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Over the years, examination of barriers to the development and implementation of Supervised Agricultural 
Experience (SAE) programs has gained traction. This has led the profession to investigate the relevance of 
SAE. In the conducted studies, the profession continually notes that SAE remains a foundational component 
and perhaps the only distinguishing difference between school-based agriscience education (SBAE) and 
other Career and Technical Education programs or specialty courses that tie in a student leadership 
organization. While collecting evidence of perceived barriers of SAE implementation is important, at some 
point the question must be asked: What is right with student SAE programs in SBAE? This study used a 
qualitative approach to examine factors that exist in rural SBAE programs that maintain exemplary SAE 
programs. Through focus groups, one-on-one interviews, observations, and informal interviews, nine 
factors, embedded in three themes, emerged. Researchers concluded a culture for SAE existed throughout 
the total program, school, and community. It was recommended that agriculture teachers aspire to instill 
SAE culture within their programs.  
 
Keywords: SAE implementation; SAE development; agricultural education; and experiential learning  

Introduction 

The National Council for Agricultural Education (NCAE) developed an initiative 
to renew and reinvigorate the utilization of Supervised Agricultural Experiences (SAE) 
within school-based agricultural education (SBAE) classrooms. The Experiential 
Learning Planning Committee was developed to address the barriers that teachers and 
students in SBAE programs around the country were facing in their implementation of 
SAE programs at the local level (NCAE, 2015).  Following the presentation of the final 
report, the planning committee was recharged with the development of specific methods 
to renew and reinvigorate the development and implementation of SAE.   

The National FFA Organization, serving as the leadership component within the 
agricultural education model, reported 60% of FFA chapters, and presumably secondary-
school agricultural education programs, still reside in rural areas (2023). Residents within 
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a rural community are more likely to live in lower socioeconomic status (SES) conditions 
than urban counterparts (Blumenthal & Kagen, 2002). Various studies have addressed the 
factors of limitation for students to participate in SAE programs including lack of time, 
resources, and motivation (Barrick et al., 1991; Dyer & Osborne, 1995; Rayfield & 
Moore, 2012). Rural SBAE teachers are faced with these limitations and barriers when 
teaching students the concepts and requirements of SAE programs.  

For SAE programs to be successful, teachers must effectively assist students in 
the development and implementation of SAE programs that meet students’ needs and 
interests (Barrick et al., 1992). However, little to no research has been done to examine 
how teachers currently develop and implement SAE programs (Dyer & Osborne, 1995). 
Retallick (2011) discussed tactics for teachers to redefine the structure of SAE to reach a 
broader student body with the idea that SAE cannot be a “one size fits all.” An 
examination of these considerations and methods to improve SAE instruction could assist 
in an increased utilization of SAE in SBAE programs. Therefore, this study investigated 
the development and implementation process utilized in rural schools where exemplary 
SAE programs were conducted.  

Purpose and Research Questions. The purpose of this study was to identify 
factors present in the development and implementation of exemplary SAE programs in 
rural schools. This study supported Priority Area Four, Meaningful and Engaged 
Learning Environments, of the National Research Agenda (Doerfert, 2011). This study 
was part of a larger study, and the research question is as follows: 

1. What [teacher; student; school; community; & family] factors were present in 
the development and implementation of exemplary SAE programs in rural 
schools?  

Literature Review 

Barrick et al. (2011) defines an SAE as, “a planned and supervised program of 
experience-based learning activities that extend school-based instruction to enhance 
knowledge, skills, and awareness.” Developed from the original project-based teaching 
method (Stimson, 1915), the current version of SAE encompasses career exploration, 
literacy, workplace safety, college and career readiness, and financial management 
through placement/internship, ownership/entrepreneurship, research, school-based 
enterprise, and service-learning projects through the lens of the agricultural industry 
(NCAE, 2017). SAE programs have been seen to be most effective when relating to a 
topic or facet of agriculture that meets student interests (Swenson et al., 2021) and 
developing a student’s work-based learning skills to prepare them for college and other 
professional environments (Robinson & Haynes, 2011).  

