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Exploring First-Year Agricultural Educators’ Experiences in a Mandated Induction Program
Utilizing Wenger’s (1998) community of practice framework and a phenomenological approach, this study explored the lived experiences of first-year SBAE teachers as they participated in a state-mandated induction program. Six teachers representing diverse certification pathways participated in semi-structured interviews. Four themes emerged as we analyzed the data: (1) cohort connects: “getting to know my new teacher cohort”, (2) resources: mostly “tangible and useful”, (3) program emphasis: “how to play ag teacher”, and (4) program reflections: diverse views on effectiveness. The findings illustrate how the program fostered a sense of community among the new teachers, which created opportunities for collaboration and support beyond the formal sessions. Participants valued tangible resources related to FFA and SAEs, but some noted challenges when the resources did not align with their program context. While the program emphasized responsibilities related to SAE and FFA, it offered little support regarding pedagogical practices. Perceptions of program effectiveness varied, possibly influenced by prior preparation and logistical barriers. 
Introduction
Teacher attrition is a global challenge, and multiple countries have experienced teacher shortages (Kelly et al., 2019; Lindqvist et al., 2014). The United States experiences a national attrition rate of 8% annually (Taie, 2023). The United States Bureau of Labor Statistics predicted an approximate annual attrition rate of 270,000 teachers from 2016-2026 (Torpey, 2018). This attrition rate would leave the U.S. with a shortage of 112,000 teachers (Sutcher et al., 2019). School districts will pay upwards of $1 billion annually to fill this gap (Alliance for Excellent Education, 2014). In addition to the economic impact, schools lose human capital, directly impacting student achievement, when teachers leave the profession (Elyashiv & Navon, 2021). 

Recruiting new teachers has been the favored strategy to fill the gap (Ingersoll & Smith, 2003). However, this strategy will no longer suffice as 25% of certified teachers never enter the classroom (Cowan et al., 2016; Ingersoll, 2001), and another 40% to 50% who do will leave before their sixth year (Ingersoll & Smith, 2003). Early-career teachers leave the profession for multiple reasons, including heavy workloads, work-life balance, lack of support, and limited resources (Barlow, 2021; Buchanan, 2010; Karsenti & Collin, 2013). 

In addition to balancing their career and personal lives, beginning teachers struggled to plan curriculum and manage student behavior (Disberger et al., 2022; Myers et al., 2005). Perhaps the most concerning challenge that beginning school-based agricultural education (SBAE) teachers face is the success trap. Triani et al. (2020) described this trap as experiencing success in their program and later feeling pressured to meet or exceed the previous level of success. Early career teachers reported feeling pressure to succeed from people in power positions in their schools and communities, as well as from their peers in agricultural education (Triani et al., 2020). This perceived pressure to succeed led early-career teachers to feel they must “grin and bear” the challenges they faced day to day (Triani et al., 2020). 

New teachers need support as they begin their careers, and induction programs are one avenue for providing it. Induction programs were established to support first-year teachers as they transition into full-time teachers (Odell, 1986). Support for early career SBAE teachers varies in length, activities, and expectations (Disberger et al., 2022; Odell, 1986). However, the primary goal is to help new teachers acclimate to their new role (Franklin & Molina, 2012; Odell, 1986). A challenge facing induction program coordinators is providing relevant and timely assistance (Odell, 1986), as new teachers progress through developmental stages and their needs change (Disberger et al., 2022; Odell, 1986). Common needs of beginning teachers include school information, materials, and instructional support (Odell, 1986). These needs also apply to SBAE teachers. However, agricultural teachers have additional responsibilities related to FFA and SAE (Joerger & Boettcher, 2000). 

“For the agricultural education profession, it is essential for the beginning agricultural teacher programs to be designed with the specific needs of agricultural teachers in mind” (Disberger et al., 2022, p. 133). First-year SBAE teachers sought guidance for FFA events, such as planning a trip to National FFA Convention and fundraising (Disberger et al., 2023). Supervised agricultural experiences (SAEs) were another area where teachers sought assistance (Disberger et al., 2023; Joerger & Boettcher, 2000). Teachers knew they needed to include SAEs in their curriculum, but due to their heavy workload, they struggled to include this component of the three-circle model (Disberger et al., 2023). 

