentage was used to determine if consensus had
been reached, the item should be retained for further consideration, or removed from the study
(Buriak & Shinn, 1989; Jenkins & Kitchel, 2009). We achieved this by presenting four open-
ended questions in round one. Each question allowed the panelists to explain their perspectives
on the defining characteristics of the four laying hen housing environments.

In round two, 26 items were presented by the expert panel (N = 12; 100% response rate) in which
more than two-thirds (>66.00%) of the participants selected either Extremely Important or
Slightly Important and were considered items that reached consensus (Buriak & Shinn, 1989;
Hsu & Sandford, 2007). Additionally, six items for which less than one-half (50.00%) of the
participants selected either Extremely Important or Slightly Important were removed from the
study. Round three of the study included items presented by the expert panel in which more than
one-half (>50.00%) but less than two-thirds (<66.00%) of the panelists selected Extremely
Important or Slightly Important during round two. In round three, seven items presented for
reconsideration by the panelists failed to reach a consensus.

The group of experts who participated in this study were industry professionals in the laying hen
sector of the poultry industry. The participants were recruited based on recommendations from
two laying egg industry experts. After that, we used a snowball sampling approach in which our
initial participants nominated other individuals who fit the parameters of this investigation. Many
of this study’s participants fell into one or more categories: university faculty, extension
educators, animal welfare specialist, and leaders of professional poultry organizations. Regarding
years of related work experience, nine (75%) of the panelists reported 21 or more years of
experience, and three (25%) indicated 16 to 20 years (see Table 2). The experts’ years of work
experience ranged from 17 to 47 years. The experts’ related work experience averaged 29.33
years.

Findings

Round one of this study aimed to identify expert views on the defining characteristics of
alternative egg production systems, i.e., cage-free, free-range, pasture-raised, and organic



housing systems. As a result, the expert panelists provided 39 statements to open-ended prompts.
Similar statements were combined. In round two, panelists were asked to rate their level of
agreement with the 39 statements derived from round one. The panelists were also asked to
indicate how important individual characteristics were to each alternative egg production
approach on a three-point, Likert-type scale: 1 = Not Important at All, 2 = Slightly Important,
and 3 = Extremely Important. For the 39 items, more than two-thirds (>66.00%) of the panelists
selected either Slightly Important or Extremely Important. Therefore, a consensus was reached
for the 26 items (Carnes et al., 2010; Shinn et al., 2009) [see Table 1].

Table 1

Experts’ Agreement Regarding the Defining Characteristics (N = 26) of Alternative Egg
Production Approaches, i.e., Cage-Free, Free Range, Pasture-Raised, and Organic

%

Round Two Items M SD Agreement
Cage-Free
No Cages. 2.78 0.667 92.7
Freedom of movement within a barn. 2.67 0.500 89.0
Environment allows for natural behaviors. 2.56 0.527 85.3
Nest Boxes. 2.56 0.726 85.3
Hens can roam vertically and horizontally. 2.44 0.527 80.0
Free-Range
Birds have access to indoors and outdoors. 2.89 0.333 96.3
Eggs laid by hens that have some access

to the outdoors. 2.67 0.500 89.0
Free access to outdoors with no

confinement. 2.56 0.726 85.3
Hens have access to pasture. 2.22 0.833 74.0
Freedom to roam around a barn. 2.11 0.782 70.3
Pasture-Raised
Access to pasture area. 3.00 0.000 100
Hens are raised on pasture for majority

of their life. 2.78 0.441 92.7
Eggs laid by hens with access to the

outdoors. 2.78 0.441 92.7
Freedom of movement within a

confined outdoor area. 2.67 0.500 89
Pasture must have huts to act as shelter. 2.56 0.527 85.3
Hens have access to pasture where grass

is available. 2.56 0.726 85.3
Access to pasture year-round. 2.56 0.726 85.3
Flock is rotated so pasture remains fresh. 2.44 0.726 81.3

QGrass. 2.22 0.667 74.0



%

Round Two Items M SD Agreement
Pasture is rooted vegetation (e.g. plants, not

just grass). 2.11 0.782 70.3
Mobile houses on an outdoor range. 2.00 0.866 66.7
Organic
Adherence to the USDA's National Organic

Program standards 2.89 0.333 96.3
Non-GMO feed ingredients. 2.78 0.667 92.7
Organic standards for raising are followed

after day 2 of life. 2.44 0.726 81.3
No exposure to chemicals of any kind. 2.33 0.866 77.7
Access to the outdoors. 2.11 0.928 70.3

In round two, at least one-half (50.00%) but less than two-thirds (<66.00%) of the expert
panelists selected Not Important or Slightly Important for 13 of the 39 items they were prompted
to consider. Therefore, these characteristics did not reach a consensus during round two but met
the requirements to be reconsidered.

In round three, the 13 items were reconsidered. However, all the items were deemed to have not
reached a consensus of agreement in the final round. Therefore, they were excluded.

Conclusions, Recommendations, and Discussion

The purpose of this study was to reach a consensus regarding commonly misunderstood terms
used to market eggs to consumers. As a result, 26 items across the four terms reached a
consensus of agreement. Because 66.66% of the items reached a consensus, we offer the
following definitions for the four alternative egg production approaches (see Table 2).

Table 2

Definitions for Cage-Free, Free-Range, Pasture-Raised, and Organic Egg Production that were
Created Using Consensus-Building with Poultry Industry Experts
Alternative Egg Production Term Definition
Cage-Free e Hens should have the ability and freedom to roam
within a barn or enclosed area that is free of cages
and provides nesting boxes and refuge from
predators while also promoting hens to act
naturally.

Free-Range e Hens should have access to freely roam on a
pasture area or within the borders of a barn and
experience minimal to no confinement.




Alternative Egg Production Term Definition

Pasture-Raised e Hens should have year-round access throughout
the majority of their life to a minimally confined,
regularly rotated pastured that has been planted
with rooted vegetation. The hens should also have
the freedom to seek refuge from predators or
inclement weather through an outdoor hut or open
concept barn area.

Organic e Hens should be raised under the USDA National
Organic Program standards from day two of life
and beyond and have access to the outdoors,
supplied a diet that has been derived from non-
GMO ingredients, and experience zero exposure to
chemicals of any kind.

Previous research has demonstrated that alternative egg production methods and the resulting
terms used to market these products have resulted in consumers deriving conflicting and often
inaccurate interpretations (Powers et al., 2020). In particular, Parker and de Costa (2016)
reported that consumers have struggled to understand terms used to market eggs, such as Cage-
Free, Free Range, Pasture-Raised, and Organic. In response, the current investigation used a
panel of experts to reach a consensus on the defining characteristics of the aforementioned terms.
Consequently, this study generated important implications for future research and practice.

We recommend that a curriculum be developed to educate industry professionals and decision-
makers on the differences between alternative and traditional egg production practices based on
the definitions generated from this study. Tonsor and Wolf (2009) explained that consumer
confusion has primarily resulted from a lack of clear definitions and standards in egg production.
By being more open to addressing consumers’ concerns, producers could gain more influence
regarding the marketing and communication of alternative egg production approaches. We also
recommend that professional egg industry organizations create targeted campaigns to
communicate efficient and transparent information regarding the definitions, best practices, and
efforts be produce safe, nutritious food in both traditional and alternative egg production.
Because the average consumer has minimal knowledge and experience with agriculture but has
greater access to information, research has indicated that they have become more motivated to
learn about their food (Latiff et al., 2016). Despite this, Borgerson and Shroeder (2002) reported
that sources of online agricultural information had been biased and largely misleading.
Consequently, the poultry industry should explore ways to distribute accurate information across
various media effectively that can be easily accessible to the public.

We also recommend that future research devise a robust understanding of the factors that
motivate consumers to purchase alternative egg production products such as Cage-Free, Free-
Range, Pasture-Raised, and Organic. Perhaps this knowledge could help traditional egg
producers to learn new strategies to increase consumer trust and profit margins. Future research
should also determine policymaker and legislative perceptions of the alternative egg industry.
This effort could help determine the most appropriate and effective approaches to influence
policy for the poultry industry.
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Introduction and Review of Literature

Many consumers and industry professionals have raised concerns about how laying hens have
historically been housed and treated (Zhao et al., 2015). As such, the United States Department
of Agriculture (USDA) created labeling guidelines that specify that “eggs labeled as cage-free or
from free-roaming hens are laid by hens that are allowed to roam in a room or open area, which
is typically a barn or poultry house” (United States Department of Agriculture [USDA], 2017,
para. 2). Additionally, the USDA specified that hens raised outdoors or that have access to
outdoor areas should be considered free-range or pasture-fed (USDA, 2017). In contrast, some
egg brands have opted out of traditional USDA production and labeling regulations and
developed their raising standards (Powers et al., 2020). However, loosely defined and ambiguous
definitions of cage-free and free-range hens have created uncertainty among consumers
regarding the ethics of various alternative housing options that have emerged in the poultry
industry (Powers et al., 2020).

This issue has been further compounded by consumers’ increased demand for choice in the egg
industry, which has led to the development of an array of selections available in the retail egg
market (Hisasaga et al., 2020). For example, grocery stores have begun to provide new egg
products that champion alternative housing options such as cage-free, free-range, pasture-raised,
and organic (Hisasaga et al., 2020). However, existing research has suggested that these niche
products lack standards concerning the housing environment in which they have been produced
(Lusk, 2019). This trend has resulted in consumer confusion because they struggle to
differentiate among the various niche-market terms prevalent in the poultry industry (Lusk,
2019). Despite this, demand for these niche markets has increased recently (Hisasaga et al.,
2020). For example, recent evidence has indicated that consumers prefer eggs sourced from
alternative housing systems (Heng et al., 2013; Lusk, 2019). However, they also reported a
reluctance to pay a premium for specialty eggs (Powers et al., 2020; Chang et al., 2010).

Nevertheless, specialty and designer eggs have been promoted by many brands’ marketing
campaigns (Hisasaga et al., 2020). Case in point, Pete and Gerry’s, Vital Farms, and Organic
Valley have been brands that have provided consumers with eggs raised in alternative housing
environments in response to the rise in demand for niche products, which has been viewed as a
strategic branding device. Consequently, it was critical to examine how poultry producers have
used food labels to brand their products effectively.

Labels often represent a brand. However, it was not until the 1990s that food branding became
popular (Moor, 2007). Since the term’s rise, it has been difficult to define branding because of
the different meanings and contexts associated with its use. Nevertheless, Moor (2007) suggested
that branding could be described “...differently in... different contexts, where it makes use of
different forms of representation, different techniques and technologies, and different kinds of



relationships for different kinds of strategic purpose[s]” (p. 7). Therefore, brands serve as
informational tools and provide clear signals to consumers (Loken et al., 2010). According to
Moor (2007), brands also make possible a repetition of information, which can help consumers
organize experiences and perceptions strategically. As a result, many brands have begun to
monitor consumer activity by embedding cultural values in their campaigns to target audiences’
beliefs and behavior (Moor, 2007).

Previous research has also explored how consumers view brands and use them to make decisions
(Coelho et al., 2018; Hoeftler & Keller, 2003; Songa & Russo, 2018). For example, using a
meta-analytic approach, Hoeffler and Keller (2003) described how modern food companies have
demonstrated that effective branding can positively influence consumers’ association with their
brand (Hoeffler & Keller, 2003). Further, quality brands can positively influence consumers’
attitudes regarding a company’s image, reputation, and ethics (Hoeffler & Keller, 2003). On this
point, Coelho et al. (2018) explained that quality brands should be designed to meet consumers’
desire to express their values and social desires (Coelho et al., 2018). This concept has been
termed brand personality and refers to the social dynamics that connect products to the human
experience (Martineau, 1958).

Because of these issues, consumers have consistently expressed a desire to understand better how
their food has been raised. In response, Tarpley et al. (2020) sought to examine the comfort of
young adults while viewing videos of cattle and swine harvesting. Further, the study aimed to
describe how these practices elicited discomfort for the participants (Tarpley et al., 2020). The
results of this study indicated that increased transparency regarding animal welfare and processes
involving animal harvesting could lead to increased negative perceptions of common agricultural
practices, especially regarding the farm animal industry (Croney & Reynnells, 2008).
Consequently, graphic imagery may be met with great discomfort by the viewing audience
(Tarpley et al., 2020). Therefore, it was critical to understand experts’ perceptions of the
perceived strengths, weaknesses, opportunities, and threats for egg producers to raise laying hens
for niche markets. This knowledge held the potential to generate important implications for
agricultural communications professionals.

Theoretical Framework
This investigation was guided by consensus-building theory (CBT) (Fischer & Ury, 1991). In
many organizations and industries, a struggle to agree on basic standards has led to considerable
confusion. This phenomenon has been termed idealization (Hoffmann, 2021). Idealizations
become a point of rationale to achieve the ultimate goal of benefiting consumers. Nevertheless,
the question has remained — can professionals in the poultry industry agree on some of the
industry’s most controversial issues? Developed by Fischer and Ury (1991), CBT seeks help
explain how industries, companies, and individuals come to an agreement on contentious issues.
To accomplish this, four principles undergird the theory: (1) separate the people from the
problem, (2) focus on interests, not positions, (3) provide multiple options or solutions to a
problem, (4) provide results based on an objective, measurable standard (Fisher & Ury, 1991). In
the current investigation, we used the four principles of CBT to reach a consensus on the
strengths, weaknesses, opportunities, and threats (SWOT) of raising hens for niche markets.



Statement of Purpose

This study sought to reach a consensus on experts’ views of the SWOT of producers raising hens
for niche markets, e.g., Cage-Free, Free-Range, Pasture-Raised, or Organic Egg Production.

Methodology

We used a hybrid SWOT-Delphi approach to achieve the study’s purpose (Hossain & Hossain,
2015). The Delphi approach has been commonly used as a method to forecast the level of
uncertainty regarding a topic or problem in the absence of adequate data (Schmelzenbart et al.,
2018). Delphi studies also allow researchers to examine the perspectives of experts to refine
common responses through monitored feedback (Trevelyan & Robinson, 2015). Since the early
1950s, SWOT analyses have been used successfully as planning tools by industry professionals
and researchers (Panagiotou, 2003). The SWOT approach divides perspectives on an issue into
categories of internal and external factors — with strengths and weaknesses reflecting internal
factors and opportunities and threats representing external factors (Duarte et al., 2006; Valentin,
2001). The Delphi approach has previously been used in combination with a SWOT analysis
framework (Hossain & Hossain, 2015; Lopez, 2004; Rehmat et al., 2014; Schmelzenbart et al.,
2018) to guide the collection, analysis, and interpretation of data. SWOT analyses have been
used in various contexts and have been considered one of the most practical approaches to
analyzing risks, forecasting fluctuating trends, and capturing consequences on polarizing topics
(Chernov et al., 2016; Parraga et al., 2014). Therefore, the SWOT analysis and Delphi method
can be mutually beneficial.

Delphi utilizes both qualitative and quantitative data; therefore, the approach to statistical
analysis has primarily been measures of central tendency (Hasson et al., 2000). When
determining decision rules for reaching a consensus, Hsu and Sandford (2007) argued that the
criteria was subjective. At the most basic level, reaching a consensus on an issue can be
determined when a specific number of panelists fall within a certain range (Miller, 2006). For
example, Ulschak (1983) recommended that consensus be based on rigorous decision rules by
which 80% of panelist responses fall within two categories on a seven-point scale (Ulschak,
1983). In contrast, Green (1982) provided a liberal standard when he argued that researchers
should only have 70% of panelists rate three or higher on a four-point Likert-type scale and
garner a mean of at least 3.25. The decision rules for this study were determined by considering
both rigorous and more flexible criteria. For example, we determined that at least 66% of
panelists should respond to each item with either Agree or Somewhat Agree in round two to
reach a consensus. Meanwhile, items falling within 50% to 65.9% were retained for
reconsideration in round three. Further, items below 50% were discarded.

This study’s participants were identified using a combination of purposive and snowball
sampling. For example, two poultry industry experts nominated individuals they considered to be
other experts. Then, we asked the initial participants to nominate additional individuals who fit
this investigation’s parameters for experts. As a result, we recruited 12 experts who participated
in all three rounds of this study, i.e., a 100% response rate in all three rounds. This approach has
been common for Delphi studies because it allows the researcher to approach panelist selection
deliberately to gather a richer understanding of the phenomenon (Creswell, 2003). The panelists



who participated in this study included industry professionals in the laying hen sector of the
poultry industry. Many of this study’s participants fell into one or more categories: university
faculty, extension educators, animal welfare specialists, and leaders in professional poultry
organizations. The experts also had an average of 29.33 years of related work experience. It
should also be noted that 83.33% (n = 10) of the experts held an advanced degree in animal or
poultry science.

Data were analyzed using Microsoft Office Excel® 2021. Nominal data, i.e., some demographic

characteristics, were analyzed using frequencies and percentages. However, ranges and averages
were also calculated for the panelists’ ages and years of experience. For each item in rounds two

and three, the frequency distribution validity percentage was used to determine if consensus had

been reached, the item should be retained for further consideration, or removed (Buriak & Shinn,
1989; Jenkins & Kitchel, 2009).

Findings

By applying a hybridized analysis framework to capture experts’ perceptions of the SWOT of
raising laying hens for niche markets, e.g., Cage-Free, Free-Range, Pasture-Raised, or Organic
Egg Production, this study collected 25 Strengths, 30 Weaknesses, 21 Opportunities, and 13
Threats during round one through open-ended, qualitative responses. When asked to consider the
89 items using a six-point, Likert-type scale in round two, 65 (73.03%) items reached consensus.
However, in round two, at least one-half (50.00%) but less than two-thirds (<66.00%) of experts
Agreed or Strongly Agreed with 24 of the 89 items they were asked to consider on a six-point
Likert-type scale (see Table 3). In other words, these items did not reach a consensus of
agreement during round two but met the criteria for reconsideration in round three. To reach a
consensus in round three, at least three-fourths (75.00%) of panelists selected Agree for each
item. After reconsidering the 24 items that did not reach consensus in round two, the experts
determined that 12 additional items reached a consensus in the final round. Therefore, 77
(86.51%) of the 89 items reached a consensus in this investigation. Because of space limitations
in this abstract, we could not present all items that reached a consensus. However, Table 1
provides the top five SWOT items regarding producing laying hens for niche markets, i.e., Cage-
Free, Free Range, Pasture-Raised, or Organic, based on percent agreement in this investigation.

Table 1

Top Five SWOT Items Regarding Producing Laying Hens for Niche Markets, e.g., Cage-Free,
Free-Range, Pasture-Raised, or Organic Egg Production Based on Percent Agreement

%

Item M 5D Agreement

Strengths (n = 25)
Product differentiation. 5.18 0.751 86.3

Non-Traditional/Niche producers (pasture-raised,

cage-free, etc.) can target specific market concerns. 309 0.944 84.8

Non-Traditional/Niche markets benefit from positive

: 5.00 0.775 83.3
consumer perceptions.



