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Teacher professional development is essential for improving instructional practices and student learning, yet policy often overlooks teachers’ preferences for professional development design. This study examined the delivery preferences of School-based Agricultural Education (SBAE) teachers in Michigan to inform more effective professional development programming. Grounded in Desimone’s (2009) five core features of effective professional development of content focus, active learning, coherence, duration, and collective participation, a quantitative survey was administered to SBAE teachers during a statewide professional development event and via email. Findings revealed strong engagement in professional development beyond mandated requirements. Teachers preferred professional development activities held during the school day or summer months, occurring quarterly or semesterly, and lasting one to two hours. Highly favored formats included industry tours, interactive activities, and skill demonstrations which emphasize the core features of collective participation and content-focused learning. Motivators included networking opportunities and receiving classroom resources, while barriers centered on time constraints and travel distance. Results suggest SBAE teachers value professional development that is practical, interactive, and aligned with their professional context. Organizers should integrate teacher preferences with evidence-based practices to enhance professional development effectiveness and sustainability.

Introduction

	Educational policy dictates continual teacher professional development (Michigan Department of Education, 2025; Mockler, 2020). Michigan School-based Agricultural Education (SBAE) teachers, who are certified through state teacher credentialling authorities, are required to fulfill the same professional development mandates for secondary teachers as set by Michigan Department of Education (2025). However, policy makers provide little to no direction on the timing, duration, format, content, or frequency of activities which are likely to provide impactful professional learning opportunities (Popova et al., 2022; von Frank, 2010). Instead, decades of research have identified characteristics of transformative professional development (Cordingley et al., 2015; Darling-Hammond et al., 2017; Desimone, 2009; Dunst et al., 2015; Sims & Fletcher-Wood, 2021). 

Still, within the policy and research environment surrounding teacher professional development, the preferences and needs of teachers are all too seldomly given their proper place of priority in programming decisions (Byman et al., 2021). Rather than active participants, teachers often feel as if professional development is done to them or something to endure (McKendree & McKim, 2021; Parry & Metzger, 2023). This can create negative associations for professional development activities and limit motivation to engage in future professional development (Darling-Hammond et al., 2017). Additionally, professional development is not a one-size-fits-all approach as needs, preferences, and perspectives differ across teacher populations based on content settings, career stage, and other teacher and school characteristics (Karim et al., 2025; Keyes, 2022; Liao et al., 2017; Toombs et al., 2025). This study centers SBAE teachers’ preferences in the design of professional development activities.
	
	SBAE teacher needs for professional development are a popular topic in the SBAE literature (DiBenedetto et al., 2018; Rada & Smalley, 2025; Toombs et al., 2025). While many studies focus on the topics SBAE teachers express an interest in or need for, far fewer studies have been published on teachers’ preferences for the delivery format of professional development activities (Shoulders & Myers, 2014). Important studies have conducted meta-analyses of traits of effective professional development (Desimone, 2009; Dunst et al., 2015; Sims & Fletcher-Wood, 2021); yet teachers’ perspectives of these identified characteristics are a missing vital component to a better understanding of teacher development (Byman et al., 2021; Keyes, 2022; Owens et al., 2018). As perspective is crucial to behavior intention (Ajzen, 1991), teachers’ preferences play a pivotal role in designing professional development which is successful in improving student learning (Shaha & Ellsworth, 2013; von Frank, 2010). If professional development organizers aim to offer transformative activities, they need to place teacher preferences on an equal footing to evidence-based characteristics of effective professional development (Owens et al., 2018). 

Literature Review

	Teacher professional development is a vital component to educational reform and improved student learning (Darling-Hammond et al., 2017; Desimone 2009). In addition to the societal benefits of student learning and success (Edu, 2025; Sims & Fletcher-Wood, 2021), the impacts of effective teacher professional development are felt both at the individual teacher and collective school levels (Dunst, 2015). Frequent effective professional development expands a teacher’s skill set, increases self-efficacy, and builds collaborative collegial relationships (Darling-Hammond et al., 2017; Desimone, 2009; Owens et al., 2018). Districts and schools with robust professional development programs often boast increased teacher retention and satisfaction, higher standardized test scores, and stronger community relations (Darling-Hammond et al., 2017; Dunst, 2015).

