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Introduction and Theoretical Framework

Induction-year teachers, those who have been in the profession for less than a year, are expected to complete the same tasks with the same competency as their more experienced peers (Moore & Swan, 2008). Such expectations can lead to stressful situations for these neophyte teachers (Moir, 1999). Mundt (1991) connected positive experiences and support, or lack thereof, to their likelihood of induction-year teachers to be retained in the profession. Approximately 20% of all teacher attrition is induction-year teachers not returning to the classroom for a second year (Taie & O’Rear, 2015). This teacher retention issue must be addressed before school-based agricultural education (SBAE) will be able to address the teacher shortage (Guarino et al., 2006; Smith et al., 2019). Targeted, specific, and ongoing professional development for induction-year teachers has been shown to decrease teacher attrition (Smith & Ingersoll, 2004). 

The induction-year requires the most support of any teacher career stage (Katz, 1972). In addition to the common professional development needs of curriculum, classroom management, and pedagogy for induction-year teachers across subject areas (Kennedy & Clinton, 2009), SBAE teachers have professional development needs in differentiated instruction (Ruhland & Bremer, 2002) and agricultural content knowledge (Smalley et al., 2019). Management of FFA and SAE programs introduce additional professional development needs for induction-year SBAE teachers (Moore & Swan, 2008), including topics such as SAE supervision (Sorensen et al., 2014), alumni support (Joerger, 2002; Myers et al., 2005), planning chapter events (Myers et al., 2005), SAE record keeping (Sorensen et al., 2014), and student motivation (Smalley et al., 2019). This professional development is commonly delivered through mentoring, induction programing, and seminar-like sessions (Moore & Swan, 2008; Shaha et al., 2015). 

Bandura’s (1997) theory of self-efficacy served as the theoretical foundation for this study. This theory proposes a person’s sense of their ability to successfully perform a task in a given context impacts their performance (Walumbwa et al., 2011). A teacher’s sense of self-efficacy has implications for teacher retention, student motivation, and student performance (Tschannen-Moran & Woolfolk Hoy, 2001). More self-efficacious teachers are more likely to set higher goals for students, exhibit greater resiliency, and be retained in the profession (Bandura, 1997; Tschannen-Moran & Woolfolk Hoy, 2001). By focusing professional development in areas of lower self-efficacy, trainings may improve teachers’ sense of ability and improve teacher effectiveness (Pajares, 1992). 

Purpose and Research Questions

The purpose of this study was to explore the self-perceived PD needs of Oklahoma SBAE induction-year teachers using mixed methodologies. The study aligned with The American Association for Agricultural Education’s (AAAE) third research priority addressing a professional workforce in the 21st century (Roberts et al., 2016). Three research questions guided the study.
1. What PD needs were reported in quantitative survey instrument?
2. What PD needs were reported in qualitative interviews?
3. How did quantitative and qualitative data points converge?

Methodology

A convergent parallel mixed methods study was designed to meet the purpose and research questions listed above (Creswell & Plano Clark, 2018). Phase 1 included quantitative measures with preexisting instruments. Wolf’s (2011) and Rubenstein et al.’s (2014) instruments were combined and modified to fit the purpose study of the study. The resulting 60-item, 9-point Likert-type instrument was assessed for face and content validity by a panel of SBAE experts. Post-hoc reliability tests resulted in Cronbach’s a of 0.86 for instruction items, 0.96 for FFA items, and 0.96 for SAE items, indicating a reliable instrument (Warmbrod, 2014). Quantitative data collection occurred in two rounds, first in August and again in December. Items in which participants indicated to have little capability were recorded as professional development needs. 

Phase 2 comprised of a case study design. All Oklahoma induction-year SBAE teachers were invited to participate and enticed with a monetary compensation for their time. From those who volunteered, participants were chosen based on teacher certification route and proximity to the lead author. Five participants, two emergency certified and three traditionally certified, completed all parts of the study. Two site visits were conducted to each participant (Yin, 2018). Semi-structured interviews were conducted during each site visit with a protocol focused on induction-year teachers’ experiences with challenges and successes within the SBAE program. All interviews were audio recorded and transcribed by hand. Data were analyzed using Atkinson’s (2002) steps to analyze case study data. Cases were first analyzed separately, then compared across individual cases. The quantitative survey items served as a base for protocol codes (Atkinson, 2002; Saldaña, 2016) with in vivo coding used to address areas not reflected in the protocol codes (Saldaña, 2016). Trustworthiness was built into qualitative measures using Yin’s (2018) case study approach. Construct validity, member checking, chain of evidence, theoretical foundation, and bracketing of researchers’ past experiences as traditionally certified SBAE teachers improved the trustworthiness of this phase (Yin, 2018). 