%

Item M SD
Agreement
Packaging for'non—tradltlonal/N iche eggs is more 491 0.701 ’1.8
appealing.
Flexibility to produce variety. 491 1.446 81.8
Weaknesses (n = 30)
Non-traditional/Niche production requires higher input 5.40 0.843 90
costs.
Non-Traditional/N }che productlgn allows for a higher 5.40 0.699 90
chance for internal parasites.
Non—tradltlonal/nlche housing may expose poultry to 5.40 0.699 90
more predation.
Consumers are confused by the terms that are used to 5.40 0.843 90
identify housing systems and methods of production. ' '
Non-Traditional/Niche operations use more land but 590 0.789 R6.7
produce less.
Opportunities (n = 21)
Production and marketing expectations from animal welfare 550 0.707 917
groups should be clear.
Oppormpltles fqr chstmct marketing can allow for product 5.40 0516 90.0
differentiation.
Consumer education. 5.30 0.675 88.3
Production and marketing expectations from volume
food buyers should be clear. 530 0.823 88.3
Production anq mark'etmg expectations from consumers of 530 0.823 233
marketing claims should be clear.
Non-traditional/Niche production methods allow for more variety.  5.20 0.789 86.7
Threats (n =13)
Biosecurity and disease outbreaks. 5.50 0.707 91.7
Production costs to maintain label integrity are increasing
(e.g., costs of organic grain, costs of land to ensure 5.20 0.632 86.7
outdoor access).
Market oversaturation decrease profitability. 5.20 0.632 86.7
Fluctuations in the economy (e.g., prices of feed). 5.20 0.632 86.7
Negative impacts on animal wellbeing if alternative 510 0.738 25

housing systems are not implemented correctly.

Conclusions, Recommendations, Implications, and Discussion

In this study, the experts achieved a consensus on 77 items. Therefore, we concluded that there
were multiple SWOT that influenced producers’ ability to achieve a competitive advantage when

communicating about using alternative housing approaches to market egg products. These

factors could be essential to creating strategies for product labels and the marketing of niche egg



products. We also concluded that the potential existed for egg producers to raise laying hens
intended for niche markets based on current alternative housing options such as Cage-Free, Free-
Range, Pasture-Raised, or Organic Egg Production. Despite this, it should be noted that although
strengths and opportunities existed for producers, there were also important weaknesses and
threats that should be evaluated and addressed prior to pursuing an alternative egg production
approach. To this point, the experts in this study agreed that 30 weaknesses existed in niche egg
production, which was the highest number of items in any category to reach a consensus.
Therefore, we conclude that if analyzing and comparing the opinions of expert panelists, the
SWOT category of weaknesses should be critically analyzed prior to strategic planning (Chernov
et al., 2016; Parraga et al., 2014). Because the experts reached a consensus that producers of
niche eggs generally have less knowledge about how to implement niche production methods
properly, we also conclude that producer education should be prioritized. Further, because
ambiguous definitions of alternative housing terms have persisted and a lack of producer
education, the experts reached a consensus that marketing niche eggs have become too
complicated and confusing. Therefore, we conclude that marketing efforts for niche eggs should
be transparent while employing effective product differentiation approaches.

Regarding the emergent strengths identified by the expert panelists, we conclude that producers
of niche eggs have not effectively targeted consumers’ concerns when marketing their products.
For example, consumers have become increasingly concerned about environmental impacts,
sustainability efforts, animal welfare-related claims, and other ethically based product attributes
(Gorener et al., 2012). Despite this, the expert panelist suggested that producers of niche eggs
have not effectively addressed these concerns in practice. We also conclude that because niche
market eggs typically have packaging that has been considered more appealing, the conventional
egg market has become disadvantaged. The primary external factors (Walsh & Lipinski, 2009)
were opportunities for niche egg producers, such as flexibility to produce various products and
the ability to provide more options for retailers (e.g., Cage-Free, antibiotic-free, non-GMO).
Finally, we conclude that the threats that niche egg producers should consider were the accuracy
of their information on product labels, financial insecurity, and increasing production costs to
maintain label integrity.

Moving forward, understanding industry expert perceptions of the experiences of niche market
egg producers will be vital. Future efforts to address the weaknesses that panelists reached a
consensus on should be targeted and specific. Therefore, we recommend that egg companies and
brands create formal educational strategies for producers before establishing contractual
agreements requiring them to market their products to alternative markets. The majority
(70.00%) of experts agreed that producer education has been minimal, and producers of niche
eggs have less knowledge about how to implement niche production methods properly. Based on
this, we recommend that producer education efforts be prioritized. Another recommendation was
that future research use the findings of this investigation to examine these issues with a larger
sample size and different populations. We also recommend that future research evaluate and
critique the current producer and consumer education efforts employed by leading organizations
in the poultry industry. Conducting research in this manner could allow industry professionals
and leaders to determine mutual concerns, needs, and interests. This approach to collaboration
and determination of mutuality could lead to the development of education and training efforts,
which could help them capitalize on their competitive advantages while also determining the
level of transparency consumers desire in the marketing and communication of egg products.
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A Comparative Case Study from a Design-Based Research Project to Examine Student
Experiences in a Personal Leadership Course

Karly McKenna Anderson, Jewell M. Glover, Ainsley Burns, Jonan Phillip Donaldson, Summer
F. Odom
Texas A&M University

Introduction and Background

In college agricultural leadership classrooms, today’s learners are progressive, and societal needs
have changed considerably with communication advancements and access to personal
technologies (Caton-Rosser et al., 2014). Students want more personally meaningful learning
experiences. Enhancing our understanding of their learning experiences and the facilitation of
learning will help us meet the goals of agricultural leadership education. Design-based research
(DBR) is a powerful new tool for understanding, as this methodology allows researchers to
create new ideas and practices to implement in a learning environment (Sandoval & Bell, 2004).
DBR simultaneously pursues the goals of developing effective learning environments and using
such environments as natural laboratories to study learning and teaching. DBR is used in the
context of this study to expand researchers’ understanding of learning experiences. In the current
study we develop an innovation in DBR analytical approaches, particularly in the use of network
analysis to understand patterns in the complexity of learning experiences. The purpose of this
study is to understand student experiences with assignments utilizing design thinking.

Theoretical Framework

We used three theories to ground the learning experience design. The dynamic systems model of
role identity (DSMRI) theory captures the holistic and rich content, structure, and process of
identity and its formation within social-cultural contexts (Kaplan & Garner, 2017). We used
DSMRI to facilitate intense engagement, positive coping, openness to change, flexible cognition,
and meaningful learning (Kaplan et. al., 2014) through Odyssey Plans in which students created
three different life plans. Situated learning theory argues that learning is specific to the social
situation, and involves changes in identification with the discipline, the ability to engage in the
practices of the discipline, and the contributions to the discipline (Lave & Wegner, 1991). We
implemented this through life design interviews where students interviewed or shadowed
someone in a potential career path to gain more insight into lived experiences within that career.
Transformative learning theory describes learning as changes in assumptions through which
students understand their experiences as they become more autonomous thinkers who negotiate
their own values, meanings, and purposes rather than to uncritically act on those of others
(Mezirow, 1997). We engaged students in this work through weekly reflective journals in which
they practiced self-awareness and reframing.

Method

This was a comparative case study within a design-based research (DBR) project. A comparative
case study involves in-depth description and analysis of data from several bounded cases
(Merriam & Tisdell, 2016). The bounded system for this comparative case study was students in
a specific course during a specific semester compared to students in the same course in a



subsequent semester. Network analysis was used to analyze the coded qualitative data (student
reflections). The parameters for this case included a personal leadership education course in the
department of [agricultural leadership] in the [college of agriculture] taught once a year in the
spring semester. It applies design thinking concepts from the book Designing Your Life: How to
Build a Well-Lived, Joyful Life (Burnett & Evans, 2016). Students completed assignments related
to prototyping their life. These assignments included: workview/lifeview reflections, odyssey
plans, and prototyping their life plan/life design interviews. Students were then asked to reflect
on their assignments and course content in journals. In DBR, the design of learning experiences
is grounded in a set of principles derived from the most relevant and appropriate theories. The
principles we derived from transformative learning theory were questioning one's own
assumptions, transformation of habits, transformation of beliefs and assumptions, cognitive
dissonance and self-reflection (Mezirow, 1997). The principles from situated learning theory
included developing identity in discipline, participating in community, and building relationships
in community (Anderson et al., 1996). From DSMRI we used the principles of change in self-
perception, changes in reality, knowledge and beliefs, perceived action possibilities, and changes
in purposes and goals (Kaplan & Garner, 2017). These principles were included in the coding
process, and mapped with the struggles and strengths of students’ experiences. In Spring 2021,
48 of 94 students consented to have their data collected, and in Spring 2022, 48 of 92 students
consented. There were 4 reflections from each student completed after each learning activity.
Consenting students’ data was analyzed in MAXQDA Analytics Pro qualitative data software by
coding the data in terms of alignment with principles from the theories in which the learning
activities were grounded, struggles, and aspects of the activities which worked particularly well.
Correlations were calculated for all pairs of codes, which were exported as Microsoft Excel
correlation matrices and imported into UCINet software to conduct network analysis, create
network maps, conduct cluster analysis, and calculate centrality measures. The purpose of the
maps was to find relationships within the coded segments, where a Girvan-Newman cluster
analysis was conducted (Girvan & Newman, 2002). We resized nodes according to betweenness
centrality values. These maps illustrate the relationship between strengths, weaknesses, and
theory in student experiences. We analyzed the relationship between 2021 Spring students’
strengths, weaknesses, and principles of theory within each cluster and developed design moves
which leverage strengths and theory to address struggles. These solutions were then implemented
in the Spring 2022 course.

Findings

From the Spring 2021 data we constructed a network map with 6 Girvan-Newman clusters at
Q=0.584, indicating high confidence in the quality of the clustering (see Figure 1). In the red
cluster the struggles were not a dominant aspect of their experience. Students’ experiences were
only connected to one theory principle, from DSMRI, changes in purposes and goals. These
students’ experiences included struggling with the logistics of prioritization, stepping out of their
comfort zone, and the restrictions from COVID-19 impacts. What worked for these students was
instructional support, the assignments lengths/time allotted, and the hands-on nature of course
activities. We constructed the design moves for Spring 2022 of 1) providing encouragement to
students as they begin to discuss their interview ideas, and 2) anecdotal stories from past students
who were able to make huge strides towards goals they developed as a result of their interview.



Figure 1
Network Map of Strengths, Struggles, and Principles of Students’ Experiences in Spring 2021

In the black cluster students faced many struggles, and there were no particular things that
worked well for these students. Because there were no strengths to leverage, we leveraged theory
to inform the design moves. These students struggled personally with idea generation/thinking,
making networking connections, understanding/comprehension, and time management balance.
There were interpersonal struggles in this cluster, including communication, networking, and
extraneous issues. However, student experiences in the black cluster were aligned with principles
from theory, including transformation of their beliefs and assumptions and transformation of
habits from transformative learning, and developing identity in the discipline from situated
learning. There was an interesting connection at the bottom left of the black cluster: Student
experiences indicated wanting a more realistic scenario when coming up with a life plan, which
was connected to the principle from the DSMRI theory of change in self-perception. Within this
cluster, the many struggles tell a story of students experiencing tension and friction throughout
their learning process. Not all struggles students experienced can be labeled as good or bad.
However, there are some instances where students experienced a productive struggle, such as the
tension between how they used to see themselves and the world, and a new, developing
perception. These productive struggles relate to difficulty in idea generation, or understanding
and comprehension. Interpersonal struggles such as time management balance, networking, and
communication need to be addressed to align the student experience with that of the red cluster,
which mapped more of what worked for students. The design moves for Spring 2022 that



emerged from this cluster were 1) to provide an opportunity for students to discuss their life
plans with learning communities, 2) share their proposed interview project ideas, and 3) get peer
assistance in the brainstorming process.

In the gray cluster, learner experiences included struggles with reading, writing, technology, and
their personal inner self. Struggles were also faced when students had to work on a section of
their life plan assignment in which they were asked to construct questions. What worked for
these students was the structured template for the life plan assignment and participating in
learning communities. Principles from theories were present in this cluster including
participation in community and developing relationships in community from situated learning,
and questioning of one’s own assumptions and self-reflection from transformative learning. The
first design move we constructed for this cluster was to have students share their life plan
assignment with their learning communities to brainstorm possible questions that each visioned
life plan may answer. Other design moves included 2) uploading an example plan on Canvas as a
part of the assignment description, and 3) emphasizing reading the book.

Similar to the black cluster, the green cluster was dominated by struggles including
misunderstanding instructions, scheduling, wanting more structured instructions, formatting of
written assignments, assignment instructions release time, and assignment parameters. What
worked for these students was learning from someone outside of the class through the interview
assignment, and interview questions. These experiences in the green cluster did not align with
any theory principles, therefore the closest theory to ground a potential design move was in the
red cluster from DSMRI: changes in purposes and goals. The design move constructed were 1) to
provide the interview assignment rubric, 2) clarify instructions and expectations early in the
class, 3) measure the final reflections not by page count but by depth of response, 4) change the
structure of the questions, and 5) include examples of correctly structured paragraphs in APA
format. Design moves were not constructed from experiences mapped in smallest clusters (pink
and blue).

Student reflections from Spring 2022 constructed a network map with 6 Girvan-Newman clusters
at Q0.482 (see Figure 2). In the map of Spring 2022 data, we analyzed the data for any shifts in
learner experiences after we implemented the design moves. One observation is that the red and
black clusters are mainly struggles and theory principles, with some strengths mapped. This
indicated that students’ experiences from Spring 2022 are less defined by the strengths, but by
the alignment with principles from theory. Additionally, the map of experiences from Spring
2022 features two large clusters, and the remaining four clusters are shrinking. This suggests to
researchers that the experiences of students are becoming more theoretically grounded, and less
sporadic as it relates to struggles. Struggles are becoming easier to address because they are
becoming more connected to one another. Rather than creating a bunch of solutions for problems
in large clusters, one solution can address various interconnected problems.



Figure 2
Network Map of Strengths, Struggles, and Principles of Students’ Experiences in Spring 2022

=1

Students’ experiences of struggles and strengths in the black cluster indicated a relationship with
principles from transformative learning including transformation of habits, beliefs and
assumptions, self- reflection, questioning of one’s own assumptions, and cognitive dissonance,
all of which were present in Spring 2021 except cognitive dissonance and questioning of one’s
own assumptions, which were unique to Spring 2022. Theory principles from situated learning
theory remained, such as developing identity in the discipline and participation in community.
This suggests that students with similar learning experiences as those mapped in Spring 2021
were able to begin to question their assumptions about themselves and their future, and
experience the dissonance that comes with the transformation of assumptions. The design moves
from Spring 2021 appear to have reduced the lack of imagination and consideration regarding
themselves and their future.

The red cluster from Spring 2022 also closely resembles the red cluster from Spring 2021. The
theory principle change in purposes and goals from DSMRI was present in both, but one shift
can be observed in the inclusion of other principles from DSMRI, including change in perceived
action possibilities, change in self-perception, and change in reality and knowledge/beliefs. The
theory principles present in the red cluster suggest that students in Spring 2022 experienced more
identity development than in Spring 2021.

The students’ experiences in Spring 2021 mapped in the green, blue, pink, and gray clusters
dissolved, as observed in the Spring 2022 map of clusters. The green, pink, and gray clusters that



emerged from students’ reflections in Spring 2022 were devoid of theory, and the blue cluster
only presented one principle, participation in community from situated learning theory. In the
Spring 2022 map we found experiences grounded in theory principles became more prominent
for the major two clusters, red and black. These two clusters also grew in their complexity,
encompassing more complex learning experiences.

Implications and Discussion

The overall comparison of the second case in which design moves were implemented to the first
case from which the design moves were derived suggests several practical principles for
agricultural leadership education. The first is that having students engage with peers while
simultaneously engaging with people in the broader community of educational leadership
practice is an important aspect of transformative and situated learning. The second is that we
must create space for productive struggle, cognitive dissonance, and exploration to allow for
development of learner identity in terms of purposes, goals, and self-perceptions. Our findings
suggest that grounding agricultural leadership learning experiences in situated learning theory
(Lave & Wenger, 1991), transformative learning theory (Mezirow, 1997), and an identity theory
such as the dynamic systems model of role identity (Kaplan & Garner, 2017) leads to powerful
learning. This study also found that using network analysis to analyze learning experiences is a
fruitful approach to iterative improvement of learning experiences while embracing the
messiness and complexity of learning.
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The Civic Engagement Skills Needed by Youth: An Assessment of Community Citizens
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Introduction
The exodus of youth after high school graduation poses a severe threat to the resilience and
vitality of rural communities (Hastings, Barrett, Barbuto, & Bell, 2011). Investing in youth is
important for improving the future leadership and vitality of a community long term (Mohamed
& Wheeler, 2001). Youth need to be equipped with a variety of skills related to serving their
communities because they are more inclined to participate in civic engagement during their
adolescent years than any other time in their life (Hart & Atkins, 2002; Finlay, Wrath-Lake, &
Flanagan, 2010; Langston, 1987). Unfortunately, if youth are not encouraged to participate in
civic engagement prior to graduating from high school, they are less likely to become highly
engaged community members in adulthood (Blyth, Saito, & Berkas, 1997).

Civic engagement refers to how citizens engage in their community to improve conditions for
others (Adler & Goggin, 2005, p. 236). Fortunately, today’s youth have a desire for civic
engagement and service-learning opportunities where they can assist others and make positive
contributions to improve society (Adler & Goggin, 2005). Although the school is a logical
institution for developing the skills necessary for increasing civic youth engagement (Lin, 2015),
information is needed for how to develop and empower them adequately (Adler & Goggin,
2005). Therefore, the purpose of this study was to determine the civic engagement needs of
youth in one rural, farming-dependent community in Oklahoma. Two objectives guided the
study: (1) describe the knowledge and skills youth need to become local leaders, and (b) describe
the knowledge and skills mentors need to assist youth in developing those skills.

Theoretical/conceptual framework/perspective
The human capital theory undergirded the study (Becker, 1964; Shultz, 1971). Human capital is
focused on helping people acquire and develop the education and skills necessary for
employment or general wellbeing (Becker, 1964; Little, 2003; Shultz, 1971). Heckman (2000)
advocated for research to identify the skills needed in youth as “early investment promotes later
investment” (Heckman, 2000, p. 3). Understanding the knowledge and skills youth need to
become civically engaged in their community as well as the mentoring skills for assisting them
to do so can be informative for developing a mentoring program where adult civic leaders focus
on building and sharing human capital to increase future civic leaders in their local communities.

Methods
The Delphi technique was used to assess the needs of community members in the target county
via Qualtrics questionnaires (Dillman et al., 2014). Criteria for determining experts included
adults who held a community leadership position, were reflective of the county’s demographics,
and had experience working with youth on youth-related activities. To identify a representative
panel, we used a snowball technique (Creswell, 2012). Through in-person and virtual exploratory
interviews, we created an Excel document to track names of influential community members. In



all, 25 experts were selected based on the established criteria. They included business owners,
educators, community volunteers, parents, religious leaders, and agriculturists.

Round 1 included the open-ended questions: (a)What knowledge and skills do youth need to
become local leaders in the community? and (b)What knowledge and skills do mentors need to
assist youth in developing those skills? We employed a six-point, Likert-type scale of importance
in Round 2 ranging from 1 = no importance to 6 = high importance. We set a mean score of 4.5
or higher and 75% agreement by the panel of experts a priori to determine consensus in Round
2. Therefore, items not those thresholds in Round 2 were dropped from the study (Custer et al.,
1999). Of the 25 panelists identified, 23 responded to Round 1 for a 92% response rate, and 17
participated in both Rounds 2 and 3 for a 68% response rate. Because all three rounds included
more than 13 panelists, our study was deemed reliable (Dalkey, 1969).