SAE is a requirement for all SBAE students, regardless of location (NCAE, 
2017). Although there has been some research in the literature regarding SES comparison 
between rural and urban students (Blumenthal & Kagen, 2002), there has also been 
research regarding the benefits and opportunities that rural students have in the context of 
agricultural education. Elliot & Lambert (2018) applied the term rural privilege to 
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students in rural SBAE programs because of the closer connection to agriculture, the 
larger land space to engage in larger SAE programs, and community connections. 
However, the literature also suggests that due to the nature of a rural school having a 
smaller population of students, rural students are stretched thinner and pulled away from 
participation in SBAE because of external factors including sports and other clubs or 
organizations (Rayfield, et al., 2008). The involvement load of rural students may affect 
their application of an SAE program.  

Many issues regarding the utilization of SAE have been discussed within the 
agricultural education literature. Throughout the literature, the decreasing level of student 
participation has been a major concern of the agricultural education community (Barrick 
& Estepp, 2011; Newcomb et al., 2004; Phipps et al., 2008; Talbert et al., 2007). Further, 
teachers have reported numerous concerns regarding their ability to develop and 
implement SAE programs including changing student demographics and availability of 
resources to students (Barrick & Estepp, 2011; Dyer & Osborne, 1995; Newcomb et al., 
2004; Phipps et al., 2008; Retallick, 2011; Talbert et al., 2007).  Studies have 
recommended that further examination of SAE program utilization in SBAE is needed 
(Barrick et al., 1991; Dyer & Osborne, 1995; Lewis et al., 2012; Retallick, 2010; 
Robinson & Hayes, 2010).   

Theoretical Perspectives 
 

Creswell (1998) described case-study research as the in-depth examination of 
single or multiple cases.  The researchers in this study examined two rural SBAE 
programs to describe the SAE development and utilization processes used by teachers. 
The researchers also utilized ontological, epistemological, and theoretical frameworks to 
ground the research (Crotty, 2010).  

According to Crotty (2010), ontology refers to the study of the existence of 
multiple realities. The study of ontology examines what a participant perceives as real in 
relation to the phenomenon that was examined (Crotty, 2010). This study and researchers 
utilized the ontology of realism. Realism “is the doctrine that there are real objects that 
exist independently of our knowledge of their existence” (Schwandt, 1997, p. 133). 
Turner (2008) suggested that realism accepts that a real world exists that must be 
explored and interpreted through physical interaction between the individual and the 
world. In this study, the participants interacted with their SAE program and discovered 
knowledge based upon their interactions with the physical world.  

When describing the constructionism epistemological perspective, Guba and 
Lincoln (1990) posited a human’s reality of the world is different than the natural 
physical world. According to Patton (2002), due to a human’s ability to interpret and 
construct meaning from his/her reality, a human’s reality “is not real in an absolute sense, 
as the sun is real, but is ‘made up’ and shaped by cultural and linguistic constructs” (p. 
96). In this study, the researchers examined each participant’s perspective and interaction 
with SAE development and implementation within the participant’s individualized 
reality.   
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The theoretical frameworks of constructivism guided this study. Crotty (2010) 
defined a theoretical perspective as “an elaboration … of the assumptions brought to the 
research task and reflected in the methodology as we understand and employ it” (p. 7). 
Constructivism refers to an individual’s meaning-making process as a construction of 
meaning rather than a discovery. Denzin and Lincoln (2000) define constructivism as an 
individual’s construction of knowledge constructed through interaction between the 
individual and an object. In this study, the researchers sought to examine the knowledge-
base of factors developed by participants through their interaction with exemplary SAE 
programs. 

Conceptual Framework 
 

Within SAE literature, little work has been completed in the construction of a 
model that guides the development and implementation of SAE programs. Phipps et al., 
(2008) stated that all involved in the SAE program must agree upon the development and 
implementation of SAE. However, Rubenstein and Thoron (2014) found SAE 
development and implementation were affected by the students’ intention to participate in 
SAE. Bird et al. (2013) stated external and internal factors influence a student’s decision 
to participate in SAE. Utilizing the recent literature in SAE, Figure 1 represents the 
researchers’ conceptual framework, which guided this study. The framework seeks to 
explain the role of student, teacher, parent, community, and school factors on student 
intention, development, implementation, and continual use of SAE programs. The 
researchers utilized this framework to guide the methods of this study in choosing 
participants and framing questions that align with previous understanding of factors that 
affect a student’s SAE.  
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Figure 1 
 
Conceptual model of SAE programs in SBAE 

 

 

