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Teacher attrition and workload challenges continue to threaten the sustainability of school-based agricultural education (SBAE) programs. Previous research identified 238 tasks associated with SBAE teaching through a modified Delphi study; however, the list lacked statistical validation, limiting its generalizability. Guided by human capital theory, this study aimed to validate the list of tasks to better describe SBAE teachers’ roles and inform teacher preparation and professional development. Using a national sample of SBAE teachers, participants rated the importance of each task on a five-point agreement scale. Principal Component Analysis (Promax rotation) and parallel analysis reduced the original 238 tasks to 69 items across five components, which were Supervised Agricultural Experiences, Advising an FFA Chapter, Classroom and Laboratory Instruction, FFA Awards and Degrees, and Other Professional Responsibilities. Reliability estimates were strong (overall Cronbach’s α = 0.97; components’ alphas ranged from 0.84 to 0.97). Teachers overwhelmingly perceived the validated tasks as important. The validated instrument, Primary Tasks for Teaching SBAE (PTT-SBAE), offers a reliable framework for informing job descriptions, guiding professional development, and enhancing pre-service teacher preparation. Future research should explore its application in teacher evaluation and retention strategies.

Introduction/Theoretical Framework

Teachers in the United States are overwhelmed (Lin et al., 2024), burned out (Perna, 2023), and undervalued (Organisation for Economic Co-operation and Development, 2020). According to the 2018 Teaching and Learning International Survey (TALIS), only 36% of teachers in the United States perceived that teaching was valued by society (Organisation for Economic Co-operation and Development, 2020). Teachers noted factors such as working conditions, compensation, classroom autonomy, and frequent lack of involvement in school- or district-wide decision making as influencing perceptions of their value (Akiba et al., 2023). Moreover, increased workload and insufficient school resources were identified as contributing to increased strain and stress on teachers (Harwin, 2024). These factors combined have decreased teachers’ enthusiasm for their profession (Lin et al., 2024).

Such feelings among the nation’s teachers are concerning considering the size, scope, and reach of public education in the United States. According to the National Center for Education Statistics (NCES; 2023), approximately 55 million primary and secondary students lived in the United States in 2022, of whom 49.6 million were enrolled in public education. These students were taught by more than 3.8 million teachers (NCES, 2023). During the past 20 years, public education enrollment has remained relatively consistent (NCES, 2023). Despite this, the number of individuals pursuing post-secondary degrees in education has decreased (Schaeffer, 2022). In 2021, approximately 160,000 teachers completed a teacher preparation program, of which slightly more than 70% were enrolled in a traditional university baccalaureate program (NCES, 2023), which was a decrease of approximately 19% during the past two decades (Schaeffer, 2022). 

Not only are fewer people choosing to pursue a degree in education, but the number of teachers 
lost to attrition also poses a substantial threat to U.S. public schools (Carver-Thomas & Darling-Hammond, 2017). Attrition refers to qualified teachers leaving the profession for reasons other than retirement and is often used synonymously with teacher turnover (Kelchtermans, 2017). It is important to note that although some turnover in any profession is usually considered healthy, teacher turnover is a more complex issue (Amitai & Van Houtte, 2021). Approximately 230,000 teachers (13%) in the United States either leave their current position or exit the profession each year (Alliance for Excellent Education, 2014). This movement costs school districts between $1 billion and $2.2 billion annually due to the expense associated with training and equipping the teachers’ replacements (Alliance for Excellent Education, 2014). 

The economic loss associated with teacher attrition is not the only factor to consider related to teachers leaving the profession. The loss of human capital in schools when a teacher leaves the profession is also a significant loss (Elyashiv & Navon, 2021). Throughout their careers, teachers develop specific skills through education, training, and experiences that are difficult to quantify (Myung et al., 2013). When teachers leave the profession, schools lose the human capital accumulated by those teachers which impacts quality teaching and school climate (Elyashiv & Navon, 2021). Borman and Dowling (2008) stated that “a teacher’s decision to leave the profession is based on a careful weighing of the costs and benefits” (p. 397), suggesting that the decision to leave or remain in the profession also may be based on the teacher’s perception of their accumulation of human capital. Teachers with less job-specific human capital are more likely to leave the profession than those with specialized skills or accreditations (Borman & Dowling, 2008). This notion is supported by the fact that between 20% and 50% of teachers leave the profession in the first five years of their careers (Elyashiv & Navon, 2021; Ingersoll & Smith, 2003; Sass et al., 2012). The combined economic and human capital costs of teacher attrition are obstacles the United States needs to address and overcome to better meet the needs of its students (Alliance for Excellent Education, 2014). 

