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Abstract

A wealth of professional development programming exists for agricultural educators, but which
experiences provide knowledge, skills, and tools most sought by early career agricultural educators? The
purpose of this study was to isolate specific desired professional development outcomes for early career
agricultural educators, as well as differences in specific expectations related to CASE certification. This
study was guided by Mezirow'’s transformative learning theory, which frames learning in adulthood as a
transformative, rather than functional, process. The target population was agricultural educators
between zero and five years of experience from lowa, Minnesota, Missouri, and Nebraska. A sample of
125 early career teachers completed a survey, descriptive statistics were applied to demographics and
professional development expectations. The most desired outcomes included classroom procedures and
ideas, practical advice and suggestions from both facilitators and co-participants and hands-on practice
from the student's perspective. CASE-certified teachers expressed more interest in gaining practical
advice and suggestions _from both the facilitator and other participants. Non-CASE-certified teachers had
more interest in ideas for interest approach strategies, exit ideas, energizer activity ideas, laboratory
strategy ideas, equipment storage, and organization suggestions. These findings pose questions about the
prioritization of academic integration as well as how experiences such as CASE professional
development change expectations for professional development experiences.

Introduction

Throughout the past two decades, researchers have suggested that somewhere between 17% to 50%
of all new teachers may leave the classroom before or at the end of their fifth year of teaching (Gray et al.,
2015; Kaiser, 2011; Darling-Hammond & Sykes, 2003; NCTAF, 2003; Solomonson et al., 2021). On an
individual state level, teacher attrition has resulted in the U.S. Department of Education documenting 25
states as a high need for agricultural educators beginning in 1992 and progressing in the years following
(Cross, 2017; United States Department of Education, 2024). Teacher salary, time management, self-
efficacy, management of multiple different courses and content areas to teach, work-life balance, and
student motivation are just some of the specific factors that have been determined to have a direct
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correlation to early career agricultural teacher attrition (Boone & Boone, 2009; Hainline & Smalley, 2023;
Rada, 2023; Solomonson et al., 2019; Touchstone, 2015; Traini et al., 2021). When considering all these
factors, many young teachers report feeling ineffective and overwhelmed by teaching responsibilities
(Bennett et al., 2002; Johnson & Birkeland, 2003). Teacher self-adequacy is not a new phenomenon; both
Fritz & Miller (2003) and Fuller (1969) reported that new teachers feel concern for self-adequacy,
themselves as teachers, and how they fit into the school environment. Self-adequacy refers to a person’s
perceived ability to perform a specific function to a certain standard (Merriam-Webster, n.d.). Teachers
who feel as though they are below the adequate teaching standard may struggle with self-efficacy; the
ability to assess personal capability to organize and complete specific actions (Bandura, 1994; Bandura,
1997). In teaching, self-efficacy refers to a teacher’s level of confidence in their ability to guide their
students’ learning (Leader in Me, n.d.). Teachers who have high self-efficacy experience more success as
classroom teachers (McKim et al., 2017). Therefore, the ideas of self-efficacy and self-adequacy go
together.

New teachers commonly struggle with self-efficacy and self-adequacy during their first year due
to inexperience (Knobloch & Whittington, 2003). Per Bandura’s (1994) research, mastery experiences,
physiological and emotional engagement, vicarious experiences, and social persuasion are four sources of
information that can affect a teacher’s sense of self-efficacy.

To develop self-efficacy in the classroom, professional development may be the answer. Effective
professional development allows teachers to experience mastery which can increase teacher self-efficacy
(Fleetwood & Langston, 2022). The goal of professional development is to provide essential knowledge,
skills, and technical information required for effective performance by teachers in a dynamic classroom
environment (Barrick et al., 1983; Birkenholz & Harbstreit, 1987; Nesbitt & Mundt, 1993; Washburn et al.,
2001; Saucier et al., 2010). Glasgow (1997) reported that the pedagogical success of implementing various
methodologies within a classroom depends on the agricultural education teacher being prepared to facilitate
them through planning and designing the student experience, properly executing the class experience, and
assessing and evaluating the outcomes. Therefore, professional development experiences should provide
opportunities for educators to improve teaching skills to aid in student learning (Shoulders & Myers, 2011).

The purpose of this study was to identify what distinctions exist for professional development
expectations of early career teachers according to differences in years of experience and whether they had
earned one or more CASE certifications. Within the CASE model, agricultural educators can attend a CASE
Institute of their choosing to gain access to quality professional development modeled by peers, along with
access to a regularly reviewed and updated curriculum for the course training they completed (Curriculum
for Agricultural Science Education, 2024). A CASE Institute is an extensive professional development
experience that provides agricultural education teachers with several opportunities for investigation and
mastery (Curriculum for Agricultural Science Education, 2024). However, little research has been
conducted to determine the effects of CASE Institute professional development on early-career agriculture
teachers. This study was developed to fill this disparity as well as consider how CASE certification and
specific years of experience influence differences in expectations. As a result of this research, the goal is to
discover the tools, skills, or knowledge that early career teachers expect to gain from professional
development experiences, including CASE Institutes, so that these opportunities can be more intentionally
and effectively designed and delivered to meet the needs of early career teachers—helping sustain them in
the classroom well beyond five years.

Literature Review
Historical Perspective of Agricultural Education Curriculum

The dynamic nature of the agriculture industry, the variety of classes taught, and the rigor of the
agricultural education curriculum have been cited as a teaching barrier for teachers, both old and new
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(Smalley et al., 2023-a; Solomonson et al., 2018; Stripling & Ricketts, 2016). In many parts of the United
States, there has been a shift in the focus of the agricultural education curriculum. As early as 1915, school-
based agricultural education programs were designed to prepare students for careers in production
agriculture (Leake, 1915). Over time, this focus shifted to a more consumer- or off-the-farm-oriented
curriculum, with courses such as agribusiness, food science, and companion animal science (Washburn &
Dyer, 2006). With this shift in curricular focus, educators must continue to rise to the challenge of
developing a rigorous, career-oriented curriculum that prepares students for today’s agricultural careers and
employment in a much faster-paced setting, all while maintaining a positive learning classroom
environment (Layfield & Dobbins, 2002). The fast-paced transformations facing agricultural education
necessitate professional development opportunities to meet the changing demands (Washburn & Dyer,
2006).

Understanding the Professional Development Needs of Early Career Teachers

Developing successful teaching professionals requires accurately identifying professional
development needs that are in demand (Layfield & Dobbins, 2002). Early career teachers, who we will
classify as teachers with 5 or fewer years of classroom experience (McKim & Velez, 2015), express several
concerns which include discipline, motivation, accommodation of students, assessment of student work,
relationships with parents, insufficient supplies, addressing individual student problems, insufficient time,
and effective teaching methods (Stair et al, 2012). Park et al. (2007) found that agricultural science
educators found personalized professional development, tailored to their own needs, most meaningful.
Garet et al. (2001) learned that the highest increase in student achievement resulted from content-focused,
classroom-applied, and hands-on learning during professional development experiences. Garton and Chung
(1996) recommended that professional development “should focus on enhancing instruction, program
development and evaluation, and program administration” (p. 58). Joerger (2002) proposed that in-service
leaders assess the educational needs of these young teachers, collect substantial background information
for each, and then “design in-service education activities and topics that reflect the priority rankings
identified from the analyses of the in-service education needs assessment for each cohort” (p. 22).

Outside of attending CASE Institutes, there are a variety of professional development experiences
that are available to agricultural education teachers. Research by Smalley et al. (2019) found that primary
sources of professional development can include workshops hosted by state or national agricultural
education teacher associations, in-service workshops hosted by individual school districts, workshops
hosted by universities or land grant institutions, professional organization workshops, and graduate
coursework. Of these, state and national teacher association professional development was cited as the most
frequented form of professional development engagement, with 68.03% of respondents reporting this as a
form of professional development in which they have participated (Smalley et al., 2018).