	While professional development holds great potential for both teacher and student learning (Darling-Hammond et al., 2017), there are inherent shortcomings to many common professional development delivery formats (Dunst, 2015; Owens et al., 2018). The traditional lecture-based one-time professional development sessions have been shown to be ineffectual for improving instruction and are commonly viewed negatively by teachers (Darling-Hammond et al., 2017; Revina et al., 2023). Yet this format continues to be a popular choice of professional development providers (Keyes, 2022). Teachers also express frustration when the content of professional development activities is misaligned with their curriculum, school environment, or classroom culture (McCray, 2017; Patfield et al., 2023) or when professional development providers are not viewed as creditable due to lack of classroom teaching experience (McCray, 2017). Contextual factors can turn even the most well-meaning mandated professional development activities into burdensome drudgery if teacher needs are not kept at the center of professional development design and implementation (Patfield et al., 2023). 

	The SBAE profession has a long history of providing teachers with content-specific professional development opportunities (Anderson et al., 1992). Organizations such as the National Association of Agricultural Educators, the National FFA Organizations, National Council for Agricultural Education, state SBAE teacher associations, and SBAE teacher educators routinely provide professional development activities of varying durations throughout the year in a variety of formats. This professional development differs from that offered at the school or district level in that SBAE professional development activities are typically voluntary rather than mandatory (McKim & McKim, 2023; Michigan Department of Education, 2025). Topics addressed in SBAE professional development include the wide breadth of tasks specific to SBAE teachers including classroom and laboratory instruction, advising student leadership organizations, and supervising student experiential learning projects as well as programmatic management duties (DiBenedetto et al., 2018; Lawver et al., 2024; Rada & Smalley, 2025; Webb et al., 2019). SBAE professional development also holds potential to expand teacher margin by making teachers more effective in their duties and thereby decreasing workload which may lead to higher rates of teacher retention (McKim & McKim, 2023). 

Conceptual Framework

	Grounded in Desimone (2009) and borrowed from Shoulders and Myers (2014), this study is built around the conceptual framework of five core features of effective teacher professional development. Those core features include content focus, active learning, coherence, duration, and collective participation. When embedded in professional development activities, these core features are likely to result in improved teacher abilities which leads to instructional behavior changes and manifests in gains in student learning (Desimone, 2009). In return, the impact of effective professional development becomes a motivator for future professional development as teachers grow in their profession (Desimone, 2009). Figure 1 displays this reciprocal relationship below. Desimone (2009) also identified wider contextual factors which also impact teacher professional development activities, such as teacher and student characteristics, curriculum, school leadership, and educational policy. 

Figure 1. 

Conceptual Framework (Desimone, 2009)
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Five Core Features

The five core features are grounded in empirical research (Desimone, 2009). Evidence suggests content focus may be the most influential feature of effective professional development (Darling-Hammond et al., 2017). Professional development activities which include an explicit linkage to subject matter and student learning within that content are correlated with an increase in teacher knowledge and instructional effectiveness (Smalley et al., 2023). Content focus is a common characteristic of SBAE teacher professional development (Ford & Lambert, 2023; Shoulders & Myers, 2014).

Active learning techniques are impactful educational methods for both children and adults (Darling-Hammond et al., 2017). Unlike passive learning in most lecture-format professional development activities, active learning includes teachers as active participants through engagement with the subject matter, group discussion, and reflection of personal experiences (Dunst et al., 2015). This engagement has been shown to increase professional learning and satisfaction with professional development experiences (Clarke & Hollingsworth, 2002; Dunst et al., 2015; Smalley et al., 2023). 

The core feature of coherence describes the extent to which professional learning is aligned with established teacher beliefs, knowledge, and ability as well as school, district, and state educational policies (Desimone, 2009). Professional development activities with a high coherence to these internal and external factors are more likely to be easily onboarded and put into practice (Lindvall & Ryve, 2019). However, content-specific groups, such as SBAE organizations, may struggle to provide coherence for teachers across state and district policies (Shoulders & Myers, 2014).

Professional development activities must be of adequate duration to be effective (Desimone, 2009; Dunst et al., 2015; Harmon et al., 2025). Research suggests sustained professional development with multiple follow up activities are more effective than one-time sessions (Darling-Hammond et al., 2017; Dunst et al., 2015; Lawver et al., 2024; Li et al., 2021; Shoulders & Myers, 2014). However, the research has yet to establish benchmarks for effective duration of professional development (Desimone, 2009). Most sustained professional development occurs within school or district run programming (Darling-Hammond et al., 2017; Dunst et al., 2015). However, the models of Curriculum for Agricultural Science Education (CASE) and National Agriscience Teacher Ambassador Academy have been shown to be an effective inquiry-based SBAE teacher professional development through their sustained, intensive certification programs (Bowser et al., 2025; Harmon et al., 2025; Shoulders & Myers, 2014; Smalley et al., 2023).  

Lastly, teachers should have collective participation in their professional development activities to learn with and from one another (McKendree & McKim, 2021; Webb et al., 2019). Collaborative learning has shown positive impacts for teachers in both homogenous groups with teachers representing similar content areas and career stage as well as heterogenous groups with teachers representing a variety of content and experiences (Darling-Hammond, et al., 2017; Dunst et al., 2015). These core features construct the framework for effective professional development (Desimone, 2009). Teachers engaging in these activities are likely to build their knowledge and skill base for creating impactful learning environments which strengthen student learning outcomes (Shaha & Ellsworth, 2013).  

Purpose and Objectives

The purpose of this study was to describe Michigan SBAE teachers’ preferences for professional development activities. The objectives were to:
1. Describe Michigan SBAE teachers’ engagement in professional development activities.
2. Describe Michigan SBAE teachers’ preference in timing, frequency, duration, and format of professional development activities. 
3. Describe Michigan SBAE teachers’ motivation for participating in professional development activities.

Methods

A quantitative Qualtrics survey was designed to meet the purpose and objectives listed above. The instrument contained three items which addressed the first objective, six items which addressed the second objective, and two items which addressed the third objective along with five demographic information items. Most survey items were in a multiple answer format where participants were encouraged to select all options which applied to them. Options were chosen from the literature, authors’ expertise in SBAE, and Michigan specific teacher professional development programming. Space was provided for participants to specify other pertinent options not listed. Face and content validity was established through review by four SBAE and survey research experts. Post-hoc reliability tests returned a Chronbach’s alpha value of .85, indicating a reliable instrument (Cronbach, 1951; Tavakol & Dennick, 2011). All study procedures were cleared through Michigan State University (MSU) Institutional Review Board (STUDY202500634). 

The instrument was distributed to Michigan SBAE teachers through a quick response (QR) code at an in-person statewide professional development meeting and two email follow-up reminders (Dillman et al., 2014). A total of 92 usable responses were gathered for a response rate of 58.23%. There were no statistically significant differences between those who completed the instrument in person (early respondents) and those who completed the instrument through the emailed link (late respondents) (Bose, 2001). 

Data were exported from Qualtrics into IBM’s SPSS version 29. Frequency counts and percentages for multiple answer items were analyzed. Text responses were downloaded into a Microsoft Word document for reading and analysis. 

The demographics of this sample of 92 Michigan SBAE teachers was representative of the statewide population (N = 158) (Mark Forbush, personal communication, September 13, 2025). Participants represented both traditional (f = 56, 60.87%) and alternative (n = 34, 36.96%) pathways to teacher certification. On average, participants had taught for 10.27 years (SD = 8.30) with experience ranging from first year teachers to veteran teachers with more than 30 years of experience in secondary SBAE classrooms. Most participants (f = 72, 78.26%) described their school setting as rural with 15 (16.30%) participants representing suburban schools and 3 (3.26%) participants representing urban schools. The most common highest attained degree was a master’s degree (f = 45, 48.91%) closely followed by a bachelor’s degree (n = 42, 45.65%) with two (2.17%) participants who had earned a doctorate degree. The average age of participants was 37.83 (SD = 10.43).

This study utilized a broad definition of professional development activities. As communicated at the beginning of the survey instrument, professional development was defined as formal and informal "activities that develop an individual's skills, knowledge, expertise and other characteristics as a teacher" (UNESCO, 2024). Traditional district-mandated trainings were included in the definition of teacher professional development along with SBAE specific professional development offerings and individual pursuit of teacher content through mass or social media (Desimone, 2009; Karim et al. 2025; Shoulders & Myers, 2014; UNESCO, 2024). 

Findings

The first objective of the study was to describe Michigan SBAE teachers’ engagement in professional development activities. The majority of participants (f = 86, 93.48%) found professional development to be somewhat to extremely valuable to their professional practice. Four participants (4.35%) found professional development to be somewhat not valuable to their professional practice. 

Seeking professional development activities beyond district and state mandates was reported by nearly 90% (f = 81) of participants. Only 8 (8.70%) participants reported no additional professional development activities other than those mandated by their district and Michigan teacher credentialling authorities. Table 1 displays the professional development activities participants reported engaging in beyond what was required of them. Six activities were selected by at least 25% of participants, indicating conferences (f = 70, 76.09%), in-person workshops (f = 50, 56.52%), informal coaching relationships with colleagues (f = 32, 34.78%), and programming offered by Michigan Association of Agriscience Educators (f = 52, 56.52%), MSU SBAE teacher educators (f = 44, 47.83%), and the National FFA Organization (f = 42, 45.65%) were the most popular sources of professional development. Only one participant (1.09%) sought professional development from another teacher association outside of SBAE. 

Table 1. 

Sources of Outside District-Mandated Professional Development

	Sources of Outside District-Mandated Professional Development
	f
	%

	Conferences
	70
	76.09%

	Programming offered by Michigan Association of Agriscience Educators
	52
	56.52%

	In-person workshops
	50
	54.35%

	Programming offered by MSU SBAE teacher educators
	44
	47.83%

	Programming offered by National FFA Organization
	42
	45.65%

	Informal coaching relationship with colleagues
	32
	34.78%

	Programming offered by National Association of Agricultural Educators
	21
	22.83%

	Master’s or Doctoral graduate program
	20
	21.74%

	Formal mentoring relationship with colleagues
	19
	20.65%

	Feedback from administrators, stakeholders, etc. 
	18
	19.57%

	Programming offered by Michigan Horticulture Teachers Association
	17
	18.48%

	Media (books, magazines, podcasts, etc.)
	16
	17.39%

	On-demand online resources
	15
	16.30%

	Live virtual sessions (i.e. Zoom)
	14
	15.22%

	Social media
	12
	13.04%

	Self-paced online courses
	8
	8.70%

	Personal reflections
	3
	3.27%

	Stand-alone academic or for-credit courses
	3
	3.27%

	Programming offered by other professional teacher associations
	1
	1.09%



	The second objective of the study was to describe Michigan SBAE teachers’ preference in timing, frequency, duration, and format of professional development activities. Overwhelmingly, participants preferred professional development activities which occurred during the school day (f = 76, 82.61%) or over summer break (f = 61, 66.30%). After school (f = 8, 8.70%), before school (f = 3, 3.27%), and on weekends (f = 2, 2.17%) were far less popular times for professional development activities.

	SBAE teachers in this study were willing to participate in professional development as frequently as once a month (f = 25, 27.17%) while the most popular frequencies were semesterly (f = 42, 45.65%) and quarterly (f = 35, 38.04%). Most participants preferred to engage in professional development more often than once a year (f = 18, 19.57%) but less frequently than weekly (f = 3, 3.27%).

	Study participants were willing to spend up to a full day on a single topic in professional development activities. They were hesitant to invest multiple days on the same topic. Table 2 displays frequencies for preferences in length of professional development. 

Table 2.

Preferences in Length of Professional Development Activities

	Length of Professional Development Activities
	f
	%

	Less than 1 hour
	28
	30.43%

	1 to 2 hours
	41
	44.57%

	Half a day
	24
	26.09%

	Full day
	31
	33.70%

	Multiple days
	10
	10.87%



	In-person workshops (f = 82, 89.13%) and conference (f = 75, 81.52%) sessions were the most preferred formats for professional development activities. This instrument item received one write-in submission for PLC (professional learning communities). The frequencies of other preferred session formats are found in Table 3 below.

Table 3.

Preferred Professional Development Session Formats

	Session Formats
	f
	%

	In-person workshops
	82
	89.13%

	Conferences
	75
	81.52%

	Peer-led sessions
	41
	44.57%

	Informal coaching relationships with colleagues
	37
	40.22%

	Self-paced online courses
	28
	30.43%

	Formal mentoring with colleagues
	22
	23.91%

	On-demand online resources
	20
	21.74%

	Live virtual sessions (i.e., Zoom)
	18
	19.57%

	Master’s or Doctoral graduate program
	16
	17.39%

	Stand-alone academic or for-credit courses
	14
	15.22%

	Media (books, magazines, podcasts, etc.)
	10
	10.87%

	Social media
	6
	6.52%

	PLC (write-in response)
	1
	1.09%



	The preference for collaborative and interactive professional development activities was reinforced by participant responses to their desired delivery formats. More than two-thirds of participants selected industry tours (f = 75, 81.52%), interactive activities (f = 68, 73.91%), skill demonstrations (f = 68, 73.91%), and resource sharing (f = 61, 66.30%) as their preferred formats of professional development activities. Other preferred format frequencies are displayed in Table 4. 

Table 4. 

Preferred Professional Development Delivery Formats

	Delivery Formats
	f
	%

	Industry tours
	75
	81.52%

	Interactive activities
	68
	73.91%

	Skill demonstrations
	68
	73.91%

	Resource sharing
	61
	66.30%

	Group collaboration
	48
	52.17%

	Unstructured conversations with colleagues
	33
	35.87%

	Academic or for-credit courses
	29
	31.52%

	Lecture-style presentations
	22
	23.91%

	Ongoing topics (i.e., meet once a month)
	22
	23.91%

	Constructive feedback
	17
	18.48%

	Personal reflections
	15
	16.30%

	Case studies
	9
	9.78%



The third objective of the study was to describe Michigan SBAE teachers’ motivation for participating in professional development activities. More than two-thirds of participants were motivated by networking opportunities (f = 71, 77.17%), receiving resources to take back to their classrooms (f = 70, 76.09%), developing their knowledge or skills (f = 63, 68.48%), or fulfilling district or teacher licensure requirements (f = 61, 66.30%) to engage in professional development activities. Other motivator frequencies are displayed in Table 5. 

Table 5. 

Professional Development Incentives

	Professional Development Incentives
	f
	%

	Opportunity to network with other teachers
	71
	77.17%

	Take home resources
	70
	76.09%

	Knowledge or skill development
	63
	68.48%

	Fulfill district or licensure requirements
	61
	66.30%

	Free meal
	46
	50.00%

	Opportunity to travel to an interesting location
	42
	45.65%

	No cost registration
	38
	41.30%

	Free snacks or refreshments
	32
	34.78%

	Well known presenters
	7
	7.61%

	Participation recognition
	3
	3.26%



More than half of participants were demotivated by time constraints (f = 53, 57.61%), travel distance (f = 51, 55.43%), or out-of-pocket registration costs (f = 51, 55.43%) to engage in professional development activities. There was one write in response which included repetitive topics. Other demotivator frequencies are displayed in Table 6. 

Table 6. 

Professional Development Barriers

	Professional Development Barriers
	f
	%

	Time constraints
	53
	57.61%

	Distance to travel
	51
	55.43%

	Out-of-pocket registration cost
	51
	55.43%

	Delivery format does not align with my learning needs
	30
	32.61%

	Outside of contracted time
	27
	29.35%

	Subject matter not directly connected to SBAE
	27
	29.35%

	Lack of administrative support
	26
	28.26%

	Repetitive content (write-in response)
	1
	1.09%



Conclusions, Recommendations, and Implications

	Michigan SBAE teachers are highly engaged in professional development as shown by the 88.04% of participants who attend more professional development activities than what is mandated by their district or teacher licensure requirements. Desimone (2009) would hypothesize this engagement may be a result of perceived or actualized benefits in teacher attributes, instructional behaviors, and/or student learning which motivate teachers to seek additional professional development activities. SBAE teachers in this study tended to look to other SBAE professionals and organizations for their professional development. Programming offered by Michigan Association of Agriscience Educators, MSU teacher educators, and the National FFA Organization were the most commonly cited groups of professional development providers. Only one participant identified engagement in a professional teacher association outside of SBAE. As content focus is potentially the most influential core feature of effective professional development (Desimone, 2009), the opportunity to learn with other SBAE teachers may be a strong motivating force for SBAE teachers to engage in professional development offered by organizations in the discipline (Ford & Lambert, 2023). Other sources of professional development (i.e., mass media, social media, and personal reflections) were less utilized by study participants. Perhaps Michigan Association of Agriscience Educators, MSU SBAE teacher educators, the National FFA Organization, and other SBAE organizations could utilize these dissemination methods with a SBAE content focus to further diversify the professional development opportunities and engagement for Michigan SBAE teachers. 

Michigan SBAE teachers in this study preferred professional development activities which occur once a semester during the school day and is one to two hours in length. Participants’ preference for short duration, biannual professional development activities contrast with research which consistently finds sustained professional development to be more effective (Desimone, 2009; Dunst et al., 2015). Sustained professional development with multiple touchpoints dispersed over a semester tend to deliver more instructional change and greater gains in student learning outcomes than one point-in-time professional development activities (Desimone, 2009; Li et al., 2021). SBAE teachers who participate in sustained professional development opportunities, such as CASE institutes, have reported positive outcomes and opinions of their professional learning (Bowser et al., 2025; Shoulders & Myers, 2014; Smalley et al., 2023). However, time constraints were the most frequently chosen barrier for participants engaging in professional development activities. It would appear participants do not see the utility associated with longer duration professional development activities. It is suggested professional development organizers clearly communicate the expected outcomes and justifications for sustained duration to participants. More research is needed to understand SBAE teachers’ perceptions of sustained professional development.

Professional development activities are resource-intensive for both organizers and participants (Barrett & Pas, 2020). Therefore, resources should be utilized sustainably (Rice, 2003). Without clear guidelines for duration of professional development activities (Desimone, 2009) it is difficult to judge the point of diminishing returns in relation to duration of professional development and student learning outcomes. More research is necessary on the relationship between duration and professional development effectiveness (Barrett & Pas, 2020; Desimone, 2009; Rice, 2003).

The strong preference for professional development during contracted hours aligns with a growing importance on work-life balance for SBAE teachers (Clemons et al., 2021; Traini et al., 2020; Sorensen et al., 2016). However, there is potential for a conflict between professional development offered during the school day and the contextual factor of school leadership (Rice, 2003). Without administrative support, teachers may be demotivated or unable to participate in professional development (Araneta et al., 2020). Summer break was also a popular time for professional development activities, but participants were much less willing to engage in professional development during the evening, morning, or on weekends. Though SBAE teachers often engage in FFA events and other programmatic activities on nights and weekends (Clemons et al., 2021; Traini et al., 2020; Sorensen et al., 2016), this data would suggest they would place a lower priority on professional development during their overtime activities. State SBAE staff and other professional development organizers should strongly consider aligning professional development activities with pre-existing FFA events as appropriate to best manage SBAE teachers’ time. These multi-purpose SBAE activities would also reduce travel distances which was identified as a strong demotivator to participating in professional development activities. 

The preferences for professional development formats expressed by the study participants are aligned with Desimone’s (2009) core feature of content focus for effective professional development. SBAE teachers prefer professional development with a content focus in the form of industry tours, skill demonstrations, and resource sharing. They are motivated to participate in professional development activities when the content focus provides knowledge and resources which are easily implemented into their classroom and SBAE program. Professional development grounded in the agricultural industry is important for SBAE teachers to stay current in their profession and a rapidly evolving industry (Christensen et al., 2009; Kornegay et al., 2025; Stephens, 2015). These industry-based, content focused professional development opportunities are likely to impact students’ agricultural literacy as well (Christensen et al., 2009).

SBAE teachers desire professional development activities which invite their active participation in the learning process (Shoulders & Myers, 2014). The participants in this study reflect those values in their preference for professional development activity formats. Interactive activities were preferred by 50% more study participants than lecture-style presentations. Modeling curriculum and train-the-trainer sessions provide impactful learning experiences through interactive and engaging activities while building teacher self-efficacy and improving instructional effectiveness (Bowser et al., 2025; Smalley et al., 2023).  

Desimone’s (2009) core feature of collective participation was another trend in participants’ preferences for professional development activities. In-person events, peer-led sessions, informal coaching relationships with colleagues, and group collaboration were far more popular responses than the individual pursuits of mass media, social media, or academic courses. Participants seem to highly value activities which promote discourse and collaboration with their fellow SBAE teachers. SBAE teachers have a unique professional identity as compared to other content areas (Roberts et al., 2020; Shoulders & Myers, 2014) which may explain their drive to learn with and from each other in a content-focused setting (McKendree & McKim, 2021; Webb et al., 2019). 

	The SBAE teachers in this study seemed to place the least preference on aspects of effective professional development related to coherence. While all Michigan primary and secondary education teachers are required to fulfill professional development hours throughout the school year (Michigan Department of Education, 2025), fulfillment of these requirements was the fourth most frequently chosen incentive to professional development activity engagement. It would seem Michigan SBAE teachers attend professional development activities with more motivations than simply “checking the box.” For SBAE and other external content-focused organizations, coherence can be a difficult aspect of professional development planning with participants coming from various district and state policies (Shoulders & Myers, 2014). 

In summary, this study found Michigan SBAE teachers tended to prefer short duration professional development activities which occur during the school day or summer months. They would like to participate in in-person activities quarterly or semesterly. They place a high value on collaborative learning with fellow SBAE teachers and desire tangible resources or curriculum. Michigan SBAE professional development organizers should continue to build activities around SBAE teachers’ preferences and the core features of effective professional development. It is important to note the state-specific attributes of this study. While some similarities in teacher traits and findings may occur across populations, it is necessary to limit the conclusions of this study to this population of SBAE teachers. Sister institutions and SBAE populations are encouraged to replicate the methods of the study as they develop teacher professional development activities to meet their specific needs and preferences.
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