Heavy workloads and expectations play a substantial role in general teacher attrition (Buchanan, 2010). The United States Department of Education (USDE; 2022) asserted that teachers in the United States invest an average of 46 hours per week on school-related tasks. Approximately 28 hours per week were spent teaching, seven hours were devoted to planning, five hours went toward grading student work, and four hours per week went to assisting with extracurricular activities (USDE, 2022). What is more, West (2014) reported that teachers worked an average of 21.5 hours per week during summer months when school was not in session. Although class sizes have decreased in recent years, job roles and responsibilities of teachers have become increasingly complex, offsetting the benefits of lower pupil-to-teacher ratios (Buchanan, 2010). As a result, teachers frequently feel as though they do not have time to adequately plan for instruction and collaborate with other members of the school community (Alliance for Excellent Education, 2014). This lack of time, coupled with a shortage of administrative support, can cause stress, job dissatisfaction, or frustration among teachers, and they may be motivated to leave the profession as a result (Barlow, 2021).

School-based agricultural education (SBAE) teachers are no exception to these stressors as they face diverse and extensive expectations from students, administrators, parents, and stakeholders (Traini et al., 2021), often requiring them to assume numerous roles and responsibilities (Phipps et al., 2008; Talbert et al., 2022; Terry & Briers, 2010). Insights into the needs of teachers (DiBenedetto et al., 2018; Roberts et al., 2020; Washburn et al., 2001), the challenges they encounter (Boone & Boone, 2007; 2009), and the traits of effective teachers (Eck et al., 2019; Roberts & Dyer, 2004) shed light on the expectations of SBAE teachers (Traini et al., 2021). The interplay of professional needs, challenges, and desired characteristics forms a complex set of expectations for SBAE teachers (Best, 2023; Best et al., 2025a; Haddad et al., 2023; Traini et al., 2021). Traini et al. (2021) suggested that developing a “flexible position description of the agriculture teaching job detailing tasks that are expected as well as those that are not expected” (p. 179) should be a priority in the profession. 

To address this need, Best (2023) sought to identify a comprehensive and specific list of tasks associated with teaching SBAE. This effort resulted in the identification of 238 tasks associated with teaching in a comprehensive SBAE program (Croom, 2008) in the areas of classroom and laboratory instruction (Best et al., 2025a), FFA advisement (Best et al., 2025b), supervising students’ SAEs (Best et al., 2024), and other professional responsibilities (Best et al., 2025c). However, further examination of the list of tasks is warranted (Best, 2023). As such, statistically validating the list of tasks would expand the utility of the list, make it generalizable to the profession, and better inform the task-specific human capital (Gibbons & Waldman, 2004) needed by both pre-service and in-service SBAE teachers. 

The theoretical framework for this study was Human Capital Theory (HCT), which evaluates the acquisition of knowledge, skills, training, experiences, and education by individuals (Becker, 1964; Little, 2003; Schultz, 1971; Smith, 2010; Smylie, 1996). HCT is the investment people make in themselves and the attractiveness of their skillsets to prospective employers (Becker, 1964). As people move toward preferred work, they tend to acquire specialized, “sector-specific” skills (Smith, 2010, p. 42) that complement natural talent and occupational abilities. Heckman (2000) asserted that an individual’s job performance is enhanced by their acquisition and development of these skills, which, in turn, benefits current and future employers (Lepak & Snell, 1999). Such acquisition of skills can be facilitated through tailored professional development (Garet et al., 2001). Teachers tend to learn more from such opportunities when they feel they are relevant and meaningful (Lee, 2005). As such, HCT can be applied to teachers and their value to schools, communities, and society, writ-large (Smylie, 1996). 