Previous research indicated that most induction program coordinators survey participants to determine which topics would be beneficial to include in the program (Odell, 1986). Disberger et al. (2023) supported this recommendation by suggesting the use of qualitative and quantitative methods to gather information from beginning teachers on their preferred support methods. However, there seems to be a lack of research on the effectiveness of induction programs, especially in the context of SBAE. 

Purpose and Research Questions

The purpose of this phenomenological study is to explore the experiences of Oklahoma agricultural education teachers as they participated in the state-mandated teacher induction program. The research questions for this study were:

1. What are the experiences of Oklahoma agricultural education teachers as they participate in the first-year teacher induction program?
2. How do Oklahoma agricultural education teachers describe the impact of the teacher induction program on their pedagogical practices and classroom management?
3. In what ways does the first-year teacher induction program facilitate participation in or formation of a community of practice?

Theoretical Framework and Literature Review

Wenger’s (1998) theory of communities of practice (CoP) guided this study. CoPs include “… groups of people who share a concern or a passion for something they do and learn how to do it better as they interact regularly” (Wenger-Trayner & Wenger-Trayner, 2015, p. 1). 

Development and Components of Communities of Practice 
CoPs are all around us and can form with or without formal oversight (Wenger, 1998). CoPs have five stages of development: potential, coalescing, active, dispersed, and memorable (Wenger, 1998). The potential stage is when future CoP members face similar situations and begin to find one another. The coalescing stage is when the members come together, realize their potential, and then move into the active stage to begin developing a practice (Wenger, 1998; see Figure 1). During the dispersed stage, the members are less engaged; however, the community remains the central hub for knowledge. Finally, CoPs in the memorable stage are no longer involved, but people recall them as a significant part of their identity (Wenger, 1998). 

Figure 1
Stages of Development 
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CoPs can exist in any organization, as membership is based on participation rather than official status or affiliations (Wenger, 1998). The three defining characteristics of a CoP are (a) mutual engagement, (b) joint enterprise, and (c) a shared repertoire (Wenger, 1998). Mutual engagement defines the coherence of the community, joint enterprise is the shared practices of the community members, and a shared repertoire is the development of shared knowledge over time (Wenger, 1998).

Communities of Practice in Education
By participating in a CoP, members become better practitioners through continuous professional development (Howlen, 2024), ultimately leading to better student achievement (Baker & Beames, 2016). However, teachers often struggle to fully implement innovative pedagogical methods (Goodyear & Casey, 2013). Teachers are frequently encouraged to participate in a CoP, as it creates a space for meaningful discussions about their pedagogical practices, leading to better implementation (Goodyear & Casey, 2013). Teachers often use the CoP to learn about one another’s practices. This open dialogue allows teachers to understand pedagogical methods and their implementation (Goodyear & Casey, 2013). Parker et al. (2010) said engagement in a CoP can mitigate the feelings of isolation that teachers often struggle with and empower them to implement changes in their professional practices. 

Parker et al. (2010) found teachers in a CoP developed strong positive relationships with one another, which benefited their learning process. The teachers could discuss new ideas and implementation strategies and overcome any disagreements arising from those conversations (Parker et al., 2010). In addition to building relationships, teachers reported increased self-efficacy by participating in a CoP. Moreover, successful CoPs provide continuous learning and should become self-sustaining (Darling-Hammond & Bransford, 2005). Parker et al. (2010) found CoPs empowered the teachers to take ownership of developing and implementing new curricula. The teachers recruited their peers to implement the changes; this dynamic limited any disagreements from other teachers in the school (Parker et al., 2010). 

Communities of Practice in SBAE
In SBAE, agricultural teachers’ joint enterprise is successfully preparing students for agricultural careers (Claflin et al., 2023; see Figure 2). Their mutual engagement is when SBAE teachers use their shared repertoire or knowledge to work together to achieve the goal of their joint enterprise. Claflin et al. (2023) said, “...teachers participate in a community of practice through attending conferences and meetings, chaperoning students at FFA events, and working with other agricultural teachers at county fairs and events” (p. 101). New CoP members can interact with other members at these events and begin to participate in the community (Claflin et al., 2023). 

