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Abstract

Literature supports the need for effective new teacher induction programs. The Beginning
Educator Support Team (BEST) is the culmination of many years of research and was created
with the primary goal of serving new agriculture educators in the areas of mentoring, onsite
visits, and professional development within the state of Kansas. This qualitative study was
created to better understand the effectiveness of each program area and identify what revisions
would benefit the current offerings. Seven traditionally certified new teachers in Kansas were
asked twenty questions which led to the emergence of six consistent themes. Themes included
individual teacher support needs based on context and growth, impact of professional
community and collaboration on teachers’ experience, relational trust is essential for effective
mentoring and built through the program, perceived support across teaching and FFA advisor
responsibilities, impact of agriculture content and profession specific support, and site visit
impact. New agriculture teachers in Kansas are benefiting from the implementation of the BEST
program. Moving forward, consideration should be given to expanding the size of the team
conducting onsite visits, feedback and onsite visits should follow an established framework with
an emphasis on constructive feedback that will help the new teachers grow professionally.
Content specific new teacher induction programs are a first line of defense against the ever-

present challenge of retaining qualified and certified school-based agriculture educators.
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Chapter 1 - Introduction

The Agricultural Education profession is not immune to the retention issues faced across
all areas of education. The issue of hiring and retaining qualified teachers at the secondary level
has been ongoing since the 1970’s (Walker et al., 2004). According to Walker et al. (2004), "The
nation is facing the worst teacher shortage ever" (p. 28). Disberger et al. (2022a) mentions “the
teacher shortage is directly affecting agricultural education and the quality of agriculture
programs nationwide” (p.132). When a qualified teacher is not present or willing to apply for an
open position, the schools are often faced with the alternative option, which is to hire a
nontraditional replacement who is typically not fully certified (Disberger et al., 2022a). There are
many factors believed to contribute to the agriculture teacher retention issue, a few common
topics that surface are job satisfaction, educational background, professional responsibility, and
department size (Solomonson et al., 2022).

The implementation of a new teacher induction program is supported by research, and a
well-designed program has the potential to provide tailored personal and professional support for
new teachers (Tummons et al., 2024). Understanding the lived experiences of teachers who are
currently or have been involved with the Beginning Educator Support Team or BEST Program in
Kansas provides insight into the effectiveness of each program area. The BEST program uses
resources from The Kansas FFA Foundation, Kansas State Agricultural Education, The Kansas
Association of Agricultural Educators, and the Kansas center for Career and Technical Education
to create a support system for new Agriculture Teachers in Kansas (Kansas FFA Association,
2024). This central hub for teacher support creates the ideal platform for teacher resources that
does not only provide tools, but it also serves an action role. The program is coordinated by

Kansas State University professors and a former agriculture teacher whose role is to provide



support to new teachers during their first years through on-site visits, mentorship, and

professional development (Kansas FFA Association, 2024). Figure 1 clearly displays the annual

timeline starting with hire date and ending with spring professional development.

Figure 1.1. Annual Best Program Timeline
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The word induction is categorized as a noun by Wong (2005). And is defined as a

“comprehensive, coherent, and sustained professional development process that is organized by a

school district to train, support, and retain new teachers, which then seamlessly progresses them

into a lifelong learning program” (p.43). This definition outlines the underlying structure of the

BEST program and further speaks to the importance of supporting teachers early to reduce

premature resignation. Wong (2005) further mentions that the words induction and mentoring are



often used interchangeably, this should not be occurring. Induction is the noun, and mentoring is
categorized as a verb or adjective which falls within the induction process.

When creating effective new teacher induction programs, it is imperative that the
program is multifaceted and creates a balanced experience for the new teacher, simply
conducting a mentoring program or one-on-one visits does not constitute as a sufficient strategy
that is supported by research (Wong, 2005). Professional development yields the best results
when it is long-term, school-based, collaborative, focused on students’ learning, and linked to
curricula. Thus, the induction process must be systematic and sustained (Hiebert et al., 2002,
p-47). The best results for induction programs occur when they are designed to encompass more
than the first year, ideally the program should begin to transition after year two or three,
depending on design, into a career-long foundation for continuous learning and professional
development experience (Wong, 2005).