Round 1 resulted in 99 statements (41 youth items, Table 1 and 58 mentoring items, Table 2) that
were categorized into six themes by three independent coders (Montgomery & Crittendon,

1977). The themes included Civics (7 items), Communications (5 items), Critical Thinking and
Problem Solving (5 items), Cultural Competency (5 items), Decision Making (6 items), and
Leadership (7 items). Based on responses in Round 2, 92 of the 99 items (35 youth items, Table

1 and 56 mentoring items, Table 2) were retained. The items in which panelists agreed most for
youth were: Listen actively (M = 5.56, SD = .51) and Understand morality in decision making (M
=5.50, SD = .51), as viewed in Table 1. The item Listen actively (M =1.65, SD = 1.17) was
ranked highest in terms of priority of all items listed in Round 3, followed by Know what is
happening in their community (M = 1.76, SD = .97), and Be open minded (M = 2.50, SD = 1.51).
Ten items reached 100% consensus of agreement among the panelists (see Table 1). Those 10
included: Know what is happening in their community, Listen actively, Use critical thinking
skills to solve a problem, Understand morality in decision making, Use decision-making skills,
Use ethics in decision making, Understand how the decisions of others may impact them,
Collaborate with others, Learn from others, and Develop long-term goals (see Table 1).

Table 1
The Level of Importance of Youth Civic Leadership Knowledge and Skills (Round 2) and their
Prioritization (Round 3)

% Round 2 Round 3
Items Consensus M SD M SD
Civics
Know what is happening in their 100.0% 5.44 0.51 1.76 0.97
community.
Understand how local government 83.4% 5.11 0.68 3.94 1.71
works in this community.
Understand local economics. 77.8% 5.06 0.73 3.94 1.56
Understand personal finance. 88.9% 5.17 0.62 4.06 2.25
Know how resources are paid for in 88.9% 5.17 0.62 4.41 1.81
the community.
Know what resources are provided 88.9% 5.22 0.65 4.53 1.81

to them by the community.



Understand positions of power in

the community.
Communications

Listen actively.

Identify ways to use their voice
productively in the
community.

Communicate with different
generations.

Communicate decisions to others
effectively.

Communicate informed opinions to

others effectively.

Critical Thinking & Problem Solving
Use critical thinking skills to solve

a problem.

Analyze situations to predict
possible outcomes.

Think outside the box.

Learn from evidence-based
information.

Use basic math.

Cultural Competency

Be open-minded.

Understand human rights.

Understand what is necessary for
the well-being of others.

Develop social awareness in their

community.
Know the history of their region.
Decision Making

Be accountable for decisions made.

Understand morality in decision
making.

Use decision-making skills.

Understand how their personal
decisions impact the larger
community.

Understand ethics in decision
making.

Understand how the decisions of
others may impact them.

Leadership

Be empowered to have a voice in
their community.

Collaborate with others.
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5.00
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0.67
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0.71
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5.35

1.65

3.00

3.29

3.41

3.65
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2.71

2.71
3.00

4.06
2.50
2.63
2.94
3.13
3.81
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1.52

1.48

3.40

1.32



Learn from others. 100.0% 5.28 0.46 3.56 2.07

Think ahead about their future. 94.1% 5.47 0.62 3.88 2.19
Develop long-term goals. 100.0% 5.39 0.50 4.25 1.57
Develop civic leadership. 77.7% 5.11 0.76 4.81 1.97
Understand democracy. 77.8% 5.06 0.73 4.88 2.03

Note. Scale for ranking Round 2: 1 = no importance; 2 = very low importance; 3 = low
importance; 4 = moderate importance; 5 = high importance; 6 = highest importance. Percent
consensus was calculated by the frequency items were determined high importance (5) and
highest importance (6). Round 3 items were priority ranked within sub-categories.

As listed in Table 2, six themes emerged through the data on mentoring skills including:
Coaching (10 items), Ethics and Values (9 items), Leadership Capacity (12 items), Level of
Community Engagement (6 items), Personal Behaviors (11 items), and Youth Partnerships (8
items). The items in which panelists agreed most were: Have integrity (M = 5.72, SD = .46), Set
a positive example (M = 5.72, SD = .46), and Adapt mentorship based on maturity levels (M =
5.67, SD =.69). The items: Be actively involved in the community (M = 2.56, SD = 1.75) was
ranked highest in terms of priority of all items listed in Round 3 followed by Have integrity (M =
2.69, SD = 2.18), and Listen actively (M = 3.06, SD = 3.13). Thirteen items reached 100%
consensus of agreement with the panelists. Those 13 included: Help youth reach their full
potential, Help them [youth] set goals, Have integrity, Lead with humility, Set a positive
example, Show up on time, Understand the reward of working with youth, Be respectful, Be
encouraging, Have discipline, Be well-rounded, Foster positive relationships between adults and
youth, and Support their [youth] goals for the community (see Table 2).

Table 2
The Level of Importance of Community Mentor Knowledge and Skills Items (Round 2) and their
Prioritization (Round 3)

% Round 2 Round 3
Items Consensus M SD M SD
Coaching
Provide constructive criticism. 88.9% 5.33 0.84 431 1.96
Be honest about not having all the 94.4% 5.33 0.59 4.56 2.94
answers.
Receive constructive criticism. 94.4% 5.56 0.62 4.63 2.96
Willingness to teach others. 94.4% 5.56 0.78 4.94 3.24
Build on strengths instead of 88.9% 5.22 0.65 5.06 2.35
weaknesses.
Motivate them to be actively 83.3% 5.22 0.73 5.19 3.06
engaged.
Help youth reach their full 100.0% 5.61 0.50 6.19 3.04
potential.
Help them set goals. 100.0% 5.39 0.50 6.56 2.83
Empower them to be unique. 83.3% 5.28 0.75 6.69 2.39
Adapt mentorship based on 88.9% 5.67 0.69 6.88 3.05

maturity levels.
Ethics & Values



Have integrity. 100.0% 5.72 0.46 2.69 2.18

Value all youth without bias. 94.4% 5.61 0.61 3.44 2.56
Be open to new ideas. 94.4% 5.28 0.58 4.38 2.19
Possess work ethic. 94.4% 5.56 0.62 4.50 1.67
Provide facts, not opinions. 94.4% 5.33 0.77 4.63 2.00
Provide sound information. 94.4% 533 0.77 5.56 2.61
See the world in a different light. 94.4% 5.44 0.62 5.63 2.78
Recognize drug use. 94.4% 5.61 0.61 6.44 2.16
Recognize sexual prowess. 77.8% 5.22 1.31 7.75 1.34
Leadership Capacity
Listen actively. 94.4% 5.50 0.62 3.06 3.13
Lead with humility. 100.0% 5.61 0.50 4.06 3.32
Set a positive example. 100.0% 5.72 0.46 5.00 2.73
Show up on time. 100.0% 5.67 0.49 5.88 3.46
Willingness to talk to people. 94.4% 5.56 0.62 5.88 3.58
Be adaptable. 94.4% 5.56 0.62 6.38 2.99
Be self-reflective. 94.4% 5.67 0.59 7.00 2.78
Be a problem-solver. 83.4% 5.11 0.68 7.06 2.54
Communicate effectively with 94.4% 5.39 0.61 7.63 3.34
different generations.
Lead others. 94.4% 5.33 0.59 8.19 3.39
Know how to best identify leaders. 94.4% 5.22 0.55 8.38 2.22
Manage others. 94.4% 5.41 0.62 9.50 2.88
Level of Community Engagement
Be actively involved in the 83.4% 5.44 0.78 2.56 1.75
community.
Know how policies could impact 83.3% 5.17 0.71 3.31 1.66
them.
Know programs that will benefit 83.3% 5.11 0.68 3.44 1.59
them.
Understand demographics. 88.9% 5.44 0.71 3.44 1.59
Know the impact of poverty. 88.9% 5.44 0.71 3.69 1.82
Understand the reward of working 100.0% 5.61 0.50 4.56 1.50
with youth.
Personal Behaviors
Be trustworthy. 94.4% 5.17 0.51 3.25 241
Be respectful. 100.0% 5.33 0.49 4.25 2.57
Be compassionate. 94.4% 5.50 0.62 4.75 3.17
Be encouraging. 100.0% 5.61 0.50 5.25 2.67
Be reliable. 94.4% 5.28 0.58 5.31 2.94
Be empathetic. 88.9% 5.39 0.70 5.81 3.66
Be available. 88.9% 5.56 0.71 6.31 2.58
Have discipline. 100.0% 5.67 0.49 7.44 3.18
Be willing to say “no.” 88.9% 5.22 0.65 7.44 3.05
Be organized. 88.9% 5.50 0.71 7.75 3.13

Be well-rounded. 100.0% 5.50 0.51 8.44 1.90



Youth Partnerships

Invite youth to help. 88.9% 5.28 0.67 3.25 1.77

Respect the knowledge youth 94.4% 5.50 0.62 3.94 2.24
already have.

Involve them as partners in 88.9% 5.22 0.65 4.25 1.98
decision-making.

Foster positive relationships 100.0% 5.50 0.51 4.38 2.92
between adults and youth.

Support their goals for the 100.0% 5.67 0.49 4.56 2.10
community.

Willingness to learn about them. 94.1% 5.50 0.62 4.63 2.45

Learn from one another. 94.4% 5.50 0.62 5.13 2.00

Advocate for youth. 94.4% 5.50 0.62 5.88 2.31

Note. Scale for Round 2: 1 = no importance; 2 = very low importance; 3 = low importance; 4 =
moderate importance; 5 = high importance; 6 = highest importance. Percent consensus was
calculated by the frequency items were determined high importance (5) and highest importance
(6). Round 3 items were ranked according to their priority within sub-categories.

Conclusions/Discussion/Implications/Recommendations
It can be concluded that panelists believe youth need human capital development (Becker, 1964;
Little, 2003; Shults, 1971) in the areas of civics and leadership based on those two themes
possessing the greatest number of items. Specifically, panelists believe youth should be aware of
the goings-on of their local community, as that item was rated highest with 100% consensus of
agreement. This conclusion aligns with research from Mohamed and Wheeler (2001) who found
investing in youth increases the future leadership and vitality of a community long term.

There seemed to be some discrepancy between the consensus of importance panelists placed on
items in Round 2 and their prioritization of those same items in Round 3. Not all items that
achieved 100% consensus in Round 2 were found to be top priorities when ranked among like
knowledge and skill categories. Two items that were identified and reached consensus for both
youth and community mentors were Listen actively and Communicate with different generations.
For youth, the only items that achieved 100% consensus in Round 2 and also ranked as priority
one for their sub-category in Round 3 were Know what is happening in their community, Listen
actively, and Use critical thinking skills to solve a problem.

For community mentors, the only items that achieved 100% consensus in Round 2 and were also
ranked as priority one for their sub-category in Round 3 were Have integrity. For mentors, items
that achieved 100% consensus in Round 2 but were ranked as the last two priorities in their sub-
category in Round 3 were Understand the reward of working with youth and Be well-rounded.
Rather than knowledge or skills, most items identified by the panelists for community mentors
were behavioral in nature.

Future research should be conducted using this list of skills to determine the willingness of adult
leaders to provide mentoring to youth. Youth in the community should queried to determine the
skills they possess already and to identify gaps in their leadership development. Finally, the skills
identified in this study should be shared with the community, and a youth leadership program



should be developed in conjunction with the Extension educator to pair youth with local civic
leaders to begin acquiring and developing the skills necessary to become engaged in and begin
making positive contributions to their community (Adler & Goggin, 2005; Hart & Atkins, 2002;
Finlay, Wrath-Lake, & Flanagan, 2010; Langston, 1987; Mohamed & Wheeler, 2001).
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Introduction, Purpose, and Objectives

Conlflict in the workplace is an evergreen issue impacting individuals of all ages. Within the
Cooperative Extension model, Extension professionals have a unique position where in a single
workday individuals may be required to engage with youth and volunteers, as well as colleagues
and supervisors. This frequent interaction with diverse audiences underscores the importance of
Extension professionals possessing competencies including problem-solving, interpersonal skills,
and self-management (Harder et al., 2010). Due to this, Extension professionals often
experience conflict. Conflict arises when there is incompatibility, disagreement, or dissonance
within or between social entities (Rahim, 2002). Conflict may develop when parties must
participate in activities which are incongruent with their needs or interests, when parties have
dominating behavioral preferences, when parties compete for a mutually desirable scare
resource, when parties possess conflicting values, or when two parties must work together
(Rahim, 2002).

Traditional workplaces are navigating employees from four generations in the workplace.
However, with the addition of the volunteers as seen in the Extension model, it is possible to
engage with others from five generations. The first generation, likely to be engaged in
volunteering post-retirement, are Traditionalists and known as the Silent Generation, born
between the years of 1928 and 1945 are associated with being conservative and rule-abiding
likely due to their involvement with World War II (Pew Research Center, 2018). Baby Boomers,
who are likely upper-management and close to retirement, are born between 1946 and 1964 (Pew
Research Center, 2018). These individuals prefer a traditional style of work and have a strong 8
to 5 work ethic (Pew Research Center, 2018). Generation X, born between 1965 and 1980, are
most likely positioned as middle managers or those next in line for a promotion (Pew Research
Center, 2018). As the first generation to prioritize a healthy work-life balance, they value
freedom and may question authority (Pew Research Center, 2018). Millennials, who are likely
settled into their career path, are born between 1981 and 1996. In a workplace, Millennials desire
for continued learning opportunities and appreciate ample feedback (Pew Research Center,
2018). The most recent generation to be engaged in the workplace is Generation Z who is born
between 1997 — 2011 (Pew Research Center, 2018). This generation will likely be the most
educated generation to date and be marked by empathy and entrepreneurship (Pew Research
Center, 2018).

There are some conflicting results when using demographic data combined with conflict style to
illuminate difference among employees (Korabik et al.,1993; Rahim & Katz, 2019). Rahim and
Katz (2019) investigated the differences among conflict style based on sex and found that male



employees are more likely to use dominating conflict styles and female employees are more
likely to use the other four conflict styles than males. When looking at the data based on decades,
the compromising style was used more often in the 1980s and decreased in the 1990s (Rahim &
Katz, 2019). The authors reflected other literature suggesting investigation between conflict style
and generation should continue to be investigated (Jennings, 2016; Rahim & Katz, 2019). To
date, there is no research literature related to interpersonal conflict management in the Extension
context.

The purpose and objective of our study was to understand the interpersonal conflict styles used
by County Extension Directors and 4-H/MG Extension professionals regarding their generation.
This research aligns with the most recent national research agenda of the American Association
for Agricultural Education (Roberts et al., 2016).

Conceptual Framework

The Dual Concern Model of the Styles of Handling Interpersonal Conflict (Rahim & Bonoma,
1979) was used to guide this study. Originating from the work of Blake and Mouton (1964), this
model divides conflict into two concerns or interests: concern for self and concern for others.
The first dimension, concern for self, includes the level (high or low) to which an individual will
preserve their self-interest when conflict arises (Rahim, 2002). Concern for others highlights an
individual's desire to satisfy the needs of the opposing party in the conflict.

The intersection of the two dimensions creates five conflict preferences including a neutral
option of compromising when both parties share similar interests (Rahim, 2002). Each conflict
style has appropriate situations where each style is beneficial towards resolving the conflict. The
avoiding conflict style, when concern for self and others is low, is used when individuals fail to
satisfy any party's needs and typically results from withdrawing or avoidance of conflict
situations (Rahim, 2002). The Obliging style, low concern for self and high concern for others,
exists when a person minimizes their own concerns to benefit the needs of the other individuals.
This conflict style is also used when an individual is aware they are wrong. The dominating style
is marked by high concern for self and low concern for others. This is marked by win-lose
situations where an individual forces their will on the other party (Rahim, 2002). The integrating
style, high concern for self and high concern for others, is associated with effectively dealing
with complex issues due to elements of diagnosis and solutions-orientation when identifying
conflict scenarios.

Methods

The target population for our study were County Extension Directors (CEDs), 4-H professionals,
and Master Gardener Volunteer coordinators. CEDs supervise, manage, and work alongside the
Extension agents in their counties and must interpersonal leadership behaviors often. 4-H
professionals and Master Gardener Volunteer coordinators just also use interpersonal leadership
behaviors often due to managing and leadership volunteers in their respective counties. For the
purposes of this study, we combined 4-H and Master Gardner professionals using the
abbreviation 4-H/MGV. We targeted the following six states to participate in our study due to the



researchers’ work relationships and convenience: Florida, Georgia, Indiana, Maine, Maryland,
and Mississippi. The total population for our study was 776 professionals.

We utilized a descriptive quantitative design for our study using survey methodology to gather
the data (Ary et al., 2006). We used the Rahim Organizational Conflict Inventory—II, Form B
(ROCI) instrument, and we modified the instrument by removing the term “subordinate’ and
used the terms “those I supervise” and “volunteers” to fit the Extension context. The ROCI
consists of 28 statements and respondents are asked to indicate how they handle their
disagreement or conflict on a 5-point Likert scale. The response options were: 1 = Strongly
disagree, 2 = Somewhat disagree, 3 = Neither agree nor disagree, 4 = Somewhat agree, and 5 =
Strongly agree. The five conflict styles measured include integrating, obliging, dominating,
avoiding, and compromising. The two demographic questions we asked respondents for this
study was their state of employment and their birth year. Using the respondents’ birth year, we
were able to code respondents by their respective generation type: 1928-1945 = Silent
Generation, 1946—-1964 = Boomer Generation, 1965-1980 = Generation X, 1981-1996 =
Millennial Generation, and 1997-2012 = Generation Z (Pew Research Center, 2018).

We received approval from the University of Florida Institutional Review Board prior to
conducting the study. The questionnaire was reviewed and assessed by a panel of three experts
for construct and face validity (Ary et al., 2006). We calculated Cronbach’s reliability coefficient
(Cronbach’s alpha) to ensure the ROCI constructs maintained internal consistency (Ary et al.,
2006; Cronbach, 1951). Our questionnaire was validated by the expert panel review and the
strong Alpha levels provided in Table 1.

Table 1

Reliability Levels of the ROCI Constructs

ROCI constructs CED instrument alpha levels 4-H/MGYV instrument alpha levels
Integrating 0.93 0.81
Obliging 0.75 0.78
Dominating 0.76 0.84
Avoiding 0.78 0.75
Compromising 0.81 0.75

We followed Dillman’s Tailored Design Method (Dillman et al., 2009) to increase response rate.
We sent a pre-notice email, an invitation email, and two follow-up emails to our target
population. A total of 272 complete and usable surveys were completed, yielding a 35.05%
response rate. To minimize nonresponse error, we compared early to late respondents on each of
the five ROCI constructs as recommended by Lindner et al. (2001); we did not find any
differences on the ROCI styles between early and late respondents. We analyzed the data using
SPSS version 26 statistical software package for Windows. We calculated frequency and
descriptive statistics for our study objective.



Results/Findings

Extension agent respondents from the Millennial generation category had the most responses (n
=110, followed by Generation X (n = 94), Baby Boomer (n = 54), and Generation Z (n = 14).
CEDs were more likely to be from Generation X (n = 39), and 4-H / MGV respondents were
more likely to be Millennials (n = 69). Extension agents that served a dual role in supervising
both agents and volunteers tended to be a Millennial (n = 20).