The Curriculum for Agricultural Science Education (CASE) Project

In 2000, the National Council for Agricultural Education established initiatives for improving
agricultural education program quality. One initiative called for transformative professional development;
another called for a sequence of courses to enhance the delivery model of agricultural education (NCAE,
2000). As a result of this need, the Curriculum for Agricultural Science Education (CASE) project was
developed in 2007 to fulfill these initiatives. According to the CASE mission statement, their primary goal
is, “to impact student career readiness by empowering teachers with improved instructional practices and
relevant curricula sustained by professional development” (Curriculum for Agricultural Science Education,
2024). Attending a CASE Institute helps agricultural educators “connect education and industry through
purposeful curricula and transformative professional development” (Curriculum for Agricultural Science
Education, 2024). CASE institutes are facilitated by lead and master teachers modeling laboratory, math,
and science integration strategies while providing practical suggestions and facilitation ideas for classroom
delivery. This is accomplished through engagement in peer teaching and establishing a cohort and network
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of other teachers attending the CASE Institute, or those who have been trained previously (Curriculum for
Agricultural Science Education, 2024).

Since its development in 2007, the first CASE Institute was made available to school-based
agricultural education teachers in 2009 (Curriculum for Agricultural Science Education, 2024). This opened
a variety of opportunities for teachers to take advantage of professional development and curriculum to
engage learners in technical agriculture topics while supporting instruction in perceived areas of need such
as math and science (Bird & Rice, 2021; Curriculum for Agricultural Science Education, 2024; McKim &
Velez, 2017). CASE courses were originally developed to be year-long courses, and it was only made
available to any in-service agricultural educator. Since this time, CASE has evolved to have offerings to
pre-service teachers through the CASE Fast Track option, providing pre-service agricultural educators with
the opportunity to become CASE certified as part of their teacher preparation before they even earn their
teaching license (Curriculum for Agricultural Science Education, 2024). Additionally, based on feedback
received from participants and perceived areas of need, beginning in 2020, CASE began offering curricula
in shorter formats, known as BriefCASE certifications which are only semester-long courses. CASE
currently offers 14 course options for educators, ranging from the CASE Animal Science Institute through
Plant Science, meeting needs for each of the eight nationally recognized agricultural, food, and natural
resource science education pathways (Ortiz, 2023). Of the 14 courses, 10 of them are CASE Institutes,
which are longer professional development experiences, generally 5-8 days of training for a year-long
curriculum, and four of them are BriefCASE curriculums, generally 1-2 days of training for a semester-
long curriculum (Curriculum for Agricultural Science Education, 2024). As a result of the COVID-19
pandemic, CASE also adapted and began offering professional development virtually and has continued to
offer this as an option, including remote and hybrid professional development options, to allow for
flexibility and reduced costs in terms of travel and lodging expenses for both teachers seeking certification
and lead teachers (Curriculum for Agricultural Science Education, 2014; Smalley et al., 2023-b). One
unique feature of the CASE curriculum is that since an educator is required to engage in professional
development training to receive access to the curriculum, once a teacher is licensed in a specific CASE
course, the curriculum and certification remain theirs regardless of the transfer positions or school districts
(Curriculum for Agricultural Science Education, 2024).

Before the development of the CASE curriculum, teacher preparation and state agricultural
education supervisory staff played primary roles in professional development planning (Barrick et al.,
1983), with little input from in-service educators (Washburn et al., 2001). When educator input is solicited,
three methods are typically used: research (Layfield & Dobbins, 2000; Washburn et al., 2001), personal
experience (Barrick et al., 1983; Saucier et al., 2010), and informal inquiry with current agricultural
educators (Barrick et al., 1983; Roberts & Dyer, 2004). However, CASE is unique in that it provides many
opportunities for in-service educators and stakeholders to engage in the curriculum process in planning,
piloting, revising, and delivering the curriculum. Teachers who attend any CASE Institute training are
trained by fellow peers within agricultural education who teach the CASE curriculum, which provides them
with meaningful and practical insight relating to how they implement the CASE curriculum or other
concepts within their programs; the training reaches far beyond simply getting access to a curriculum
(Tummons et al, 2020). Additionally, this type of model also provides the CASE lead teachers with
additional professional development opportunities as they can refine their teaching skills and field questions
from their peers through facilitating engaging professional development and modeling inquiry-based
teaching skills.

Lambert et al. (2014) reported that several experienced teacher participants stated that CASE would
have been extremely beneficial during their first few years of teaching as it allows teachers to refocus
creative and curriculum development energies into different activities. Participation in a CASE Institute
significantly impacts science teaching efficacy and integration of inquiry-based learning experiences for
students (Smalley & Hainline, 2024; Ulmer et al., 2013). Likewise, research has indicated early career
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teachers struggle with both math and science teaching efficacy (McKim & Velez, 2017), and agricultural
educators perceive the greatest professional development needs in the areas of teaching in a laboratory
environment and managing instructional facilities (Figland et al., 2019). Additionally, teachers who
participate in focused professional development “...are more confident to teach science,” (Wilson & Curry,
2011, p. 141). Within the lens of this research, confidence in teaching material is critical because a lack of
confidence in teaching the agricultural education curriculum has been cited as a top reason for agricultural
educators leaving the profession altogether (Solomonson et al., 2018). Witt et al. (2014) also studied
delivery in CASE and non-CASE classrooms and found that “the use of the CASE curriculum had a
significant positive impact on student academic engagement” (p. 26).

Currently, incomplete literature exists that investigates early career agricultural teacher
expectancies for professional development experiences, and the skills and tools desired by those teachers.
As early-career teacher attrition is an ongoing concern (Boone & Boone, 2009; Solomonson et al., 2018),
it is imperative to investigate the opportunities that can develop and support early-career teachers. Effective
professional development provides an opportunity to support these teachers as it often increases self-
efficacy (Fleetwood & Langston, 2022), a known factor related to early career attrition (Boone & Boone,
2009; Rada, 2023). Despite the abundance of professional development experiences available to teachers
within all stages of the agricultural education profession, of which has proven to be effective in retaining
teachers (Solomonson et al., 2018), attrition and burnout is markedly high among early career teachers
(Boone & Boone, 2009). By focusing our research efforts on this specific group of teachers and examining
the perspectives of the nationally recognized CASE Institutes specifically, we can better understand the
features of this professional development model to enhance professional development experiences inside
and outside of CASE to better support and retain early career teachers and beyond.

Theoretical Framework

This study was guided by Mezirow’s transformative learning theory (2000), which frames learning
in adulthood as a transformative, rather than functional, process. Transformative learning used in teacher
professional development builds competence and confidence increasing teacher self-efficacy and
professional growth (Fleetwood & Langston, 2022). Teacher professional development must engage the
practical knowledge gained from their experiences of teachers as learners (Knowles, 1980; Trotter, 2006).
In a functional professional development model, teacher development strengthens and clarifies existing
mental models, and teacher improvement occurs through perfecting existing practice (Beavers, 2009). In
contrast to functional models, transformative learning in adults takes place when teachers are challenged to
think about their prior knowledge to stimulate change in learned habits to act differently. In transformative
learning, professional development facilitators lead teachers to critically examine their practice and reflect
on the new knowledge gained from the professional development experience (Wright et al., 2019).
Following this time of reflection, teachers acquire new or alternative ways of understanding what they do
(Cranton, 1996; Mezirow, 1991 via Foster et al., 2014; Wright et al., 2019). This study will provide an
opportunity for us to understand the transformative nature of CASE and how institute participation affects
early career teacher preferences for professional development formats.