Lepak and Snell (1999) maintained the value and uniqueness of an individual’s human capital were determined by its relevance to specific job tasks and how much employers valued such. Gibbons and Waldman (2004) introduced the concept of task-specific human capital, indicating “some of the human capital an individual acquires on the job is specific to the tasks being performed” (p. 203). Task-specific human capital depends on the nature of the work, allowing skills to be transferred from one job to another (Gibbons & Waldman, 2004). Employers value task-specific human capital because it directly contributes to productivity, profitability, and the overall success of their organizations (Autor & Handel, 2013; Gibbons & Waldman, 2004; Lepak & Snell, 1999), which reinforces the notion that task-specific human capital is highly valued in workplaces and enhances employability, including the education sphere. 

The acquisition of human capital is linked to proficiency in performing tasks (Gibbons & Waldman, 2004). Task-specific human capital implies that value exists in the skills associated with job-specific tasks (Gibbons & Waldman, 2004). Thus, tasks are primal to job performance and skill acquisition (Autor et al., 2003; Autor & Handel, 2013). Therefore, tasks were central to the theoretical framework of this study. Garland (1985) defined a task as “a body of work requiring mental and/or physical activity” (p. 346). In formal settings, tasks are often roles and responsibilities that can be “self-selected or assigned by a superior or co-worker” (Garland, 1985, p. 346). As such, HCT was an appropriate theoretical frame to assess the tasks associated with teaching SBAE to better describe the skills and work of the occupational area’s teachers.

Purpose and Objectives

Although the list of tasks associated with teaching SBAE (Best, 2023) helped fill gaps in the literature related to teacher tasks, the study was limited by the nature of the Delphi method (Hsu & Sandford, 2007), making it ungeneralizable to the greater population of SBAE teachers in the United States. Statistically validating the list of tasks associated with teaching SBAE could make it generalizable (Furr & Bacharach, 2014) to the profession. The purpose of the study was to statistically validate the list of tasks SBAE teachers are expected to perform as part of their professional roles and responsibilities. Three research objectives guided the study: (1) determine the primary tasks associated with teaching SBAE, (2) determine the internal reliability of the tasks associated with teaching SBAE, and (3) describe the perceived importance of tasks associated with teaching SBAE as identified in the validated instrument.

Methods

The study included all SBAE teachers in the United States (N = 14,756) in 2024 (Smith et al., 2024). The frame was developed through acquiring publicly accessible, online state teacher directories and through contacting state staff or university faculty members in agricultural education. The Tailored Design Method (Dillman et al., 2014) was followed to reduce researcher bias and optimize points of contact. Data collection efforts resulted in the successful delivery of emails to 13,047 SBAE teachers nationwide. Of those, 1,740 individuals (13.34%) in 46 states responded. More than 63% (n = 517) were female. A majority (n = 495, 60.44%) were in the age range of 20 to 40, and the average age was 38 years old. Most were White (n = 784, 95.73%) and non-Hispanic (n = 767, 93.65%). Regarding teacher certification pathways, 77.78% were traditionally certified (n = 637), 20.88% were alternative certified (n = 171), and 1.22% attained their teaching credentials through emergency certification (n = 10). Further, 353 (43.10%) were in the early-career stage (one to seven years of teaching experience), 315 (38.46%) were mid-career teachers (eight to 23 years of teaching experience), and 130 (15.87%) were in the late-career phase (24 or more years of teaching experience). Almost one-half (47%) had from zero to five years of teaching experience at their current SBAE program, and 59% (n = 490) intended to retire as a SBAE teacher. 

To ensure accurate and valid results, if an item was left unanswered by a respondent, the entire data set of that respondent was excluded from analysis (Allison, 2002). After incomplete data sets were removed, the number of usable responses was reduced to 819, resulting in a 6.28% valid response rate. The instrument included 238 tasks (Best, 2023) across four categories: classroom and laboratory instruction, FFA advisement, supervising students’ SAEs, and other professional responsibilities. For each task, participants were asked to rate their level of agreement with the following statement: This task is important for my role as a school-based agricultural education teacher. To do so, they used a five-point agreement scale: 1 = Strongly disagree, 2 = Disagree, 3 = Undecided/unsure, 4 = Agree, and 5 = Strongly agree. The instrument was assessed for face and content validity (Gay et al., 2012) by a panel of experts consisting of five faculty members at Oklahoma State University.