Figure 2

Components of an SBAE Community of Practice 
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SBAE teachers also use online social media groups to interact and share resources (Teixeira et al., 2021). California teachers used their Facebook group to collaborate on a range of topics, including curriculum and FFA events (Teixeira et al., 2021). Teachers used the vCoP during times of need, such as the beginning of the school year, National FFA Convention, and State FFA Convention. Teachers used the vCoP to collaborate with other SBAE teachers and share resources, especially surrounding classroom instruction (Teixeira et al., 2021). 

Communities of Practice for Early Career SBAE Teachers 
As new teachers participate in a community of practice, they learn from the existing members through collaboration and observations (Wenger, 1998). New teachers struggle to create instructional content at the beginning of the school year (Myers et al., 2005), and a CoP could provide the support they need to start the year. New teacher induction programs play a role in the formation of CoPs. In induction programs, teachers are often asked to engage in activities that foster collaboration among participants (Franklin & Molina, 2012). Disberger et al. (2022) recommended that induction programs bring new teachers together to ease feelings of isolation and confirm that others are facing the same challenges. Induction program activities fostered a sense of belonging by encouraging collaboration with others teaching similar subjects (Nielsen et al., 2007). Feelings of belonging are crucial to teacher retention, as De Lay and Washburn (2013) found teachers considered leaving the profession when they did not interact with other agricultural teachers. However, there is a scarcity of research focused on induction programs and how they facilitate the creation of a CoP. Thus, this study explored Oklahoma teachers' experiences as they participated in an SBAE-specific induction program. 

Methodology

This study aims to explore teachers’ experiences in Oklahoma’s Beginning Teacher Workshop Series. As such, the theoretical perspective of hermeneutic phenomenology guided this study. Phenomenology’s roots are in philosophy, centered around the concept that individual experiences are both subjective and objective (Creswell, 2016; Creswell & Poth, 2025). Phenomenology explores the context in which a phenomenon happened: “the context may be the specific setting, individuals, conversations, the workplace, or the home” (Creswell, 2016, p. 262). In addition to the phenomenon’s context, phenomenology seeks to discover its essence. Creswell (2016) described the essence as an individual’s commonality regarding an identified phenomenon. Moreover, this perspective seeks to make sense of lived experiences (Bhattacharya, 2017).

Oklahoma Career and Technical Education office facilitated a year-long induction program exclusively for SBAE teachers. The program was a requirement for all first-year SBAE teachers, SBAE teachers new to Oklahoma, and SBAE teachers returning to the classroom after a 5-year absence. The teachers had various paths to certification, including completing a traditional teacher preparation program at a university, being alternatively certified, and being emergency certified. The program consisted of seven in-person meetings and site visits by the program coordinator. The participants were required to attend each session, which sometimes required multiple-day absences from their schools. The presenters included career and technical education staff, inservice SBAE teachers, and representatives from various agricultural businesses. Oklahoma State University does not participate in the facilitation of the induction program. 