Purpose and Objectives
The purpose of this study was to identify what distinctions exist for professional development
expectations of early career teachers according to differences in years of experience and CASE certification.
Data collected from this project may improve professional development planning for early career teachers
related to knowledge, skills, and tools early career teachers hope to gain through professional development
experiences. Specific objectives included:
1. Describe what early career teachers hope to receive from professional development
2. Compare the valued non-content portions of prior CASE Institutes to the expected professional
development outcomes of CASE-certified early career teachers
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3. Determine to what extent early career teachers differ in what they hope to receive from professional
development based on years of experience and CASE certification

Limited research has focused on the professional development preferences of early career teachers.
The results of this study may influence professional development planning for early career teachers
according to concerns and needs. While the main population of interest was agricultural educators in the
Midwest, the findings can be used to conclude the impact of CASE curriculum across the nation as it is a
curriculum that teachers from all 50 states have the opportunity to implement within their programs
(Curriculum for Agricultural Science Education, 2024).

Methods and Procedures

Population and Participants

The target population for our study consisted of early-career agricultural education teachers in the
Midwestern United States. We chose a population of early career agricultural education teachers from lowa
(n=90), Minnesota (n = 78), Missouri (n = 183), and Nebraska (n = 86). These states were chosen because
they comprise a substantial population of early-career CASE-certified agricultural education instructors.
To be a part of the sample population, the participants must have been serving as agricultural education
teachers in those states and have completed their first through fifth years of teaching. Due to the selected
survey method for our study, the participants also needed an email address to participate.

Within the sample, 32 teachers (26%) reported 1 year of teaching experience, 25 teachers (20%)
had two years of experience, 28 teachers (22%) had three years’ experience, 17 teachers (14%) reported
four years of experience, and 23 teachers (18%) were in their fifth year of teaching. Eighty-seven
participants (70%) of the sample identified as female, and 38 (30%) identified as male. Among the sample,
41 females and 10 males reported holding at least one CASE certification (41.8%), whereas 43 females and
28 males reported they had not earned a CASE certification (58.2%).

Among the early career teachers in the study, 41 taught in lowa (33%), 32 in Missouri (26%), 28
in Minnesota (22%), and 24 in Nebraska (19%). State personnel shared data with us before the distribution
survey, which indicated that about 38% of all school-based agricultural educators (SBAE) in these four
states are classified as early career teachers. The population of early career SBAE instructors in Nebraska
is about 51%, lowa 38%, Missouri 37%, and Minnesota 31% (see Table 1).

Table 1
Demographics of Early Career Teachers
n Total Early Career Total SBAE Early Career Teacher Portion of
State (# Teachers (#) Instructors (#) State SBAE Population (%)
Towa 41 90 236 38.1%
Minnesota 28 78 254 30.7%
Missouri 32 183 490 37.3%
Nebraska 24 86 170 50.6%
Total 125 437 1,150 38.0%
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Instrumentation

The instrument consisted of a questionnaire that was designed in Qualtrics. The instrument
consisted of closed-ended questions to describe the demographics and the participants’ professional
development expectations. Both non-CASE and CASE-certified instructors were asked to select their top
three expectations for professional development from a list of potential professional development
expectations. CASE-certified instructors were also asked to reflect on the three most valuable non-content
components of CASE professional development. A total of 125 early career teachers responded to the
survey, for a 29% response rate. To handle non-respondents, we compared early and late respondents (Ary
et al., 2014; Linder et al., 2001). Respondents were divided into two groups: the early-responding group
and the late-responding group. An independent #-test was utilized to compare the early career teachers, and
the results indicated an absence of nonresponse bias within the sample, denoting the respondents as
unbiased (Ary et al., 2014; Linder et al., 2001).

A pilot test study was conducted with preservice teachers not included in the population before the
commencement of the study to establish the reliability and validity of the instrument. According to Creswell
& Creswell (2018), pilot testing is essential to ensure content validity and maintain internal consistency
across items within any instrument, while also providing the researchers an opportunity to evaluate the
formatting and accessibility of the instrument. Reliability coefficients were utilized to measure the
reliability of the survey instrument with the Cronbach alpha scores ranging from .75 to .84. According to
Ary et al. (2010), the reliability coefficients meet the threshold, and the results suggest the instrument is
reliable.

Professional development expectation options included examples of features or experiences that
could be found in both CASE and non-CASE venues. The featured professional development expectations
that were utilized as part of instrumentation included: classroom procedures and expectations, equipment
storage and organization suggestions, facilitation activity ideas (interest approaches, exit tickets, and
energizers), facilitation ideas from a practicing teacher’s perspective, hands-on practice from the student
perspective, laboratory strategy ideas, math integration strategy ideas, practical advice and suggestions from
facilitators and other participants, purchasing advice or tips, and reading strategy ideas. To establish
consistency, all participants were given the same list of potential professional development expectations.
These specific expectation options were chosen because they are typically implemented, discussed, or
otherwise modeled during a typical CASE professional development experience. The demographic
information sought to further describe the population, so we could determine the effects of CASE and non-
CASE professional development on the participants.

Data Collection

The survey was administered in the fall, following the onset of the academic year. To collect the
data needed for our study, we emailed a link to the survey questionnaire to agricultural education leaders
in each state, and the state leaders distributed the link to all early career teachers in their state. Dillman’s
Tailored Design Method for Internet Surveys (Dillman et al., 2014) with reminders was used to remind
state leaders to encourage early career teachers within their state to complete the questionnaire in a timely
manner. Before beginning the survey, the participants were asked to read and acknowledge a one-page
informed consent form. Following the informed consent form, participants were asked to share their
demographic information. Then, the teachers were asked to identify their CASE certification status and
select the top three characteristics they hoped to receive from their professional development experiences
from the provided list. CASE-certified teachers were also asked to select the three most valuable non-
content portions of CASE Institute professional development from a list.

Data Analysis

Data collected from the survey were quantitative, utilizing an ex post facto design. The SPSS
statistical software was used to analyze the data collected. For objectives one and two, we calculated
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frequencies and percentages. For objective three, we utilized a Chi-square analysis to calculate goodness
of fit for frequency of response and years of experience, for both CASE and non-CASE certified teachers.
The level of significance was set a priori at alpha = 0.05. The instrument was examined for validity and
reliability by an expert panel, resulting in minor changes. A panel of experts, including four agricultural
education faculty members and two graduate students determined the instrument’s face and content validity.
Additionally, two other teacher educators were expert reviewers to enhance the clarity and validity of the
questionnaire.

Results and Findings

For the first objective, we sought to describe what early career teachers hoped to receive from their
professional development experience. Teachers responding to the survey were asked to select the three
outcomes they most desired to receive during professional development. Over two-thirds (n = 86) of all
early career teachers surveyed hoped to receive classroom procedures and ideas from their professional
development. Other top desired professional development outcomes included practical advice and
suggestions from both the facilitator and other participants (n = 68), hands-on practice from the student’s
perspective (n = 66), and facilitation ideas from a practicing teacher’s perspective (n = 61). Less than 20%
of all early career teachers surveyed indicated they hoped to receive equipment storage and organization
suggestions (n = 23), reading strategy ideas (n = 14), purchasing advice or tips (n = 12), and math integration
strategy ideas (n = 11) (see Table 2). While overall rankings are only slightly different, a higher percentage
of CASE-certified teachers (61%) value practical advice and suggestions from both the facilitator and other
participants compared to non-CASE certified teachers (50%). On the other hand, higher percentages of non-
CASE certified teachers value interest approach, exit, and energizer activity ideas for lesson planning,
laboratory strategy ideas, and equipment storage and organization suggestions compared to CASE-certified
teachers (see Table 2).