Once quantitative and qualitative data were analyzed separately, a joint display of both data forms was developed to assess areas of convergence and divergence between the two data sets. Legitimation, validity checks mixed methods, was addressed using inside-outside legitimation, weakness minimization legitimation, and multiple validities legitimation (Onwuegbuzie & Johnson, 2006). Member checking and peer audits increase the likelihood insiders and outsiders of the study will reach the same conclusions give the data collected (Onwuegbuzie & Johnson, 2006; Tashakkori & Teddlie, 2003). Weakness minimization legitimation uses the strengths of quantitative methodologies to mitigate the weaknesses of qualitative methodologies and vice versa (Onwuegbuzie & Johnson, 2006). Multiple validities accounts for the validity, reliability, and/or trustworthiness of the parts of a mixed methods study to account for the legitimacy of the whole (Onwuegbuzie & Johnson, 2006). 

Findings

Research Question 1 sought to report professional development needs from the quantitative survey instrument. These data are displayed in Table 1. In both quantitative data collections, Participants 1, 2, and 3 reported no professional development needs. Participant 4 reported two needs in the areas of assist FFA members in preparing proficiency applications and manage a horticulture laboratory/greenhouse. Participant 5 reported three needs in the areas of evaluate student learning, utilize a program advisory board, and utilize the FFA Alumni and Supporters. Each of these areas were rated as no to very little capability by the respective participant. 

Table 1.
Joint Display of Quantitatively and Qualitatively Reported Professional Development Needs 

	
	Participants

	Professional Development Needs
	1*
	2*
	3+
	4+
	5+

	Assist FFA members in preparing degree applications
	Qual
	
	
	
	

	Assist FFA members in preparing proficiency applications
	
	
	
	Quant
	

	Assist students completing a record of the financial transactions in their SAE project
	Qual
	
	
	
	

	Assist students in acquiring necessary resources to complete an SAE project
	
	
	
	
	Qual

	Build positive relationships with administrators
	
	
	
	Qual
	

	Clearly communicate the procedures of SAE projects with parents and employers
	
	Qual
	
	
	

	Coach Leadership Development Events (speaking, parliamentary procedures, etc.)
	Qual
	
	
	
	Qual

	Coordinate communication between a student, parent, employer, and myself
	
	Qual
	
	
	

	Evaluate student learning
	
	
	
	
	Quant

	Identify SAE projects that connect to agriculture curriculum
	
	
	Qual
	
	

	Manage a horticulture laboratory/greenhouse
	
	Qual
	Qual
	Quant
	

	Manage student behavior
	
	
	Qual
	
	

	Motivate students to learn
	Qual
	
	
	
	

	Provide students meaningful supervision during their SAE project
	
	
	Qual
	
	

	Recruit new FFA members
	
	Qual
	Qual
	
	

	Train a chapter officer team
	
	
	
	
	Qual

	Utilize a program advisory board
	
	
	
	Qual
	Quant

	Utilize the FFA Alumni and Supporters
	
	
	Qual
	Qual
	Quant


Note. * Indicates an emergency certified participant. + Indicates a traditionally certified participant. Qual = PD need identified in interview. Quant = PD need identified in survey. 

The second research question examined professional development needs mentioned in qualitative interviews. Emergency certified participants reported a total of eight professional development needs during interview sessions. Participant 1 stated, “we’re just learning as we go” (Interview 2, Line 275) in relation to assist FFA members in preparing degree applications and assist students completing a record of the financial transactions in their SAE project. During the second visit, Participant 1 reflected on her ability to coach Leadership Development Events, “We did a few activities this fall, what was offered anyway… They did alright. I thought they could do better” (Interview 2, Line 266-267). Participant 1 expressed concern and discouragement in motivating students to learn through her statements of “I just don’t understand why students wouldn’t want to work” (Interview 1, Line 409) and “I have the kids who want to show [exhibit livestock] and they want to work and be active… and the others, man, they’re just not doing anything” (Interview 2, Lines 246 & 248). 

Participant 2 was emergency certified and recognized four areas of professional development needs in interviews. After describing a reoccurring issue with students’ SAE projects, clearly communicate the procedures of SAE projects with parents and coordinate communication between a student, parent, and SBAE teacher emerged as professional development needs. In relation to managing a horticulture laboratory/greenhouse, Participant 2 remarked, “I don’t really know what to have them [greenhouse management class] do,” he said (Interview 2, Line 143). Lastly, Participant 2 noted a need to recruit new FFA members. “I’d like to see more students become involved. We’re a small school, but there’s lots of room to grow” (Interview 2, Line 96). “It’s been tough to do much. With distance learning and events canceled cause of the ’Rona” (Interview 2, 180).