Methods 

 The methods of this study were developed as part of a larger study. This 
qualitative study utilized a purposive method for participant selection (Koro-Ljungberg et 
al., 2009). Two states were selected where the researchers had not previously worked and 
also had not partnered with anyone from the states on research activities to reduce threats 
to researcher bias. Researchers contacted an agricultural education university faculty 
member and the state agricultural education supervisor within the two states to garner 
three to five rural agricultural education programs. Rural programs were qualified as 
being in places with fewer than 2,500 people in population, according to the United 
States Department of Agriculture (2019).  At the completion of the review of the school 
demographics, seven teachers in Minnesota and ten teachers in Georgia were contacted 
and interviewed by phone. The agriculture teachers were notified of their selection for 
participation in the study and on-site visits were established. The agriculture teachers 
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were then asked to select six students who were establishing an SAE program for the first 
time and six students who had conducted an SAE program for three years or more. A 
parent or guardian of each student was asked to participate in a focus group during the 
on-site visit. 

Site visits were scheduled for a two-day observation and data collection period. 
During the site visit, a minimum of two student focus groups, two parent focus groups, 
one community member focus group, and one or two teacher interviews (depending on 
the number of agriculture teachers in the program) were conducted. Each focus group 
contained between four and six participants (Morgan, 1988). The participants of this 
study included 21 students, 16 parents, four community members and three agriculture 
teachers. School A comprised nine students, eight parents, and three community 
members. School B comprised 12 students, eight parents, and one community member. 
Due to a limited number of community members, the community members were 
combined with parents to conduct the focus groups. The students in the focus groups 
ranged from 10th grade to 12th grade (Table 1). The adults (parents and community 
members) ranged from ages 37 to 63. A majority of the participants were predominately 
Caucasian (Tables 2 and 3).  

 
Table 1 
Student Participant SAE Programs 

Student Gender SAE Program 
1 Female Equine Management – Placement and Entrepreneurship 
2 Male Beef Production – Entrepreneurship 
3 Male Equine Science – Placement 
4 Female Specialty Crop Production – Entrepreneurship 
5 Male Agricultural Mechanics – Entrepreneurship  
6 Female Equine Management – Placement  
7 Female Agricultural Education – Placement  
8 Female Veterinary Medicine and Veterinary Assisting – Placement  
9 Female Agricultural Education – Placement  
10 Female Goat Production – Entrepreneurship 
11 Female  Greenhouse Management – Placement  
12 Female Garden Production – Entrepreneurship 
13 Female Dairy Production – Entrepreneurship 
14 Male Dairy and Crop Production – Entrepreneurship 
15  Male Dairy Production – Placement  
16 Female  Poultry Production – Entrepreneurship 
17 Female Specialty Animal Production (Honey Bees) – Entrepreneurship 
18  Female Poultry Production – Entrepreneurship 
19  Male Specialty Crop Production (Seed Corn) – Placement  
20 Female Landscape Maintenance – Placement  
21 Female Agricultural Sales – Placement 
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Table 2 
Community Member Careers  

Community Member Gender Career 
1 Male Owner of a Family Farm 
2  Male Owner of a Family Farm 
3 Male Extension Agent  
4 Female Owner of a Family Farm 
 
Table 3 
Parent Careers 

Parent Gender Career 
1 Female Owner of a Dairy Farm 
2 Female Animal Handler for an Assisting Care Facility  
3 Female Owner of a Dairy Farm 
4 Female  Radiology Technologist  
5 Female Bookkeeper/Accountant  
6 Female Parent Educator & College Student  
7 Male Director of Engineering for a Milk Producer Coalition 
8 Male Township Maintenance Department 
9 Female Stay-at-home Mom 
10 Female Accountant  
11 Male Contractor 
12 Female Secretary 
13 Female Disable – Owner of a Family Farm 
14  Female Landscape Maintenance Department 
15 Female Owner of a Remodeling Company 
16 Female Sales Coordinator  
 

The focus groups and interviews were audio recorded and transcribed for data 
analysis. Observations and informal interviews were conducted with additional 
agriculture students, who did not participate in the focus groups, by the researchers to 
establish consistency in the data between all students enrolled in an agricultural education 
course and to ensure that the researcher had achieved data saturation. Data saturation was 
achieved by the researchers and was noted, when the researchers found the repetition of 
themes and lack of new data, during the initial stages of data analysis. 