Principal Component Analysis (PCA) was used to address Research Objective 1. The PCA was conducted using a Promax rotation because the components were determined to be correlated (Osborne, 2015). An acceptable Kasier-Meyer-Olkin (KMO) measure of sampling adequacy (0.97) was produced through the analysis. Moreover, Bartlett’s test of sphericity yielded a statistically significant level (p < .001). These two combined measures indicated that the sample was adequate to perform PCA. Components yielding an initial eigenvalue greater than 1.0 produced through parallel analysis were retained for further evaluation (O’Connor, 2000). The total explained variance of the model was evaluated, and communality extractions for items greater than 0.5 were noted. Based on these results, the initial PCA was conducted again while fitting the model to the number of components derived from the parallel analysis (O’Connor, 2000). Communalities and rotated factor loadings were evaluated to determine which components to retain based on the model. Factor loadings greater than 0.6 were retained for additional analysis (Beaver et al., 2013). This process was repeated until at least three items loaded at 0.6 or greater on each factor because the inclusion of at least three items in a component better ensures that the component was reliably measured (Furr & Bacharach, 2014). Once items were appropriately fitted to the correct number of components, those with factor loadings of 0.6 or greater were retained (Beaver et al., 2013). 

Cronbach’s alpha reliability estimates (Cronbach, 1951) were calculated to address Research Objective 2. First, a reliability estimate was determined for all the items related to the tasks. Item-total statistics for the instrument were analyzed to determine if deletion of any given item would increase the alpha coefficients. A Cronbach’s alpha score equal to or greater than 0.7 on a scale of 0.0 to 1.0 was considered reliable (Field, 2018; Nunnally, 1978). Next, the reliability of each validated component (or construct) was evaluated using a Cronbach’s alpha coefficient for their corresponding items. The alpha level was also assessed to determine if the deletion of any items impacted a component’s overall reliability (Field, 2018).

To assess Research Objective 3, composite scores for perceived importance were determined for each participant based on a sum of their responses to the tasks retained through the PCA. The items had scores ranging from 1 (Strongly disagree) to 5 (Strongly agree) which were summed to determine the overall composite score for perceived importance of tasks associated with teaching SBAE for each participant. Per the suggestion of McDonald (1997), all items were weighted equally to provide a better estimate of summative scores. Next, the mean-item importance scores for the overall instrument and each of its components were calculated by averaging all item response means for the tasks retained in each component.

Findings

Research Objective 1

The initial PCA produced 40 components with eigenvalues exceeding 1.0, resulting in 40 
potential components for the dataset. Thirteen components loaded above the eigenvalues produced from parallel analysis. As a result, the PCA was conducted again, fitting all 238 items to the 13 components. The KMO value was deemed acceptable (0.97), and Bartlett’s test produced another statistically significant level (p < .001). Further, the component loadings and associated communalities produced by the PCA were analyzed to determine what items to retain by examining a Promax rotation. Ninety-two of the instrument’s 238 items loaded at 0.6 or greater on at least one component and were retained for additional analysis. 

Next, the 92 items were reanalyzed through an additional, unfixed PCA with extraction based on produced eigenvalues. The sampling adequacy of the dataset was acceptable (KMO = 0.97; Bartlett’s test = p < .001), and 13 components produced eigenvalues greater than 1.0, accounting for 67.53% of the model’s variance. Eight of these components loaded above those produced by parallel analysis and were selected for additional evaluation. The 92 items were then reanalyzed using an additional PCA with extraction fixed to eight components. The component loadings and associated communalities for the 92 items were analyzed using a Promax rotation. The rotated component matrix for the PCA fixed to eight components was evaluated to determine the component structure of the items retained. As a result, 69 items were retained with factor loadings of 0.6 or greater on at least one of the eight components. However, the eighth component contained only a single item. 

Because components cannot be retained when they contain fewer than three items loading at 0.6 or greater (Furr & Bacharach, 2014), the PCA was conducted three additional times––fixed to seven, six, and five components, respectively––until the model fit the dataset adequately (Furr & Bacharach, 2014). As such, 69 items were retained with factor loadings of 0.6 or greater on at least one of the five components accounting for 54.90% of the variance explained by the model, which was deemed acceptable (Guadagonli & Velicer, 1988; Streiner, 1994; see Table 1). 