Table 2

Frequency of Professional Development Outcomes Early Career Agriculture Teachers Hope to Receive from
Professional Development Experiences (n = 125)

Characteristic CASE-certified® (%) Non- certified” %) Total® %)
. : 6 8 14
Reading strategy ideas (11.8%) (10.8%) (11.2%)
Purchasing advice or tips 7 > 12
& P (13.7%) (6.8%) (9.6%)
. . . 4 7 11
Math integration strategy ideas (7.8%) (9.5%) (8.8%)

Notes. “n = 51;'n=74;n=125

Objective two sought to compare CASE-certified teachers’ value of non-content portions of prior
CASE Institutes and their expected outcomes for professional development. CASE-certified teachers were
asked to select the three most valuable non-content portions of CASE Institute professional development.
The highest valued non-content portion of CASE Institute was hands-on practice from the student’s
perspective (n = 44), followed by practical advice and suggestions from the facilitator and other participants
(n = 29) and facilitation ideas from a practicing teacher’s perspective (n = 27) (see Table 3). Contrasted
with expectations for professional development, CASE-certified teachers found more value in hands-on
practice from the student perspective (86%) than they expect to receive in future professional development
(see Table 3). The values placed on reading strategy ideas and purchasing advice and tips are also higher
than the expected outcome of professional development for these two categories (see Table 3). On the other
hand, the frequency of expected outcomes regarding classroom procedures and ideas was greater than the

Journal of Agricultural Education 8 Volume 66, Issue 1, 2025



Bloom et al. Early Career Agricultural Education...

frequency of value from a prior CASE professional development training regarding classroom procedures
and ideas (see Table 3). While 18% of the CASE-certified teachers placed laboratory strategy ideas in their
top three, 28% of them now hope to receive laboratory strategy ideas during professional development (see
Table 3).

Table 3
Frequency of Values from Non-Content Portions of Institutes by CASE-certified Teachers Compared to

Outcomes CASE-certified Teachers Hope to Receive from Professional Development Experience (n =
51)

Valued Non-Content Expected Outcomes for

Portions of Prior CASE Professional
Institute Development
Characteristic £%) f%)
. 21 35
Classroom procedures and ideas (41.2%) (68.6%)
Practical advice and suggestions from 29 31
facilitator and other participants (56.9%) (60.8%)
Hands-on practice from the student’s 44 26
perspective (86.3%) (51.0%)
Facilitation ideas from a practicing 27 26
teacher’s perspective (52.9%) (51.0%)
Interest approach, exit, and energizer 14 15
activity ideas for lesson planning (27.5%) (29.4%)
. 9 14
Laboratory strategy ideas (17.6%) (27.5%)
. . . 12 7
Purchasing advice or tips (23.5%) (13.7%)
. : 12 6
Reading strategy ideas (23.5%) (11.8%)
Equipment storage and organization 5 5
suggestions (9.8%) (9.8%)
. . . 5 4
Math integration strategy ideas (9.8%) (7.8%)

For objective three, we investigated to what extent teachers differ in what they hope to receive from
professional development based on years of experience. For first year teachers without CASE certification,
the top three items they hope to receive from professional development include classroom procedures and
ideas, hands-on practice from the student’s perspective, and interest approach, exit, and energizer activity
ideas. Second year non-CASE certified teachers identified classroom procedures and ideas, hands-on
practice from the student’s perspective, and interest approach, exit, and energizer activity ideas. Third year
non-CASE certified teachers hope to gain classroom procedures and ideas, hands-on practice from the
student’s perspective, and laboratory strategy ideas. Non-CASE certified teachers in the fourth year of
teaching expect hands-on practice from the student’s perspective, practical advice and suggestions from
both the facilitator and other participants, and laboratory strategy ideas. The most experienced group, the
fifth-year non-CASE certified teachers, selected classroom procedures and ideas, and practical advice and
suggestions from both the facilitator and other participants. They are the only cohort to identify facilitation
ideas from a practicing teacher’s perspective as a top priority (see Table 4). We conducted a Chi-square
goodness of fit to identify any significant (p < 0.05) differences between observed and expected frequencies
for each item. We determined there are non-significant differences in the desired professional development
outcomes for CASE- and non-CASE certified early teachers. Only one construct, reading strategy ideas
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(CASE-certified), was significantly different than the expected value where four of the six CASE-certified
teachers in their second year of teaching valued reading strategies.

Table 4

Distribution and Chi-square Goodness of Fit for Frequency of Professional Development
Characteristics for Non-CASE certified Early Career Teachers (n = 71)
Years of Teaching Experience

1a 2b 30 4d 56 XZ
Characteristic %) %) %) (%) (%) )
Classroom procedures and 15 9 1 4 12 589

ideas (83.3%)  (60.0%)  (64.7%)  (44.4%)  (80.0%) (0.21)
Practical advice and

suggestions from both 10 5 6 5 11 6.74

facilitator and participants (55.6%) (33.3%) (35.3%)  (55.6%) (73.3%) (0.15)

Hands-on practice from the

student’s perspective 11 7 9 6 9 1.29

(61.1%)  (46.7%)  (52.9%) (66.7%)  (60.0%) (0.86)

Facilitation ideas from a

practicing teachers’ 8 6 6 4 11 5.47

perspective (44.4%)  (40.0%) (35.3%) (44.4%) (73.3%) (0.24)
Interest approach, exit, and

energizer activity ideas for 11 7 6 2 6 4.53
lesson planning (61.1%)  (46.7%)  (353%) (22.2%) (40.0%) (0.34)

Laboratory strategy ideas 7 6 7 5 5 1.19
(38.9%)  (40.0%)  (41.2%)  (55.6%) (33.3%) (0.88)

ot e N I
& &8 (27.8%) (333%) (11.8%) (11.1%) (33.3%) (0.44)

Reading strategy ideas 3 1 2 0 2 2.11
(16.7%) (6.7%) (11.8%) (0.0%) (13.3%)  (0.72)

Purchasing advice or tips 2 2 0 0 1 3.46
(11.1%)  (13.3%) (0.0%) (0.0%) (6.7%)  (0.49)

Math integration strategy 3 0 b 0 5 397

ideas (16.7%)  (0.0%)  (11.8%)  (0.0%)  (13.3%) (0.41)

Notes:‘n=18:'n=15n=17n=9:n=15

Among first year teachers holding CASE certification(s), the top three items they hoped to receive
from professional development included classroom procedures and ideas, hands-on practice from the
student perspective, and facilitation ideas from a practicing teacher’s perspective. Second year CASE-
certified teachers selected classroom procedures and ideas, practical advice and suggestions from both the
facilitator and other participants, and facilitation ideas from a practicing teacher’s perspective. The third-
year CASE-certified teacher group indicates interest in practical advice and suggestions from both the
facilitator and other participants and classroom procedures and ideas. Nearly half of this group also selected
interest approach, exit, and energizer activity ideas as well as laboratory strategy ideas as a top three
expectation. Fourth-year CASE-certified teachers selected practical advice and suggestions from both the
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facilitator and other participants, hands-on practice from the student’s perspective, classroom procedures
and ideas, and facilitation ideas from a practicing teacher’s perspective. Expectations identified by the fifth-
year CASE-certified teacher cohort were classroom procedures and ideas, practical advice and suggestions
from both the facilitator and other participants, hands-on practice from the student perspective, and
facilitation ideas from a practicing teacher’s perspective (see Table 5). Again, we determined that there are
non-significant differences in the desired professional development outcomes for both CASE- and non-
CASE-certified early teachers in this study. Only one construct, reading strategy ideas (CASE-certified),
was significantly different than the expected value where four of the six CASE-certified teachers in their
second year of teaching valued reading strategies.