Interviews and focus groups were conducted utilizing a semi-structured interview 
guide. The individual interviews lasted between 50 and 90 minutes, while the focus 
groups lasted between 80 and 110 minutes. Even if participants chose not to utilize a 
pseudonym, pseudonyms were assigned to all participants during the transcription 
process to ensure anonymity of the data (Creswell, 2013; McMillian & Schumacher, 
2010). Further, all identifiers were removed from the data to ensure participant 
anonymity was upheld. An incentive was utilized as a stimulus to participate in the focus 
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group (Krueger & Casey, 2009). In this study, parents and community members were 
provided with a $25 check and the agriculture teachers were provided with a $75 check.  

 Lincoln and Guba (1985) constructed a four-step constant comparative method 
that was utilized to compare data collected across multiple cases without the development 
of relationships and a theory. This method was performed by analyzing and comparing 
data not only from the multiple cases observed, but within each individual site to 
determine themes and contradictions within the data. To ensure the trustworthiness and 
rigor of the research study, the researchers utilized: member checking, peer debriefing, 
persistent observations, referential adequacy materials (teachers’ SAE instructional 
materials), and triangulation between three different data collected (Dooley, 2007; 
Lincoln & Guba, 1985), thick descriptions of the context and data, and an audit trail with 
documentation on methodological decisions made during the study (Dooley, 2007). 
Further the researchers in this study were agricultural education faculty with formal 
training in SAE program development. Both researchers believed SAE was an integral 
component of a SBAE program. 

Findings 

Supportive Surrounding “Community.” When ensuring every student was 
involved in an SAE program, it was essential to understand the factors that influenced 
student involvement. “Community” in the findings of this study includes parties such as 
parents, SBAE programs, and community members involved in agricultural education.  

Supportive Parents. When working with students involved in an SAE program, 
teachers must address the needs of the students’ parents, which supports the work of 
Retallick (2010) and Dyer & Osborne (1995). The teachers noted they spent time 
discussing a student’s SAE program whenever they were engaged in a conversation with 
the student’s parent. Teacher-1 described, “anytime I talked to a parent I talk to them 
about their student’s SAE, no matter what the conversation is about.” Parents believed 
their role was to be supportive and provide supervision to their students while they were 
engaged in their SAE program at home. Parent-2 stated, “we support what he wants to do 
but we also encourage, like as a parent I encourage him to take every opportunity that 
comes his way.” The parents felt as though they had an interest in seeing their students 
succeed and learn from their SAE. Parent-11 remarked, “My son was working with wood 
and me being a contractor, he’s been around it all his life and it was something that I 
could get involved with, with him.” Throughout the focus groups and informal 
interviews, the students mentioned their parents assisted them in acquiring pertinent 
resources for their program and that they were always there to answer questions they may 
have. Further, they believed the support of their parents and family members was a 
reason they remained involved in an SAE program. Student-3 affirmed “as I got 
involved, I got more interested and I continued working with him (grandpa) and see if it’s 
something I would like to do in the future.”  
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Parental Knowledge of SAE. While parents discussed that they were adamant 
supporters of SAE, throughout the study it became evident parents had limited 
knowledge of SAE. While these two ideas could contradict one another, it was found that 
even though parents lacked a full understanding of what SAE actually meant, they were 
full supporters of the learning and engagement of students in a program that sparked their 
interest. In each focus group, “What does SAE mean?” was asked. Many times the 
parents were unable to answer the question. The teachers required the parents to sign a 
sheet stating they understood the requirements and expectations of their student. Teacher-
3 described their policy, “one of the things that they (parents) have to do to start it off, is 
that they do have to sign off on the course syllabus that has that grading spelled out.”  

Parents were confused as to if SAE was a separate course, a part of FFA, or if it 
was an assignment for the agriculture education course. Parent-1 stated, “I actually am 
not sure if this is a new class or what this is in general.” The lack of knowledge continued 
when Parent-6 said, “I did not know that it was called an SAE program, the assignment 
that she had to do. All I knew was that I had to take her to work sometimes.” Parent-7 
added, “I really didn’t know what we were getting into. In some ways I’m not sure that 
wasn’t better because if I’d known what we were getting into I’m not sure I’d have gotten 
involved.” In an attempt to describe an SAE program, Parent-12 responded that SAE was 
“an unknown secret that we have here.”  