Participant 3 was traditionally certified and described six professional development needs in interviews. She expressed discomfort in supervising various SAE projects (Interview 1, Line 43), leading to professional development needs in identify SAE projects that connect to agriculture curriculum and provide students meaningful supervision during their SAE project. Recruiting new FFA members was a struggle for Participant 3, partly due to distance learning and decreased FFA calendar (Interview 2, Line 64). In discussing utilizing the FFA Alumni and Supporters, Participant 3 noted of her local organization, “I’m a female. I’m new and I think those are all things that are just different here… new factors that really contributed to maybe my acceptance here” (Interview 1, Lines 109-111). Participant 3 described difficulty in managing a horticulture laboratory/greenhouse and managing student behavior, especially in relation to the horticulture class. “I was a deer in headlights. I didn’t necessarily know what to do with them” (Interview 1, Lines 136-137). “They’re my most difficult students by far… most days with them are a struggle from the word go” (Interview 2, Lines 104 & 106).

Participant 4, a traditionally certified SBAE teacher, described three professional development needs during interview sessions. This participant seemed to struggle to build positive relationships with administrators by describing ongoing issues with the principal and superintendent. “(Principal) just goes along with (Superintendent) and (School Board Member)… (Administrators) haven’t been any help really” (Interview 2, Lines 550, 552). “We just get told what we’re doing wrong, not ‘Good job for this’ or ‘Thanks for that’” (Interview 2, Line 554). Participant 4 complained about the workload and regularly working 50 to 60 hours each week, “(the extra hours) have changed me in a lot of ways… It wears on you” (Interview 2, Line 436). Yet Participant 4 did not utilize the FFA Alumni and Supporters or program advisory board. “No, we don’t have any kind of (advisory board)” (Interview 1, Line 202).

Participant 5 was traditionally certified and qualitatively expressed three professional development needs. In an economically depressed area, Participant 5 was concerned with assisting students acquiring necessary resources to complete an SAE project, “(students) don’t have much… for them, show animals are not an option” (Interview 1, Lines 103 & 107). Participant 5 indicated he was unable to coach LDEs in a sufficient matter to be prepared for contests (Interview 2, Line 45). Training an FFA chapter officer team was difficult for Participant 5. Issues in this area emerged from the beginning of the semester, “They’re not the team I would have picked,” (Interview 1, Lines 163-164) and continued to plague Participant 5 (Interview 2, Line 53). 

The third research question sought to describe where the quantitative and qualitative data converged and diverged to describe self-perceived professional development needs of Oklahoma induction-year SBAE teachers. There were no areas of convergence between survey and interview data. Participants 1, 2, and 3 reported no needs on the quantitative survey. Each participant reported professional development needs in the interviews, but none matched what they had reported on the survey instrument. Emergency certified participants each reported four professional development needs while traditionally certified participants reported five to six professional development needs. 

Conclusions, Implications, and Recommendations

Discrepancies were found in reported professional development needs for these induction-year SBAE teachers acquired through quantitative and qualitative means. Environmental influences may attribute to the differences in quantitative and qualitative responses (Moeller et al., 2015). Survey instruments and interviews were conducted at different times. As induction-year teachers are in survival mode with a short focus on present challenges (Katz, 1972), these participants may have been reporting what they saw as a present issue, rather than reflecting on past issues or future obstacles. Future research in which surveys and interviews are collected in the same day may reduce this discrepancy. 

Emerging professional development needs were highly individualistic. To best maximize the resources of Oklahoma SBAE staff, teacher educators, administrators, and teacher professional development providers, induction-year teachers should be provided a mentor to individualize induction-year support (Smith & Ingersoll, 2004). This mentor-protégé relationship is likely to increase reflective skills, improve SBAE program management, and retain novice teachers (Toombs & Ramsey, 2020). By addressing the professional development needs listed above, Oklahoma induction-year SBAE teachers are likely to increase their teacher self-efficacy and improve the retention rate of novice professional (Bandura, 1997). 

The difference in self-reported professional development needs across data type may indicate potential pitfalls in the use of a single research methodology in conducting professional development needs analyses, especially regarding induction-year teachers. Most of these studies are done with a single quantitative survey (Di Benedetto et al., 2018). As in the case of this study, qualitative data may provide additional areas of concern for induction-year teachers they were not able to express in a quantitative matter. Therefore, it is recommended professional development providers consider conducting needs analyses using mixed methodologies. 
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