Research Objective 2

Further, reliability estimation for the resulting 69 items yielded a Cronbach’s alpha of .97, which is considered excellent (Nunnally, 1978). The list of tasks was also evaluated to determine if deletion of a single item would result in a higher overall Cronbach’s alpha coefficient. It was determined that the removal of any item would fail to increase the reliability estimate coefficient for the instrument. Moreover, because the items were deemed reliable (Field, 2018), and loaded at an acceptable level through the PCA (Guadagonli & Velicer, 1988), the items were retained as a validated list of tasks associated with teaching SBAE. 

Moreover, the Cronbach’s alpha for each component of the instrument as well as the inter-item correlations for the tasks comprising those components were determined. The Cronbach’s alpha coefficients for each component included: Supervised Agricultural Experiences ( = 0.97), Advising an FFA Chapter ( = 0.96), FFA Awards and Degrees ( = 0.95), Other Professional Responsibilities ( = 0.90), and Classroom and Laboratory Instruction ( = 0.84). Each of these internal reliability estimates were acceptable (Nunnally, 1978). It was also determined that in each component, the removal of an item would not have improved the component’s reliability estimate, thereby supporting the decision to retain all items. In addition, the inter-item correlations for each task within four of the five components ranged from moderately to very strongly correlated (0.30 to 0.85; Davis, 1971), indicating that all items were adequately inter-related within their respective components. In the component, Classroom and Laboratory Instruction, low correlations existed between items “Provide content area expertise” and “Build relationships with students” (r = 0.25) and “Stay current with industry trends” and “Build relationships with students” (r = 0.26). However, the deletion of either of these items would have failed to improve the Cronbach’s alpha coefficient for the component; therefore, all seven tasks were retained. Table 1 displays the components, retained items in each component, and the components’ respective Cronbach’s alpha reliability estimates.

Table 1

Components, Retained Tasks, and Cronbach’s Alpha Reliability Estimates (n = 69 items)
	Component Titles
	n
	Retained Tasks
	M
	SD
	

	Supervised Agricultural Experiences (SAEs)
	21
	Teach students about SAEs
	4.46
	0.61
	0.97

	
	
	Teach students record keeping skills
	4.46
	0.62
	

	
	
	Challenge students to start an SAE project
	4.40
	0.68
	

	
	
	Help students connect SAEs to their future goals
	4.37
	0.68
	

	
	
	Remind students of SAE deadlines
	4.33
	0.71
	

	
	
	Supervise student SAE projects (i.e., advising, coaching, and managing)
	4.33
	0.73
	

	
	
	Assist all students in planning an SAE
	4.32
	0.76
	

	
	
	Create cohesive connections between SAEs, classroom instruction, and FFA
	4.32
	0.72
	

	
	
	Assist all students in developing an SAE
	4.31
	0.76
	

	
	
	Provide opportunities for student success in SAEs
	4.31
	0.74
	

	
	
	Assist students/parents/guardians in identifying an SAE
	4.26
	0.75
	

	
	
	Assess student SAE projects regularly (i.e., project development and progress)
	4.25
	0.77
	

	
	
	Establish SAE expectations in class
	4.23
	0.82
	

	
	
	Provide assistance with non-livestock SAEs
	4.23
	0.79
	

	
	
	Provide technical support for student SAE projects
	4.21
	0.77
	

	
	
	Guide students’ reflection on personal and career goals to develop SAE plans
	4.16
	0.77
	

	
	
	Ensure each student has a viable SAE project
	4.12
	0.90
	

	
	
	Conduct SAE student project visits on campus
	4.06
	0.93
	

	
	
	Track SAE data
	4.05
	0.90
	

	
	
	Assist students in obtaining SAE job placements
	4.01
	0.92
	

	
	
	Ensure the completion of foundational SAEs
	3.96
	0.97
	

	
	
	
	
	
	

	Advising an FFA Chapter
	25
	Serve as FFA advisor
	4.75
	0.55
	0.96

	
	
	Attend chapter meetings
	4.68
	0.55
	

	
	
	Supervise students on away FFA trips
	4.68
	0.55
	

	
	
	Prepare students for Career and Leadership Development Events (i.e., CDEs, LDEs, Speaking, and Agriscience)
	4.61
	0.58
	

	
	
	Serve as mentor for FFA chapter members
	4.60
	0.58
	

	
	
	Manage FFA officer team
	4.59
	0.61
	

	
	