Program Goals. During the development and implementation process, teachers 
and students worked together to develop adequate and achievable goals for the student to 
work toward during the SAE program. The main purpose of the goals was to continually 
motivate the student to continue their involvement and to apply their knowledge to their 
SAE. Teacher-2 explained that every student was expected to “identify three goals that 
they want to achieve.” Further, teacher-1 shared, “I think that that’s encouraging for that 
student to feel like they have met that success. Even if they were unable to reach all of 
their goals, to at least reach a goal is important.” SAE goals were viewed as an essential 
component to guide student engagement in an SAE program. Student-9 remembered the 
teacher “[emphasized] that you should have short and long-term goals.” Further, Student-
9 mentioned the agriculture teachers did not expect all student goals would be directly 
related to the SAE program and encouraged students “to think about the personal side of 
the goals and [my teacher] always told me let yourself grow.” The parents recognized the 
goals students developed for themselves would assist the parent in guiding and 
supporting their child as they engaged in an SAE program. Parent-15 expressed that “they 
set goals and I know they have certain skills that they want to attain. I know that they go 
online and they post their goals and the skills that they want to attain through their SAE.”  

Community Member Support. When developing an SAE program for students, 
community members play a large role in providing students with resources or assisting 
students in achieving their goals (Lewis et al, 2012). When starting a business, Student-
16 mentioned community members “pushed us along saying we would definitely buy 
eggs from you. So, they kind of supported us once we brought that idea to them.” When 
developing SAE programs, agriculture teachers assist with connecting community 
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members with students. Teacher-1 explained the development of “SAE’s is based on the 
community’s needs and what the community has to offer.” Community members 
contacted the agriculture teacher before they hired employees to see if they had a student 
who might be interested in a job. Teacher-3 described a situation where a community 
member was reluctant to hire a high school student for an opening in a construction 
business. A year later, the community member contacted that agriculture teacher to say 
the student “was the first person he's ever seen in high school that he would rather hire 
straight out of high school.”  

Students who worked for different community members recognized their 
knowledge and skill had been enhanced because of their opportunity to work with a local 
community member. When talking about a local community member who was his/her 
boss, Student-8 expressed that “he’s been a big influence just igniting that passion and 
going beyond just helping me and cushioning me. He’s really cracked the whip and made 
sure I did all the dirty stuff as well as the good stuff.” Further, Student-6 expressed that 
community members had provided opportunities to expand skills by “coming up to me 
and asking me to come ride their horses and work with their horses rather than just at the 
local farm it helps me meet other people and get to work with new horses.”  

Joint Supervision 
Classroom supervision. Within the classroom setting, the agriculture teachers 

provided students with classroom time to work on the development and implementation 
of their SAE program. During this classroom instructional time, the agriculture teacher 
spent the entire time talking with students and asking questions about their SAE program. 
Teacher-2 described their philosophy of SAE supervision as “it’s the teacher’s job to 
evaluate the student and to encourage the student to make sure the problems are getting 
done correctly, then the community member or the parent is there to offer support as 
well.” Teacher-1 recognized some issues with only classroom supervision but described 
the classroom can be effective if “there’s progress checks and if there’s something really 
alarming, I can say okay, let’s talk about what’s going on here.” The students explained 
when they were in class they spent time working with the agriculture teacher to ensure 
they were completing their assignments and SAE correctly. Student-21 recalled their 
experience with classroom supervision, “in class he (agriculture teacher) would set days 
so we could work on our SAE’s and if we had questions about it, he would just answer 
them, so that always helped.” In many cases, the parents denoted this practice as 
providing the students guidance and encouragement to keep them on schedule and assist 
them in meeting their goals. Parent-10 described the teacher’s role in supervision “as 
keeping them (students) on track to make sure they’re meeting their goals.” Further, 
Parent-12 explained that the teacher provided supervision when conducting “weekly 
checks on the paperwork, you know, do you have pictures, and do you have a way to 
present this to the class at the end of the year.”  