Table 2

Frequencies of the Generational Category and Type of Extension Agent
Generational Coun‘Fy 4_H/MGV Both CED and Total Respondent
Category Ex.tenswn Extension 4-H/MGYV Roles Population

Directors Agents
f f f N %

Baby Boomer 26 22 6 54 20%
Generation X 39 49 6 94 35%
Millennial 21 69 20 110 40%
Generation Z 1 12 1 14 5%

County Extension Directors and 4-H/MGV respondents were likely to use the same interpersonal
conflict management style of integrating. The interpersonal conflict management style most
likely to be used by respondents was the integrating style, followed by compromising, obliging,
avoiding, and then dominating.

Table 3

Frequencies of the Interpersonal Conflict Management Style and Type of Extension Agent
Interpersonal Conflict County Extension 4-H/MGV
Management Style Directors Extension Agents

M SD M SD

Integrating 4.36 0.62 4.39 0.45
Obliging 3.52 0.56 3.61 0.56
Dominating 2.53 0.74 2.64 0.82
Avoiding 3.12 0.80 3.45 0.72
Compromising 3.84 0.62 3.90 0.57

Respondents reported using the same likelihood of using interpersonal conflict management style
behaviors, regardless of generation type. Integrating was reported by all generation as being the
most interpersonal conflict management style used, followed by compromising, obliging,
avoiding, and then dominating.

Table 4

Frequencies of the Interpersonal Conflict Management Style and Generational Category



Interpersonal
Contlict

Baby Boomer Generation X Millennial Generation Z
Management
Style

M SD M SD M SD M SD
Integrating 4.42 0.39 4.40 0.55 4.34 0.57 4.45 0.34
Obliging 3.58 0.57 3.58 0.47 3.57 0.61 3.80 0.72
Dominating 2.60 0.76 2.46 0.72 2.68 0.86 2.55 0.59
Avoiding 3.41 0.73 3.19 0.71 343 0.75 3.08 0.98
Compromising 3.93 0.55 3.81 0.65 3.93 0.58 391 0.46

Conclusions/Discussion/Implications/Recommendations

Overall, there is no difference in conflict style preference based on generation or position within
the sample included in this research. This aligns with some previous literature indicating that
demographic data does not have an impact on conflict style (Korabik et al.,1993). However,
when compared to a longitudinal study looking at graduates from an institution over forty years,
the least preferred conflict style of Extension professionals compared to professionals and
managers across all fields are different (Rahim & Katz, 2019). From most preferred to least
preferred, Extension professionals use conflict styles in the following ranking: integrating,
compromising, obliging, avoiding, and dominating. On the same assessment and framework, the
professionals studied preferred the following styles from most common to least: integrating,
compromising, obliging, dominating, and avoiding. This indicates that Extension professionals
are less likely to use the dominating conflict style, marked by high concern for self and low
concern for others, compared to a set of professionals among other varying fields (Rahim &
Bonoma, 1979; Rahim & Katz, 2019).

Literature on Baby Boomers indicates that they are likely to be in upper-management positions,
which is reflected in our sample as 59% of Baby Boomer respondents are CEDs (Pew Research
Center, 2018). The COVID-19 pandemic had two impacts on Baby Boomers — forced an early
retirement or prolonged their retirement due to unsure financial futures— which may be
preventing some agents who are Generation X from potentially ascending to a CED role.

The most used conflict style is integrating, marked by a high concern for self and a high concern
for others across all three agent types in our study (Rahim & Bonoma, 1979). The least used
conflict style is dominating, which is a high concern for self and a low concern for others, for
CEDS, 4-H and MG agents (Rahim & Bonoma, 1979).

Generation Z is most likely to use the integrating style, high concern for self and others, which is
the most used conflict style (Rahim & Bonoma, 1979). This makes sense because literature
indicates that Generation Z will likely be team-players as they take over the workforce (Pew
Research Center, 2018). Additionally, Generation Z is most likely to use the obliging style,
which is marked by low care for self and high care for others (Rahim & Bonoma, 1979).
Generation Z is characteristically more empathetic than previous generations (Pew Research
Center, 2018).



Millennials are the most likely generation to use the dominating style, the least preferred conflict
style in this population, which indicates a high concern for self and low concern for others
(Rahim & Bonoma, 1979). When asked to describe themselves in a 2015 Pew Research Center
survey, 59% of Millennials described themselves as self-absorbed. Additionally, Millennials are
the most likely generation to use the avoiding conflict style which indicates a low concern for
self and low concern for others (Rahim & Bonoma, 1979). In a conflict situation, this looks like
passing the blame onto others, sidestepping, or completing withdrawing from the situation
(Rahim & Bonoma, 1979).

Baby Boomers and Millennials are equally likely to use the compromising conflict style, which
is an intermediate level of concern for both sides and often involves giving up one’s own desire
to please the others (Rahim & Bonoma,1979). Due to the cyclical nature of generations, it is very
likely that most Millennials have Baby Boomer parents.

To expand on this research project, conflict styles should be investigated within other areas of
the Extension model, including other agents and volunteers. Conflict styles should be
investigated comparatively with other career fields within agriculture and natural resources to
gain a broader understanding of who Extension professionals engage with. A qualitative
investigation into how different generations believe they engage could illuminate more of the
nuances within individual conflict preference.

From a practitioner’s perspective, training in conflict can help Extension professionals
understand more about their conflict preference and those they work with. This study indicates
that Extension professionals are likely to have high concern for others when engaging with
conflict which can be a taxing preference. This should particularly be discussed with Generation
Z employees as they are most likely to pair their high concern for others with a low concern for
self. Regarding professional development, leadership educators involved in Extension staff
development can create training programs with all agent types in mind because the needs are the
same across agent type.
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Introduction, Purpose, and Research Questions

Disseminating evaluation results in usable and relatable ways is a cornerstone of Extension
program evaluation (Johnson et al., 2013; Patton, 2008). Key to the dissemination of evaluation
results is crafting an engaging presentation of results to demonstrate to stakeholders the
relevance and importance of impact measurements (Johnson et al., 2013). One approach for
creating engaging evaluation results for disseminating evaluation results in an engaging way is to
incorporate arts-based methods (Simons & McCormack, 2007). The use of arts-based
methodologies in designing, conducting, analyzing, and disseminating the results of Extension
program evaluations can evoke “different ways of knowing and understanding the values of a
program” (Simons & McCormack, 2007 p. 292). Poetry, specifically, offers an opportunity to
communicate multiple realities within human experience allowing forms of knowledge to
emerge in the evaluation process that are often excluded due to being positioned within a
positivist, objectivist paradigm (Furman et al., 2007). While evaluation results are often
presented dryly and without much that catches an intended user’s attention, poetry can make data
more vivid for intended audiences through capturing the feelings of those interviewed and
providing opportunities to connect with the lived experiences of others through stories (Hill,
2005). Arts-based representations of Extension evaluation data can offer opportunities to deeply
contemplate the experiences of both evaluators and stakeholders in a project, catalyzing critical
reflection of and engagement with programmatic impacts for multiple audiences who have
diverse experiences with the program (Johnson et al., 2013).

Richardson (1997) incorporated poetic forms of data in order to represent lived experiences and
emphasize positionality within data (re)construction. Context, which includes the evaluator-as-
instrument, becomes a framework for placing people and actions within a time-bound, physical,
geographic, historical, and cultural setting, which then provides increased opportunities for
understanding what they are saying and doing (Hill, 2005; Lawrence-Lightfoot & Davis, 1997).
Hill (2005) highlights how poetry “exemplif]ies the researcher’s] voice in dialogue with the



participants’ and capture my voice discerning the sound and meaning of their voices [...] while
also honoring their voices [...]” (p. 96). Through this reconstruction and contextualization,
poetic forms of analysis can help evaluators capture and evoke “the full dimensionality of human
experience” (Johnson et al., 2013, p. 487), leveraging the power of qualitative storytelling to
communicate impact of a program. Poetic methodology can encourage the use of open reporting
strategies that invite multiple voices and interpretations, involving the reader (and/or
stakeholders) in active participation in meaning-making for Extension evaluation (Abma, 1997).

Poetic methods can allow researchers to communicate findings in multidimensional and more
accessible ways (Hill, 2005). Poetry, as an analytic method, can help deconstruct initial analyses
of data. For example, from a basic qualitative research design, new analyses and insights can be
reconstructed through integrating artistic ways of knowing, specifically through emphasizing
deepened dialogue with and about data from a researcher perspective (Ohito & Nyachae, 2019).
Poetic representations of data analysis are a narrative method that foregrounds participant voices
through building narratives as a way of knowing related to research or evaluation questions,
infusing empathy and resonance into the research process (Ward, 2011).

While poetic forms of reflection have been used in Extension programming (Fortune et al.,
2012), studies integrating Extension-based program evaluation and artful methods of analysis
were not present in the literature. Evaluation is one method Extension professionals can use to
communicate their impact to broader audiences and enhance the public value of Extension
(Franz et al., 2014). Communicating this impact, however, can be difficult for Extension
professionals, specifically related to creating stories from their programming (Franz et al., 2014).
Poetic methodologies are a form of narrative inquiry that can illuminate embodied interactions
within a specific context (Freeman, 2016), and due to the narrative structure, can be used by
Extension professionals to communicate impact through stories. These poetic stories allow for a
representation of data to evoke emotional as well as cognitive responses to findings (Ward,
2011). The current study addresses Research Priority Area 6 (Vibrant, Resilient Communities)
by communicating evaluation impact in a culturally appropriate form (Graham et al., 2016), and
Research Priority Area 7 (Addressing Complex Problems) through “innovative, inventive, and
creative activities” that reflect the need for transdisciplinary solutions to complex issues, such as
food insecurity (Andenoro et al., 2016, p. 58).

The purpose of the current study was to apply the poetic transcription method to focus group data
in order to evaluate the social construction of identity and its influence on Extension program
implementation and subsequent impact. Three research questions guided the study: 1) What lived
and collective identities do participants describe in the focus groups for a community-based
Extension project?; 2) What can poetic transcriptions illuminate about the lived identities of
participants within a community-based Extension project?; and 3) To what extent does the
narrative process allow for understanding the socially constructed reality within a community-
based Extension project?

Theoretical Perspective

The current study uses a postmodern philosophical orientation that “rethinks” (Caton, 2013, p.
127) the tension between constructivism, specifically social constructivism, and critical theory.
Both theoretical perspectives are anchored in the interpretivist epistemology, which focus



analytical efforts toward the embeddedness of human relationships within the social scientific
endeavor (Caton, 2013). Constructivism disavows the ontology of an “external objective reality
independent of an individual from which knowledge may be collected or gained” (Constantino,
2008). Social constructivism, more specifically, examines the constructivist philosophy from a
social perspective by defining bodies of knowledge as social constructs emergent from human
history and social interaction (Constantino, 2008). Traditional constructivist approaches view
knowledge as generated through an individual’s mind, whereas social constructivism considers
knowledge and meaning-making as a product of human relationships (Gergen & Gergen, 2008).

Critical epistemologies for qualitative research emerged from critical social theories about how
social and political systems shape the lived experiences or realities of participants and thus
influence how participants construct their reality, maintaining specific focus on power, privilege,
and oppression (Merriam, 2002). Critical theory is oriented toward social justice and is rooted in
a human rights agenda (Denzin, 2017). Lather (2007) described the primary motivation of
critical theory as emancipatory. While traditional interpretivists center subjectivity in research,
critical theorists use a modified subjectivity that explicitly acknowledges how the researcher, the
researched, and society are influenced by their own lived experiences, and that these lived
experiences are manipulated by power structures imposing characterizations of culture, politics,
race, gender, and class (Howell, 2013).

Methods

Traditional, objectivist forms of evaluation reporting prioritized authoritative texts, masking the
author’s role in data interpretation through various linguistic strategies such as third-person
language and passive voice (Abma, 1997). Alternative approaches to data dissemination,
however, can “unmask the author” (Johnson et al., 2013, p. 488), showing their role in data
(re)construction and making the staging of data done by researchers/evaluators more evident
(Glesne, 1997). Poetic analysis, one form of arts-based and affective methodologies, is a
relatively new method in Extension evaluation research (Johnson et al., 2013; Sanders & Lamm,
2022). Social science research writing often positions the researcher or evaluator as speaking for
participants, with the researcher crafting a narrative through decentering participant voice or
masking their manipulation of the data (Ohlen, 2003). Through poetic analysis, the staging of
data done by researchers for participants is more evident (Glesne, 1997), limiting how participant
voices may be obstructed through more traditional methods of qualitative research, such as
thematic analysis (Freeman, 2016).

The specific form of poetic analysis used in the current study was poetic transcription, which was
developed by Glesne (1997) as the “creation of poemlike compositions from the words of
interviewees. .. creat[ed] with data from a study such as interview transcripts” (p. 202-205).
While poetic transcription has traditionally been used with interview data (Glesne, 1997);
[Author, year], the current study attempted to expand the methodology to focus group data. The
new method, designated as poetic dialogues, aimed to translate the affective method used to
communicate social impacts of a project from individuals’ perspectives (Sanders & Lamm,
2022), to a conversational dialogue in which the social construction of perceived evaluation
impacts can be observed.

Data Collection



Data collection occurred as part of the formative evaluation process for a five-year evaluation
plan of a community-based Extension project. The project, called Healthier Together (HT), was
a community-based Extension health promotion project aiming to reduce instances of diet-
related chronic disease through increased access to nutrient-dense foods and safe spaces for
physical activity in five rural counties identified as most at-risk for obesity in Georgia by the
Centers for Disease Control and Prevention (CDC). The HT project was a cooperative agreement
funded through the CDC in partnership with the University of Georgia Colleges of Public
Health, Family and Consumer Science, and Agriculture and Environmental Science, with
Georgia Cooperative Extension as the primary on-the-ground liaison between university staff
and communities. As part of the formative evaluation process, focus groups occurred with
members of community coalitions in each of the five counties involved in the HT project.
Community coalitions were formed at the beginning of the HT project to guide community-level
project development, decision-making, and implementation (Sanders et al., 2022). Coalition
members worked closely with university and Extension faculty and staff, and were primarily
self-appointed to the coalition due to their formal or informal leadership roles in the community.
Focus groups were conducted from May to July of 2022 and lasted an average of an hour and a
half each. Questions in the moderator guide for the focus group were developed through an
appreciative inquiry evaluation lens (Preskill & Catsambas, 2006) and inquired about
participants’ role in the project, successes of the project over the last year, the impact of the
project on the community, and community members’ acceptance of the project. Only four out of
the five counties had a focus group occur in year four due to project staff limitations in one of the
counties that prevented the planning of a focus group there. Focus groups were audio recorded
and transcribed by a third-party transcription service. The University of Georgia Institutional
Review Board approved the project.

Data Analysis

Crafting the poetic transcriptions included the extraction of phrases from the focus group
transcripts to tell the story of the social and intangible impacts of the community-based health
promotion project. To create each poem, the primary author selected the phrases which
embodied the intangible social impacts described by participants and eliminated certain words,
such as those that directly discussed project logistics, which would distract from the narrative of
the intangible impact. The primary author relied on MacLure’s (2013b) conceptualization of
wonder in data, where a qualitative analyst uses affective moments of surprise to recognize
invitations within the data, and, “once invited in, [the] task [is] to experiment and see where it
takes [you]” (p. 231). MacLure (2013a, 2013b) uses moments of wonder, or affective intensity,
that emanate from data transcripts to explore data through an alternative lens, remaining attuned
to one’s embodied interactions and reactions to the data, such as a feeling in one’s gut or a
quickening heartbeat that alerts us there is something within the data that wants to be
communicated. Using MacLure’s (2013a, 2013b) wonder as analytic practice, the primary author
focused on embodied moments of recognition within the focus group transcripts that prompted
her to think more about how social impacts beyond those listed in the project goals could be
identified in the data. Specifically, using wonder as an orienting analytical concept, the primary
author recognized phrases in the transcripts that represented how participants would reflect on
the project’s impact on their community—moments when the participants revealed pieces of
their collective identity in ways they might not have consciously recognized during the dialogical
process.



A primary author constructed the data poems due to her positionality in the project and her
moderation of the focus groups. The poetic transcriptions were reviewed and underwent peer
debrief with the secondary and tertiary authors to enhance the trustworthiness of the data
(Lincoln & Guba, 1985). The secondary author was the evaluation team lead and had deep
knowledge of the communities, while the third author was not a member of the HT project and
provided an external perspective on the poetic transcriptions. Additionally, the poetic
transcriptions were shared with the four communities at coalition meetings for the HT project to
provide an opportunity for member checking (Lincoln & Guba, 1985).

Results

One of four poetic transcriptions is presented here to provide evidence of social impact
communication through poetic analysis. The community coalition in one of the HT counties was
selected for the results excerpt. This poetic transcription is chronologically true to the transcript,
with words removed in order to focus on the social and intangible impacts of the HT project.
Additionally, each transition in the justification (right or left) in the formatting indicates a new
participant speaking, in an attempt to echo the conversational feel of a focus group setting.

This is what we’re doing. This is how we’re doing it.

Our community history is that we're a small town.

Most of our history is from our older generations that live here.
I know both my grandparents moved up here and lived up here,
and my family's from around here.

Most of the stories we're going to hear

you can get throughout the town,

through the generations come up.

They're all going to be passed down from family member to family member.
The longer people are here,

the older a generation can live a little bit longer,

the longer those stories stay around town

and become a part of everyday life.

I also think it’s giving everyone a voice.

That’s the bigger impact.



[It’s] a collaboration.
It helps to support the efforts that the city has engaged in promoting our history...

Making these points of interest accessible.

Living in a small community, we really are a culture of faith.
When you’re used to eating a certain way in a culture,
collard greens or ham hock,

you’re still eating what you’re eating, but you’re eating it in a

healthier way.

People are engaging and
they’re curious about wanting to change

or trying something different.

They’re ready for the next step.

They want it and they want more.

The idea of asking someone to change habits or traditions is challenging.
“I grew up like this.”

“That’s how it’s always been.”

Well, that may be the case,

but now we see the downside of putting that stuff in your body.

The mindset,

the idea of changing that habit,

is where the challenge is in everything we do.

People’s mindsets are changing.
Acceptance.

Willing to listen.

“This 1s what we’re doing.”



“This is how we’re doing it.”
It has shown others what infrastructures and organizations can do together by

listening to the voice of the people.

In the poetic transcription, participants described the intangible impacts of HT as creating a
cultural shift in the minds of community members, specifically related to healthy living.
Participants also highlighted centering community voices in project development, using words
such as “we” and “collaboration” to evidence the importance of collective community voice in
project sustainability. The concept of a living heritage was also identified, where participants
evolve the original project goals, of increasing healthy lifestyles and decreasing instances of diet-
related chronic disease, to extend the need for healthy living in order to preserve their heritage
for future generations.