Table 5

Distribution and Chi-square Goodness of Fit for Frequency of Professional Development
Characteristics for CASE-certified Early Career Teachers (n = 51)

Years of Teaching Experience

la 2b 30 4d Se X2
Characteristic £%) £%) £%) £%) f%) ()
Cilcallszzoom procedures and 1 6 6 5 7 3465
(78.6%)  (60.0%)  (54.5%)  (62.5%) (87.5%) (0.64)
Practical advice and
suggestions from facilitator 6 6 7 6 6 3.28
and other participants (42.9%)  (60.0%)  (63.6%) (75.0%) (75.0%)  (0.51)
Hmeeicclomte 34 4o s
persp (50.0%)  (40.0%)  (36.4%) (75.0%)  (62.5%)  (0.49)
Facilitation ideas from a
practicing teachers’ 7 5 4 5 5 1.80
perspective (50.0%)  (50.0%)  (36.4%) (62.5%) (62.5%)  (0.77)
Interest approach, exit, and
energizer activity ideas for 4 4 5 1 1 6.52
lesson planning (28.6%)  (40.0%)  (45.5%) (12.5%)  (12.5%)  (0.16)
Laboratory strategy ideas 2 3 5 2 2 3.09
(14.3%)  (30.0%)  (45.5%) (25.0%)  (25.0%)  (0.54)
organisation sugeesions 1 ; 2 0 T
& &8 (7.1%)  (10.0%)  (182%)  (0.0%)  (12.5%)  (0.75)
Reading strategy ideas 0 4 1 0 1 10.69*
(0.0%) (40.0%) (9.1%) (0.0%) (12.5%)  (0.03)
Purchasing advice or tips 2 2 0 2 1 2.96
(14.3%)  (20.0%) (0.0%) (25.0%) (12.5%)  (0.57)
I\/il(ellg:l Smte gration strategy | ) 0 | 0 391
(7.1%) (20.0%) (0.0%) (12.5%) (0.0%) (0.42)
Notes:‘n=14:"n=10;n=11;n=8:n=8
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We conducted a Chi-square goodness of fit to identify any significant (p < 0.05) differences
between observed and expected frequencies for each item. We identified one area of professional
development, reading strategy ideas, where year two frequencies were significantly (p < 0.05) higher than
expected.

Conclusions, Recommendations, and Implications

This study was developed and executed to identify the distinctions between professional
development expectations of early career teachers based on differences in years of experience and CASE
certification. This study does not have generalizability as it utilized a sample population of early career
teachers from only four states. Additionally, a limiting factor for our study is the development of the
provided list used to discover early career teachers’ professional development expectations; the list was
formulated using practices commonly found or strived for during CASE Institute professional development
programs. Potential expectations from other professional development sources were not acquired. Results
should be inferred and applied with caution. Agricultural education leaders, teacher induction programming
planners, young teacher mentors, and professional development planners at national, regional, state, and
local levels may wish to consult these lists of expectations for professional development planning for early
career agricultural educators as Park et al. (2007) found that agricultural science educators profoundly
valued personalized professional development tailored to their own needs.

Rising teacher attrition rates are a concern in agricultural education as many teachers are leaving
before or at the end of their fifth year of teaching (Gray et al., 2015; Kaiser, 2011; Darling-Hammond &
Sykes, 2003; NCTAF, 2003). Though there are several different factors for this rise in attrition, self-efficacy
is a common factor among early career teachers (Boone & Boone, 2009). New teachers often struggle with
self-efficacy, especially in science- and math-related instruction within the agricultural education content
area (McKim & Velez, 2017) due to their inexperience in the profession. Professional development
provides an opportunity for early career teachers to receive the training and support they need to increase
their self-efficacy (Fleetwood & Langston, 2022). Transformative learning is important to use in
professional development settings because it builds competence and confidence which leads to an increase
in self-efficacy (Fleetwood & Langston, 2022). CASE Institute professional development provides many
opportunities for transformative learning by helping early career teachers increase their self-efficacy in
applied areas such as math and science (McKim & Velez, 2017) as the curriculum focuses on critically
examining past practices and reflecting on new material and procedures which is an important process in
adult transformative learning (Wright et al., 2019). While the majority of the expectations were not
statistically significant between the populations of both CASE-certified and non-CASE certified teachers,
we did discover there are some minor differences, most notably in their perceptions relating to reading
strategies. The CASE institutes provide certified teachers with a variety of different reading strategies they
can utilize to help their students better read pre-lab activities (purpose statements), procedures, and much
more. This may be a symptom of the transformative learning theory (Mezirow, 2000) wherein these teachers
have set aside previous thinking and doing due to the stimulation of new ideas and practices during the
CASE training. As CASE Institute is a professional development opportunity that is specific for agricultural
education teachers, we determined that it was an important program to feature in our study to see if it affects
early career teachers’ expectations for professional development.

Examining the demographics of respondents helps us better understand the data in the context of
the current demographics of the agricultural education field. The sample includes a higher proportion
(58.2%) of CASE-certified teachers than the national average. In the U.S., 3,667 teachers from over 40
states hold one or more CASE certifications (Curriculum for Agricultural Science Education, 2024),
representing less than 18% of all agricultural educators (n = 14,516) (Smith et al, 2023). States with higher
CASE certification incidence were selected so that we would have a larger sample population to compare
CASE-certified and non-CASE-certified early career teachers. The four states in this study had a large
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proportion of their teaching population in the first five years of their career. Over one-third (38%) of the
total agricultural education instructor population in the four states are within the first five years of
experience.

Objective One

Related to objective one, a substantial proportion of early career teachers in this study hope to
receive professional development with the following characteristics: 1) classroom procedures and ideas, 2)
practical advice and suggestions from the facilitator and other participants, 3) hands-on practice from the
student’s perspective, and 4) facilitation ideas from a practicing teacher’s perspective. Based on the data
collected, it is recommended that this list of expected professional development characteristics be used for
any individuals or organizations involved in the preparation of professional development for early career
teachers. Conversely, less than one in three teachers in this study prioritized the following professional
development outcomes: 1) interest approach, exit, and energizer activity ideas for lesson planning, 2)
laboratory strategy ideas, 3) purchasing advice or tips, reading strategy ideas, equipment storage and
organization suggestions, and 4) math integration strategy ideas. Early career teachers do not highly value
the math, science, and literacy integration outcomes that educational leaders deem appropriate (Shinn et al.,
2003; Stone et al., 2008; Myers & Thompson, 2009). However, integration of these types of concepts
continues to be cited as a major challenge (Bird & Rice, 2021; McKim & Velez, 2017). According to the
National Research Center for Career and Technical Education (n.d.), “iterations of the Perkins legislation
represent a major development in CTE—notably, an increased emphasis on academic achievement as well
as occupational skills. Notably, Perkins IV requires the integration of rigorous and challenging academic
and career and technical education in programs of study and career pathways.” Therefore, we recommend
future research designs which explore how additional in-servicing might highlight the need for, or
importance of, such content in agricultural education in a way to meet the top needs felt by early career
teachers. For professional practice, CASE can provide additional training and resources embedded within
the institutes themselves, or as standalone supplemental lessons available on the CASE teacher portal that
provide educators with further ideas and resources on how to best integrate these core academic areas into
the curriculum.