Table 1 

Induction Program Topics

	Meeting Dates 
	Topics 

	July 23, 2024 
	Teaching Strategies 

	
	Managing an Ag Ed program 

	
	Oklahoma Teachers Professional Organization Fundamentals 

	
	Professional Boundaries 

	
	Program of Activities Planning 

	July 24, 2024
	Needs Assessment 

	
	FFA Point Systems

	
	Administrators Expectations 

	
	School Farms 

	
	Program Funding and Accounts 

	
	New Teacher Survival Guide 

	
	Introduction to AET 

	August 26, 2024 
	Greenhand Quiz 

	
	AET 

	
	FFA Booster Clubs

	
	Planning, Organizing, and Facilitating Trips 

	
	State Reports, Salaries, and Teaching Schedules 

	
	Professional Student Relationships 

	
	Managing an Ag Mechanics Program 

	
	State Fair Horticulture Projects 

	
	Opening Ceremonies Contest 

	
	Invoices and Event Tickets 

	November 6, 2024 
	Proficiency Awards

	
	FFA Membership and Roster 

	
	AET and SAE Record Keeping 

	
	State and American FFA Degree Requirements 

	
	Agriscience Fair 

	
	Commercial Cattle Grading 

	
	Idea Share 

	November 7, 2024
	CDE Professional Development 

	
	Student Recruitment 

	
	Public Speaking Workshop 

	January 7, 2025
	Student Awards and Recognition 

	
	CDE Professional Development

	
	Working with other school activities/staff

	
	Developing a Program Strategic Plan 

	
	Advisory Committees

	January 8, 2025
	CDE Professional Development 

	
	FFA Officer Retreats

	
	Planning FFA Banquets

	
	National Chapter Award

	
	Technology Grant Applications 

	
	Planning State FFA Convention Trips 

	
	Recognizing Student Achievement 

	
	FFA Officer Elections 



Participants 
A phenomenological study should include only participants who have experienced the phenomena being studied (Creswell, 2016). To align with this standard, we employed a census sampling technique to include all secondary agricultural teachers enrolled in the New Teacher Workshop Series, conducted by the Oklahoma Career and Technical Education Office. During the 2024-2025 school year, 62 agricultural teachers were enrolled in the program. 

The six participants who agreed to be in this study were assigned pseudonyms. Four participants were female (Jess, CeCe, Reagan, and May), and two were male (Nick and Schmidt). Three participants were traditionally certified through a teacher preparation program (CeCe, Schmidt, and May), one participant was alternatively certified (Nick), and two participants were emergency certified (Jess and Reagan). Two participants had prior experience as classroom teachers (Nick and Jess).

Data Collection and Analysis 
NotebookLM assisted with the development of the interview protocol. NotebookLM is a closed-source artificial intelligence (AI) Google product that allows users to upload multiple documents from which to source information (Martin & Johnson, 2023). The user can prompt the program with questions, and NotebookLM will use the uploaded documents to formulate answers (Martin & Johnson, 2023). Christou (2023) stated qualitative researchers use AI for various research tasks, including data analysis, idea generation, and practical support. Parker et al. (2023) stated AI tools should be used as an aid to researchers, not a replacement for human understanding. They outlined criteria for evaluating AI-created output, including alignment with research objectives, reliability, validity, language and semantics, and credibility (Parker et al., 2023). 

Following the above-mentioned considerations, we asked NotebookLM to create a set of open-ended interview questions based on qualitative research methods, theory, and the identified research questions. The program was provided with a PDF version of Bhattacharya’s (2017) Fundamentals of Qualitative Research Methods textbook to provide expertise into qualitative methods, documents informing it of Wenger’s (1998) theory of communities of practice, the context of the program, and the research questions. We then provided prompts such as “We are conducting a qualitative research study about the effectiveness of a mandated teacher induction program in Oklahoma. Please provide a list of various types of open-ended qualitative questions to promote discussion surrounding the participants’ experiences.” The initial set of questions was intensely and iteratively reviewed and edited by a panel of experts to more accurately reflect the goals of the study. Verbiage was changed to enhance the face and content validity of the questions and logical flow. The order of the questions was also altered to reflect the order of the research questions. A comparison of initial and final select interview questions is listed in Table 2. 

Table 2 

A Comparison of Select and Final Interview Questions 

	Initial Interview Questions
	Final Interview Questions

	Can you share an example of how a facilitator’s guidance or feedback during a workshop helped you refine your approach to teaching a specific agricultural education topic or advising an FFA team?
	How did the New Teacher Workshop series influence your confidence in teaching agricultural education or advising FFA?




	How did the New Teacher Workshop series influence your confidence in specific areas of teaching agricultural education or advising FFA?
	In what ways did the sessions in the New Teacher Workshop series enhance your understanding of effective teaching practices in agricultural education?


	What specific resources or materials provided during the New Teacher Workshop series have you found most valuable in your agricultural education teaching or FFA advising practice? How have you used them?
	What specific resources or materials provided during the New Teacher Workshop series have you found most valuable in your agricultural education teaching or FFA advising practice? How have you used them?


	In what ways did the New Teacher Workshop series promote self-reflection on your teaching practices and professional growth as an agricultural educator and FFA advisor?
	Can you describe specific activities or interactions during the workshop that helped you feel more connected to your peers?



	Can you share an example of how a workshop activity or discussion helped you develop a stronger sense of empathy for your students’ experiences in agricultural education or as members of the FFA?
	In what ways did the workshop encourage ongoing collaboration among the cohort members?