Conclusions, Implications, and Recommendations

The poetic transcription presented in the current study helps demonstrate the ability of arts-based
ways of knowing and methodologies to more fully communicate the impacts of Extension
programming to stakeholders, from funders to community members. The dissemination of
poetical data shows the entangled relationship between researcher and researched (Glesne, 1997;
Sanders & Lamm, 2022), important for an evaluator’s perspective who has been fully involved in
the project for three and a half years. The primary author’s knowledge of and experience with the
communities over the last few years provided an opportunity to construct a narrative form of
impact assessment that helps capture the intangible impacts of a community-based Extension
project that has affected communities in ways that cannot be fully captured by descriptive data
alone. In rural communities specifically, due to lack of geographic access and the nature of slow
cultural shifts that occur in response to change, traditional modes of evaluation may not fully
capture the impacts of a project and thus not communicate to stakeholders effectively what the
project is actually doing on the ground and in the minds of community members. When working
in rural communities, like those in the HT project, narrative forms of data analysis that allow for
the emergence of heritage, tradition, and community pride can help Extension program
participants see the change they create that is then communicated back to funding stakeholders.

Poetic transcription, while a rich, narrative mode of communicating impact, does not suffice as
the only evaluation method for large grant projects. However, including poetic forms of analysis
can help create more holistic forms of impact assessment, beyond what quantitative measures
and qualitative themes can evidence alone. Poetic analysis remains an experimental form of
writing in Extension evaluation research (Johnson et al., 2013; Sanders & Lamm, 2022);
however, this experimentation allows for the exploration of data outside traditional positivist or
interpretivist paradigms that often dominate evaluative thinking (Sanders & Lamm, 2022).
Poems help evoke an emotional response from their reader, which helps communicate the
intangible changes that occur within Extension program development and implementation not
often captured in traditional evaluation approaches.
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A key component of the Cooperative Extension Service (CES) mission is to increase the
viability of communities (Seevers & Graham, 2012). Unpredictable social, political,
environmental, agricultural, and financial conditions challenge communities to evaluate their
security with forward-thinking criteria. To recognize fragile conditions that contribute to a
community’s advancement or deterioration, leaders and advocates must deliberate which
practices and policies best serve their communities for long-term success through a variety of
measures (Blanke & Walzer, 2013). In waves of urbanization, this deliberation is especially
crucial for rural communities (United States Census Bureau, 2016). A viable community is one
where members can envision meaningful lives based on job opportunities and community assets
and resources (Aarsaether et al., 2004). These communities also have a culture that is appealing
to those both inside and outside of the community (Fullilove, 2013). Resilience and sustainability
are both required and encompass various measures of how prepared a community is to shoulder
future challenges (Magis, 2010; Valentin & Spangenberg, 2000). Many communities seek to
evaluate how assets and resources translate to success in an unpredictable future. One solution is
to develop models with universal usage, which are useful for guiding decisions and leading local
change efforts (Blanke & Walzer, 2013).

In response, researchers developed a Community Viability Indicator (CVI) model (Hogg
et al., 2016) with three overlapping constructs which represent the human components of a viable
community: community sentiment, community vision, and capable leaders. While these
constructs enhance one another, examining each individually can yield distinctions to identify
specific areas to focus community viability efforts. Dependence solely on census data, such as
ledger book measures, to predict a community’s well-being is unreliable and at times detrimental
to communities. A more holistic view of community assets is recommended to revive failing
towns (Mattson, 2017). To do this, perspective needs to shift from merely looking at available
resources to examining how a community can thrive in changing environments from a members’
perspective.

This model provided an avenue for researchers to develop a CVI instrument, which
measures community members’ views on community sentiment, community vision, and capable
leaders. The researchers developed each construct based on literature and theory in community
resiliency and sustainability. Establishing the reliability and validity of the entire instrument and
each construct independently is necessary to build an instrument for universal usage. The
overarching goal of this line of research is to build a reliable and valid instrument to be used by
community leaders and Extension professionals for identifying areas of strength and
vulnerability in the human components of community viability.

Purpose and Objectives



The purpose of this study was to examine the validity and reliability of the CVI
instrument, which the researchers designed to measure members’ perceptions of their community
sentiment, community vision, and capable leaders to indicate overall community viability. This
research aligns with Priority 6: Vibrant, Resilient Communities of the most recent American
Association for Agricultural Education National Research Agenda (Graham et al., 2016) by
creating a measure for examining indicators of human components of community viability within
communities. The objectives of this study were:

1. Determine the validity of the Community Viability Indicator (CVI) instrument.
2. Determine the reliability of the Community Viability Indicator (CVI) instrument.
Theoretical and Conceptual Framework

Researchers grounded the CVI model in diffusion of innovation theory (Rogers, 2003),
sense of community theory (McMillan & Chavis, 1986), and the community capitals framework
(CCF) (Flora & Flora, 2008). Using information collected from the CVI with the diffusion-
innovation process in mind, leaders can identify the most urgent needs in their community, while
accounting for adoption rate of change, based on perceptions of community members (Rogers,
2003). To better understand these perceptions, researchers turned to the sense of community
theory as a frame (McMillan & Chavis, 1986). Sense of community theory consists of the
following constructs: membership, influence, integration, and fulfillment of needs (McMillan &
Chavis, 1986). This theory lends to the CVI because it provides an understanding of how
community members’ feelings toward their community indicate the ability of the community to
become more viable. Another factor indicative of a community’s current and potential viability,
which can influence perception of its members, is availability of assets and resources. Using the
CCEF, researchers identified seven assets, or capitals, in communities to determine how they
impact economic development (Flora & Flora, 2008). All seven capitals are present and
interdependent in all communities, but in varying levels of development.

The conceptual framework uses these capitals and assets as contextual indicators in
communities and provides insight into the development of the CVI model. The model has three
interconnected circles representing human indicators (i.e., capable leaders, community sentiment,
and community vision) surrounded by a larger circle that represents sustainable infrastructure.
The model is based on the concept that as the human indicators grow, they come closer to
interacting with available resources surrounding them (e.g., social, political, environmental, and
economic infrastructure). Focusing on the human-centered part of this framework, we maximize
social contributors which can minimize negative effects caused by a lack of some resources.

For a community to be viable, capable leadership is essential and often predicts the
success or failure of longevity in new initiatives (Beer, 2014). Institutional leaders, grassroots
leaders, and the power elite all play distinct roles as capable leaders, and are the primary groups
associated with decision-making and community action processes (O’Brien et al., 1991). These
types of leaders provide opinion leadership and have a meaningful impact on community
engagement (Keys et al., 2016). Acknowledging and understanding different types of leadership
and their impact provides insight into community sentiment and vision for a sustainable and
resilient future (Keys et al., 2016).



A community’s vision for their future is key to increasing sustainability and providing
capacities for communities and their members to implement and respond positively to change
initiatives (Herbet-Chesire & Higgins, 2004). Examining historical and recent successes and
failures provides insight for vision of the communities’ future. Communities that are consistently
changing and investing within their futures can move toward defined goals and thrive during
hardships and upheavals (Skeratt, 2013). These communities experience continual growth and
are more resilient to unforeseeable challenges. Community vision relies on built infrastructure
and draws upon community sentiment and capable leaders for support for success. Primarily,
community members must invest in a shared vision for the future.

Community sentiment emerges organically from community members’ emotional ties
and personal interactions between one another and the community at large. Community
members, not their leaders, determine the significance of history, culture, values, dynamics, and
resources within a community (Lysgard, 2016). Community sentiment can be observed through
the sense of pride community members have for their locality and their level of engagement and
volunteerism within their community. Community sentiment can be deepened through
participatory efforts that are relevant to the lives of community members (Deweese-Boyd, 2005;
Glenzer et al., 2011). To increase community sentiment, community members must feel there is
a role for them within their community and see value within that role (Blackshaw, 2010).

Instrument Development and Previous Testing

To develop the instrument, a research team created an internal and external model,
construct map, and designed a blueprint for questions using these models and previous literature.
The original model included sustainable infrastructure as a fourth, interwoven component. The
original instrument also included questions pertaining to sustainable infrastructure. A principal
component analysis (PCA) (n = 335) provided evidence of four separate components, but several
items did not align with the component it was designed to represent. The Cronbach’s alpha for
the overall instrument indicated a reliability of .817. The community vision component yielded
an acceptable Cronbach’s alpha (0=.774). However, the reliability of community sentiment
(0=.606) and capable leader (0=.627) dimensions were questionable. Sustainable infrastructure
(0=.558) yielded a poor internal consistency. After reexamining the model and instrument, a
team of researchers determined sustainable infrastructure should be removed from the
instrument. Researchers advise analyzing available resources to assess sustainable infrastructure
rather than collecting community members’ perceptions of their existence and quality.
Additionally, a few items were reworded and/or added based on previous results. This led to the
development of a new model as described above.

Methods

This study sought to determine the reliability and validate the revised CVI instrument,
developed by the researchers to measure community viability, based on perceptions of
community sentiment, community vision, and capable leaders. To accomplish the objectives of
this study, we recruited participants through a Qualtrics online panel and implemented quota
sampling to achieve a general population sample (» = 1,028) of adults with relatively even
distribution across rural, urban, and suburban communities in the United States.



Instrumentation

Based on the CVI model (Hogg et al., 2016) and supporting literature, the researchers
developed a 21-item instrument to measure community vision (6 items), capable leaders (7
items), and community sentiment (8 items). The CVI instrument aims to provide insight on
overall views of community viability, identify areas for community concentration, and aid
leaders and Extension professionals in decision-making related to programming and community
development. Participants self-report their attitudes and perceptions of community viability. The
CVI instrument utilizes a five-point Likert scale which allowed individuals to place their
communities on a range from 1 (strongly disagree) to 5 (strongly agree). The inventory had a
norm-referenced interpretation with a threshold established for determining community viability
based on the construct map. Additionally, the survey included demographic questions for age,
gender, marital status, education level, ethnicity, household income, and community
classification (i.e., rural, urban, suburban). For the purposes of this study, no parameters were
provided for community classification, which allowed participants to respond based on how they
defined their community type.

Data Analysis

The researchers analyzed the data using SPSS (version 24.0; IBM Copr., Armonk, NY).
The researchers employed a principal component analysis (PCA), which is often used to reduce
dimensionality of an instrument and reveal interrelated variables (Jolliffe, 2002) to explore the
construct validity and examine different components of the 21-item CVI instrument. The
researchers specified in SPSS to only report component loadings higher than 0.3 to ensure
reasonable factorability. The Barlett’s test of sphericity was significant (¥*(210) = 13575.92, p
<.001). The Kaiser-Meyer-Olkin (KMO) measure of sampling adequacy was .965, which is
above the recommended value of .6. The researchers utilized varimax and oblimin rotations of
the factor loading matrix to examine solutions for two, three, and four factors. We selected the
solution, which explained 63.04% of the variance, because of the original design of the
instrument and the eigen values on the scree plot (Jolliffe, 2002).

We conducted reliability analyses to determine the Cronbach’s alpha of the overall CVI
instrument and each component based on the rotated component loading results from the PCA.
Based on Cronbach (1951), we determined components with a Cronbach’s alpha >.7 to be
acceptable for usage. The researchers examined the removal of each item’s impact on the
Cronbach’s alpha to determine whether any items should be discarded.

Results
Objective 1: Determine the Validity of the CVI Instrument

We developed the 21-item CVI instrument based on the CVI model ([Authors], 2016)
and supporting literature to measure community vision, capable leaders, and community
sentiment. Theoretically and conceptually, the researchers created items, which intended to
represent the different constructs within the CVI model: community vision, community
sentiment, and capable leaders. The PCA yielded three components, which explained 63.04% of
the variance. We extracted items with loadings greater than .4. We selected the highest rotated



component loading on each respective dimension for determining the component for the six
items, which loaded into more than one component. The factor analysis yielded results somewhat
consistent with the intended instrument design. However, some factors loaded in unintended
constructs. Seven items factored into each of the three components. Table 1 includes all 21 items
and their rotated components sorted by the dimension the researchers created each item to
represent. We determined through a correlation matrix that two items (“my community has a
clear vision for the future” and “community leaders include community members in decision
making”’) were correlated above .7 with multiple other items. Therefore, we chose to remove
those items prior to examining reliability.

Table 1

Rotated Component Loadings based on a PCA for 21 Items on the CVI Instrument
CS Cv CL

Community Sentiment

Volunteering within my community is important. .695

I support local community events and initiatives. 745

I have friends in my community. .661

I belong in my community. 617 444

I know my community’s history. .643

I participate in community events. 742

Everyone is welcome in my community. 702
We celebrate community traditions. S32 484
Community Vision

My community seeks new opportunities. 758

My community has a clear vision for the future. 722

My community has a plan for the future. 679 451
Community led efforts benefit everyone. 444 553

My community learns from our successes and failures. 458

My community is willing to change. 699
Capable Leaders

Our community leaders are friendly and approachable. 745
Community members have the opportunity to serve in leadership. 446 742
Community leaders listen to community members. 589
Community leaders are representative of community members. 555 575
Community leaders work well with each other. 740
Community leaders include community members in decision making. 761
Community leaders respond well to community issues. 746

Note: Underlined headings refer to the dimensions the researchers developed the items for based
upon literature. CV=Community Vision, CS=Community Sentiment, and CL=Capable Leaders.

Objective 2: Determine the Reliability of the CVI Instrument



We conducted reliability analyses to determine Cronbach’s alphas of the revised 19-item
CVI instrument and each component based on the rotated component loading results from the
PCA. The overall CVI instrument yielded a Cronbach’s alpha of .944. Community sentiment
(0=.857) including seven items, community vision (0=.874) encompassing six items, and capable
leaders (0=.892) consisting of six items resulted in good internal consistency. For each individual
component, we determined removing items additional did not have a substantial impact on
internal consistency.

Discussion, Conclusions, and Recommendations

The factor analysis yielded results somewhat consistent with the intended instrument.
However, after removing the two items, we also had to consider reasoning and appropriateness
of the new component some statements loaded in, as compared to their intended construct. The
statements “everyone is welcome in my community” and “my community is willing to change”
loaded into capable leaders. After examination of literature, we determined keeping these items
in their new component would be an appropriate change to the instrument based on the
knowledge that leadership represents the overall feeling of welcomeness and actions associated
with change (Heifetz, 2009). The two items that loaded into community vision rather than the
intended capable leaders component included “our community leaders are friendly and
approachable” and “community members have the opportunity to serve in leadership.” Our
discussion and examination of literature lead to consideration of these two items representing
idyllic vision rather than views of capable leadership (Kouzes & Posner, 2017). For this reason,
we decided to keep both items in the community vision component.

The 19-item CVI instrument yielded promising validity and reliability results. Based on
the results, the CVI instrument could serve as a valuable tool for Extension professionals,
university personnel, and others working in communities. The CVI instrument stands to provide
insight into perceptions of community members on community sentiment, community vision,
and capable leadership. Understanding these perceptions provides leaders with insight on how to
harness and build upon social assets in their community to increase overall viability. The model
identifies opportunities for maximizing human components to overcome challenges with a lack
of available resources. This holistic tool was created for universal usage in different communities
(Blanke & Walzer, 2013). The CVI instrument can help identify needs, assets, and resources by
exposing areas of strength and opportunities based upon human components of community
viability. This is especially valuable when working to harness volunteers and contributors to
community initiatives. This instrument reveals opportunities for community leaders, including
Extension personnel, to consider how they could develop programming to increase leadership
competency, increase sentiment, and work collaboratively on visioning initiatives.

We recommend the CVI instrument be utilized by Extension and community
development professionals to examine the strength of their community’s leaders, sentiment, and
vision to further advance change efforts and predict adoption rates of community members
(Rogers, 2003). This knowledge can be particularly useful in understanding volunteer
perceptions and the likelihood for individuals to contribute. As our next steps, we recommend
testing the CVI instrument with a probability sample in a single community, to achieve a more
representative, context-bound sample (Ary et al., 2018). Examining a single community will aid



in establishing face and criterion validity for the instrument. Community members in the sample
should have the opportunity to provide explanation for their responses to each item. This will
also aid in providing additional insight for face validity. Extension professionals and other
community leaders should be included to provide additional insight on community vision,
community sentiment, and capable leaders and can provide feedback on their perspectives
regarding the usefulness of the tool within their respective communities.
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Introduction, Purpose, and Objectives
Within school-based agricultural education (SBAE), teacher shortages have been documented
since 1917 with the passing of the Smith-Hughes Act (Eck & Edwards, 2019), and shortages
demand an understanding of SBAE teachers’ professional development needs. For more than 30
years, research has demonstrated that SBAE teachers’ professional development needs include
FFA program management, developing public relations, supervised agricultural experience
(SAE) development/supervision, computer technology, and managing student behavior
(DiBenedetto et al., 2018). More recent research within the agricultural education profession has
broadened the focus on professional development needs to include work-life balance, job
satisfaction, and program needs — in response to the teachers’ effort as well as mental, physical,
and emotional stress that comes from managing a successful program (DiBenedetto et al., 2018;
Doss et al., 2022; Phipps et al., 2008; Shoulders et al., 2021).

Both historical and current research efforts have an overlap of themes between SBAE teachers’
needs and job satisfaction factors. Furthermore, historical and current research provides
recommendations to develop teacher preparation and professional development to address these
reoccurring issues (DiBenedetto et al., 2018; Doss et al., 2022). Addressing needs and improving
job satisfaction are elusive tasks because a “one size fits all” approach to career-specific human
capital development is ineffective to meet the needs of all SBAE teachers (Klassen & Chiu,
2010). The discernment of current SBAE teachers’ needs is paramount due to their exacerbated
workload and stress caused by the Covid-19 pandemics' convoluted and constantly changing
policies (DiBenedetto et al., 2018; OECD, 2021; Phipps et al., 2008; Shoulders et al., 2021). This
amplified social, emotional, and mental stress and anxiety has led to the overburdening of SBAE
teachers' abilities to cope with stressors, indicating the need for research to understand SBAE
teachers’ current needs (OECD, 2021; Shoulders et al., 2021). Therefore, identifying SBAE
teachers’ needs is essential to provide support and resources for stress mitigation and offset the
ongoing teacher attrition. The purpose of this study was to identify the current needs of SBAE
teachers in Florida, Georgia, and South Carolina, and the overarching research objective was to
explore the self-perceived needs of in-service SBAE teachers in the three-state region.

Theoretical/Conceptual Framework
To better understand the essence of current SBAE teachers lived experiences, an adaption of
Maslow’s Hierarchy of Needs (Maslow, 1943) was utilized to demonstrate the relationship
between the roles, responsibilities, and human needs of SBAE teachers by combining the Three-
Component Model for Agricultural Education (FFA, n.d.), Maslow’s Hierarchy for Teachers
(Fisher & Royster, 2016), and The Effective Teaching Model for SBAE Teachers (Eck et al.,
2019), (see figure 1). This model serves as a conceptual depiction of the needs of SBAE
teachers, undergirded by the three identified theories/models.



Figure 1
Conceptual Model of Support for School-Based Agricultural Education Teachers
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Methods
To address the research questions, a qualitative hermeneutic phenomenological approach was
developed to gain the essence of the lived experiences of SBAE teachers. For the purpose of this
study, a census population of in-service SBAE teachers (N = 1,205) in three southeastern states
(i.e., Florida, Georgia, and South Carolina) were invited to participate (Creswell & Poth, 2018;
Privitera, 2020). A complete email frame developed the study population, utilizing existing
frames and state listservs. An initial personalized email and three contact points were used to
invite SBAE teachers (N = 1,205) to participate in the interview process and share their
experiences (Dillman et al., 2014). All SBAE teachers in Florida, Georgia, and South Carolina
(N=1205) had an equal opportunity to participate (van Manen, 2014). Interviews were scheduled
until saturation of themes were reached, which was achieved in 15 interviews (Creswell & Poth,
2018; Saldana, 2021). Zoom was utilized to facilitate interviews with SBAE teachers in Florida,
Georgia, and South Carolina between November 1% and December 15" of 2021.