Objective Two

Objective two sought to compare CASE-certified teachers’ value of non-content portions of prior
CASE Institute experiences and their professional development expectations. More than 50% of
respondents among the sample valued the following non-content portions of CASE training: 1) hands-on
practice from the student perspective, 2) practical advice from the facilitator and other participants, and 3)
facilitation ideas from a practicing teacher’s perspective. Overall expected professional development
outcomes from CASE-certified early career teachers included: 1) classroom procedures and ideas, 2)
practical advice and suggestions from facilitator and other participants, 3) hands-on practice from the
student perspective, and 4) facilitation ideas from a practicing teacher’s perspective. As their valued non-
content portions and expected professional development outcomes overlap, it is apparent that these specific
areas of professional development are important to early career teachers, especially as they relate to teaching
in laboratory settings (Figland et al., 2019). These characteristics and tools are hallmarks of good
professional development (Garton & Chung, 1996; Garet et al., 2001) and should be provided for all early
career teachers regardless of their CASE certification status. For professional practice, states can look at
adopting statewide mentorship or induction programs to assist early career teachers in developing these
important skills. Furthermore, teacher preparation programs can work to address these topic areas within
their pre-service coursework.

Objective Three

Objective three sought to identify differences in expected professional development outcomes by
CASE certification and years’ experience. We determined that there are non-significant differences in the
desired professional development outcomes for both CASE- and non-CASE certified early teachers in this
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study. Only one construct, reading strategy ideas (CASE-certified), was significantly different than the
expected value where four of the six CASE-certified teachers in their second year of teaching valued reading
strategies. It is recommended to investigate how participation in CASE professional development can create
more transformative changes for future professional development yields. Expanding the population of
interest to encompass educators across all career stages may also influence the perceptions and the overall
findings.

Although the frequencies were not significantly different, we noticed an increase in the frequency
for classroom procedures and ideas from years three and four to year five. Over 80% of year five teachers
still identify classroom procedures and ideas as a priority for professional development outcomes. Further
research into the increase in frequency for year five teachers is recommended. It is also recommended to
follow up with teachers who left the profession to find out to what extent their needs differed from teachers
who persisted within the profession. Future research topics include the value of professional development
topics for early career teachers and qualitative work that uncovers specific ways that CASE professional
development aids teachers.

We discovered the desired professional development outcomes of the early career teachers in this
study, including classroom procedures and ideas, practical advice and suggestions from both facilitator and
participants, hands-on practice from the student’s perspective, and facilitation ideas from a practicing
teacher’s perspective, are both static and persistent. Based on the participants’ responses, the
implementation of professional development around the outcomes most frequently identified as priorities
by new teachers is recommended (see Figure 1).
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Professional items for early career agriculture teachers with over 50% agreement by years of experience (organized by frequency). Notes: *>80%
agreement; ° 70-79% agreement; “60-69% agreement; '50-59% agreement

Year 1 Year 2 Year 3 Year 4 Year 5
CASE Non-CASE CASE Non-CASE CASE Non-CASE CASE Non-CASE CASE Non-CASE
Classroom | Classroom | Classroom | Classroom | Practical Classroom | Practical Hands-on Classroom | Classroom
procedures | procedures | procedures | procedures | adviceand | procedures | adviceand | practice procedures | procedures
and ideas® and ideas® | and ideas® and ideas® suggestions | and ideas® suggestions | from the and ideas® | and ideas®
from the from the student’s
facilitator facilitator perspective’
and other and other
participants® participants®
Hands-on Hands-on Practical Classroom Hands-on Hands-on Practical Practical Practical
practice practice advice and procedures | practice practice advice and | advice and | advice and
from the from the suggestions and ideas® from the from the suggestions | suggestions | suggestions
student student’s from the student’s student’s from the from the from the
perspective? | perspective® | facilitator perspective’ | perspective® | facilitator facilitator facilitator
and other and other and other and other
participants® participants’ | participants® | participants®
Facilitation | Practical Facilitation Classroom Laboratory | Hands-on Facilitation
ideas from a | advice and | ideas from a procedures | strategy practice ideas from a
practicing suggestions | practicing and ideas® ideas* from the practicing
teacher’s from the teacher’s student teacher’s
perspective’ | facilitator perspective’ perspective’ | perspective®
and other
participants®
Facilitation Facilitation | Hands-on
ideas from a ideas from a | practice
practicing practicing from the
teacher’s teacher’s student’s
perspective® perspective® | perspective®
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Impact and National Applications of the Research

While the study was targeted toward beginning agricultural educators in the Midwest, the findings
can be valuable on a national-scale. Teacher attrition continues to be a significant challenge within the
profession, especially for early-career teachers (Gray et al., 2015; Kaiser, 2011; Darling-Hammond &
Sykes, 2003; NCTAF, 2003; Solomonson et al., 2021). Among these challenges, several of them are issues
that CASE can assist all educators in solving, such as meaningful curriculum development (Traini et al.,
2021), the preparation of laboratory and inquiry-based experiences (Boone & Boone, 2009; Solomonson et
al., 2019; Touchstone, 2015), building community and social learning (McKendree & McKim, 2021), and
pressure to succeed placed upon themselves or by others (Lemons et al., 2015). As a transformative learning
experience (Curriculum for Agricultural Science Education, 2024), the CASE curriculum empowers
agricultural educators across over 40 states to focus more on program management and building support
for their program and stress a little less about planning and organizing curriculum since they are already
given ready-to-use resources to teach. If the CASE curriculum continues to be encouraged and offered as a
professional development opportunity for educators across the nation, they can reap the benefits of both the
curriculum and the other positive factors as identified within this study that extend far beyond the lessons
and resources provided by the curriculum itself, including classroom procedures, new ideas for interest
approaches, facility design and operation, reading strategy ideas, math integration, and so much more. As
additional educators continue to receive certifications within the CASE curriculum, future research efforts
should examine the professional development needs and expectations of CASE and non-CASE certified
teachers, regardless of geographic region or years of experience, in an effort to see if there are any key
trends that emerge based on these demographic characteristics.

References

Ary, D., Jacobs, L. C., & Sorensen, C. (2014). Introduction to research in education (9th ed.). Wadsworth
Cengage Learning.

Bandura, A. (1994). Self-efficacy. In V.S. Ramachaudran (Ed.), Encyclopedia of Human Behavior, 4, 71—
81. Academic Press.

Bandura, A. (1997). Self-efficacy: The exercise of control. Freeman.

Barrick, R. K., Ladewig, H. W., & Hedges, L. E. (1983). Development of a systematic approach to
identifying technical inservice needs of teachers. The Journal of American Association of Teacher
Educators in Agriculture, 24(1), 13—19.

Beavers, A. (2009). Teachers as learners: Implications of adult education for professional development.
Journal of College Teaching and Learning, 6(7), 25-30.

Bennett, P. N., Iverson, M. J., Rohs, F. R., Lngone, C. A., & Edwards, M. C. (2002). Job satisfaction of
agriculture teachers in Georgia and selected variables indicating their risk of leaving the teaching
profession. Paper presented at the Southern Agricultural Education Research Conference,
Orlando, Fl1.

Bird, T. D., & Rice A. H. (2021). The influence of CASE on agriculture teachers’ use of inquiry-

based methods. Journal of Agricultural Education, 62(1). 260-275.
https://doi.org/10.5032/jae.2021.01260

Journal of Agricultural Education 16 Volume 66, Issue 1, 2025



Bloom et al. Early Career Agricultural Education...

Birkenholz, R. J., & Harbstreit, S. R. (1987). Analysis of the inservice needs of beginning vocational
agricultural teachers. The Journal of the American Association of Teacher Educators in
Agriculture, 28(1), 41-49.

Boone, H., & Boone, D. (2009). An assessment of problems faced by high school agricultural education
teachers. Journal of Agricultural Education, 50(1), 21-32. https://doi.org/10.5032/jae.2009.01021

Cranton, P. (1996). Types of group learning. New Directions for Adult and Continuing Education, 1996:
25-32. https://doi.org/10.1002/ace.36719967105

Creswell, J. D., & Creswell, J. W. (2018). Research design: Qualitative, quantitative, and mixed methods
approaches. Sage Publications, Inc.