The interviews were conducted via Zoom™ and transcribed verbatim to ensure accuracy in capturing the participants’ perspectives. The data were analyzed using the constant comparative method, utilizing the qualitative data analysis software program Dedoose™. The constant comparative method consists of three coding strategies: open, axial, and selective coding (Corbin & Strauss, 2015; Flick, 2023). Open coding aims to disentangle the data and express the phenomenon in concepts (Flick, 2023). As such, we began by engaging the data line by line and assigning adequate codes (Boeije, 2002; Flick, 2023). Once the data were analyzed, we presented the initial codes to the research team and began the process of open code negotiations (Corbin & Strauss, 2015). After negotiations, the data underwent axial coding where the open code subcategories were refined and differentiated into categories (Flick, 2023). Finally, we scrutinized the data to uncover the central core concepts or themes expressed by the participants (Flick, 2023). Ultimately, four themes were agreed upon and used for data interpretation.  

Rigor and Trustworthiness
It is essential to establish rigor and trustworthiness in qualitative research. Qualitative rigor refers to the trustworthiness of the research findings (Lincoln & Guba, 1985; Tracy, 2010). To assist researchers in their pursuit of rigor, Lincoln and Guba (1985) outlined four key principles: credibility, transferability, dependability, and confirmability. Credible findings should generate a feeling of trust in such a way that the reader can make decisions based on such (Tracy, 2010). To ensure credibility, we used a thick description of the phenomenon, a member check, and engaged in reflexive practices (Creswell & Creswell, 2023; Flick, 2023; Tracy, 2010). A thick description is an in-depth illustration of the phenomena, which may make the results richer and more realistic (Creswell & Creswell, 2023). We aimed to provide a rich and thick description to provide the reader with the full extent of the context in which the phenomenon occurred (Creswell & Creswell, 2023; Flick, 2023; Tracy, 2010). In addition, to determine the accuracy of our finding we used a member check (Creswell & Creswell, 2023; Tracy, 2010). Once the data were analyzed and summarized, a report was sent to all participants (Motulsky, 2021). Participants were asked to read the report and share their thoughts on the accuracy of the interpretation. Any changes they wished to make were communicated via email; however, no changes were requested. Finally, we recognized our positionality by engaging in team-reflexive discussions and creating a reflexivity statement (Flick, 2023; Olmos-Vega et al., 2023).  

Reflexivity Statement
To be reflexive, we must recognize our positionality (Flick, 2023). Engaging in reflexivity throughout the research process enabled us to acknowledge how our backgrounds, assumptions, and potential biases shape how we make sense of the data. We recognize that our work is centered on an interpretive and social constructionist perspective, in which reality is created through people’s different interpretations (Creswell & Creswell, 2023). In addition, we know our own experiences naturally influence our practical and analytical decisions regarding this study (Creswell & Creswell, 2023). All authors are affiliated with Oklahoma State University and have experience in and around SBAE. Two of the authors are former high school SBAE teachers who completed a traditional teacher preparation program at a university. The lead researcher had experienced a state-mandated induction program during their time as a high school instructor. 

Findings 

Four themes emerged during the analysis to answer the research questions: (1) cohort connects: “getting to know my new teacher cohort”, (2) resources: mostly “tangible and useful”, (3) program emphasis: “how to play ag teacher”, and (4) program reflections: diverse views on effectiveness. 

Cohort Connections: “Getting to Know my New Teacher Cohort” 
As the participants discussed their experience in the induction program, they highlighted the connections they made with their cohort members. The participants revealed that the program administrator facilitated relationship-building among cohort members by arranging seating assignments, so participants had to sit with new people each time. May elaborated on this by saying, “It ended up being great, the name tag thing, because I was forced to talk to other people”. CeCe had similar feelings: “That was really helpful to branch out a little bit and meet people I would never really talk to otherwise.” Nick explained that while he initially did not enjoy the name tags, he ultimately found them helpful. He said “I’m not a social butterfly, and I was so frustrated because every time, we’d come into the sessions we would be moved to a different seat. Now I do that with my students.” He went on to say, “It kind of developed some commandry amongst us new teachers and we still talk and we still bounce ideas off each other.” 