Participants represented a range of personal and professional characteristics, including gender,
years of teaching experience, and teaching site situations in middle school, high school, career
center, and exceptional center locations. All participants were involved in the phenomena of
teaching SBAE (van Manen, 2014). Of the 15 SBAE teacher participants, four were male, nine
taught middle school, and six of the participants taught in different high school situations.
Additionally, an even divide of five early career, five mid-career, and five late-career SBAE



teachers participated in the interview process. While this population doesn’t align with the
current national SBAE teacher demographics with an increased percentage of female and middle
school SBAE teachers, it does represent the Florida, Georgia, and South Carolina demographics.

To understand the phenomenon of teaching SBAE in the twenty-first century and the depth of
program needs as we move to a post-pandemic educational frame, an interview protocol was
intentionally designed to understand the struggles, successes, modifications, and motivations of
SBAE teachers in relation to their needs and how they balance their SBAE program. While the
interview protocol was limited to nine questions, interview length ranged from 38 minutes to
three hours, with an average length of an hour and thirty minutes. Interview length is attributed
to the interviewer’s ability to build rapport through the interview process because of their SBAE
teaching experiences. The ability to develop rapport allowed participants to feel safe and
acknowledged as they shared their experiences and the essence of the phenomenon (van Manen,
2014), as the interviewer served as an SBAE teacher in Florida for the past nine years.

Open coding was utilized in Round One to allow the emergence of codes from lived experiences
to develop the essence or meaning of the phenomenon from the qualitative interview transcripts,
Zoom audio recordings, and interviewer notes (Creswell & Poth, 2018). To ensure creditability,
research team member checks were conducted to reduce interviewer bias during the coding
process (Creswell & Poth, 2018). Data were triangulated utilizing Zoom video recordings, audio
transcripts, and interviewer notes (Creswell & Poth, 2018; Privitera, 2020; Saldana, 2021). To
ensure the trustworthiness and consistency of the study, rigorous procedures were upheld to
maintain credibility, transferability, dependability, and confirmability (Privitera, 2020; Saldana,
2021). To ensure the potential for the data collected to remain transferable, the research team: a)
described participants and the setting in which interviews were conducted, b) explained the
process for contacting and interacting with participants, and c) represented a diverse population
of perspectives related to the phenomenon being studied.

Findings
Four overarching themes emerged during the coding process: (1) Health and Wellness of SBAE
Teachers, Students, and Communities; (2) Support Structures for SBAE Teachers; (3) Student
Human Capital Development; and (4) Resources for SBAE Teacher Success. The first theme,
Health and Wellness of SBAE teachers, students, and communities, focused on factors that
impacted an individual’s and communities’ quality of life as influenced by health, social-
emotional wellness, and stress factors. Teachers overarchingly felt this year had been the
toughest yet, demonstrated by participants’ responses: “By far my hardest year in the
classroom,” and “I do think I am just emotionally fatigued from the past couple of years.” An
early-career teacher who started teaching at the height of the pandemic stated: “I was very
intentionally focused and build a name for my program without having to do all the real stuff.”
Early-career teachers reported being overwhelmed with the amount of work required to manage
a complete SBAE program, whereas established teachers expressed anxiety and emotional stress
from not being able to support students and manage the program. Despite these challenges,
participants discussed their drive to provide students opportunities. A representative comment
was: “So now their FFA experience is not as good and that weighs heavy on my heart.” While
another elaborates: “trying to be a safe place, but also making sure they’re [SBAE students]



engaged, that’s been hard.” This internal conflict between teachers' well-being and their heart for
their programs is rooted deeply in the desire to provide opportunities, build relationships, and
develop students’ potential.

The theme Support for SBAE teachers depicted the need for support to function within the
classroom and be successful in FFA and SAE. Although schools typically have support
structures (i.e., administration, guidance counselors, resources officers, and social workers) in
place, SBAE teachers reported that these “departments” always seem to be unavailable. One
representative comment was: “...they [those in teacher support roles] are just as overwhelmed as
we are” and “our school is understaffed, and district policies keep changing.” Some participants
had many support departments offered, such as “...guidance department, social worker, [and]
psychiatrist.” Yet, others shared a lack of support from guidance counselors. Teachers fell into
one of two camps related to support, those who felt supported and respected and those who felt
underappreciated with a lack of support. Unfortunately, the majority of teachers felt a lack of
appreciation and support, as some explained they were not receiving the same support as core
courses: “the training and resources that academics are constantly getting... could be used in our
classroom.” Others expressed similar sentiments of “...we’re not recognized”, “we’re kind of
stuck” and “as electives, we are thrown to the wolves.” Participants working in these under-
supported schools continue to feel overwhelmed and disrespected.

SBAE Teachers’ primary role is to develop human capital within their students through
classroom/laboratory instruction, FFA, and SAE. This development takes place in all three
components, not just within the FFA component, but participants found the lack of
extracurricular opportunities and changing pandemic policies challenging to engage and motivate
students in meaningful skill development. Participants felt the need to refocus their programs to
meet students’ current needs. Participants reflected on the State FFA Association’s support, and
participants shared mixed reviews. Representative comments included:
e “Tome, as far as a setback, I believe, so firmly in the value of FFA and leadership and I
think we have lost so much of that.”
e “My time with them needs to be more hands-on.”
¢ “FFA has not gone back to what it was before Covid. My kids are good test takers but
that’s not the point of FFA.”
e “Getting students to buy in ...that social aspect, that’s so important, that’s one of the
biggest parts of FFA. It’s hard to build leadership when you’re on a screen.”

SBAE teacher participants reported a consistent need for resources (i.e., curriculum, content,
frameworks, and project outlines) as well as the reoccurring “need for training/ support” on how
to use and implement technology. When late-career teachers discussed trying to flip curriculum
to work in different modalities they reported: “It got overwhelming really quick.” Participants
expressed a need for more training, preparation time, and user-friendly resources to flip
instruction. “Yeah, we learned some lessons on making quality digitally delivered instruction.”
Additionally, teachers asked for content specific to Agriculture, Food, and Natural Resource
(AFNR) pathway standards and training to better meet students’ social-emotional needs. “I see
growth in myself, embracing change and updating lesson plans. If I’'m bored, they’re bored, so I
am switching it up to find new things and new resources.” Participants explained that having



premade content like ICEV was helpful but they “didn’t rely on it as much as others but
prepackage deals don’t fully meet mine or my students’ needs.”

Conclusions and Recommendations
SBAE teachers have basic mental, physical, and emotional wellness needs that impact their
program and work-life balance. Stress and anxiety were found to be major factors complicating
SBAE teachers’ ability to cope with stress which aligns with previous research from Doss et al.
(2021) and Shoulders et al. (2021). This could be attributed to career phases but may indicate
that teachers who started during the pandemic need additional support to continue within the
profession (Traini et al., 2020). The high expectations SBAE teachers have for themselves and
their programs are a result of their desires to serve and heart for their students and communities,
especially by providing student opportunities. Cultivating relationships with students, developing
student human capital, and providing mentorship are aspects that SBAE teachers take pride in
and identify as important, consistent with teachers' need for associations within the profession,
school, community, and student mentorship, as outlined by Fisher & Royster (2016).

This suggests that SBAE teachers need support at a basic human level to promote individual
wellness, as supported by Maslow’s hierarchy of teachers (Fisher & Royster, 2016), basic human
needs must be met before individuals can ascend to higher levels. When these essential needs are
not addressed, SBAE teachers often feel stuck, exhausted, and overwhelmed by the stress,
leading them to find balance, support, and purpose outside of the profession (Sorrenson et al.,
2016), which was echoed throughout the interviews. These needs were not limited to health and
wellness but were ever-present within school-based structures. While SBAE teachers agreed that
schools offered many departments of support, they were still found to lack the human resources
to provide relief for teachers, which is evident in their inability to get students to support staff in
times of crisis. This leads teachers to question if they are doing enough to support students’
social/emotional needs, becoming the first line of social/emotional support for students. As a
byproduct, SBAE teachers do not feel safe and lack confidence in what was once a secure,
protected, and valued profession (Fisher & Royster, 2016). Perhaps if we addressed SBAE
teachers’ support needs they would not struggle with stressors, allowing them to feel valued and
respected helping to develop essential career-specific human capital (Eck et al., 2019; Fisher &
Royster, 2016). Without the development of teachers’ basic subsistent and security needs
through career-specific human capital development, they are limited, thus effectively creating a
struggle to develop students’ human capital through the three-competent model for SBAE
(Thornton et al., 2020).

SBAE teachers possess a tool to restore motivation and meet social/emotional needs, which is
building relationships and rapport with students (Doss et al., 2022; King et al., 2013; Terry &
Briers, 2010). These relationships are forged by providing students opportunities, but
development requires support, facilitation of opportunities, social interaction, and engagement of
students’ interests (FFA, n.d.; Terry & Briers, 2010). Sadly, many participants found these
opportunities to be limited, leaving State and National FFA Associations trying to determine best
practices to support teachers and provide opportunities for all students.

SBAE teachers who had a vision, plan, direction, or goals had the motivation and the growth
mindset to keep improving even at the height of the pandemic, whereas teachers who did not



have a vision found themselves overwhelmed and struggling to keep students engaged.
Historically, SAE programs have been an area in which teachers needed support (King et al.,
2013), often being seen as additional paperwork and stress for the SBAE teacher (Doss et al.,
2022). Unique to this study, SAE was an aspect in which implementation was found to be a
success or failure depending on teachers' plan and ability to adapt the practice to different
learning modalities. Teachers who had a plan for SAE expressed great success and reported an
increase in engagement and motivation, allowing students to become excited about learning
again, as opposed to those without a plan whose students have shifted their priorities and
interests away from the SBAE program. Practical recommendations include providing clear
structures, and plans for implementation, reflection, and program management to support SBAE
teachers' current and future practice.

Teachers varied within the levels of Maslow’s Hierarchy for Teachers (Fisher & Royster, 2016),
especially when considering the individual components of the three-component model for SBAE.
Perhaps the three-component model becomes unbalanced across programs due to the level of
support and SBAE teacher human capital related to each component, as teachers cannot develop
the human capital in students that they themselves do not possess. Could it be that the needs
identified justify an SBAE support model that is human-focused? Perhaps the conceptual model
should be used as a proactive approach to teacher support, success, and well-being. It is
recommended that leaders in the profession help teachers establish healthy boundaries to
maintain work-life balance and reduce stress and anxiety. Therefore, it will take someone who
understands the distinct needs and desires of a SBAE to affect teachers’ work-life balance. Self-
care talk alone will continue to not address the root of the issue as teachers search for balance
and coping strategies. Perhaps SBAE at large should redefine what healthy relationships between
work and personal life entail. To address these needs, state and district level support should
develop professional learning networks to meet teachers' social needs while providing safe and
accessible space for discussing career-specific concerns. Additionally, teacher preparation
faculty should provide early career and preservice teachers with essential skills and coping
strategies to navigate and establish healthy career boundaries, focusing on awareness of the
stressors that exist within the profession. Continued curriculum, teaching methods, and
technology training should be considered for mid to late career SBAE teachers to meet their in-
service needs.

Recommendations for research include the validation of the Conceptual Model for SBAE
Teacher Support to see if it could be an effective lens for meeting and supporting the human
development needs of teachers. This study should be replicated in other regions to determine if
the individual needs of SBAE teachers are similar nationwide. Further research is needed to
understand the impact of these needs and how they impact an individual's ability to achieve self-
actualization. Research should explore the perspectives of SBAE supporters to evaluate if the
needs identified in this study are visible and if the supports are in place to fill the gaps identified.
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Curricular Needs of Oklahoma School-Based Agricultural Education Teachers
Introduction, Purpose, and Objectives

Since the foundation of school-based agricultural education (SBAE), teachers have developed
curricula to meet the needs of their students and communities (Phipps et al., 2008). Curriculum is
a plan of study with outlined experiences and activities offered by an educational program that is
grounded in the philosophy of preparing individuals for future success by developing their
knowledge, ability, and skills through hands-on learning (Phipps et al., 2008). SBAE serves as
career and technical education (CTE) for the agricultural industry, leaving the SBAE teacher to
develop a curriculum plan that meets the needs of all (Phipps et al., 2008).

Effective SBAE teachers utilize rigorous standards to support and align the complete SBAE
program (i.e., classroom/laboratory instruction, FFA, and SAE) with the goal of developing the
whole student for their future success (Swafford, 2018), which is represented by the preparation
and utilization of sound practices within the complete SBAE program (Eck et al., 2021).
Additionally, aligning with current agricultural trends, the integration of applied science,
technology, engineering, and math (STEM) is essential (NRC, 2014; Stripling & Ricketts, 2016).
Therefore, the Agriculture, Food, and Natural Resource (AFNR) standards are nationally aligned
with eight career pathways to support SBAE teachers as they frame curriculum to meet program
specific needs (The Council, 2015). To further support the rigor and relevance of a complete
SBAE program, the AFNR standards have been cross walked with Common Career and
Technical Core, Next Generation Science, Common Core Mathematics, and Common Core
English Language Arts standards, ensuring that regardless of the pathways chosen, students are
prepared to for the 21st century workforce (Baker et al., 2012, Judson et al., 2020).

Curriculum resources range in cost, standard alignment, access, and utility for SBAE teachers.
The Oklahoma Department of Career and Technology Education (2015) has previously
supported the development of state-specific curriculum for seven SBAE pathways, including
Animal Systems; Biotechnology Systems; Environmental Systems; Food Production and
Processing; Natural Resources; Plant Systems; and Power, Structural and Technical Systems
utilizing the AFNR standards to ensure access to competency-based, industry-aligned
instructional materials. With changes to available funding for CTE in Oklahoma, these resources
are no longer being updated, leaving SBAE teachers looking for resources to fill the gap and



support their needs (Oklahoma Career Tech, 2022). Further exacerbating the situation is the need
to provide curriculum congruence and community connectivity (Moser & McKim, 2021).

Therefore, understanding the curriculum needs of teachers is critical, as “researchers and
policymakers agree that providing all K-12 students a quality education depends largely upon
our capacity to staff schools with highly effective teachers” (Ronfeldt, 2012, p. 3). Williams et
al. (2018) identified high quality teachers as those who can engage students using relevant
curriculum that assesses student learning through measurable outcomes. Furthermore, Darling-
Hammond (2003) linked teachers leaving the profession early to not having adequate preparation
related to content and curriculum. Leading to the Oklahoma Department of Career and
Technology Education and Oklahoma State University working to determine the next steps for
providing relevant curricular resources to SBAE teachers across the state. Specifically, the
implementation of Curriculum for Agricultural Science Education (CASE) was being
considered. Therefore, this study aimed to determine the curricular needs of SBAE teachers in
Oklahoma, guided by three research questions:

1. Determine the current SBAE courses offered across Oklahoma,

2. Identify the curriculum resources being implemented by Oklahoma SBAE teachers, and

3. Establish the level of interest in CASE curricular resources and professional development

opportunities by SBAE teachers in Oklahoma.
Theoretical/Conceptual Framework
This study was undergirded with human capital theory, as human capital evaluates the education,
skills, experience, and training (Schultz, 1961; Smith, 2010; Smylie, 1996) an individual invests
essential to their career (Becker, 1964). Specifically, within this study, the essential human
capital for SBAE teachers in Oklahoma to effectively prepare students for college and career
readiness using relevant curriculum was evaluated. The specific human capital includes
curriculum and professional development focused on advancing students agricultural and STEM
literacy. The current human capital identifies the deliberate investment SBAE teachers' have
made in their professional development (Schultz, 1971) to better prepare students. Desired
human capital relevant to curriculum integration supports the notion that SBAE teachers work
continually to improve themselves through professional development opportunities, helping to
offset teacher burnout (Roberts & Dyer, 2004). The specific human capital needed by SBAE
teachers varies (Lepak & Snell, 1999) based on personal and professional characteristics,
ultimately impacting their teaching effectiveness (Eck et al., 2021).
The conceptual model developed by Eck et al. (2020) was adapted for this study to include
additional factors related to STEM curriculum integration, as Davis and Jayarante (2015) found
teachers needed support for math, reading, and writing in agricultural curriculum, along with
higher-order and critical thinking skills. Together, the human capital theory and the conceptual
model of effective teaching for SBAE teachers (Eck et al., 2020) provides a lens to evaluate the
current and needed curriculum of SBAE teachers in Oklahoma, as the factors are embedded
within the human capital (i.e., education, skills, experiences, and trainings) SBAE teachers have
developed to be effective in their career. This inquiry becomes more pertinent as teachers are
questioning their preparedness following the pandemic (Bushweller, 2020; Daniel, 2020).
Methods

SBAE teachers in Oklahoma who attended one of five area Chapter Officer Leadership Training
(COLT) conferences hosted by the Oklahoma FFA Association (n = 372) served as the
accessible population (Privitera, 2020) for this study. SBAE teachers attending the COLT



conferences were asked to scan a QR code to complete the survey questionnaire, of which, 153
teachers completed the questionnaire, resulting in a 41% response rate. The response rate
generated by this study is statistically in line with other response rates from online or digital
survey questionnaires (Wu et al., 2022). Table 1 outlines the personal and professional
characteristics of the Oklahoma SBAE teachers who participated in this study. Teacher career
stages were identified as Early-Career (1 to 6 years), Mid-Career (7 to 15 years), and Late-Career
(16+ years) following the recommendations of Smalley and Smith (2017). The number of
students representing a program were categorized based upon the necessary requirements for
schools to apply for addition agricultural education teacher(s) (i.e., 1 to 79 indicates one
agricultural education teacher needed, 80 to 159 would indicate the need for an additional
agricultural education teacher within the program) according to Oklahoma Career Tech (2022).
Table 1

Personal and Professional Characteristics of SBAE Teachers in Oklahoma (n = 153)

Characteristic f %
Gender Male 81 52.9
Female 47 30.8
Prefer to not respond 25 16.3
Pathway to Certification Traditional 115 75.2
Alternative 12 7.8

Emergency 2 1.3
Prefer to not respond 24 15.7
Career Stage Early-Career 60 39.2
Mid-Career 30 19.6
Late-Career 38 24.9
Prefer to not respond 25 16.3
Number of SBAE Teachers 1 83 54.2
in Program 2 44 28.8
3 19 12.4

4 0 0.0

5 2 1.3

Prefer to not respond 5 33
Number of Students in 1to79 63 41.2
SBAE Program 80 to 159 64 41.8
160 to 239 11 7.2

240 or more 10 6.5

Prefer to not respond 5 33

CASE Certification Yes 8 52
No 145 94.8

The questionnaire was comprised of four sections aimed at determining current program
offerings and needs related to curriculum resources and training, including program



demographics, CASE integration, curriculum needs, and personal and professional
characteristics. The survey questionnaire was developed following the recommendations of
Dillman et al. (2014), including optimization for mobile devices and evaluation of face and
content validity by a panel of experts with over 50 years of experience in secondary and post-
secondary agricultural education. Response rate is often considered a threat to the validity of
research (Dillman et al., 2014). Therefore, the researchers compared the demographics of the
participants to those who chose not to participate (non-respondents) based on the
recommendations of Lindner et al. (2014), as the multiple time and place sampling method of the
same general population (Ary et al., 2002) limited the ability to compare early to late
respondents. The comparison based on personal and professional demographics were found to be
similar, demonstrating a representative sample of SBAE teachers in Oklahoma.
SPSS Version 27 was utilized to analyze the data collected from the survey questionnaires.
Specifically, data analysis was implemented to identify frequencies, percentages, and
distributions in conjunction with test for homogeneity of variances. The data were found to be
abnormally distributed and did not have homogeneity of variance which was attributed to larger
sample sizes of independent groups within each identified variable. To align with the purpose of
this study, neither one-way ANOV As nor independent sample #-tests were conducted.