Cross, F. (2017). Teacher shortage areas nationwide listing 1990-1991 through 2017-2018. U.S.
Department of Education. Retrieved from
https://www2.ed.gov/about/offices/list/ope/pol/ateachershortageareasreport2017-18.pdf

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

Darling-Hammond, L., & Sykes, G. (2003). Wanted: A national teacher supply policy for education: The
right way to meet the “highly qualified teacher” challenge. Education Policy Analysis Archives,
11(33), 1-55.

Dillman, D. A., Smyth, J. D., & Christian, L. M. (2014). Internet, phone, mail, and mixed mode
surveys: The tailored design method (4th ed.). John Wiley & Sons Inc.

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

Fleetwood, A. J., & Langston, S. F. (2022). A qualitative study investigating PreK-12 teacher perceptions
of the impact of a professional development coaching cycle on early career teachers’ self-efficacy
in arts integration. [Doctoral dissertation, Evangel University]. ProQuest Dissertations & Theses
Global.

Foster, D. D., Sankey Rice, L. L., Foster, M. J., Barrick, R. K. (2014). Preparing agricultural educators for
the world: Describing global competency in agricultural teacher candidates. Journal of
Agricultural Education. 55(1), 51-65. https://doi.org/10.5032/jae.2014.01051

Fritz, C. A., & Miller, G. (2003). Concerns expressed by student teachers in agriculture. Journal of
Agricultural Education, 44(3), 47-53. https://doi.org/10.5032/jae.2003.03047

Fuller, F. F. (1969). Concerns of teachers: a developmental conceptualization. American Educational
Research Journal, 6(2), 207-226. https://doi.org/10.2307/1161894

Garet, M. S., Porter, A. C., Desimone, L., Birman, B. F., & Yoon, K. S. (2001). What makes professional

development effective? Results from a national sample of teachers. American Educational
Research Journal, 38(4), 915-945. https://doi.org/10.3102/00028321038004915

Journal of Agricultural Education 17 Volume 66, Issue 1, 2025



Bloom et al. Early Career Agricultural Education...

Garton, B. L., & Chung, N. (1996). The inservice needs of beginning teachers of agriculture as perceived
by beginning teachers, teacher educators, and state supervisors. Journal of Agricultural
Education, 37(3), 52-58. https://doi.org/10.5032/jac.1996.03052

Glasgow, N. A. (1997). New curriculum for new times. Thousand Oaks, Ca: Corwin Press, Inc.

Gray, L., Taie, S., & O’Rear, L. (2015). Public school teacher attrition and mobility in the first five years:
Results from the first through fifth waves of the 2007-2008 Beginning Teacher Longitudinal
Study. U.S. Department of Education.
http://search.ebscohost.com/login.aspx?direct=true&db=eric& AN=ED556348&site=chost-live

Hainline, M., & Smalley, S. (2023). Determining the professional development needs of lowa 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

Joerger, R. M. (2002). A comparison of the inservice education needs of two cohorts of beginning
Minnesota agricultural education teachers. Journal of Agricultural Education, 43(3), 11-24.
https://doi.org/10.5032/jae.2002.03011

Johnson, S. M., & Birkeland S. (2003). Pursuing a “sense of success”: New teachers explain their career
decisions. American Educational Research Journal, 40(3), 581-617.

Kaiser, A. (2011). Beginning teacher attrition and mobility: Results from the first through third waves of
the 2007-08 beginning teacher longitudinal study. First Look. NCES 2011-318. National Center
for Education Statistics. http://eric.ed.gov/?id=ED523821

Knobloch, N.A., & Whittington, M. S. (2003). The influence of the initial ten weeks of the school year on
novice teacher efficacy in agricultural education. NACTA Journal, 47(4), 16-21.
http://www jstor.org/stable/43765800

Knowles, M. S. (1980). The modern practice of adult education: From pedagogy to andragogy (2nd
edition). Cambridge Books.

Lambert, M. D., Velez, J. J., & Elliott, K. M. (2014). What are the teachers’ experiences when
implementing the curriculum for agricultural science education? Journal of Agricultural
Education, 55(4), 100—115. https://doi.org/10.5032/jae.2014.04100

Layfield, K. D., & Dobbins, T. R. (2000). An assessment of South Carolina agriculture teachers’ inservice
needs and perceived competencies. Proceedings of the 2000 National Agricultural Education
Research Conference, San Diego, Ca, 572-584.

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.
http://pubs.agedu.tamu.edu/jae//pdf/vol43/43-04-46.pdf

Leader in Me. (n.d.). Topics of impact teacher efficacy. Teacher Efficacy | Promoting Student Leadership
| Leader in Me. Retrieved from https://www.leaderinme.org/teacher-
efficacy/#:~:text=Teacher%?20efficacy%20is%20the%20level,%2C%20%26%20K oustelios%2C
%202014).

Journal of Agricultural Education 18 Volume 66, Issue 1, 2025



Bloom et al. Early Career Agricultural Education...

Leake, A. H. (1915). The means and methods of agricultural education. The Riverside Press Cambridge,
83.

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

Lindner, J. R., Murphy, T. H., & Briers, G. E. (2001). Handling nonresponse in social science research.
Journal of Agricultural Education, 42(4), 43—53. https://doi.org/10.5032/jae.2001.04043

McKendree, R. B., & McKim, A. J. (2021). Teacher changing the discipline: A case study of
participatory professional development. Journal of Agricultural Education, 62(3), 72—-84.
https://doi.org/10.5032/jae.2021.03072

McKim, A. J., & Velez, J. J. (2015). Exploring the Relationship between Self-Efficacy and Career
Commitment among Early Career Agriculture Teachers. Journal of Agricultural Education,
56(1), 127-140. https://doi.org/10.5032/jae.2015.01127

McKim, A. J., Velez, J. J., & Clement, H. Q. (2017). Exploring relationships between personal variables,
programmatic variables, and self-efficacy in school-based agricultural education. Journal of
Agricultural Education, 58(2), 284-298. https://doi.org/10.5032/jae.2017.02284

McKim, A. J., & Velez, J. J. (2017). Developing self-efficacy: Exploring preservice coursework,
teaching, and professional development experiences. Journal of Agricultural Education, 58(1),
172-285. https://doi.org/10.5032/jac.2017.01172

Mezirow, J. (1991). Transformative Dimensions of Adult Learning. Jossey-Bass, San Francisco, CA.

Mezirow, J. (2000). Learning as Transformation: Critical Perspectives on a Theory in Progress. The
Jossey-Bass Higher and Adult Education Series. Jossey-Bass Publishers.

Merriam-Webster. (n.d.). Adequate definition & meaning. Merriam-Webster. Retrieved from
https://www.merriam-webster.com/dictionary/adequate

Myers, B. E. & Thompson, G. W. (2009). Integrating academics into agriculture programs: A delphi
study to determine perceptions of the national agriscience teacher ambassador academy
participants. Journal of Agricultural Education, 47(4), 77-88.
https://doi.org/10.5032/jae.2009.04077

National Commission on Teaching & America's Future (2003). No dream denied: A pledge to America's
children. National Commission on Teaching and America's Future.

National Council for Agricultural Education. (2000). The national strategic plan and action agenda for
agricultural education: Reinventing agricultural education for the year 2020. Retrieved from

https://www.ffa.org/SiteCollectionDocuments/plan2020.pdf

National Research Center for Career and Technical Education. (n.d.). Curriculum integration. Retrieved
from www.nrccte.org/core-issues/curriculum-integration

Journal of Agricultural Education 19 Volume 66, Issue 1, 2025



Bloom et al. Early Career Agricultural Education...

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), 11-17.
http://pub.aged.tamu.edu/jae/pdf/vol34/34-02-11.pdf

Ortiz, M. (2023, December 13). AFNR standards. The National Council for Agricultural
Education. Retrieved May 21, 2024, from https://thecouncil.ffa.org/afnr/

Park, T. D., Moore, D. M., & Rivera, J. E. (2007). New York agricultural science teacher professional
growth: empowering teachers to improve their practice and the profession. Proceedings of the
2007 AAAE Research Conference, 34, 630—-644.

Rada, L. L. (2023). The relationship between psychological needs satisfaction and professional
commitment of Minnesota school-based agricultural education teachers (Order No. 30311056)
[Doctoral dissertation, University of Minnesota]. ProQuest Dissertations Publishing.

Roberts, T. G., & Dyer, J. E. (2004). Inservice needs of traditionally and alternatively certified agriculture
teachers. Journal of Agricultural Education, 45(4), 57-70.
http://pubs.aged.tamu.edu/jae/pdf/vold5/45-04-057.pdf

Saucier, P. R., Tummons, J. D., Terry, R. & Schumacher, L. G. (2010). Professional development needs
of Missouri agricultural educators. Paper presentation at American Association for Agricultural
Education Research Conference, Omaha, NE.

Shinn, G. C., Briers, G. E., Christiansen, J. E., Edwards, M. C., Harlin, J. F., Lawver, D. E., Lindner, J.
R., Murphy, T. H., and Parr, B. A. (2003). Improving student achievement in mathematics: An
important role for secondary agricultural education in the 21st Century. Unpublished manuscript.
Texas A&M University, College Station, TX.
http://citeseerx.ist.psu.edu/viewdoc/download;jsessionid=9E721FB466FB932090ADC3B25BAS
4E0C?doi=10.1.1.130.5829&rep=rep1 &type=pdf

Shoulders, C., & Myers, B. (2011). Considering professional identity to enhance agriculture teacher
development. Journal of Agricultural Education, 52(4), 88—108.
https://doi.org/10.5032/jae.2011.04098

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., Hainline, M. S., & Grein, K. (2023-a). Beginning SBAE teacher perception of
CASE training and curriculum implementation. Journal of Agricultural Education, 64(3), 26-42.
https://doi.org/10.5032/jae.v64i3.56

Smalley, S., Rice, A., & Hasselquist, L. (2023-b). The effectiveness of virtual CASE institute
professional development: A participant perspective. Journal of Agricultural Education, 64(2),

85-98. https://doi.org/10.5032/jac.v64i2.89

Smith, A., Foster, D., Lawver, R., & Thompson, E. (2023). National agricultural education supply and
demand study. AAAE. https://nsd.aaaeonline.org/reports.aspx

Journal of Agricultural Education 20 Volume 66, Issue 1, 2025



Bloom et al. Early Career Agricultural Education...

Solomonson, J. K., Still, S. M., & Maxwell, L. D. (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

Solomonson, J. K., Thieman, E. B., Korte, D. S., & Retallick, M. S. (2019). Why do they leave
and where do they go? A qualitative study of Illinois school-based agriculture teachers who left
the profession. Journal of Agricultural Education, 60(4), 115-131.
https://doi.org/10.5032/jae.2019.04115

Solomonson, J. K., Korte, D. S., Thieman, E. B., Retallick, M. S., & Keating, K. H. (2018). Factors
contributing to Illinois school-based agriculture teachers’ final decision to leave the classroom.
Journal of Agricultural Education, 59(2), 321-342. https://doi.org/10.5032/jae.2018.02321

Stair, K., Warner, W. J., & Moore, G. E. (2012). Identifying concerns of preservice and in-service
teachers in agricultural education. Journal of Agricultural Education, 53(2), 153—164.
https://doi.org/10.5032/jae.2012.02153

Stone, J. R. III, Alfeld, C., & Pearson, D. (2008). Rigor “and” relevance: Enhancing high school students’
math skills through career and technical education. American Educational Research Journal,
45(3), 767-795.

Stripling, C. T., & Ricketts, J. C. (2016). Research priority 3: Sufficient Scientific and Professional
Workforce That Addresses the Challenges of the 21st Century. 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.

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.2015.02170

Traini, H. Q., Haddad, B., Stewart, J., & Velez, J. J. (2021). Adjusting, appeasing, and
rearranging: How agriculture teachers reconcile demands of the profession. Journal of
Agricultural Education, 62(2), 167—184. https://doi.org/10.5032/jae.2021.02167

Trotter, Y. D. (2006). Adult learning theories: Impacting professional development programs. Delta
Kappa Gamma Bulletin, 72(2), 8—13.

Tummons, J. D., Hasselquist, L., & Smalley, S. W. (2020). Exploring content, pedagogy, and
literacy strategies among preservice teachers in CASE institutes. Journal of Agricultural
Education, 61(2), 289-306. https://doi.org/10.5032/jae.2020.02289

Ulmer, J. D., Velez, J. J., Lambert, M. D., Thompson, G. W., Burris, S., & Witt, P. A. (2013). Exploring
science teaching efficacy of CASE curriculum teachers: A post-then-pre-assessment. Journal of
Agricultural Education, 54(4), 121-133. https://doi.org/10.5032/jae.2013.04121

United States Department of Education (2024). Teacher shortage areas. Retrieved from
https://tsa.ed.gov/#/reports

Washburn, S. G., & Dyer, J. E. (2006). Inservice needs of beginning agriculture teachers. Proceedings of

the 2006 American Association for Agricultural Education Southern Agricultural Education
Research Conference, Orlando, FL, 577-589.

Journal of Agricultural Education 21 Volume 66, Issue 1, 2025



Bloom et al. Early Career Agricultural Education...

Washburn, S. G., King, B. O., Garton, B. L., & Harbstreit, S. R. (2001). A comparison of the professional
development needs of Kansas and Missouri teachers of agriculture. Proceedings of the 28"
Annual National Agricultural Education Research Conference, New Orleans, LA, 396—408.

Wilson, E. B., & Curry, K. W. (2011). Outcomes of integrated agriscience processes: a synthesis of
research. Journal of Agricultural Education, 52(3), 136—147.
https://doi.org/10.5032/jae.2011.03136

Witt, P. A., Ulmer, J. D., Burris, S., Brashears, T, & Burley, H. (2014). A comparison of student engaged
time in agriculture instruction. Journal of Agricultural Education, 55(2), 16-32.
https://doi.org/10.5032/jae.2014.02016

Wright, K. M., Vincent, S.K., & Epps, R. B. (2019). International Agricultural Education from 1975 to
Present: A Research Synthesis. Journal of Agricultural Education. 60(2), 153-172.
https://doi.org/10.5032/jae.2019.02153

Journal of Agricultural Education 22 Volume 66, Issue 1, 2025



	Early Career Agricultural Education Instructor Expectations for Professional Development Yields
	Purpose and Objectives
	Methods and Procedures
	Population and Participants
	The target population for our study consisted of early-career agricultural education teachers in the Midwestern United States. We chose a population of early career agricultural education teachers from Iowa (n = 90), Minnesota (n = 78), Missouri (n = ...
	Instrumentation
	The instrument consisted of a questionnaire that was designed in Qualtrics. The instrument consisted of closed-ended questions to describe the demographics and the participants’ professional development expectations. Both non-CASE and CASE-certified i...
	A pilot test study was conducted with preservice teachers not included in the population before the commencement of the study to establish the reliability and validity of the instrument. According to Creswell & Creswell (2018), pilot testing is essent...
	Data Collection
	The survey was administered in the fall, following the onset of the academic year. To collect the data needed for our study, we emailed a link to the survey questionnaire to agricultural education leaders in each state, and the state leaders distribut...
	Data Analysis
	Results and Findings
	Conclusions, Recommendations, and Implications
	References