	Register students for events/contests
	4.57
	0.61
	

	
	
	Promote FFA Chapter
	4.55
	0.65
	

	
	
	Plan chapter trips (i.e., field trips, competitions, camps, and conferences)
	4.55
	0.61
	

	
	
	Manage funds for FFA chapter
	4.55
	0.69
	

	
	
	Set up materials for Career and Leadership Development Event (i.e., CDEs, LDEs, Speaking, and Agriscience) practices
	4.53
	0.64
	

	
	
	Assist FFA officer team with meetings
	4.50
	0.65
	

	
	
	Oversee the election of FFA chapter officer team
	4.49
	0.71
	

	
	
	Provide leadership training for chapter officers
	4.46
	0.68
	

	
	
	Select members to participate in Career and Leadership Development Events (i.e., CDEs, LDEs, Speaking, and Agriscience)
	4.46
	0.74
	

	
	
	Recruit future FFA members
	4.45
	0.67
	

	
	
	Raise funds for FFA chapter
	4.45
	0.75
	

	
	
	Plan FFA chapter banquet
	4.41
	0.78
	

	
	
	Budget for chapter Program of Activities
	4.40
	0.73
	

	
	
	Manage FFA official dress materials
	4.26
	0.84
	

	
	
	Plan FFA events
	4.26
	0.83
	

	
	
	Plan FFA degree ceremonies
	4.26
	0.87
	

	
	
	Organize FFA officer meetings
	4.22
	0.87
	

	
	
	Plan meetings
	4.22
	0.85
	

	
	
	Organize chapter meetings
	4.08
	0.96
	

	
	
	
	
	
	

	FFA Awards and Degrees
	7
	Assist students with award applications (i.e., proficiency and degree)
	4.34
	0.75
	0.95

	
	
	Assist students in developing state degree applications
	4.33
	0.79
	

	
	
	Assist students in developing chapter degree applications
	4.26
	0.82
	

	
	
	Assist students with proficiency planning
	4.21
	0.81
	

	
	
	Assist students in developing proficiency award applications
	4.19
	0.82
	

	
	
	Assist students in developing American degree applications
	4.16
	0.86
	

	
	
	Assist students in developing star award applications
	4.06
	0.89
	

	
	
	
	
	
	

	
	
	
	
	
	

	Other Professional Responsibilities
	9
	Attend faculty/staff meetings
	4.37
	0.78
	0.90

	
	
	Collaborate with fellow school staff
	4.36
	0.73
	

	
	
	Attend Individualized Education Plan (IEP)/504 meetings
	4.21
	0.87
	

	
	
	Attend school-wide professional development
	4.18
	0.91
	

	
	
	Attend school-wide events
	4.15
	0.86
	

	
	
	Attend Professional Learning Community (PLC) meetings
	4.10
	0.95
	

	
	
	Complete attendance verification reports
	4.08
	0.99
	

	
	
	Maintain professional development plan
	3.96
	1.01
	

	
	
	Perform regular school-wide duties (i.e., gate, lunch, and hall)
	3.95
	1.15
	

	
	
	
	
	
	

	Classroom and Laboratory Instruction
	7
	Provide hands-on learning experiences
	4.87
	0.36
	0.84

	
	
	Teach students practical skills
	4.83
	0.40
	

	
	
	Build relationships with students
	4.80
	0.42
	

	
	
	Provide clear instruction
	4.75
	0.48
	

	
	
	Manage the learning environment
	4.73
	0.49
	

	
	
	Provide content area expertise
	4.66
	0.53
	

	
	
	Stay current with industry trends
	4.58
	0.54
	

	
	
	
	
	
	

	Overall
	69
	
	
	
	0.97


Note. Items were assessed using a 5-point, Likert-type agreement scale (1 = Strongly disagree, 5 = Strongly agree).