On-site Supervision. While the teachers in this study recognized the importance 
of conducting on-site supervision, each of the teachers affirmed that due to time 
constraints and the number of students enrolled in the SBAE program, on-site checks 
were near impossible. Teacher-2 stated the only time to see a student’s SAE in person 
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was “if they bring it up here to school.” The teachers recognized a need to be more 
actively engaged in providing on-site supervision. Teacher-2 mentioned they relied on 
parents and community members “for supervision, for the most part. Their (student) 
supervisor has to sign off on their project at the end, their hours, to make sure that 
they’ve actually completed those hours.” Teacher-3 noted that if parents or community 
members provided supervision to a student they were required to complete “some forms 
and they can say, this student is doing these things, this student has showed me how to do 
this specific task.”  
 Community members were rather concerned with the lack of time the agriculture 
teacher spent on-site with students. Community members recognized being a supervisor 
of students’ SAE programs was one of their roles in the SAE development and 
implementation process. However, the community members suggested if the agriculture 
teacher expected this, a training session should be conducted with community members 
assisting with student SAE programs. Community member-3 recognized teachers may 
not need to be the “direct supervisor but I think one thing they could do is make sure that 
the employer realizes that this is an education[al] experience.” Further, community 
member-2 explained that the agriculture teacher needed to provide “clear expectations up 
front so the employer knows what is expected of him as the employer in terms of 
guidelines, rules, regulations, expectations.”  

Shared Expectations 
Supportive Administration. When working in a public school system, teachers 

must ensure their local administration supports the work being done in their classrooms 
(DiBenedetto et al., 2018). Teachers and community members in this study recognized 
and discussed the supportiveness of the building administrators in both schools. While 
only an informal conversation to thank the building administrators for their support of 
this study was held, it was noted the administrators were proud of the SBAE programs in 
their schools. Teacher -2 explained, the “administration in our school is very supportive 
of what we do, especially with the way we conduct our SAE projects.” Involving 
administration in different aspects of the SAE program increased their support of the 
utilization of SAE. Teacher-1 explained, “when we do our presentation expo at the end of 
the semester, we invite our faculty and administration to participate. We encourage them 
to come down because they hear a lot about the SAE project.” Teacher-3 explained that 
supportive administrators can “see the connection between career development and the 
SAE portion of the Ag program and my administration said that our Ag programs needs 
to do more SAE and we need to find ways to make that available to them.” Community 
member-3 further explained, “unless you have them on board because they can throw up 
roadblocks and challenges” for the agriculture teacher to face when developing and 
implementing student SAE programs. Community member-2, who had served on the 
local school board, added that school administration will “discover that a successful 
program will attract students to it. If there’s enrollment in the classes it must be doing 
pretty good.” 

Prior Sibling Involvement in SAE. When conducting an SAE program, students 
and their parents discussed that older siblings’ experience with SAE had an impact on the 
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current student’s involvement in SAE. Further, the sibling’s involvement in SAE assisted 
in the development of a culture within the family that participation in SAE was an 
expectation. Parents noted they perceived better conceptualization of SAE, and they were 
better able to support their son or daughter, once they had one child conduct an SAE 
program. Student-20 discussed that older siblings had a large impact on their involvement 
in SAE, “I have older brothers that were super involved in FFA, they were both 
presidents and I saw them succeed with their SAE, so I kind of felt like I should then.” 
When discussing the development of an SAE program, student-18 shared that a 
grandfather first had the idea to raise poultry and “brought the interest to me and then 
also to my sister, but I basically run the program.” Student-18 further stated that her sister 
would take over the project when she enters high school in two years. Parent-10 
discussed the experience of having two students conduct an SAE program, our “1st 
daughter did it and then the 2nd daughter picked up on it and she did expand it to some 
other things that the 1st daughter didn’t. Then, we have a son coming in. He’s looking 
forward to it.”  

Developing a Culture for SAE. The students understood they were expected to 
conduct an SAE program if they enrolled in an agriculture course. Teacher-1 explained, 
“there are kids who will not take ag classes because of the SAE, because there’s extra 
work involved and they can go take another CTE class and not have extra work.” 
Teacher-3 explained that student perspectives regarding SAE changed over time when a 
culture for SAE was developed. The agriculture teachers expressed they were proud of 
the culture they had developed and were pleased students recognized involvement in an 
SAE program was required of every agricultural education student. Teacher-2 explained 
how the culture for SAE had changed,  

Before we got here five years ago, the SAEs were not a major component in the 
classroom, and we made it that major component.  We’ve seen that go from 
maybe one or two kids with quality projects to six, eight, ten, twelve kids with 
quality projects and we’ve identified kids that are coming in that could have really 
good projects. 