New teacher induction programs are crucial to the success of early-career school-based
agricultural educators. The BEST program in Kansas currently serves new agricultural teachers
in three main areas: mentoring, on-site visits, and professional development (Kansas FFA

Association, 2024).
Purpose of the Study

As mentioned, an effective new teacher induction program is a comprehensive, coherent,
sustained program that is designed to train new teachers in the academic standards and vision of
the system they are working in (Wong, 2005). The purpose of this study was to understand how
new agriculture teachers in Kansas perceive the effectiveness of mentoring relationships, on-site
visits, and professional development opportunities provided through the BEST program on their

Early-Career teaching experience.



Research Questions

1. How do new Kansas agriculture teachers perceive the effectiveness of support they
receive through mentoring in the BEST program?

2. How do new Kansas agriculture teachers perceive the effectiveness of professional
development received through the BEST program in their subject area?

3. How do new Kansas agriculture teachers perceive the effectiveness of the on-site
visits they receive through the BEST program?

4. What areas of the BEST program do participants recommend revising?

5. What areas of the BEST program had the greatest positive impact on the new Kansas

teachers’ experience in the profession?

Definition of Key Terms

BEST Program — Beginning Educator Support Team (BEST). This is a new Agriculture teacher
support program currently implemented in Kansas; the program was first implemented in 2020.
New Teachers — Agricultural teachers in this study possessing two completed years of
experience or less in Kansas.

Induction Program — Program designed to help new teachers acclimate to their new role in the
classroom as an agricultural teacher.

Mentoring — Formal and informal support provided by current or former agriculture teachers.
On-Site Visit — An in person visit from the BEST program coordinator for the purpose of
observing and supporting the new teacher.

FFA- The National FFA Organization is a student lead CTSO (Career and Technical Student
Organization) organization where students can be members starting in middle school and can

maintain membership until twenty-one years of age.



SAE- Supervised Agricultural Experience is a hands-on learning project that allows students to
take agricultural concepts learned in the classroom and apply them to real agriculture scenarios.

INITCH- This is an acronym that represents “initial teaching license” in the state of Kansas.
Limitations of The Study

The development of this study included several limitations. Participant availability and
travel associated with meeting for the interview process, this limited the number of participants
able to participate during the data collection window (September 1%, 2025- October 1%, 2025).
The timing of the researcher contributed to the collection window and having more participants
may have benefitted the study but it should also be acknowledged that saturation was reached by
the 5" interview. Having a background in agricultural education and understanding what it is
like to be an early career teacher in this profession was identified early in the study and during
the collection process was mitigated by encouraging the conversation to be open and guided by
the lived experience and thoughts of each Participant. When designing the study any teacher who
did not return to the classroom or was not traditionally certified was not included in the study.
Including these individuals in a future study may contribute to the larger body of knowledge
surrounding the retention and support of new agriculture teachers in Kansas. It should be
acknowledged that any experiences shared in this study by traditionally certified teachers may

not be equally shared among teachers who are alternatively certified.



Chapter 2 - Review of Literature

Overview

Peiter et al. (2005), stated “induction is a broad process by which teachers are socialized
into the profession” (p. 12). This discussion continues by pointing out how a teacher’s career is
transitional in nature. These new professionals are switching from a student to a teacher’s
perspective. This change in perspective can take time for adjustment, up to this point, apart from
student teaching internships, these Early-Career teachers have never been solely responsible for
creating and implementing an effective educational experience. The implementation of an
effective induction program increases the participants competence in knowledge, skills, and
values (Peiter et al., 2005).

The need for a support system that directly addresses the current challenges faced by new
school-based agricultural educators is supported in research. Tummons et al. (2024) directly
speaks to the need for teacher training and support outside of the traditional four-year preservice
programs. Cook (1947) suggested that there are three main reasons in-service support should be
a priority: Four-year programs cannot fully train agriculture teachers for all the jobs they have,
practicing teachers often realize they need more training after they start their careers, and
teachers need in-service training to keep up to date to technology changes within the industry.
Across the country, examples can be seen of teacher induction programs being implemented but
seeking revision and improvement on their current state of operation (Duncan et al., 2006;
Guffey & Young, 2020; