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Abstract 

High-quality professional development programs are important to all agricultural education teachers, 
regardless of their stage in the teaching profession. The purpose of this study was to evaluate the 
perception of Minnesota SBAE teachers in the areas of program design and management, leadership, and 
Supervised Agricultural Experience (SAE) development. A modified Borich Needs Assessment Model was 
used to assess the current professional development needs of current SBAE teachers. The primary sources 
of professional development included agricultural education teachers’ association workshops, 
professional organizational workshops, and graduate coursework. Teachers reported highest perceived 
ability in developing relationships with administrators and fellow teachers and coordinating activities 
with local agricultural organizations. The highest priority professional development priorities were 
identified as repairing and maintaining laboratory equipment, organizing alumni/agricultural booster 
program, and utilizing advisory committees. To further explore variation by experience level, one-way 
ANOVAs were conducted by career stage. Results revealed significant differences in needs. Early-career 
teachers reported great needs in program logistics, while mid-career teachers expressed stronger needs in 
developing SAE and career readiness opportunities. Late-career teachers consistently reported fewer 
needs across all areas. These findings support the development of differentiated professional development 
aligned with teacher career stages to provide targeted support to enhance teacher competence, 
motivation, and retention within the SBAE profession. 

Introduction 

School based agricultural education (SBAE) teachers continue to have a need for professional 
development. Traditionally, in-service education has focused on beginning teachers entering the profession, 
specifically those within their first three years teaching (Disberger et al., 2022; Disberger et al., 2023; 
Melnick & Meister, 2008). Beginning teacher professional development has focused on learning the 
technical knowledge and skills necessary to be successful within their roles (Figland et al., 2019; Nesbitt & 
Mundt, 1993; Thornton et al., 2020). Research within SBAE education would echo this, suggesting 
beginning teachers are faced with many challenges that contribute to teachers leaving the profession 
(Guffey & Young, 2020; Korte & Simonsen, 2018; Myers et al., 2005; Smalley & Smith, 2017; Smith et 
al., 2023; Touchstone, 2015). Mentoring and induction programs within the SBAE profession or within 
local school districts are meant to assist and support teachers and reduce attrition.  

The majority of the annual SBAE teacher supply are retained teachers, but there is a notable amount 
of attrition among early-career SBAE teachers. SBAE teachers’ professional commitment and retention has 
been studied, yet additional research is needed. Knowing personal factors that impact professional 
commitment assists in developing strategies for retaining teachers (Crutchfield et al., 2013; Day, 2008; 
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Gorter, 2018). Establishing and enhancing commitment and resilience is crucial for retaining instructors 
(Sammons et al., 2007). Perceived competence is a key factor that influences an SBAE teachers’ decision 
to remain in the classroom (Igo & Perry, 2019; Rada et al., 2025; Solomonson et al., 2021). In general, 
SBAE teachers who possess a sense of competence in their work are more inclined to stay in the profession. 
However, teachers at different points in their careers may need different forms of support to sustain their 
commitment. Years of SBAE teaching experiences (Crutchfield et al., 2013) and teacher career stages 
(Solomonson et al., 2021) were correlated with professional commitment.  

Teachers within all stages of their professional career face unique needs and challenges which need 
to be met to be retained and successful within the profession (Figland et al., 2019; Thornton et al., 2020). 
The Learning Policy Institute suggests that teacher retention could be improved with induction, mentoring, 
and enhanced work conditions (Sutcher et al., 2016). A need for targeted professional development has 
been identified by agricultural education leaders, and as suggested by Thornton et al. (2020) and Roberts et 
al. (2020), these professional development needs are not one-size-fits-all as each stage of career presents 
unique needs and challenges.  

The National Association of Agricultural Educators (NAAE) developed the Ag Teacher’s Life 
Cycle to better explain and understand the needs of SBAE teachers across all career stages. This model 
identifies key areas for professional development broken down into early-career, mid-career, and late-career 
teachers (NAAE, 2015; White, 2008). This model includes teacher induction, teacher leadership, work-life 
balance, building community support, and maintaining professional engagement and enthusiasm. No matter 
where a teacher is within the Ag Teacher’s Life Cycle, their ability to manage a quality SBAE program is 
key. This is accomplished through providing effective instruction for students in the classroom, the FFA, 
and through Supervised Agricultural Experience (SAE). Researchers have identified the importance of 
providing a curriculum that is rigorous and diverse while also providing support of FFA and SAE 
professional development (Layfield & Dobbins, 2002; Miller & Scheid, 1982).  

Professional development experiences have been designed and made available to SBAE teachers. 
Professional development experiences can be made available for anyone within the profession regardless 
of stage in the Ag Teacher’s Life Cycle (NAAE, 2015) or it can be targeted specifically to a subset or 
population based on demographic or age. The literature shows that these targeted opportunities can be 
meaningful and impactful since they provide educators with experiences that meet their current career 
needs, perspectives, and attitudes (Figland et al., 2019; Roberts et al., 2020; Thornton et al., 2020).  

Current Perceived Needs of SBAE teachers 

When taking a broad look at educators representing all stages of the NAAE (2015) Ag Teacher’s 
Life Cycle Model, the National FFA (2023) revealed the top five professional development topic areas 
chosen by advisors. The areas included 1) SAE for All, 2) implementation of FFA as intracurricular, 3) 
cross-curricular projects, 4) game-based learning, and 5) self-care for teachers. The demands of a career in 
SBAE are unique and ever changing and lead to a high volume of professional needs for educators. Thoron 
et al. (2016) identified various aspects of an SBAE program (e.g., managing / advising student leadership 
organization, classroom/laboratory, or SAE) “require a unique set of skills aside from the typical education 
factors that are associated with student academic success” (p. 43). Furthermore, a study conducted by 
Lemons et al. (2015) focused on the attrition factors of SBAE teachers and found the expectations 
contributed to teacher attrition. No matter if the expectations were real or perceived the demand for 
successful programs, involvement within the community, test scores, and other responsibilities create 
higher stakes within the SBAE profession.  

A variety of initiatives such as professional development, mentoring, and finding a work-life 
balance can help with the retention within the profession. These initiatives are critical as in 2022 alone, 839 
SBAE teachers chose to leave the profession, with over one-third of these individuals leaving for a position 
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outside of SBAE (Smith et al., 2023). Burnout and not having basic needs being met is a major challenge 
faced within the profession; being able to find psychological needs such as autonomy, competence, and 
relatedness has been found to be a reliable predictor of teachers' attitudes toward the profession (Baard et 
al., 2004; Collie et al., 2016; Deci et al., 2001; Gagné & Deci, 2005; Lee & Nie, 2014). The psychological 
needs can have a significant and negative impact on turnover intention with SBAE teachers (Rada et al., 
2025). It is crucial to prioritize the assessment of SBAE teacher perceptions of competence to identify 
strategies for enhancing competence, with the intention of retaining teachers. 

Our research contributes to the existing body of knowledge within the area of the professional 
development needs of SBAE educators and assists in developing experiences that will benefit SBAE 
educators facilitating meaningful learning experiences in the classroom, in work-based learning (WBL) or 
SAE, and in leadership development through FFA. As a result, the findings of this research fulfill the AAAE 
research value of nurturing positive youth development through AFNR systems, as student learning 
outcomes are more impactful when educators have the content knowledge and a strong disposition for 
teaching (Yopp et al., 2020). By understanding the needs of in-service SBAE educators, meaningful and 
targeted professional development experiences can be created to meet the needs of educators within specific 
stages of the Ag Teacher’s Life Cycle (NAAE, 2015) to meet their technical or social-emotional needs 
(Figland et al., 2019; Roberts et al., 2020; Thornton et al., 2020). Additionally, pre-service teacher educators 
can use the findings to anticipate the future needs of their teacher candidates and develop meaningful pre-
service experiences to better prepare them for their future SBAE programs. While previous research has 
broadly categorized professional development needs, few studies have conducted a systematic needs 
assessment grounded in teacher perceptions of competence across career stages. Our research fills that gap 
and offers actionable data for targeted retention efforts. 

Framework 

Self-determination theory (SDT) focuses on how motivation and personality are shaped (Deci & 
Ryan, 1985, 2000). This is done specifically with intrinsic and extrinsic factors. The theory explores how 
human motivation and personality address three universal psychological needs: competence, autonomy and 
psychological relatedness. This theory clarifies how people perceive their surroundings and how 
motivational processes are supported by psychological needs (Deci & Ryan, 2000). With the SDT (Ryan & 
Deci, 2002), individuals possess a natural propensity towards psychological growth and development. This 
predisposition can lead to an increased capacity in learning, acquiring skills, and forming interpersonal 
relationships. The SDT distinguishes between autonomous motivation, which is driven by interest and 
values, and controlled motivation, which is driven by rewards and pressures. SDT will apply to a variety of 
domains in life and relationships and if the needs are met, the theory argues people will grow, and SDT 
examines how social contexts support people’s needs and motivations. 

The three psychological needs of autonomy, competence, and relatedness are essential to human 
development and motivation (Ryan & Deci, 2002, 2020). Autonomy refers to the ability to take initiative 
and is fostered by experiences that a person finds interesting, valuable, and fully supports (Deci & Ryan, 
2012; Ryan & Deci, 2020). Competence refers to a sense of mastery and the belief that one can succeed 
and develop. Relatedness refers to a feeling of “belonging and connection” (Ryan & Deci, 2020, p. 1) which 
is established via the presence of mutual respect, dependence, and concern with other individuals and 
collectives. Having an absence of any of these three fundamental needs is perceived to damage motivation 
and professional commitment.  

Researchers have found that the psychological well-being of teachers is crucial for their job 
satisfaction and dedication to their profession (Lee & Nie, 2014; Mabekoje et al., 2016). The satisfaction 
of an employee's desire for autonomy, competence, and relatedness at work is directly correlated with their 
well-being, job satisfaction, positive attitudes towards their work, commitment, performance, and 
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motivation (Baard et al., 2004; Deci et al., 2001; Gagné & Deci, 2005). The psychological functioning of 
teachers has a crucial role in determining their job satisfaction and commitment (Lee & Nie, 2014; 
Mabekoje et al., 2016). An optimal work environment for teachers is one that facilitates the fulfillment of 
their needs, since it enhances their psychological well-being and fosters dedication (Mabekoje et al., 2016). 
When examining the environment at school, the perception of competence influences a teacher's confidence 
in their ability to be successful. Specifically, the satisfaction of a teacher's psychological needs at work is 
impacted by their perceived competence (Palmer, 2020). Teacher's perceived competence was found to be 
a predictor of overall well-being (Collie et al., 2016) and of intention to remain in the SBAE profession 
(Rada et al., 2025). The level of satisfaction of basic psychological needs in the workplace, especially 
perceived competence has a significant effect on teacher retention. 

Perceived competence is a significant predictor of SBAE teacher professional commitment; 
therefore, it was vital to examine teacher’s beliefs about their abilities and identify needs for support to 
develop strategic retention strategies. SBAE teachers’ perceptions of competence have been captured 
through needs assessments, considering the competencies required to manage the discipline-specific 
expectations of an SBAE teacher (Clemons et al., 2018; Coleman et al., 2020; Smalley et al., 2019; Smalley 
& Smith, 2017; Sorensen & McKim, 2014), but these perceptions had not been assessed in Minnesota prior 
to our research. Teacher expectations that have been discipline-specific in SBAE research include 
pedagogy, professionalism, professional growth, intra-curricular facilitation, program management and 
personal qualities (McKim et al., 2017; Roberts & Dyer, 2004). Additional research assessed SBAE 
teachers’ perceived competence regarding specific content, including agricultural mechanics (Byrd et al., 
2015; Wells et al., 2021). Competence was a primary predictor of professional commitment for Minnesota 
SBAE teachers (Rada et al., 2025). Given that competence has been discovered to be a strong predictor of 
psychological functioning at work (Collie et al., 2016) and professional commitment (Rada et al., 2025), a 
needs assessment of the perceived competence of Minnesota’s SBAE teachers was warranted. The 
competencies assessed in our research—program design and management, leadership, and SAE 
development—are inherently tied to teachers’ perceptions of competence, a core element of SDT. Ensuring 
teachers feel capable across these areas through intentional professional development may enhance 
motivation, reduce burnout, and ultimately improve retention. 

Purpose and Objectives 

The purpose of our study was to evaluate the professional development needs of Minnesota SBAE 
teachers by examining their perceived competence in key programmatic areas—program design and 
management, leadership and FFA program development, and Supervised Agricultural Experience (SAE) 
development—and how these needs differ by career stage. The following three research objectives served 
as a guide for this needs assessment study:   

1. Determine the background characteristics (i.e., education and training in agricultural 
education, participation in professional development) of Minnesota SBAE teachers.  

2. Determine the perceptions of competence of Minnesota SBAE teachers related to program 
design and management, leadership, and SAE development. 

3. Assess Minnesota SBAE teachers’ professional development needs related to program design 
and management, leadership, and SAE development. 

4. Examine differences in Minnesota SBAE teachers’ professional development needs across 
career stages in the areas of program design and management, leadership, and SAE 
development. 
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Methods 

Population 

A census was attempted of all Minnesota SBAE teachers (N = 326). Of the 143 teachers who 
completed the instrument, the majority of SBAE teachers were female (n = 79, 55.2%). The average age of 
participants was 37.96 (SD = 12.48). The majority of SBAE teachers indicated they had obtained a 
bachelor's degree (n=136; 95.1%), while 68 (47.6%) SBAE teachers completed a master's degree. Of those 
with a bachelor’s degree, 16.8% (n = 24) did not have a bachelor’s degree in agricultural education. 

Instrumentation 

A modified Borich Needs Assessment Model was used to assess the current professional 
development needs of current SBAE teachers in Minnesota. The model was used to quantify the discrepancy 
between what is and what should be by identifying the “behaviors, skills, and competencies” (Borich, 1980, 
p. 39). The needs assessment instrument was developed and validated by Smalley et al. (2019) and 
evaluated the perception of Minnesota SBAE teachers in the areas of program design and management, 
leadership, and Supervised Agricultural Experience (SAE) development.  

The online instrument was organized so each topic was allocated to a distinct page, improving 
readability (Dillman et al., 2014; Revilla & Ochoa, 2017). The area of program design and management 
had 11 items, leadership and FFA had 10 items, and SAE development had eight items. Across these areas 
of the instrument, two different Likert-type scales were utilized. One scale assessed the teachers’ perceived 
importance associated with the different topics (1 = No Importance, 2 = Below Average, 3 = Average, 4 = 
Above Average, 5 = Essential). Importance within this statement refers to the perceived importance of all 
SBAE teachers understanding the topic within their own classrooms and programs. The other scale 
evaluated their perceived ability to perform the skill within their classroom (1 = No Ability, 2 = Below 
Average, 3 = Average, 4 = Above Average, 5 = Exceptional). The instrument also contained items to 
determine the demographic and personal history of the participants.   

Data Collection 

The participants of this study included SBAE teachers in Minnesota. Contact information of the 
SBAE teachers was obtained using the SBAE teacher directory. We personalized emails and included 
information regarding the study, instructions for participation, and the link to the needs assessment 
instrument in Qualtrics. Additionally, the message, time, and day of the week varied for each contact 
(Dillman et al., 2014). Data was collected using a Qualtrics questionnaire, and we securely stored the data 
on web servers for data analysis. This allowed for the tracking of respondents, ensured the integrity and 
security of survey data, and prevented duplicated submissions (Dillman et al., 2014). 

Data Analysis 

We analyzed data from the participants using descriptive statistics in IBM's Statistical Package for 
Social Sciences (SPSS©) to establish the background characteristics of objective one. Objectives two and 
three indicated the professional development needs of SBAE teachers in the areas of program design and 
management, leadership, and Supervised Agricultural Experience (SAE) development culture. We 
examined data using mean weighted discrepancy scores (MWDS). To address the differences in perceptions 
by career stage, we conducted a series of one-way analyses of variance (ANOVA). Career stage was 
categorized as early career (0-6 years), mid-career (7-15 years), and late-careers (16 or more years). We 
used ANOVAs to determine statistical differences in MWDS and, when found, reported effect sizes and 
post hoc comparisons to identify which groups differed significantly from one another. 
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The calculation of discrepancy scores provided valuable information about the perceptions of 
participants. The Borich model incorporated the assessment of the participant group to mitigate any 
potential flaws in individual assessment (Borich, 1980). We calculated the MWDS and removed any 
unusable responses which were missing one of the two scores for each item. First, we calculated the 
discrepancy score for each competency, representing the gap between the perceived significance and level 
of accomplishment. Second, we computed a weighted discrepancy score for each participant by multiplying 
the participant's discrepancy score by the average perceived importance of that ability among all 
participants (Borich, 1980). We determined the MWDS by adding the weighted discrepancy scores for the 
competency and dividing by the total number of responses. We compared the MWDS for the perceptions 
and identified the specific items that call for professional development. A higher MWDS implies the larger 
disparities between the perceived importance and the level of ability among the participants and suggests a 
stronger demand for development (Borich, 1980). The competencies identified as having the largest MWDS 
should be regarded as the highest need for training moving forward. We utilized McKim and Saucier's 
(2011) Excel-Based Mean Weighted Discrepancy Score Calculator.  

The instrument has a good internal consistency, with a Cronbach alpha coefficient reported for 
importance (α = .97) and knowledge (α = .97) (Smalley et al., 2019). In this study, we calculated Cronbach’s 
alpha coefficients for the importance (α = .96) and ability (α = .96) which met the tolerable threshold level 
(Hair et al., 2014; Johnson & Christensen, 2014). These findings are consistent with the psychometric 
properties in prior research (Hainline & Smalley, 2023; Smalley et al., 2019). We broke down responses 
into three balanced categories to improve reliability, validity, and provide meaningful distinctions for 
analysis (Dillman et al., 2014). With an attempted census conducted, we did not assess the external validity 
of the findings. Therefore, it is important to use caution when trying to generalize these findings to other 
populations. 

Findings 

The first objective sought to determine the background characteristics (e.g., education and 
professional development in SBAE, completion of CASE certification) of Minnesota SBAE teachers. The 
participants indicated involvement in state’s teacher retention programs. Of the 143 participants, 24 (16.8%) 
had participated in the state’s Future AgriScience Teacher Symposium as a pre-service teacher, 99 (69.2%) 
had participated in the Teacher Induction Program (TIP) as an early-career teacher, and 34 (23.8%) in the 
Resources for Professional Learning retention program for teachers with 3-7 years of experience. The 
primary sources of professional development identified by SBAE teachers were agricultural education 
teachers' association workshops (88.1%, n = 126), school in-service events (76.2%, n = 109), university 
workshops (14.0%, n = 20), professional organization workshops (46.2%, n = 66), and graduate coursework 
(22.4%, n = 32; see Table 1). Though teachers identified CASE as a professional development source, only 
25.9% of participants (n = 37) claimed it as a primary professional development source. The SBAE teachers 
reported a large involvement within state offered professional development opportunities. Teachers found 
additional professional development within their school districts and from additional professional 
organizations.  
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Table 1  
 
Background Characteristics of Minnesota SBAE Teachers Regarding Involvement in Professional 
Development 
Primary Source(s) of Professional Development (n = 143) f % 
Agricultural teachers association workshops  126 88.1 
School in-service events  109 76.2 
University workshops 20 14.0 
Professional organization 66 46.2 
Graduate coursework   32 22.4 
CASE institutes 37 25.9 

The second objective was to determine the perceptions of competence of the SBAE teachers related 
to program design and management, leadership, and SAE development. The perception of ability and 
importance were necessary in determining the professional development needs of the SBAE teachers. The 
mean ability and mean importance for each of the competencies related to program design and management 
are summarized in Table 2. The top three competencies in which teachers had the highest mean ability 
pertaining to program design and management were: (a) developing relations with administrators, (b) 
developing relations with fellow teachers, and c) coordinating activities with local agricultural 
organizations/agencies. The three competencies that teachers had the lowest mean ability were: (a) 
evaluating the local program with National Quality Program Standards, (b) organizing a local 
alumni/agricultural booster program, and (c) completing annual FFA report. The top three competencies 
that teachers perceived as most important related to program design and management were: (a) developing 
relations with administrators, (b) developing relations with fellow teachers, and (c) repairing and 
maintaining laboratory equipment. The three competencies in which teachers perceived as least important 
were: (a) evaluating the local program with National Quality Program Standards, (b) completing annual 
FFA report, and (c) organizing a local alumni/agricultural booster program. 

Table 2  
 
Minnesota SBAE Teachers’ Perceived Ability Related to Program Design and Management 

Item Importance Ability MWDS 
x̄ SD x̄ SD f x̄ SD Rank 

Repairing and maintaining laboratory equipment. 4.15 .82 3.25 1.00 140 3.74 4.65 1 
Organizing a local alumni/agricultural booster 
program. 3.82 .92 2.89 1.03 141 3.52 4.11 2 

Utilizing an advisory committee to promote the local 
agricultural education program. 3.87 .90 3.09 .84 140 3.04 4.57 3 

Coordinating activities with local agricultural 
organizations/agencies. 4.04 .75 3.32 .81 139 2.94 3.83 4 

Ability to use the local advisory committee to acquire 
resources. 3.85 .83 3.17 .92 140 2.61 4.16 5 

Developing an effective public relations program. 3.93 .86 3.30 .84 141 2.45 3.53 6 
Developing relations with administrators. 4.41 .78 3.86 .86 139 2.41 3.91 7 
Establishing a program advisory committee 3.87 .91 3.30 .82 141 2.22 3.99 8 
Developing relations with fellow teachers. 4.23 .76 3.84 .81 139 1.64 3.69 9 
Completing annual FFA report. 3.34 .96 2.89 .87 141 1.49 3.44 10 
Evaluating the local program with National Quality 
Program Standards. 3.11 .91 2.81 .83 141 0.95 3.35 11 

Note. Scale for Perceived Importance: 1 = No Importance, 2 = Below Average, 3 = Average, 4 = Above Average, 5 = 
Essential. Scale for Perceived Ability to Perform the Skill: 1 = No Ability, 2 = Below Average, 3 = Average, 4 = 
Above Average, 5 = Exceptional. 
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Table 3 summarizes the average proficiency and average significance of each competency 
associated with leadership and FFA program development. The three competencies in which teachers had 
the highest mean ability in leadership and FFA program development were: (a) conducting local FFA 
chapter activities, (b) managing and supervising local leaders/chapter officers, and (c) organizing fund 
raising activities for the local FFA chapter. The three competencies in which teachers perceived the lowest 
mean ability were: (a) preparing proficiency award applications, (b) preparing FFA degree applications, and 
(c) preparing students for Leadership Development Events (LDEs). The three competencies with the highest 
perceived importance were: (a) conducting local FFA chapter activities, (b) managing and supervising local 
leaders/chapter officers, and (c) developing leadership development opportunities for all students. The three 
competencies with the lowest perceived importance were: (a) planning banquets, (b) preparing proficiency 
award applications, and (c) preparing FFA degree applications. 

Table 3 

Minnesota SBAE Teachers’ Perceptions Related to Leadership Development and FFA Program 
Development 

Item Importance Ability MWDS 
x̄ SD x̄ SD f x̄ SD Rank 

Preparing students for Leadership Development 
Events (LDEs). 3.91 .75 3.13 .79 140 3.04 3.08 1 

Conducting local FFA chapter activities. 4.37 .69 3.70 .82 139 2.96 3.73 2 
Preparing FFA degree applications. 3.79 .82 3.11 1.00 141 2.61 4.08 3 
Managing and supervising local leaders/chapter 
officers. 4.24 .78 3.65 .80 139 2.53 3.45 4 

Preparing proficiency award applications. 3.64 .81 2.96 1.02 140 2.47 3.72 5 
Developing leadership development 
opportunities for all students. 4.12 .74 3.52 .69 138 2.45 3.36 6 

Preparing students for Career Development 
Events (CDEs). 4.01 .73 3.41 .80 138 2.44 3.44 7 

Organizing fund raising activities for the local 
FFA chapter. 4.01 .78 3.64 .93 141 1.48 3.96 8 

Planning and conducting student overnight trips 
(e.g., state convention, national convention). 3.96 .82 3.60 .95 141 1.40 3.79 9 

Planning banquets. 3.57 .88 3.47 .90 141 0.35 3.20 10 
Note. Scale for Perceived Importance: 1 = No Importance, 2 = Below Average, 3 = Average, 4 = Above 
Average, 5 = Essential. Scale for Perceived Ability to Perform the Skill: 1 = No Ability, 2 = Below 
Average, 3 = Average, 4 = Above Average, 5 = Exceptional. 

Table 4 provides a summary of the average proficiency and average significance of each 
competency associated with SAE management. The three competencies in which teachers had the highest 
mean ability in SAE management were: (a) developing student's knowledge of workplace safety, (b) 
developing student's skills needed for career and college, and (c) developing career exploration 
opportunities for all AFNR students. The three competencies in which teachers perceived the lowest mean 
ability were: (a) supporting students in developing personal financial management plan, (b) developing 
WBL/SAE opportunities for all students, and (c) supervising students' SAE/WBL programs. The three 
competencies with the highest perceived importance were: (a) developing student's knowledge of 
workplace safety, (b) developing student's skills needed for career and college, and (c) developing career 
exploration opportunities for all AFNR students. The three competencies with the lowest perceived 
importance were: (a) supporting students in developing personal financial management plan, (b) 
supervising students' SAE/WBL programs, and (c) teaching record keeping skills. 
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The third objective was to assess the SBAE teachers’ professional development needs related to 
program design and management, leadership, and SAE development. The MWDS for each program design 
and management competency and the rank in order of professional development priority are summarized 
in Table 2. The top three professional development priorities related to program design and management 
were: (a) repairing and maintaining laboratory equipment, (b) organizing a local alumni/agricultural booster 
program, and (c) utilizing an advisory committee to promote the local agricultural education program. In 
comparison, the three competencies with the least need for professional development include: (a) evaluating 
the local program with National Quality Program Standards, (b) completing annual FFA report, and (c) 
developing relations with fellow teachers. 

The MWDS for each leadership and FFA program development competency and the rank in order 
of professional development priority are summarized in Table 3. The top three professional development 
priorities related to leadership development were: (a) preparing students for Leadership Development 
Events (LDEs), (b) conducting local FFA chapter activities, and (c) preparing FFA degree applications. In 
comparison, the three competencies with the least need for professional development include: (a) planning 
banquets, (b) planning and conducting student overnight trips (e.g., state convention, national convention), 
and (c) organizing fund raising activities for the local FFA chapter. 

The MWDS for each SAE management competency and the rank in order of professional 
development priority are summarized in Table 4. The top three professional development priorities related 
to SAE management were: (a) developing WBL/SAE opportunities for all students, (b) developing career 
exploration opportunities for all AFNR students, and (c) teaching record keeping skills. In comparison, the 
three competencies with the least need for professional development include: (a) supporting students in 
developing personal financial management plans, (b) developing student's knowledge of workplace safety, 
and (c) developing student's basic understanding (literacy) of the width and breadth of the agricultural 
industry. 

Table 4 
 
Minnesota SBAE Teachers’ Perceived Ability Related to SAE Management 

Item Importance Ability MWDS 
x̄ SD x̄ SD f x̄ SD Rank 

Developing WBL/SAE opportunities for all students. 3.93 .82 3.13 .82 141 3.12 3.95 1 
Developing career exploration opportunities for all 
AFNR students. 4.12 .71 3.47 .76 141 2.69 3.41 2 

Teaching record keeping skills. 3.86 .78 3.18 .69 139 2.64 3.26 3 
Supervising students' SAE/WBL programs. 3.84 .80 3.17 .80 139 2.60 3.53 4 
Developing student's skills needed for career and 
college. 4.16 .69 3.55 .66 141 2.54 3.25 5 

Developing student's basic understanding (literacy) 
of the width and breadth of the agricultural industry. 4.07 .78 3.46 .76 140 2.47 3.48 6 

Developing student's knowledge of workplace safety. 4.18 .80 3.60 .80 141 2.43 3.87 7 
Supporting students in developing personal financial 
management plan. 3.66 .84 3.08 .74 141 2.13 3.50 8 

Note. Participants Perceived Importance Likert Scale: 1 = No Importance, 2 = Below Average, 3 = 
Average, 4 = Above Average, 5 = Essential. Participants Perceived Ability to Perform the Skill 1 = No 
Ability, 2 = Below Average, 3 = Average, 4 = Above Average, 5 = Exceptional. 

Overall, when combining all the competencies, the top six identified needs for programmatic 
professional development were: (a) repairing and maintaining laboratory equipment (MWDS = 3.74), (b) 
organizing a local alumni/agricultural booster program (MWDS = 3.52), and (c) developing WBL/SAE 
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opportunities for all students (MWDS = 3.12), (d) utilizing an advisory committee to promote the local 
agricultural education program (MWDS = 3.04), (e) preparing students for Leadership Development Events 
(LDEs) (MWDS = 3.04), and (f) conducting local FFA chapter activities (MWDS = 2.96). 

Differences in Program Management Needs by Career Stage 

We interpreted teacher experience data using an analysis of variance (ANOVA) model (n = 143) 
for each life cycle stage to explore the impact of years of SBAE teaching experience on program design 
and management professional development needs. To help characterize the career experiences of 
participants, NAAE’s model of the professional life cycle of teachers was used to group participants based 
on years teaching (early-career: 0-6 years; mid-career: 7-15 years; late-career: 16 or more years).  

One-way ANOVA results revealed statistically significant differences across career stages in 
multiple program design and management competencies. The means reveal a highest professional 
development need for early-career teachers with late-career having the lowest need. The ANOVA model 
rendered significant differences (p < 0.05) between career stages for eight of the 11 Program Design and 
Management variables (see Table 5). Since the Levene’s Statistic was not significant, the equal variance 
was assumed. A Tukey HSD post hoc analysis was conducted to determine the differences between career 
stages on each dependent variable. No significant differences between early- and mid-career teacher 
professional development needs were detected; however, early-career SBAE teachers consistently reported 
higher MWDS scores, indicating greater perceived gaps for program management competencies. Mean 
score for early-career teachers were significantly different from late-career teachers for these professional 
development needs: (a) establishing a program advisory committee (x̄ = 3.03, p = .011, η2 = .063); (b) 
utilizing an advisory committee to promote the local agricultural education program (x̄ = 4.01, p = .001, η2 
= .092); (c) ability to use the local advisory committee to acquire resources (x̄ = 3.92, p = .003,  η2 = ..081); 
(d) evaluating the local program with National Quality Program Standards (x̄ = 1.87, p = .014, η2 = .060); 
(e) coordinating activities with local agricultural organizations/agencies (x̄ = 3.60, p = .040, η2 = .046); (f) 
repairing and maintaining laboratory equipment (x̄ = 4.68, p = .009, η2 = .067); (g) organizing a local 
alumni/agricultural booster program (x̄ = 4.72, p = .004, η2 = .075); and (h) completing annual FFA report 
(x̄ = 2.43, p = .015, η2 = .059). These findings indicate that early-career teachers may feel less confident or 
prepared in the administrative and technical aspects of program design and management. 
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Table 5  
 
Post Hoc One-Way ANOVA of Career Stage for Program Design and Management Professional 
Development Needs 

Item 

1 – 6 Years (n=56) 7 – 15 Years 
(n=41) 

16 or More Years 
(n=45) 

Test of 
Homogeneity of 

Variances 
ANOVA 

x̄ SD x̄ SD x̄ SD 

Le
ve

ne
’

s 
St

at
is

tic
 

p F p η2 

Establishing a program 
advisory committee. 3.03 4.39 2.74 3.27 .77 3.75 2.684 .072 4.663 .011* .063 

Utilizing an advisory 
committee to promote the 
local agricultural education 
program. 

4.01 4.57 3.96 4.19 1.03 4.32 .038 .962 6.967 .001** .092 

Ability to use the local 
advisory committee to 
acquire resources. 

3.92 4.39 2.54 3.61 1.11 3.90 1.324 .27 6.000 .003** .081 

Evaluating the local 
program with National 
Quality Program Standards. 

1.87 3.31 .83 3.55 -.07 2.93 1.223 .297 4.375 .014* .060 

Developing an effective 
public relations program. 2.14 3.53 3.26 3.61 2.10 3.41 .114 .892 1.520 .222 .080 

Developing relations with 
fellow teachers. 1.84 4.11 1.86 3.91 1.22 2.94 2.134 .122 .431 .651 .044 

Developing relations with 
administrators. 2.37 4.34 2.76 3.96 2.16 3.34 .463 .630 .252 .777 .034 

Coordinating activities with 
local agricultural 
organizations/agencies 

3.60 4.24 3.33 3.16 1.75 3.64 2.449 .090 3.283 .040* .046 

Repairing and maintaining 
laboratory equipment. 4.68 4.38 4.35 4.64 1.98 4.61 .101 .904 4.880 .009** .067 

Organizing a local 
alumni/agricultural booster 
program. 

4.72 4.09 3.54 3.66 2.04 4.12 .791 .455 5.631 .004** .075 

Completing annual FFA 
report. 2.43 3.99 1.38 3.34 .45 .43 5.561 .005 4.331 .015* .059 

Establishing a program 
advisory committee. 3.03 4.39 2.74 3.27 .77 3.75 2.684 .072 4.663 .011* .063 

Utilizing an advisory 
committee to promote the 
local agricultural education 
program. 

4.01 4.57 3.96 4.19 1.03 4.32 .038 .962 6.967 .001** .092 

Ability to use the local 
advisory committee to 
acquire resources. 

3.92 4.39 2.54 3.61 1.11 3.90 1.324 .27 6.000 .003** .081 

Note. Years teaching groups (Group 1: 0-6 years; Group 2: 7-15 years; Group 3: 16 years or more) 
*p < .05. **p < .01 
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Our final one-way ANOVA results revealed significant differences among career stages for several 
SAE-related competencies (see Table 7). Mid-career teachers (7-15 years) reported the greatest need for 
developing WBL/SAE opportunities (x̄ = 4.42, p = .002, η² = .088) and career exploration activities (x̄ = 
3.71, p = .003, η² = .082). Conversely, early-career teachers reported higher needs in supporting students’ 
in developing personal financial management plans (x̄ = 2.76, p = .006, η² = .071), supervising SAE/WBL 
programs (x̄ = 3.20, p = .035, η² = .048), and developing students’ knowledge of workplace safety (x̄ = 2.96, 
p = .008, η² = .068). Late-career teachers reported lower perceived needs across most categories, suggesting 
confidence with SAE and WBL program implementation. 

Overall, the findings of our study demonstrate that SBAE teachers’ perceived professional 
development needs vary by content area and by career stage. Early-career teachers consistently reported 
greater needs related to procedural details for program management, planning and record keeping, and using 
specific systems in FFA and SAE programming. Mid-career teachers expressed a growing need for support 
in expanding career exploration and SAE opportunities for all students. In contrast, late-career teachers 
reported lower perceived needs in most areas. These differences reinforce the need for differentiated, career-
stage-specific professional development to enhance competence, support effectiveness, and reduce attrition. 

Conclusions, Implications, and Recommendations 

The purpose of this study was to evaluate the perceptions of Minnesota SBAE teachers in the areas 
of program design and management, leadership, and SAE development. This study builds on other studies 
such as the findings of Smalley et al. (2019) and Rada and Smalley (2025) as it investigated the whole 
programmatic approach, investigating not only classroom and instructional needs, but also the perceived 
professional development needs of educators relating to experiential learning through SAE and WBL, along 
with leadership development through the National FFA Organizations. Likewise, this study built on other 
studies such as Clemons et al. (2018), Roberts et al. (2020), and Thornton et al. (2020) because it also 
examined the modalities in which SBAE teachers tend to engage in professional development, including 
state and national agricultural education teachers’ association conferences, in-school workshops, CASE 
institutes, and much more.  

 According to the findings of this research, SBAE teachers used a variety of sources for professional 
development to enhance their competence as educators. Agricultural education teachers' association 
workshops and school in-service workshops were the primary source of professional development that the 
teachers in this study most frequently attended. Most respondents (69.2%) had also participated in the 
Teacher Induction Program (TIP) as an early-career teacher. The selected professional development 
methods chosen by this group of participants provide insight into the teachers' self-perceived needs, and the 
evaluation of their professional growth requirements acknowledges the autonomous disposition of these 
adult learners. Our study thoroughly examined the professional development activities instructors choose 
to engage in. However, we did not examine the variables that impacted participation in these events. The 
relatively low participation in CASE institutes and graduate coursework, despite their alignment with 
technical and pedagogical skills, may suggest access barriers such as cost, availability, or school support. 
Addressing potential inequities to ensure all SBAE teachers have access to high-quality, relevant 
professional development should be considered. 

The strong participation of SBAE teachers in professional development suggests they are driven 
to enhance their expertise or proficiency in a particular subject to satisfy their psychological needs for 
competence. McKim et al. (2017) and Rada et al. (2025) found that SBAE teachers who believe they are 
more competent in specific areas of teaching also tend to have a stronger commitment to teaching. This 
study did not examine the elements affecting professional commitment or retention. However, it is 
important to take this into account in future investigations. Subsequent investigations should prioritize the 
examination of variables that affect participation in professional development and its lasting effects.
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Table 6  
 
Post Hoc One-Way ANOVA of Career Stage for Leadership and FFA Program Development Professional 
Development Needs 

Item 

1 – 6 Years 
(n=56) 

7 – 15 
Years 
(n=41) 

16 or More 
Years 
(n=45) 

Test of 
Homogeneity of 

Variances 
ANOVA 

 x̄ SD x̄ SD x̄ SD Levene’s 
Statistic p F p η2 

Developing 
leadership 
development 
opportunities for all 
students. 

2.62 3.58 2.96 3.65 1.78 2.72 1.619 .202 1.399 .250 .020 

Conducting local FFA 
chapter activities. 3.74 4.33 2.95 3.89 1.99 2.40 5.527 .005 2.760 .067 .039 

Managing and 
supervising local 
leaders/chapter 
officers. 

3.01 3.71 2.86 3.52 1.64 2.92 .841 .433 2.217 .113 .032 

Preparing students for 
Leadership 
Development Events 
(LDEs). 

3.62 3.09 2.93 3.51 2.43 2.54 2.177 .117 1.920 .151 .027 

Preparing students for 
Career Development 
Events (CDEs). 

3.27 3.49 2.61 3.20 1.28 3.33 .088 .915 4.327 .015* .060 

Organizing fund 
raising activities for 
the local FFA chapter. 

2.50 4.74 1.60 3.49 .09 2.77 10.699 <.001 4.926 .009** .067 

Planning banquets. .70 3.75 .27 2.85 .00 2.74 4.504 .013 .617 .541 .009 
Planning and 
conducting student 
overnight trips (e.g., 
state convention, 
national convention). 

2.97 4.48 1.09 2.97 -.26 2.59 7.105 .001 10.536 <.001** .132 

Preparing FFA degree 
applications. 3.73 4.12 2.85 4.27 1.01 3.37 1.287 .279 6.005 .003** .080 

Preparing proficiency 
award applications. 3.19 3.87 3.01 3.59 1.08 3.29 .226 .798 4.805 .010** .066 

Note. Years teaching groups (Group 1: 0-6 years; Group 2: 7-15 years; Group 3: 16 years or more) 
*p < .05. **p < .01 
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Table 7  
 
Post Hoc One-Way ANOVA of Career Stage for SAE Management Professional Development Needs 

Item 

1 – 6 
Years 
(n=56) 

7 – 15 
Years 
(n=41) 

16 or More 
Years 
(n=45) 

Test of 
Homogeneity 
of Variances 

ANOVA 

 x̄ SD x̄ SD x̄ SD Levene’s 
Statistic p F p η2 

Developing WBL/SAE 
opportunities for all 
students. 

3.50 4.39 4.42 3.58 1.54 3.15 .532 .588 6.627 .002** .088 

Teaching record keeping 
skills. 2.86 3.37 3.27 2.74 1.85 3.43 1.578 .210 2.252 .109 .032 

Supervising students' 
SAE/WBL programs. 3.20 3.79 3.05 3.43 1.50 3.08 .620 .540 3.447 .035* .048 

Developing career 
exploration opportunities 
for all AFNR students. 

3.07 3.57 3.71 3.34 1.34 2.89 .836 .436 6.127 .003** .082 

Developing student's 
skills needed for career 
and college. 

3.18 3.58 2.81 3.70 1.54 2.03 6.794 .002 3.502 .033* .048 

Support students in 
developing personal 
financial management 
plan. 

2.79 3.73 2.74 3.49 .80 2.88 1.092 .338 5.241 .006** .071 

Develop student's 
knowledge of workplace 
safety. 

2.96 4.15 3.34 4.25 1.00 2.67 6.292 .002 5.043 .008** .068 

Develop student's basic 
understanding (literacy) 
of the width and breadth 
of the agricultural 
industry. 

3.03 3.93 3.03 2.91 1.33 3.10 1.064 .348 3.862 .023* .053 

Note. Years teaching groups (Group 1: 0-6 years; Group 2: 7-15 years; Group 3: 16 years or more) 
*p < .05. **p < .01 
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The teachers’ perceived ability related to program design and management were focused on 
developing relationships, with the highest mean ability focused on relationship development with 
administrators, fellow teachers, and coordinating with local agricultural organizations. The areas teachers 
identified within program development as being of high importance focused on conducting, managing, and 
organizing events locally. Building off the area of importance within the program design, this set of SBAE 
teachers value what is occurring at the local level. As Deci and Ryan (2000) highlighted, sources of intrinsic 
motivations are linked to being autonomous and self-determined. This motivation with teachers to develop 
relationships may also go deeper with teachers’ understanding of the importance of the community and 
administrative support for resources and support to continue to upgrade technology and stay industry 
aligned to grow SBAE program opportunities. Our conclusion is supported by the perceived highest need 
regarding repairing and maintaining laboratory equipment. Balancing what occurs outside of the SBAE 
classes and having relationships is one of many components of an agricultural education program identified 
by Thoron et al. (2016), which highlighted as “requiring a unique set of skills aside from the typical 
education factors that are associated with student success” (p. 43). Our findings emphasized that 
relationships are an integral piece of overall SBAE program management and the success of the program.  

As the Ag Teacher’s Life Cycle (NAAE, 2015) highlights in various areas, building community 
support and maintaining professional engagement and enthusiasm are key areas throughout the model. 
When considering the needs by career stage, early-career SBAE teachers would benefit from targeted 
professional development on focusing on managing advisory committees, completing required reports, and 
maintaining equipment. Later-career teachers may benefit more from leadership, innovation, or mentoring-
related professional development to support those entering the profession. 

Leadership and FFA program development are often the most visible aspects of an SBAE program 
outside of the local classroom and provide extrinsic motivation for some teachers. SBAE teachers 
specifically identified the need for professional development related to preparing students for LDEs, 
conducting local chapter activities, and preparing students degree applications, which is supported by the 
findings of Clemons, et al. (2018) and their needs assessment with Alabama SBAE educators. These are 
areas which could have future professional development opportunities for teachers statewide while ensuring 
the professional development being offered is intentionally considering nuanced needs based on the Ag 
Teacher’s Life Cycle (NAAE, 2015). Our findings support the idea that professional development related 
to leadership development needs to evolve throughout their career. While early-career teachers express high 
needs in specific FFA systems and award programs, they do have confidence in developing leadership skills 
for all students. However, mid-career professional development should focus beyond individual award 
programs to support developing leadership skills of all students. While leadership development has been a 
recent focus of state induction programming, it is recommended that this continue and be expanded to 
support mid-career teacher development as well. Late-career teachers are recommended to mentor early-
career teachers about planning and conducting overnight trips, preparing award and degree applications, 
and fundraising best practices. By having the professional development focused on beginners versus 
experienced educators, it will allow teachers to gain the necessary skills from the professional development 
offered (Figland et al., 2019; Thornton et al., 2020). 

A focus on the student was highlighted within the SAE management area by SBAE teachers. The 
areas identified as the highest need focused on developing student’s workplace safety, skills needed for 
career and college, and developing career exploration opportunities. Research has identified the importance 
of providing a high-quality curriculum within SBAE programs to meet the needs of students (Layfield & 
Dobbins, 2002) where students can be safe and gain the skills necessary to be successful in careers and 
college. The variation in perceived professional development needs across SAE management highlights the 
clear need for differentiated professional development. Early-career teachers would benefit from induction 
programming targeting safety, technical skills like record keeping and financial planning, and aligning 
classroom and career skills. Mid-career teachers would benefit from additional professional development 
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related to developing career exploration and SAE opportunities for all students and technical record keeping 
skills. Late-career teachers, showing low perceived needs, may be ideal candidates to lead professional 
development or mentor other teachers needing support. 

As professional development is offered within the state, coordinators within the state department 
of education, state FFA association, and agricultural education teachers’ association need to make sure they 
consider teacher needs. Differentiating professional development sessions for early career and experienced 
teachers will allow teachers to select the type of workshop that may fit their needs. Professional 
development is a continuous process and acquiring the knowledge and skills over time will allow SBAE 
teachers to be successful in their roles and responsibilities. Providing all teachers with the necessary 
professional development will assist in reducing teachers’ challenges retain high-quality educators. Future 
research needs to focus on breaking down the needs of teachers by their teacher life cycle stage. In addition, 
future research needs to occur on the implementation and impact of professional development topics within 
the teacher’s program. 

Our study highlights the critical need for differentiated professional development that evolves 
alongside a teacher’s career. By identifying priority areas for SBAE teacher support and showing how these 
priorities shift by career stage, this research offers actionable guidance for state leaders, teacher educators, 
and professional organizations. When professional development is aligned with teachers’ perceived 
competence, it not only addresses the skill gaps but also supports their psychological needs. Addressing 
these needs through targeted and meaningful learning opportunities may enhance competence and job 
satisfaction, reduce early-career attrition, and sustain teacher engagement throughout their career. 
Ultimately, supporting SBAE teachers strengthens the entire system and positively impacts student 
outcomes through improved program quality and continuity. 

References 

Baard, P. P., Deci, E. L., & Ryan, R. M. (2004). Intrinsic need satisfaction: A motivational basis of 
performance and well-being in two work settings. Journal of Applied Social Psychology, 34, 
2045–2068. https://doi.org/10.1111/j.1559-1816.2004.tb02690.x 

Borich, G. D. (1980). A needs assessment model for conducting follow-up studies. Journal of Teacher 
Education, 31(3), 39–42. https://doi.org/10.1177/002248718003100310  

Byrd, A. P., Anderson, R. G., Paulsen, T. H., & Schultz, M. J. (2015). Does the number of post-secondary 
agricultural mechanics courses completed affect teacher competence? Journal of Agricultural 
Education, 56(1), 20–31. https://doi.org/10.5032/jae.2015.01020 

Clemons, C. A., Heidenrich, A. E., & Linder, J. R. (2018). Assessing the technical expertise and content 
needs of Alabama agriscience teachers. Journal of Agricultural Education, 59(3), 87–99 
https://doi.org/10.5032/jae.2018.03087 

Coleman, B., Bunch, J., & Thoron, A. (2020). Identifying agriscience teachers’ instructional practice 
professional development needs by certification type. Journal of Agricultural Education, 61(3), 
86–100. https://doi.org/10.5032/jae.2020.03086 

Collie, R. J., Shapka, J. D., Perry, N. E., & Martin, A. J. (2016). Teachers’ psychological functioning in 
the workplace: Exploring the roles of contextual beliefs, need satisfaction, and personal 
characteristics. Journal of Educational Psychology, 108, 788–799. 
https://doi.org/10.1037/edu0000088.  



Rada & Smalley  Minnesota Agricultural Educators Inservice… 

Journal of Agricultural Education  17  Volume 66, Issue 3, 2025 

Curriculum for Agricultural Science Education. (2024). Curriculum for agricultural science education. 
http:// www.case4learning.org 

Crutchfield, N., Ritz, R., & Burris, S. (2013). Why agricultural educators remain in the classroom. 
Journal of Agricultural Education, 54(2), 1–14. https://doi.org/10.5032/jae.2013.02001  

Day, C. (2008). Committed for life? Variations in teachers' work, lives and effectiveness. Journal of 
Educational Change, 9(3), 243–260. https://doi.org/210.1007/s10833-10007-19054-10836 

Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human behavior. New 
York: Plenum Press Publishing Co. https://doi.org/10.1007/978-1-4899-2271-7 

Deci, E. L., & Ryan, R. M. (2000). The “what” and “why” of goal pursuits: Human needs and the self-
determination of behavior. Psychological Inquiry, 11, 227-268. 
https://doi.org/10.1207/s15327965pli1104_01 

Deci, E. L., & Ryan, R. M. (2012). Motivation, personality, and development within embedded social 
contexts: An overview of self-determination theory. In R. M. Ryan (Ed.), The Oxford handbook 
of human motivation (pp. 85–110). Oxford University Press. 
https://doi.org/10.1093/oxfordhb/9780195399820.013.0006  

Deci, E. L., Ryan, R. M., Gagné, M., Leone, D. R., Usunov, J., & Kornazheva, B. P. (2001). Need 
satisfaction, motivation, and well-being in the work organizations of a former eastern bloc 
country: A cross-cultural study of self-determination. Personality and Social Psychology Bulletin, 
27(8), 930–942. https://doi.org/10.1177/0146167201278002  

Dillman, D. A., Smyth, J. D., & Christian, L. M. (2014). Internet, phone, mail, and mixed-mode surveys: 
The tailored design method. New York: Wiley and Sons. https://doi.org/10.1002/9781394260645 

Disberger, B., Washburn, S. G., Hock, G., & Ulmer, J. (2022). Accomplishments and challenges 
experienced by beginning agriculture teachers in their first three years: A collective case study. 
Journal of Agricultural Education, 63(1), 115–131. https://doi.org/10.5032/jae.2022.01115 

Disberger, B., Washburn, S. G., Hock, G., & Ulmer, J. (2022). Induction programs for beginning 
agriculture teachers: Research-based recommendations on program structure and content. Journal 
of Agricultural Education, 63(1), 132–148. https://doi.org/10.5032/jae.2022.01132 

Disberger, B., Washburn, S., Hock, G., & Ulmer, J. (2023). A qualitative analysis of agriculture teacher’s 
attitudinal changes toward the teaching profession in the first three years of teaching. Journal of 
Agricultural Education, 64(1), 61–81. https://doi.org/10.5032/jae.v64i1.30 

Figland, W., Blackburn, D. J., Stair, D. K., & Smith, D. E. (2019). What do they need? Determining 
differences in the professional development needs of Louisiana agriculture teachers by years of 
teaching experience. Journal of Agricultural Education, 60(2), 173–189. 
https://doi.org/10.5032/jae.2019.02173 

Gagné, M., & Deci, E. L. (2005). Self‐determination theory and work motivation. Journal of 
Organizational Behavior, 26(4), 331–362. https://doi.org/10.1002/job.322 

Gorter, E. K. (2018). Exploration of global perspectives, teacher passion, and professional commitment 
of second stage agriculture teachers in the Western United States (Order No. 13839859) 
[Doctoral dissertation, Texas A&M University]. ProQuest Dissertations Publishing. 



Rada & Smalley  Minnesota Agricultural Educators Inservice… 

Journal of Agricultural Education  18  Volume 66, Issue 3, 2025 

Guffey, K. B., & Young, J. S. (2020). Recruitment and retention of agriculture teachers in the southeast: 
An empirical analysis of the STAR program. Journal of Agricultural Education, 61(4), 203–213. 
https://doi.org/10.5032/jae.2020.04203 

Hainline, M., & Smalley, S. (2023). Determining the professional development needs of Iowa school-
based agricultural education teachers related to program design, leadership, and SAE 
development. Journal of Agricultural Education, 64(1), 1–10. 
https://doi.org/10.5032/jae.v64i1.26 

Hair, J. F., Black, W. C., Babin, B. J., & Anderson, R. E. (2014). Multivariate data analysis: Pearson 
new international edition. Pearson Education Limited. https://doi.org/10.1007/978-3-642-04898-
2_395 

Igo, E. A., & Perry, D. K. (2019). Examining the reasons agricultural education teaching graduates choose 
to enter, leave, or stay in the teaching profession. Journal of Agricultural Education, 60(2), 109–
125. https://doi.org/10.5032/jae.2019.02109 

Johnson, R. B., & Christensen, L. (2014). Educational research: Quantitative, qualitative, and mixed 
approaches. SAGE Publications, Incorporated. 

Korte, D. S., & Simonsen, J. C. (2018). Influence of social support on teacher self-efficacy in novice 
agricultural education teachers. Journal of Agricultural Education, 59(3), 100123. 
https://doi.org/10.5032/jae.2018.03100  

Layfield, K. D., & Dobbins, T. R. (2002). Inservice needs and perceived competencies of South Carolina 
agricultural educators. Journal of Agricultural Education, 43(4), 46–55. 
https://doi:10.5032/jae.2002.04046 

Melnick, S. A., & Meister, D. G. (2008, March). A comparison of beginning and experienced teachers' 
concerns. Educational Research Quarterly, 31(3), 40–56. ERIC. 

Miller, W. W., & Scheid, C. L. (1982). Problems of beginning teachers of vocational agriculture in Iowa. 
Journal of the American Association of Teacher Educators in Agriculture, 25(4), 2–7. https://doi: 
10.5032/jaatea.1984.04002 

Lee, A. N., & Nie, Y. (2014). Understanding teacher empowerment: Teachers' perceptions of principal's 
and immediate supervisor's empowering behaviors, psychological empowerment and work-
related outcomes. Teaching and Teacher Education, 41, 67–79. 
https://doi.org/10.1016/j.tate.2014.03.006  

Lemons, L. L., Brashears, M. T., Burris, S., Meyers, C., & Price, M. A. (2015). Factors contributing to 
attrition as reporters by leavers of secondary agriculture programs. Journal of Agricultural 
Education, 56(4), 17–30. https://doi.org/10.5032/jae.2015.04017 

Mabekoje, S. O., Azeez, O., Okunuga, O. O., & Bamgbose, A. O. (2016). Does basic work needs 
satisfaction mediate between psychological empowerment and career commitment of teachers?. 
Academic Journal of Interdisciplinary Studies, 5(3), 187. 
https://doi.org/10.5901/ajis.2016.v5n3p187  

McKim, A. J., Sorensen, T. J., Velez, J. J., & Henderson, T. M. (2017). Analyzing the relationship 
between four teacher competence areas and commitment to teaching. Journal of Agricultural 
Education, 58(4), 1–14. https://doi.org/10.5032/jae.2017.04001  



Rada & Smalley  Minnesota Agricultural Educators Inservice… 

Journal of Agricultural Education  19  Volume 66, Issue 3, 2025 

McKim, B. R., & Saucier, P. R. (2011). Agricultural mechanics laboratory management professional 
development needs of Wyoming secondary agriculture teachers. Journal of Agricultural 
Education, 52(3), 75–86. https://doi:10.5032/jae.2011.03075 

Myers, B. E., Dyer, J.E., & Washburn, S.G. (2005). Problems facing beginning agriculture teachers. 
Journal of Agricultural Education, 46(3), 47–55. https://doi.org/10.5032/jae/2005.03047 

National Association of Agricultural Educators (2015). Ag teacher’s life cycle. Retrieved from 
http://www.naae.org/lifecycle/index.cfm 

National FFA. (2023). We Asked, You Answered- FFA Advisors and Agricultural Educator Needs 
Assessment Survey. Retrieved from 
https://ffa.app.box.com/s/c4fmureoowswf6jeejf7l8le5ttln401?utm_source=ActiveCampaign&utm
_medium=email&utm_content=See+What+FFA+Members+Are+Up+to+in+These+New+Videos
&utm_campaign=CEO+Weekly+-+01-12-2024 

Nesbitt, D. L., & Mundt, J. P. (1993). An evaluation of the University of Idaho beginning agriculture 
teacher induction program. Journal of Agricultural Education. 34(2), 1l–l7. 
ttps://doi.org/10.5032/jae.1993.02011 

Palmer, C. B. (2020). The relationship between autonomy, competence, and relatedness and teachers’ 
length of service (Order No. 27996038). Available from ProQuest Dissertations & Theses Global. 
(2416832992). 

Rada, L. L., & Smalley, S. W. (2025). Determining the Classroom Needs of School-Based Agricultural 
Education Teachers in Minnesota. Journal of Agricultural Education, 66(1), Article 18. 
https://doi.org/10.5032/jae.v66i1.2769 

Rada, L. L., Smith, A. R., & Greiman, B. C. (2025). The relationship between psychological needs 
satisfaction and professional commitment of Minnesota school-based agricultural education 
teachers. Journal of Agricultural Education, 66(1), Article 17. 
https://doi.org/10.5032/jae.v66i1.2771 

Revilla, M., & Ochoa, C. (2017). Ideal and maximum length for a web survey. International Journal of 
Market Research, 59(5), 557–565. https://doi.org/10.2501/IJMR-2017-0 

Roberts, T. G., & Dyer, J. E. (2004). Characteristics of effective agriculture teachers. Journal of 
Agricultural Education, 45(4), 82-95. https://doi.org/10.5032/jae.2004.04082  

Roberts, R., Wittie, B. M., Stair, K. S., Blackburn, J. J., & Smith, H. E. (2020). The dimensions of 
professional development needs for secondary agricultural education teachers across career 
stages: A multiple case study comparison. Journal of Agricultural Education, 61(3), 128–143. 
https://doi.org/10.5032/jae.2020.03128 

Ryan, R. M., & Deci, E. L. (2002). Overview of self-determination theory: An organismic dialectical 
perspective. In E. L. Deci, & R. M. Ryan (Eds.), Handbook of self-determination research (pp. 3–
33). Rochester, NY: The University of Rochester Press. 
https://doi.org/10.4135/9781446249215.n21 

Ryan, R. M., & Deci, E. L. (2020). Intrinsic and extrinsic motivation from a self-determination theory 
perspective: Definitions, theory, practices, and future directions. Contemporary Educational 
Psychology. https://doi.org/10.1016/j.cedpsych.2020.101860 



Rada & Smalley  Minnesota Agricultural Educators Inservice… 

Journal of Agricultural Education  20  Volume 66, Issue 3, 2025 

Sammons, P., Day, C., Kington, A., Gu, Q., Stobart, G., & Smees, R. (2007). Exploring variations in 
teachers' work, lives and their effects on pupils: Key findings and implications from a 
longitudinal mixed-method study. British Educational Research Journal, 33(5), 681–701. 
https://doi.org/610.1080/01411920701582264 

Smalley, S., Hainline, M. S., & Sands, K. (2019). School-based agricultural education teachers’ perceived 
professional development needs associated with teaching, classroom management, and technical 
agriculture. Journal of Agricultural Education, 60(2), 85–98. 
https://doi.org/10.5032/jae.2019.02085 

Smalley, S. W., & Smith, A. R. (2017). Professional development needs of mid-career agriculture 
teachers. Journal of Agricultural Education, 58(4) 282–290. 
https://doi.org/10.5032/jae.2017.04283 

Smith, A. R., Foster, D. D., & Lawver, R. G. (2023). National Agricultural Education Supply and 
Demand Study, 2022 Executive Summary. Retrieved from: 
http://aaaeonline.org/Resources/Documents/NSD 2022Summary.pdf  

Solomonson, J., Still, S., & Maxwell, L. (2021). Factors influencing the decision of Illinois school-based 
agricultural education teachers to remain in the profession. Journal of Agricultural Education, 
62(3), 121–137.https://doi.org/10.5032/jae.2021.03121 

Sorensen, T. J., & McKim, A. J. (2014). Perceived work-life balance ability, job satisfaction, and 
professional commitment among agriculture teachers. Journal of Agricultural Education, 55(4), 
116–132. https://doi.org/10.5032/jae.2014.04116  

Sutcher, L., Darling-Hammond, L., & Carver-Thomas, D. (2016). A coming crisis in teaching? Teacher 
supply, demand, and shortages in the U.S. Palo Alto, CA: Learning Policy Institute. 
https://doi.org/10.54300/247.242 

Thoron, A. C., Myers, B. E., & Barrick, R. K. (2016). Research priority 5: Efficient and effective 
agricultural education programs. In T. G. Roberts, A. Harder, & M. T. Brashears. (Eds.), 
American Association for Agricultural Education National Research Agenda: 2016–2020. 
Gainesville, FL: Department of Agricultural Education and Communication. 

Thornton, K. M., Coleman, B. M., Bunch, J., & Roberts, T. G. (2020). Professional life phases: 
Identifying professional development needs for Florida agriscience teachers. Journal of 
Agricultural Education, 61(4), 283–295. https://doi.org/10.5032/jae.2020.04283 

Touchstone, A. J. L. (2015). Professional development needs of beginning agricultural education teachers 
in Idaho. Journal of Agricultural Education, 56(2), 170–187. 
https://doi.org/10.5032/jae.2015.022170  

Wells, T., Hainline, M., Rank, B., Sanders, K., & Chumbley, S. (2021). A regional study of the 
agricultural mechanics knowledge and skills needed by school-based agricultural education 
teachers. Journal of Agricultural Education, 62(2), 148–166. 
http://doi.org/10.5032/jae.2021.02148 

White, R. (2008). Teachers’ professional life cycles. International House Journal of Education and 
Development, 24, 22. 



Rada & Smalley  Minnesota Agricultural Educators Inservice… 

Journal of Agricultural Education  21  Volume 66, Issue 3, 2025 

Yopp, A. M., Edgar, D., & Croom, D. B. (2020). Technical in-service needs of agriculture teachers in 
Georgia by career pathway. Journal of Agricultural Education, 61(2), 1–19. 
https://doi.org/10.5032/jae.2020.02001 

 