In addition, participants were free to have lunch together, and the program included a dinner social to further strengthen relationships. When asked how they have maintained their relationship outside the workshop, the participants explained that they socialize with each other at FFA events, such as CDE contests and fairs. Further, the participants assisted one another by serving on officer interview panels, sharing their expertise, and offering emotional support. Nick explained, “This semester alone, I’ve been asked to judge like 11 different officer interviews.” Schmidt explained how his cohort members utilized his welding expertise, “No one in my cohort is as big in it as I am, so a lot of them are calling me like hey, how do you do this? Or what metal do you use?” Reagan said she found the networking of the new teachers to be helpful as she realized “these are the people that are going to be in my corner, and then I can reach out to them like hey, is there anything I need to send applications for this month? Am I missing anything?”  May agreed and said, “I really enjoyed getting to know some of the people in my new teacher cohort, because those are the people that I tend to more often than not ask questions to.” 

Resources: Mostly “Tangible and Useful”
The teachers reported they received a variety of resources throughout the program, with the most helpful being those provided by guest speakers. The guest presenters covered a variety of topics, including career development events (CDE), leadership development events (LDE), officer retreats, and catering. The program facilitator provided the participants with the presentations and materials from the guest speakers, which they would refer to at times. Reagan appreciated the guest speakers who were experienced SBAE teachers. She said “…hearing from people in the field is what changed my perspective from being just a teacher here for a job to I’m here to change the lives of students”. May shared that the most impactful resources she received came from an experienced teacher who explained how she manages her FFA point system, FFA banquet, and FFA officer retreat. May said, “…what I’ve used most is her officer retreat stuff … I don’t know why that stuck to me, but I think it’s because it was so tangible and useful.” CeCe mentioned the experience where teachers presented resources for various CDEs was particularly useful as she entered the CDE season. She said, “I took a lot of that information back home and was able to train teams on my own with that information and tools.” Jess explained that the most impactful session for her was centered around school farms. She said, “There were two gentlemen that were current ag teachers, and they were very focused on livestock and school farms…I took a lot of notes. I’m a livestock person too, that’s a strength of mine, but just the whole managing a school farm takes on a different role…those are the ones I look back on saying okay, those ones really help me a lot.”

Despite all the positive comments about the resources, not everyone found them helpful, as Schmidt said, “…most of that stuff I either stacked up on my desk or my bookcase that I’ve never looked at again.” Nick found it difficult to utilize some of the resources, saying, “I know there’s not a cookie-cutter ag program, so when we bring in ag teachers that are in a two, three, or four department program, and they said we specialize in this. That doesn’t fit us that are single teacher programs, because we gotta do it all.” 

Program Emphasis: “How to Play Ag Teacher”
The participants revealed that the induction program did not focus on pedagogical practices; instead, it focused on managing an FFA chapter. Participants unanimously stated that the program did not influence their teaching practices. When asked how the program impacted their teaching practices, Reagan said, “I’m gonna say they didn’t, just because none of it was teaching.” She went on to say, “It was just the extras; it was mainly aimed towards FFA, not teaching.” CeCe explained, “I don’t think it impacts the actual teaching portion; it just helped navigate the FFA side of things like awards and SAEs.” Schmidt said, “…there really wasn’t much about how to teach, it was more of how to play ag teacher.” He went on to say, “I remember the first thing they said, they’re like, alright, everything you’ve learned at OSU, throw it out the window.” May said, “I don’t think the words effective teaching practices were ever used at New Teacher.”

Program Reflections: Diverse Views on Effectiveness 
Participants expressed a wide range of perceptions about their experience in the program. Jess had a positive experience as she shared, “It was super helpful, I’m so glad I did it…I would highly recommend it to anybody.” CeCe concurred by saying, “I thought it was really fun.” May initially said, “It was an okay experience.” However, she explained a unique perspective by saying, “as someone who did not grow up in Oklahoma FFA or Oklahoma 4-H, coming from a different state, it was really valuable in the sense of learning how Oklahoma does things, and the mindset of Oklahoma ag teachers.” She went on to say, “I think that the sessions they had at New Teacher were really valuable.” 