This was supported when student-8 stated watching friends develop their SAE “helped 
me develop my SAE and I was just constantly reminding myself, I have people backing 
me up, I have resources and I can do this.” 
 The parents’ noticed students were assisting in the process of developing a culture 
for SAE. Many of the parents described that their son or daughter enjoyed being in an 
agricultural education course and they had made friends through FFA. Those friendships 
encouraged students to participate and engage in the SAE development and 
implementation process. Parent-10 explained, “it’s a great community … from the other 
students, the students they work with, also. They’re excited about the projects each of 
them is working on.” Parent-10 stated a culture for SAE that had been developed, his 
children “...wanted to do it. It hasn’t been where we had to beg and prod like with some 
things that you have. They would rather be doing that than just about anything else. You 
don’t find many things like that.” 
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Conclusions, Implications, and Recommendations 

The agriculture teachers noted classroom instructional time was dedicated to 
classroom SAE supervision and this was a choice they made to ensure all students were 
successful in their SAE. However, community members believed the agriculture teacher 
should conduct more on-site supervision during a student SAE program supported by the 
work of Dyer and Williams (1997) and Roberts and Dyer (2004). Similar to previous 
research by Dyer and Williams (1997), the agriculture teachers in this study denoted that 
lack of resources and time limits the number of on-site supervisory visits. However, the 
agriculture teachers in this study believed on-site supervision was beneficial to student 
success in their SAE. All of the participants believed an adult other than the agriculture 
teacher could supervise a student SAE program. This finding supported the work of 
Lewis et al. (2012), that reported supervision practices be shared between the agriculture 
teacher, parent, and community member.  

Throughout this study the findings indicated the utilization of a culture for SAE 
within their SBAE programs.  Teachers in the study reported the utilization of a multi-
year process to develop an SAE culture.  Over five years, teachers described that 
persistence and determination were key to ensuring that their expectations did not waiver 
or diminish.  The teachers in this study described that students changed their attitude 
towards SAE and students’ knowledge of an expectation to engage in SAE, within the 
student body, increased each year a firm SAE policy was implemented and enforced.  
Therefore, it was concluded that agriculture teachers needed to develop a culture for SAE 
within the SBAE program. The participants in this study reported prior sibling and/or 
family involvement assisted in the development of a culture for SAE. Agriculture 
students who had a sibling involved in an SAE program reported they had a positive 
perception of SAE and that encouraged them to participate. As siblings enter agricultural 
education courses and engage in SAE, a culture for participation was strengthened. This 
conclusion was similar to the finding of Rubenstein and Thoron (2014), who found that 
prior student involvement in SAE strengthens the value of SAE within SBAE programs.   

The findings of this study supported the need for garnering administrative support 
for student SAE involvement. Rayfield and Wilson (2009) found school principals 
perceived SAE as an important component of agricultural education. The agriculture 
teachers supported the recommendations Phipps et al. (2008) posited for garnering 
administrator support. Therefore, it was concluded that involving administrators in SAE 
activities may elicit administrative support.  

Based on the findings of this study, the researchers make the following 
recommendations for practice. Agriculture teachers should identify parents and 
community members to serve as SAE supervisors that receive training to be able to 
supervise and support a student in their SAE program. Additionally, agriculture teachers 
should utilize both on-site and classroom supervision including class time for students to 
be able to work on their record books and ask the teacher specific questions for their 
program. Agriculture teachers should have students develop goals for their SAE 
programs to act as a guide or road map for what that student wants to achieve through 
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their SAE program. Furthermore, agriculture teachers should engage in the development 
of a culture for SAE participation including inviting school administration to observe 
SAE-based lessons and activities.  

Based upon the findings of this study, the following recommendations should be 
considered by teacher preparation programs. Preservice teachers should be prepared to 
utilize both on-site and classroom supervision techniques. Preparation to utilize both on-
site and classroom supervision will allow teachers in their first year to serve more 
students effectively in their SAE program. Additionally, in-service teachers need 
professional development to prepare volunteers, parents, and employers to supervise SAE 
programs. Finally, based upon the findings of this study, the following recommendations 
for future research have been drawn. The development of a model to enhance SAE 
development and implementation is warranted. Conducting and sharing results of 
qualitative studies that examine urban and suburban SBAE programs with exemplary 
SAE programs and examination the development of a culture for SAE. 
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