Research Objective 3

Based on the results of the PCA, 69 items were retained as part of the validated instrument. Participants’ responses were then evaluated to describe their perceived importance of the 69 primary tasks associated with teaching SBAE. Composite importance scores were calculated for each of the participants. The scores could have varied from 69 to 345 because the participants’ scores ranged from 1 (Strongly disagree) to 5 (Strongly agree) on a five-point, agreement scale for each of the 69 retained items (i.e., 5 X 69 = 345). The lowest composite importance score calculated among participants was 150 while the highest score was 345; therefore, scores ranged from 150 to 345, and the mean of all composite scores was M = 300.84 (SD = 31.45). Scores ranging from 69 to 137 indicated that participants found the list of tasks very unimportant. And scores from 138 to 206 indicated that they found the tasks unimportant. In addition, a score ranging from 207 to 275 indicated that participants perceived the tasks as important, and scores from 276 to 345 indicated the tasks were very important. Almost all participants viewed the list of primary tasks associated with teaching SBAE as important or very important (f = 814; 99.39%). Table 2 displays the real limits of the range of scores and the corresponding number of respondents in each category.

Table 2

Participants’ Perceived Importance of the List of Primary Tasks Associated with Teaching SBAE (n = 819)
	Score Ranges
	f
	%

	Very unimportant
	0
	0.00

	Unimportant
	5
	0.61

	Important
	153
	18.68

	Very important
	661
	80.71


Note. 69 to 137 = Very unimportant, 138 to 206 = Unimportant, 207 to 275 = Important, and 276 to 345 = Very important.

Moreover, mean-item importance scores of the individual components for the list of primary tasks associated with teaching SBAE were also evaluated to determine if participants viewed specific components as more important than others. Mean-item scores ranged from 4.15 to 4.75, and the grand item-mean for the instrument was 4.36, indicating that teachers viewed each component and its associated tasks as important. Table 3 displays the mean-item importance scores for each of the five components of the validated instrument. For individual item mean scores, see Table 1.

Table 3

Mean-Item Importance Scores for Each of the Five Components of the Primary Tasks Associated with Teaching SBAE (n = 819)
	Components
	Meana
	SD

	Supervised Agricultural Experiences (SAEs)
	4.25
	0.14

	Advising an FFA Chapter
	4.46
	0.17

	FFA Awards and Degrees
	4.22
	0.10

	Other Professional Responsibilities
	4.15
	0.15

	Classroom and Laboratory Instruction
	4.75
	0.10

	Grand item-mean of instrument
	4.36
	0.22


Note. aItem response means were calculated based on a five-point, Likert-type scale (1 = Strongly disagree, 2 = Disagree, 3 = Unsure/undecided, 4 = Agree, and 5 = Strongly agree) 
Conclusions, Implications, and Recommendations

The findings of the study supported four conclusions. First, SBAE teachers are expected to complete a range of tasks associated with teaching SBAE. Sixty-nine items were retained across five components reflecting the primary tasks expected of these teachers. The tasks were related to Supervised Agricultural Experiences, Advising an FFA Chapter, Other Professional Responsibilities, Classroom and Laboratory Instruction, and FFA Awards and Degrees, reinforcing the findings of Best (2023) that the tasks associated with teaching SBAE reflect the comprehensive, three-component SBAE model (Croom, 2008). The numerous job-specific tasks expected of SBAE teachers imply the development of specialized skills, thus building and expanding on their human capital (Smith, 2010). Moreover, these sector-specific skills improve the human capital of SBAE teachers and have the potential to boost their employability, perceived value, and success in the profession (Becker, 1964; Little, 2003; Schultz, 1971; Smith, 2010). Although 69 items were retained as part of the complete, valid, and reliable instrument, this represented only 29% of the 238 original tasks identified by Best (2023). It is important to note that 169 items failed to be retained. Examples of items not retained included prepare daily lesson plans, attend professional development, participate in professional organizations, book lodging for chapter events, connect students to community members, document times/places traveled to supervise student SAE projects, and manage total program budgets, among others. Such items could indicate areas to trim teachers’ responsibilities in alignment with the suggestions of Traini et al. (2021).

Second, this study validated the list of tasks associated with teaching SBAE as developed by Best (2023). The original list of tasks was developed through a nationwide, modified Delphi study in which a panel of experts identified the tasks expected of teachers in the areas of classroom and laboratory instruction, FFA, SAE, and other professional responsibilities (Best, 2023). The five components encompassed the three primary domains of the comprehensive SBAE model (Croom, 2008) and reflected all four of the primary areas found in the Delphi study conducted by Best (2023). Moving forward, the instrument should be referred to as the Primary Tasks for Teaching SBAE (PTT-SBAE). The PTT-SBAE, overall, as well as each of the five components, were deemed reliable due to strong Cronbach’s alpha coefficients (Nunnally, 1978). Further, the inter-item correlations for each component indicated that embedded items were interrelated adequately (Field, 2018). Finally, the removal of any item would not have improved the Cronbach’s alpha coefficient for any component or the instrument overall. Therefore, all 69 items were retained as part of the complete, validated list of tasks associated with teaching SBAE. As such, it was concluded that the PTT-SBAE is valid and reliable. 