Findings
The first research question aimed to determine the current courses being offered in SBAE
programs across Oklahoma. The 153 SBAE teachers participating in this study reported teaching
nine primary courses (i.e., Introduction to AFNR, Ag Mechanics, Ag Explorations, Animal
Science, Ag Communications, Introduction to Horticulture, Ag Principles and Applications,
Natural Resources, and Plant Science). Table 2 provides the frequency and percentage of
programs offering each of the identified courses, with Introduction to Agriculture, Food, &
Natural Resources being the most common course offered and Other being the least. The Other
course category referred to local program specific courses such as meat processing, agricultural
leadership, seventh grade ag, or wildlife management.

Table 2

Current Number of SBAE Programs Olffering Specific Courses in Oklahoma (n = 153)
Course f %
Introduction to Agriculture, Food, & Natural 141 92.2
Resources
Agricultural Mechanics 133 86.9
Agricultural Explorations 128 83.7
Animal Science 103 67.3
Agricultural Communications 95 92.2
Introduction to Horticulture 82 53.6
Agricultural Principles and Applications 52 34.0
Natural Resources 49 32.0
Plant Science 34 22.2
Other 29 19.0

Note. Participants could select multiple options related to courses being offered.

The second research question investigated the curriculum resources being utilized by SBAE
teachers in Oklahoma. The most common curriculum resource used by SBAE teachers in
Oklahoma were Curriculum and Instructional Material Center (CIMC) followed by iCEV, with
the least common being ATP and G-W Publishing textbooks (See Table 3).



Table 3
Curriculum Resources Used by SBAE Teachers in Oklahoma (n = 153)

Resource f %

Curriculum and Instructional Material Center 129 84.3
(CIMC)

iCEV Multimedia 90 58.8
One Less Thing 15 9.8
AgEdNet 12 7.8
Other 11 7.2
Ag Ed Toolbox 10 6.5
Delmar/Cengage Textbooks 8 5.2
CASE 6 3.9
ATP Textbooks 2 1.3

G-W Publishing Textbooks 1 .65

Note. Participants could select multiple options related to curriculum resources being used.

The third research question investigated the level of interest SBAE teachers in Oklahoma had
related to CASE curricular resources and professional development opportunities. Eighty-nine
percent (n = 136) of the SBAE teacher participants reported a level of interest (i.e., possibly
interested or interested) in CASE curriculum and professional development, based on a three-
point scale (i.e., interested, possibly interested, or not interested). Those that were not interested
were not prompted to answer the questions associated with specific interests. Participants were
interested in a variety of courses offered by CASE, with the greatest interest being Principles of
Agricultural Science — Animal, followed by Introduction to Agriculture, Food, and Natural
Resources. While the least desired programs were Agricultural Research and Development and
Technical Applications in Agriculture. Table 4 provides the frequency and percentage of each
CASE curriculum to indicate the number of teachers interested in each of the opportunities.
Table 4

CASE Curriculum Interest from SBAE Teachers in Oklahoma (n = 136)

Curriculum f %

Principles of Agricultural Science — Animal 98 72.0
Introduction to Agriculture, Food, and Natural 85 62.5
Resources

Agricultural Power and Technology 68 50.0
Principles of Agricultural Science — Plant 59 43.4
AgXplore Middle School 34 25.0
Mechanical Systems in Agriculture 33 24.3
Agricultural Business Foundations 33 243
Animal and Plant Biotechnology 28 20.6
Agricultural Research and Development 18 13.2
Technical Applications in Agriculture 13 9.6

Note. Participants could select multiple options related to CASE Curriculum interest.
Conclusions and Recommendations

The most common SBAE courses being offered in Oklahoma were introductory courses for

eighth and ninth graders (i.e., Introduction to Agriculture, Food, & Natural Resources and

Agricultural Explorations [92.2%]) along with Agricultural Mechanics (86.9%) and Animal

Science (67.3%). These primary pathways align with the primary industries in Oklahoma



(Oklahoma Commerce, 2022), and further support the need for SBAE teachers to have
curriculum congruence and community connectivity (Moser & McKim, 2021). Curriculum
congruence (Moser & McKim, 2021) further aligns with human capital theory, as SBAE
teachers’ specific education, skills, experience, and training (Schultz, 1961; Smith, 2010; Smylie,
1996) align with their deliberate investment in preparing their students (Schultz, 1971).
Over 84% of participants reported utilizing CIMC as a curriculum resource, aligning with the
statewide adoption of the curriculum material and resources since 1967 as part of the Oklahoma
Department of Career and Technology Education (2015). Unfortunately, these resources remain
available but have not been updated since 2016, when the Oklahoma Career Tech (2022) moved
away from curriculum development. Oklahoma Career Tech (2022) now offers AgEdNet, iCEV
Multimedia, Ag Ed Toolbox, and One Less Thing as potential curriculum resources on their
SBAE teacher website, which supports each of those showing up as curriculum resources
currently being used by teachers in Oklahoma.
Regardless of the current resources being utilized, the overwhelming interest (89%) from SBAE
teachers in Oklahoma was to participate in CASE professional development. Perhaps this is an
indicator of a lack of satisfaction with current resources, that are perhaps outdated, costly, or not
sufficiently preparing students for the 21st century workforce (Baker et al., 2012; Judson et al.,
2020). The specific interest in CASE offerings aligns with courses being taught across
Oklahoma, as animal science, introductory curriculum, and agricultural mechanics are the most
desired trainings. This professional development interest of SBAE teachers to deliberately invest
in their career specific human capital (Schultz, 1971) will ultimately position them to better serve
their students; as high-quality teachers engage students using relevant curriculum that assesses
student learning through measurable outcomes (Williams et al., 2018).
Based on the findings of this study, it is recommended that SBAE teacher preparation programs
consider the current curriculum resources available to teachers in their respective states.
Although there is not a one size fits all curriculum, teacher preparation programs hold a vested
interest in the development and retention of effective SBAE teachers, therefore it is pivotal to
consider curriculum and associated needs. Oklahoma should explore the potential of hosting
multiple CASE institutes in the coming years to help support current and future teachers,
specifically with regards to Animal Science, Introduction to Agriculture, Food, and Natural
Resources, and Agricultural Mechanics. Considering future research, this study should be
replicated across the country to determine current state specific curriculum integration and
teacher needs. Additionally, a longitudinal study should be conducted in Oklahoma to evaluate
the impact of CASE professional development related to courses being taught, curriculum being
integrated, student impact and areas of interest regarding professional development and
curriculum for SBAE teachers.
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Introduction, Purpose, and Objectives
School-based agricultural education (SBAE) teachers are tasked with varied responsibilities in
and out of the classroom, all while attempting to establish work-life balance (Terry & Briers,
2010). Doss et al. (2022) found that relationships built with students positively impacted
teachers' intention to stay within the profession, as relationships positively impact the lives of
students within their programs (Terry & Briers, 2010). SBAE teachers focus on managing a
complete and balanced program, which adds to the list of responsibilities to create meaningful
learning opportunities for student growth and development (Terry & Briers, 2010).
Unfortunately, SBAE teachers still have gaps in their abilities, complicating the work-life
balance and stress that teachers face as they navigate the purposeful professional development
needed to further their human capital development (Eck et al., 2019; Shoulders et al., 2021). A
historical review spanning three decades of SBAE teacher needs assessments depicts that several
needs are recurring, including general administrative tasks, public relations for the program,
managing student behaviors, computer technology, FFA program management, and supervised
agricultural experience (SAE) development and supervision (DiBenedetto et al., 2018).

While work-life balance and teacher stress have been heavily researched in recent decades,
solutions for SBAE teacher needs and satisfaction have not been fully realized (DiBenedetto et
al., 2018; Doss et al., 2022). Therefore, identifying teachers' needs on a human level is essential
to further support SBAE teachers and potentially offset the ongoing teacher attrition concerns
(Eck & Edwards, 2019). This task is elusive because a “one size fits all” approach to professional
learning through training, workshops, or in-service will be ineffective to meet the needs of all
SBAE teachers (Klassen & Chiu, 2010). King et al. (2013) recommended that the continuation of
teacher need research should be utilized to guide the skill development and individual needs of
SBAE teachers through professional development designed by the department of education
(DOE), state and regional FFA staff, and SBAE teacher educators. Each of these expert SBAE
teacher supporters serve in different aspects of the complete SBAE program. Therefore, the
SBAE supporters’ perceptions are instrumental in identifying needs and support gaps —
recognizing that each may be limited by the phenomenon witnessed within their roles. Thus, two
research questions guided this study to determine the perceived needs of SBAE teachers in
Florida, Georgia, and South Carolina: (1) What are the needs of in-service SBAE teachers as
perceived by expert SBAE teacher supporters? (2) What are the current support structures
available to in-service SBAE teachers according to expert SBAE teacher supporters?

Theoretical/ Conceptual Framework
To evaluate the perceived needs of SBAE teachers, Maslow’s Hierarchy of Needs from the
Theory of Human Motivation (1943) was operationalized. Specifically, Maslow’s hierarchy for
teacher needs (Fisher & Royster, 2016) was overlayed on the Three-Component Model of
Agricultural Education (FFA, n.d.), which develops human capital in students through



participation within SBAE programs by providing career experiences, leadership development,
and student-centered learning in agricultural content (Eck et al., 2019; FFA, 2022; Smylie,
1996). To illustrate the connections between Maslow’s Hierarchy for Teachers (Fisher &
Royster, 2016), the Three-Component Model for Agricultural Education (FFA, 2022), and The
Effective Teaching Model for SBAE Teachers (Eck et al., 2019), a conceptual model was
established (see Figure 1) to serve as a frame to assess SBAE teacher’s needs.

Figure 1

Conceptual Model of Support for School-Based Agricultural Education Teachers

SELF-ACTUALIZATION Methods
To address the two research questions, a non-

experimental Delphi design was utilized. For the
purpose of this study, a census population of

RESPECT .
expert SBAE teacher supporters (N=71) in three
southeastern states (specifically, Florida,
Georgia, and South Carolina) were invited to
ASSOCIATION

participate (Privitera, 2020). An initial
personalized email followed by three contact
points were used to invite experts to participate
SECURITY in all three rounds of the Delphi (Dillman et al.,

2014). The Delphi method (Dalkey et al., 1972)

was implemented to determine the needs of in-
sussstence  S€rvice SBAE teachers and identify the current
support structures available as perceived by
expert SBAE teacher supporters. The panel of
experts included post-secondary agricultural
education faculty, state and regional FFA support staff (i.e., recruitment and retention specialists,
agricultural education curriculum specialists), state and district CTE supervisors, and state
Department of Education (DOE) representatives for agricultural education. Since their
professional roles revolve around the preparation and support of SBAE teachers, they were
deemed to be experts on the subject, which is essential to ensure the success of the Delphi
approach (Dalkey, 1969).

Instruction

A Delphi that has more than 13 respondents per round has a reliability of .80, making it essential
to reduce the expert panelist attrition rate to maintain research integrity (Dalkey, 1969). Qualtrics
was utilized for survey instrument delivery and data collection for all three rounds, and the
instruments were developed to be accessible for computer or mobile devices per the
recommendations of Dillman et al. (2014). Round One consisted of two open-ended questions
being distributed to the expert panel: (a)What do you perceive the current needs of school-based
agricultural education teachers to be considering their role within a complete program (i.e.,
Classroom/Laboratory Instruction, FFA Advisement, and SAE Supervision)?, and (b) What
support systems are currently in place to help meet those identified needs? The goal of Round
One was to gain the perspective of the expert SBAE supports on SBAE teacher needs and



supports. The identified needs were analyzed utilizing the constant comparative method
(Creswell & Poth, 2018) and redistributed to the panelists in Round Two. This method allowed
the researcher to use the panelists’ voices from the open-ended responses to develop a list of
items for Round Two. Items distributed in Round Two were ranked on a 4-point Likert-type
scale of agreement: strongly disagree (1), disagree (2), agree (3), or strongly agree (4). The
research team established an a priori consensus rating, including a mean score of 3.0 or higher
and 100% agreement by the panel of experts to meet consensus in Round Two. Items not
meeting consensus in Round Two were redistributed in Round Three, which sought to achieve
consensus for any remaining items, utilizing a dichotomous scale of agreement (i.e., Agree or
Disagree), with consensus considered at an 85% agreement level. Additionally, experts were
asked to provide rationale or clarifications for any items that they did not agree with (Hsu &
Sanford, 2007) in Round Three. Any items not reaching the 85% level of agreement were
removed from the final list of items (Custer et al., 1999).

Findings
Regarding the perceived needs of SBAE teachers, Round One resulted in 80 statements, from 13
experts, varying from single words, such as “Respect” or “Support” to detailed statements
including “Training on FFA integration within a complete program,” “Skills and techniques for
working with students with special needs,” or “Relevant evaluations that reflect their complete
program.” The 80 statements were evaluated by the research team using the constant
comparative method (Creswell & Poth, 2018), condensing statements that were deemed to have
the same meaning as another, resulting in 44 statements.
Those 44 statements were sent out in Round Two to the expert panel who rated each item on a
four-point scale of agreement. For a statement to achieve consensus in Round Two, an a priori
mean rating of 3.0 or higher, with 100% agreement amongst the experts was implemented. Mean
scores ranged from 3.9 (purposeful professional development) to 2.8 (assistance/resources for
training FFA teams), Table 1 outlines the results of Round Two, identifying the mean, standard
deviation, and percentage of agreement for each item.

Table 1

Round Two: Level of Agreement for Perceptions of SBAE Teacher Needs (n = 13)

Identified Need M SD %
Agreement”

Purposeful professional development 3.90 32 100
SAE Support 3.80 42 100
Support for teacher mental health 3.80 42 100
Access to essential resources 3.80 42 100
Community support 3.80 42 100
Parent support 3.80 42 100
Support from local school administration 3.80 42 100
Classroom/Laboratory Support 3.70 48 100
FFA Support 3.70 48 100

Emotional health support 3.70 48 100




Their planning period (i.e., not being required to
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Resources to help students overcome various levels of 2.90 32 923
public speaking anxiety

Assistance/resource to develop FFA officer teams 2.90 74 76.9

Assistance/resources for training FFA teams 2.80 .63 76.9

Note. 1 = Strongly Disagree, 2 = Disagree, 3 = Agree, 4 = Strongly Agree; * = items marked as
either a 3 or a 4.

Fifteen of the 44 statements failed to reach consensus in Round Two, resulting in those
statements being resubmitted to the experts for review in Round Three. In Round Three, experts
were asked to agree or disagree with each statement, if they disagreed, they were prompted to
provide rationale as to why they disagreed. For a statement to be retained in Round Three, an
85% a priori level of agreement amongst the experts was set as the threshold (see Table 2).

Table 2

Round Three: Level of Agreement for Perceptions of SBAE Teacher Needs (n = 14)

Identified Need Agre  Disagree %
e Agreement”
Tools to address student mental health issues 14 0 100
Resources to recruit traditional and non-traditional 14 0 100
ag
students
Support to aligning lab facilities to program 13 1 92.8
curricula
Diversity, equity, and inclusion (DEI) training 13 1 92.8
Laboratory safety resources 12 2 85.7
Greenhouse management skills 12 2 85.7
Agricultural mechanics skills 12 2 85.7
Training on effective Online delivery techniques 12 2 85.7
Lesson planning training 12 2 85.7
Resources for awarding and recognizing SAEs 12 2 85.7
Resources to help students overcome various levels of 12 2 85.7
public speaking anxiety
Assistance/resource to develop FFA officer teams 12 2 85.7
Assistance/resources for training FFA teams 12 2 85.7
Clear and consistent protocols for handling COVID- 11 3 78.6
19
cases
Resources to provide chapter level activities 11 3 78.6

Note. An a priori of 85% was set by the researchers to retain the characteristics.

Two items did not meet consensus in Round Three (see Table 2); rationale provided by the
expert panel included “should be taught in teacher preparation,” “these are resources already out

there,” “schools can provide that support for all teachers,” and “not all SBAE teachers need these
skills.”



The second research objective aimed to identify the current support structures in place to meet
the needs of SBAE teachers. Twelve responses were received from the experts with statements
sharing the sentiment of: “very few,” “not many on a state level,” “none, that I am aware of any,’
“professional development,” “I can’t think of any” and “This varies state by state.”

b

Conclusions/Discussion/Implications/Recommendations
SBAE teachers’ career-specific human capital needs are reflected in 26 of the 42 items ranging
from skills and techniques for working with students with special needs, laboratory management
training, and pedagogical content knowledge demonstrating that SBAE teachers need further
instructional skill development (DiBenedetto et al., 2018; Doss et al., 2022; Eck et al., 2019;
2021; Traini et al., 2020; Yopp et al., 2020). SBAE teacher's human development needs were
represented in 14 of the 42 items including support for teacher mental health, respect, work-life
balance, and emotional health support, underscoring that teacher wellness is essential (Fisher &
Royster, 2016; Shoulders et al., 2021; Sorensen et al., 2016). Six of the 42 items represent
relationships and networks of support including school administrative support, parent support,
and community support, illustrating the importance of connecting with stakeholders to meet
student's needs (Doss et al., 2022; Fisher & Royster, 2016; Sorensen et al., 2016).

The 42 items demonstrate the current support gap for SBAE teachers and are represented within
the Conceptual Model of SBAE Teacher Support. All 42 items were found in the literature but
call to question why are these needs recurring if they are genuinely essential human capital of
SBAE teachers? Furthermore, how do we change the approach to create impactful change to
reduce attrition and support SBAE teachers across the profession? A lack of resources were
mentioned by the SBAE teacher supporters as effective in providing SBAE teacher support,
consistent with previous research (Doss et al., 2022; King et al., 2013). It is interesting and
puzzling why the respondents did not identify resources or supports to bridge the current SBAE
teacher needs gap, including themselves as expert SBAE supporters’. This is ironic, considering
that the historical foundation of the American Association for Agricultural Education was based
on preparing preservice teachers, supporting the current teachers, developing teaching aids, and
contributing to professional improvement (Sutherland, 1946), perhaps displaying the depth of
our disconnect from SBAE teachers’ human needs and the longing for the professional
community, resources, and security within the profession. Perhaps by addressing these gaps, we
could create proactive change in SBAE teacher work-life balance and reduce the current rate of
attrition within the profession (Doss et al., 2022; Shoulders et al., 2021; Sorensen et al., 2016).
Based on the findings, SBAE teachers have support gaps that need to be addressed from a more
human development lens to truly create proactive support for SBAE teachers.