However, other participants found the program to be lacking in certain areas. Nick said he would describe his experience as “ho hum,” and Schmidt said, “There were good lessons in there, but a lot of it didn’t pertain to me.” Reagan explained, “There’s a lot that goes into being an ag teacher, and I feel like a lot of it was a very broad overview…nothing like really dove deep into things.” She went on to say, “What I really wish I could have gotten out of it was like the deeper dives into the most important subjects.” Some participants expressed frustration at the amount of time required to participate in the program. Schmidt explained that he missed a couple of sessions because “we had events going on, and I valued the importance of taking the kids to a contest rather than sitting up there because the reality of it was I kind of sat up there and worked on my computer answering emails.” Nick explained his frustration by saying, “…the two-day session where we had two days in a row, that’s two days we’re gone from school, and we miss so much school as it is…two days in a row of subs is difficult.” Reagan said, “The first session was right around the first week of school, and some people were missing, like the second day of school for the first session. I don’t think that’s a great way to start off the year.” Jess found the travel distance a challenge as she said, “It’s very, very difficult to get there. It’s not easy; it requires a hotel stay every time we go because it’s such a distance.” 

The participants expressed suggestions for program improvement. Several participants agreed that the program should offer more AET sessions. Nick said, “…everything is linked to AET. I’m starting to experiment with the calendar, but it’s taken me 10 months to get to that point.” Jess agreed as she said, “Personally, I could have benefited from even more AET. It was super foreign, and there’s a lot to it.” Schmidt said, “AET is a monster…it changes every single day.” He went on to express his frustration about the AET training by saying, “They can’t just give us the packet and say, follow the instructions. That just teaches you how to follow instructions.” In addition to AET, the participants expressed a need for the program facilitators to be more intentional about meeting dates to better prepare them with timely professional development. On the topic of classroom management, May said, “I think that would be during one of the first sessions.” Reagan suggested program facilitators, “…compare school schedules with a couple of different schools to figure out when those sessions would be best.” She gave an example by saying, “Don’t talk about state degrees a month before they’re due.”

Conclusions, Implications, and Recommendations

This study explored the lived experiences of novice SBAE teachers participating in a state-mandated teacher induction program. The findings revealed themes of (1) cohort connections: “getting to know my new teacher cohort”, (2) resources: mostly “tangible and useful”, (3) program emphasis: “how to play ag teacher”, and (4) program reflections: diverse views on effectiveness. Participants consistently emphasized the importance of the connections they formed with one another during the program, which extended beyond the program sessions into collaborative activities such as judging officer interviews and sharing expertise. These findings align with Wenger’s (1998) theory of communities of practice and suggest that the induction program guided participants through the potential and coalescing stages and ultimately reached the active stage of a CoP. 

In addition, resources: mostly “tangible and useful” revealed that the resources participants found most helpful were those they could readily implement in their programs. Participants found resources on FFA CDEs, officer retreats, and school farm management to be the most helpful. However, the teachers in a single-teacher program struggled to apply the materials designed for multiple-teacher programs, suggesting a need for differentiated support. This finding supports De Lay and Washburn (2013), who noted that beginning teachers often seek concrete strategies to manage program responsibilities. 

The theme program emphasis: “how to play ag teacher” demonstrated that the program prioritized FFA and SAE management over pedagogical practices. This programmatic decision aligns with Disberger et al. (2023) and Joerger and Boettcher (2000), who found that new teachers struggled to manage aspects of FFA and SAEs. However, there is a gap in the program's support for instructional strategies. As the participants unanimously reported that the program did not influence their classroom teaching, there is concern about the holistic preparation of the beginning teachers. 

Finally, the participants’ perceptions of the program’s effectiveness varied widely. The alternatively and emergency-certified teachers found the program helpful, while some teachers who participated in a traditional teacher preparation program found it lacking. This suggests a one-size-fits-all approach may not meet the needs of all novice teachers. Perhaps program facilitators should collaborate with Oklahoma State University faculty when making programmatic content decisions to mitigate participant disengagement. 

The findings showcased potential recommendations for program improvement. It is crucial to provide new teachers with relevant and timely support (Odell, 1986); therefore, program facilitators should cross-reference session topics with the FFA calendar to help teachers meet the requirements in advance. In addition, some participants perceived they were already familiar with the content, and thus the sessions did not pertain to them. Perhaps, program facilitators should offer breakout sessions, allowing teachers to choose which session they would like to attend. Several participants expressed logistical barriers. Perchance, program facilitators should include online meetings to reduce challenges related to travel and missed school days. Further research should include investigating the specific needs of alternatively certified teachers, traditionally certified teachers, teachers returning to the classroom, and teachers from out of state to assist with programmatic decisions.
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