Third, Advising an FFA chapter was the largest component of tasks associated with teaching SBAE. This component revealed a high degree of interrelatedness among its 25 identified tasks. Correlations ranged from moderate to very strong among these items (see Table 21; Davis, 1971). The importance of FFA as part of the comprehensive SBAE model is well-documented (Croom et al., 2008; Phipps et al., 1988, 2008; Talbert et al., 2022). As such, it is important to acknowledge the rich history associated with youth agricultural organizations and the role they play in today’s SBAE model (Croom, 2008). The identification of the component, Advising an FFA Chapter, as the single largest emergent component and group of tasks associated with teaching SBAE supports the notion that FFA is an integral part of SBAE programs (Croom, 2008; Phipps et al., 2008; Talbert et al., 2022).

Finally, teachers viewed the validated list of tasks associated with teaching SBAE and its components as important in their roles as SBAE instructors. Based on their composite importance scores, an overwhelming majority of respondents (f = 814, 99.39%) viewed the PTT-SBAE as important or very important, with scores ranging from 207 to 345. Further, the mean-item importance score for each of the five components of the PTT-SBAE ranged from 4.16 to 4.75, and the grand item-mean for the instrument was 4.36, indicating that teachers viewed each component and its associated tasks as important. Therefore, the 69 tasks comprising the PTT-SBAE and each of its five components are important to teachers’ roles and responsibilities as SBAE teachers. Despite apparent differences in personal and professional characteristics of SBAE teachers and their varying needs (DiBenedetto et al., 2018; Eck et al., 2019; Roberts et al., 2020), this conclusion supports the notion that SBAE is unified in its dedication to the delivery of the three-component model across the profession (Croom, 2008; Phipps et al., 2008; Talbert et al., 2022).

Because the PTT-SBAE was validated as a complete, reliable list of tasks associated with teaching SBAE, we recommend that it be used in its entirety. However, acceptable internal reliability estimation coefficients (Nunnally, 1978) and adequate inter-item correlations (Davis, 1971) were found for each of the five components. As such, the components also could be used independently. Moreover, we recommend that the instrument and its components be used with SBAE teachers to identify areas of potential need for improvement so that tailored and targeted professional development offerings (Garet et al., 2001) may be developed to address their deficiencies. Providing professional development opportunities that meet teachers’ specific needs better engages them in content they find most relevant and meaningful (Lee, 2005), contributing to their acquisition of additional necessary and impactful human capital (Becker, 1964; Little, 2003; Schultz, 1971; Smith, 2010; Smylie, 1996). In addition, pre-service SBAE teachers experience specific needs regarding their preparation as prospective teachers (Eck et al., 2021b). Therefore, we recommend that the PTT-SBAE and its components be used to better inform the preparation of pre-service SBAE teachers. 

Opportunities exist to contextualize various research studies using the PTT-SBAE to further describe attributes of the profession and its teachers. We recommend, therefore, that additional research be conducted to further develop measurable scales that can be used in conjunction with the PTT-SBAE. Scales such as P-E fit, self-efficacy, competency, job-satisfaction, stress, and burnout, among other applications, should be considered. Such research could provide valuable insight into the reasons teachers choose to enter, remain in, or leave the profession prematurely as well as how the field can improve recruitment and retention efforts. Although the PTT-SBAE identified the primary tasks related to the profession, relevant literature indicates that the needs of SBAE programs often vary based on location (Roberts & Dyer, 2004; Washburn et al., 2001). As such, we recommend that future investigations be conducted to determine additional tasks beyond the primary list validated in this study that are relevant to specific states or regions. Moreover, the PTT-SBAE may enhance SBAE programs if used by local leaders, including administrators, advisory councils, and program supporters, to determine the specific needs and expectations of SBAE teachers in their respective communities. 
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