It is recommended that state FFA staff provide assistance and a framework for developing state-
specific FFA and SAE activities that are inclusive and meet the needs of all students in SBAE.
State SBAE teacher preparation faculty should consider the depth of current needs of teachers
within their state and develop purposeful teacher professional development opportunities that
increase SBAE specific human capital. Additionally, faculty should consider the needs identified
in this study and integrate them into teacher preparation coursework. A coordinated plan is
needed on the part of state DOE, state and regional FFA staff, and SBAE teacher educators to
address these needs through systematic professional learning. Future research should aim to
validate the conceptual model presented in this study to address future support structures and



professional development that will effectively increase teachers’ human capital within the
profession. The 42 items should be further evaluated for national relevance to determine if it
could serve as a future tool to identify gaps in SBAE teacher needs nationwide. Additionally, a
qualitative lens should be used to further explore the depth of SBAE teacher needs. Since this
study was limited to three southeastern states, the 42 items should be considered nationally to
determine gaps and differences that potentially are regionally limiting.
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Introduction

The Partnership for 21% Century Skills (2008) indicated more than 50% of U.S. high school
students lacked science proficiency, and this has not improved. Out of 1.8 million high school
graduates who completed the ACT in 2019, only 36% met the benchmark for collegiate science
readiness (ACT, 2019). In Nebraska and Tennessee, who require all graduates to complete the
ACT, only 33% and 27%, respectively, met college readiness benchmarks for science (ACT,
2019). Other testing further verifies inadequate science preparation; for 2021-2022, the Nebraska
Student-Centered Assessment System determined that 52% of 11" grade students lacked science
proficiency (Nebraska Department of Education, 2022).

According to Conner et al. (2021), professional development (PD) programs for science and
agriculture teachers designed around the inquiry-based learning (IBL) teaching strategy could
help to improve science proficiency amongst our high school students. IBL also allows
individuals to practice and develop their critical thinking skills and their problem-solving ability
(Savery, 2006). More specifically, PD that continues over a longer period of time is supported by
the current knowledge of how teachers learn, and a prolonged PD is more effective than short-
term workshops (National Research Council [NRC], 2000). “In order to teach in a manner
consistent with new theories of learning, extensive learning opportunities for teachers are
required” (NRC, 2000, p. 203). Prolonged PD programs have the opportunity to make
meaningful impacts on teachers’ ability to utilize new teaching strategies in the classroom.
Therefore, the purpose of the study was to explore the impact of a prolonged PD on teachers’
confidence in using IBL teaching strategies.

Conceptual Framework

Guskey’s (2002) model of teacher change provided the framework for this research and guided
the development of PD for this project. This model suggests that teachers will not truly change
beliefs and attitudes related to a new teaching strategy until they see changes in the students
themselves — a workshop alone is not sufficient in changing teacher attitudes (Guskey, 2002). In
order for teachers to fully commit to using a new teaching strategy, they need to be able to see
how it will work in the classroom first (Guskey, 2002). Prolonged PD programs allow teachers to
learn, implement, and evaluate how new teaching strategies impact students’ learning outcomes,
which would likely lead to greater changes in beliefs and attitudes compared to a stand-alone
workshop (Guskey, 2002). Kreifels et al. (2021) found that a 12-month PD program successfully
prepared agricultural teachers to integrate IBL into the classroom and positively influenced
teachers’ perceptions of IBL.



Additional best practices for PD programs include the use of active learning for participants that
would allow them to engage with training content in a meaningful way opposed to simply
listening to instruction or speakers (Desimone & Garet, 2015). Having teachers participate in
lessons as the “students” and engage in IBL is one way to implement active learning during PD
programs (Colclasure et al., 2022). This approach has also been found to be successful at

increasing teachers’ confidence and intent to integrate IBL activities in the classroom (Colclasure
et al., 2022).

While prior research has demonstrated the utility of a prolonged PD program, data were
collected after the conclusion of the 12-month PD (Kriefels et al., 2021). Prolonged PD programs
consist of multiple meetings and opportunities for development, so there is a need to understand
teachers’ confidence in using IBL in the classroom after they are trained on using the teaching
materials but before they begin integrating it into the classroom. Understanding what approaches
lead to increased confidence for teachers before they move forward to classroom instruction will
aid in the development of future prolonged PD programs.

Purpose & Objectives

The purpose of this study was to explore the impact of a prolonged PD program on teachers’
confidence in using IBL strategies for teaching animal sciences content. The following research
questions guided this study:

RQ1: What were participants’ perceptions of a prolonged PD program?
RQ2: How did the prolonged PD program influence the participants’ confidence in using
IBL?

Methods

This current study is part of a larger research project. Agriscience and science teachers from
Tennessee and Nebraska participated in a year-long PD program that started in the summer of
2022. For this project, the teachers completed three online modules focused on best practices for
using IBL in the classroom and then participated in a 5-day in person PD program that was
offered in Tennessee and Nebraska during June and July of 2022. During the PD, teachers played
the role of high school students and were actively engaged with six different IBL activities. The
IBL activities were designed to showcase animal science concepts and scientific principles that
are commercially applicable and used in agriculture. The six animal science concepts included
animal health, breeding and genetics, management, meat science, nutrition, and/or reproductive
physiology. Additionally, each IBL activity demonstrated a basic scientific concept related to
biology, chemistry, or physics. Participants were provided with the resources to implement the
IBL activities in the classroom and were expected to teach with these activities during the
following school year.



Basic qualitative methodology was used to fulfill the purpose of this study (Merriam, 1998).
After the conclusion of each in-person PD program during June and July of 2022, participants
were broken into two focus groups per state (four focus groups in total) and a semi-structured
moderator’s guide was used to ask participants questions about their motivation to participate in
the program, their experience in the program, and their thoughts related to IBL. At the point of
data collection, participants had completed the training portion of the prolonged PD but had yet
to begin implementation in the classroom.

There were six to nine participants in each focus group, with a total of 30 participants combined.
Twenty-one of the participants taught agriscience (n = 21), six taught biology (n = 6), and three
taught chemistry (n = 3). Participants in the program had been teaching for a range of one to 28
years (M =9.75, SD = 8.45). Focus groups were used for this research to allow participants to
express their opinions and thoughts in a social setting (Morgan, 1998). Each focus group lasted
approximately 60 minutes and were recorded and transcribed for accuracy. After the focus
groups were transcribed, the lead coder used Glaser’s (1965) constant comparative method of
analysis to identify emergent themes related to the teachers’ perceptions of the PD.

To help address potential bias or assumptions of the coder that may threaten the validity of the
study, a researcher subjectivity statement has been included (Merriam, 1998). The primary coder
was a master’s student studying agricultural and extension education at the University of
Nebraska-Lincoln and has a bachelor’s degree from the University of Tennessee, Knoxville in
agricultural education. In order to address the reliability of the analysis, the primary coder and a
secondary coder independently analyzed one of the focus group transcripts and met to discuss
their discuss their codes and, upon agreement, developed a code book to help direct analysis
(Creswell, 2013). To help increase the validity of the study, peer-debriefing was used during data
analysis (Holloway, 1997). The peer debriefer was involved in the project but not present for the
focus groups — she served as a devil’s advocate during the coding process and to challenge
assumptions and provide alternative views for the lead coder. Additionally, an audit trail was
created to keep track of how codes were identified, defined, and condensed to increase the
findings’ dependability (Lincoln & Guba, 1985).

Findings
Participants’ Perceptions of the PD

Participants’ appreciation of participating in active learning during the professional development
emerged during the focus groups. One common theme was how the PD provided immersive
experiences for the participants. When asked to provide feedback on the professional
development program, many of the participants described how beneficial it was to experience the
activities from the student perspective. Participant 2 (NE) stated, “I really like the sequencing [of
the PD] and [how] it’s replicated [to] what we might see in our actual classroom.” When
discussing how surprisingly immersive the PD program was compared to others, Participant 6
(NE) explained, “You are the students, you are actually going to put yourselves in these
situations and do the [activities]...So that way you understand your student’s perspective when
they are doing [the activity]” Participant 5 (NE) had a similar view stating, “My favorite part was



actually getting to be the student and doing [the activities].” Additionally, Participant 9 (NE)
added, “I love the fact that we got to try activities out as a student.”

Participants also discussed how by experiencing the activities as a student, they were able to
identify areas of weakness that may occur in their own classrooms. Participant 6 (TN) explained,

I think the facilitators did a really great job of throwing us into the same situation that we
would throw our students into. Some of us even turned into some of our lower level
performing students...[when faced with challenges] my brain just locked up [and] I
cannot process through this right now. I really liked that they let us struggle for a little bit
and then if we still needed help, they gave us the next little bit of information instead of
just giving anybody the answer.

Other participants brought up the value and importance of learning by doing. Participant 7 (NE)
stated, “Reading the lesson plan versus going through the lessons and doing them, you learn
more if you’re thinking about those [inquiry] questions and creating things, asking questions,
exploring, and researching etc.” Overall, the participants enjoyed the structure of the PD program
and getting to actually engage in the IBL activities themselves.

Participants’ Confidence in Using IBL

As conversations progressed, many participants discussed how the immersive experience
affected their confidence to teach inquiry-based learning curriculum materials. Most participants’
confidence increased after participating in the professional development program, especially first
year teachers. Participant 6 (NE) said, “[Inquiry-based learning] was my weak area. And as a
first-year teacher, this certainly improves my ability to teach that not only in the animal science
context, but also with the science focus as well.” Similarly, Participant 4 (NE) expressed,

These are the lessons that we were doing throughout the week. Getting to do them is
really helpful. Being taught them before you have to teach the lesson gives me a lot of
confidence going into my first year of teaching.

Participants with more teaching experience also conveyed their increased confidence in teaching
with inquiry-based learning. Participant 2 (TN) shared, “Being able to participate in [the
professional development], both as a student and a teacher at the same time, I think that’s really
where that confidence comes in terms of being comfortable with the material in particular.”

Participant 14 (TN) had a similar opinion stating,

It did improve my confidence... just being here and the way the PD was presented put me
in the student’s seat, and I wasn’t necessarily in that teacher hat mode. I was a student, so
I was like this is what I need to be doing with my student. It gave me that confidence that
I need.

Furthermore, some participants agreed that their confidence slightly increased, as Participant 8
(NE) shared “This [professional development] certainly increased my confidence to be able to



for sure teach the lessons that we went through, and [I’'m] somewhat confident in the ability to
write and create inquiry lessons.”

However, a few participants indicated their confidence was not heavily influenced by the
professional development. When discussing the participants’ confidence levels with animal
science and inquiry-based learning concepts, some participants admitted they were already
confident prior to the professional development as Participant 12 (NE) stated, “I would say that
this PD didn’t necessarily increase my ability, as again, [inquiry-based learning has been] a part
of [our] practice for several years.” Although some participants already possessed confidence,
Participant 5 (TN) shared, “But now [after the professional development] I feel more highly
qualified.”

As the discussion moved to reflecting on the overall impact of the in-person professional
development, Participant 8 (TN) said,

This is the first professional development that I have ever been to where they took us
through the entire lesson, let us do the lesson ourselves and then gave us the materials to
take it back to our kids. That is one of the biggest things that has made this the best
professional development that I have gone to, because I’m able to take what I learned,
and what I implemented, home and I can do it seamlessly.

By the end of the in-person PD program, the participants reported they were confident in using
IBL in their classes in the future.

Conclusion and Discussion

The purpose of this study was to explore the impacts of a prolonged PD on teachers’ confidence
in teaching with IBL strategies in the classroom. Specifically, this study explored teachers’
confidence after completion of the in-person PD meeting of a year-long program but prior to
teachers implementing IBL in the classroom. Many of the participants commented on how they
enjoyed the immersive aspect of the PD. Instead of passively learning about IBL strategies and
receiving lesson materials, participants were asked to play the role of the student as they engaged
in the IBL activities themselves. This immersive role-playing approach to the PD appeared to
influence the participants’ satisfaction with the workshop, which reflects best practices for
incorporating active learning into PD programs (Desimone & Garet, 2015). Many of the
participants commented about how playing the role of the student allowed them to not only
better understand how to implement IBL teaching strategies, but how students would likely be
engaging with the content. While Guskey’s (2002) model of teacher change proposes teachers
need to see their students engage with new teaching strategies before changing beliefs and
attitudes, the findings from this study indicate that using active learning strategies that immerse
teachers in the role of the student during the PD program may yield similar results. This role-
playing would allow teachers to see how IBL could be implemented and allow them to
experience it themselves before implementing it in the classroom.

Allowing teachers to work through the IBL activities as students did appear to increase their
confidence in using IBL to teach animal science concepts in the future, which was in line with



past research (Colclasure et al., 2022). Some of the teachers pointed out that this teaching
strategy was a weakness of theirs but getting to spend an entire week learning the content and
engaging in IBL helped to increase their confidence. Even teachers who started the workshop
with some understanding of IBL walked away feeling like they had increased their expertise with
executing the strategy. As teachers integrate IBL into their classes and see the impacts on student
learning outcomes, the teachers’ confidence and appreciation for using IBL is expected to
increase further (Kreifels et al., 2021; Guskey, 2002). Overall, using the active learning strategies
during the in-person PD meeting did appear positively influence teachers’ confidence in using
IBL during the next stage of the prolonged PD program.

Recommendations

Due to the qualitative nature of this study, the findings are not generalizable. However, they do
provide meaningful insight for the development of teacher PD programs. The findings from this
study indicate there are benefits in allowing teachers to experience lessons both as a student and
a teacher during a prolonged PD program. When developing PD programs, agricultural teacher
educators should think beyond the length of the program to consider how the content will be
delivered to teachers as well, thus ensuring active learning strategies are utilized. Allowing
teachers to participate in the developed lesson plans and engage with the teaching materials as
students would allow them to better understand how to facilitate the lesson while seeing it from
the perspective of the student. This strategy helps to increase confidence and could also serve to
help teachers begin to move through Guskey’s (2002) model of teacher change before
implementing IBL in their classes.

While the findings are specific to inquiry-based learning with animal science concepts, there
could be value in replicating a similar inquiry-based learning professional development in other
areas of agriculture such as plant science, agricultural business, or agricultural mechanics.
Additionally, as some participants already possessed confidence before the professional
development, further research could be explored on whether being traditionally or alternatively
certified influences teacher’s self-efficacy and confidence in teaching IBL. This study should be
conducted in other states to gain a broader insight on the impacts an immersive professional
development has on high school science and agricultural teachers across the country.
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Introduction

A student teaching internship is the capstone experience for many teacher preparation
programs at universities. Lasting between ten and sixteen weeks, student teaching internships
provide opportunities for preservice teachers to develop skills in classroom instruction, student
management, lesson preparation, personal and professional growth, and reflection as an educator
(Miller & Wilson, 2010). Student teaching internships provide invaluable opportunities for
immersive learning experiences in a true classroom environment, which cannot be simulated
easily in other ways (Coleman, 2021). Gaining experience interacting with students, parents,
fellow teachers, and administration is difficult to learn in university class environments. The
preservice teachers’ school placement and cooperating teacher are assigned by their university.
School placements and cooperating teachers are often assigned based on the growth areas needed
by the preservice teacher. Responsibilities of the cooperating teacher include serving as a mentor
to the preservice teacher, as well as providing nonformal feedback and formal evaluation
throughout the student teaching experience (Miller & Wilson, 2010). Throughout the student
teaching internship, preservice teachers are also expected to complete various self-assessments
and activities that allow them to reflect and evaluate their own skill development.

Repeated self-assessment is an important aspect of growth during the student teaching
internship. Self-assessment occurs when students make judgements regarding their own learning
and achievements, leading to self-regulated learning (Falchikov & Boud, 1989; Panadero et al.,
2016). Self-assessment is considered a valuable tool in the development of self-regulated
learning (Max et al., 2022; Panadero et al., 2016). Understanding how preservice teachers self-
assess their ability on teaching tasks related to instructional design, instructional practice,
student-centered teaching, teacher professionalism, and being a reflective and autonomous
practitioner can help teacher educators better prepare preservice teachers for a student teaching
internship and later career success. Through this study we sought to fill a void in education
literature for valid and reliable survey instruments that measure preservice teachers’ perceived
ability during the student teaching internship experience, based on the Florida teaching standards
in agricultural education. To date, there are seemingly no instruments to measure preservice
teachers’ perceptions of performance while completing a student teaching internship in
comparison to the Florida teaching standards. As such, there is a need to develop an instrument
to measure these variables.
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Conceptual Framework

Self-regulated learning explores the metacognitive, motivational, and behavioral aspects
of learning (Zimmerman, 1986, 1989b). Self-regulated learning describes how a student takes an
active role in their own learning by identifying strategies to improve their understanding and
monitoring their learning, especially doing so without the encouragement of teachers, parents,
and other instructional leaders (Zimmerman, 1989a). Though there are multiple self-regulated
learning models, they have 3 characteristics in common: (a) a cyclical process, (b) elements
comprised of cognition, metacognition, motivation and emotion, and (c) a set of skills that can be
developed and learned (Panadero et al., 2016).

The cyclical process of self-regulated learning typically includes four steps: (a) plan, set
goals, and lay out strategies, (b) use strategies and monitor performance, (c) reflect on
performance, and (d) use results from previous performance to guide the next one (Zimmerman,
2002; Zumbrunn et al., 2011). In this study, it is expected that preservice teachers will consider
each week of their student teaching internship to be a “performance” and will complete the
cyclical process as such. Student teachers should set goals each week and determine the
strategies for achieving the goals. As they move through the week of teaching and interacting
with students, preservice teachers should informally monitor their performance and self-assess
their progress towards achieving the goals they have set for the week. At the end of the week, the
preservice teacher should complete the self-assessment instrument and reflect on their
performance and use the results to guide their goal setting for the next week.

Purpose and Objectives

The purpose of this study was to develop an instrument (weekly self-assessment form)
that measured preservice teachers’ factors of perceived performance during the 14-week student
teaching internship. The study was guided by the following objectives:

1. Determine if constructs describing factors of performance are internally consistent.
2. Determine if instrument items cluster into latent constructs that can be used to describe
factors of performance.

Methods

The participants were chosen through single-stage, nonprobability convenience sampling.
Each cohort of preservice teachers who were completing a student teaching internship in the
spring semesters of 2015 — 2019 were included in the study, yielding 81 participants. After
removing 22 participants whose student teaching portfolios were missing, incomplete, or
inaccessible, 59 participants remained (Coleman et al., 2021). All data was collected through a
student teaching portfolio, which each participant completed as part of their internship.
The completed student teaching portfolio includes 12 components: (a) pre-placement
experiences, (b) teaching calendar, (c) placement experiences, (d) clock hour worksheet, (e)
weekly reflection journal, (f) SAE visits, (g) case study, (h) mock interview, (i) weekly lesson
plans, (j) weekly self-evaluation forms, (k) weekly cooperating teacher evaluation forms, and (1)
university supervisor evaluation forms.
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The weekly self-assessment form created to evaluate the preservice teachers’ perceived
performance was adapted from the Florida Educator Accomplished Practices (FEAPs) which are
standards developed by the Florida Department of Education (Florida Department of Education,
n.d.). University of Florida teacher education faculty from the Agricultural Education and
Communication department adapted the Florida teaching standards into an instrument for a
preservice teacher weekly performance self-assessment. Since this was a newly developed
instrument there was a need to determine if latent constructs existed within the modified
preservice teacher self-evaluation form. Individual items were selected to develop an index to
measure said constructs (Kumar Chaudhary & Israel, 2015). The modified instrument ha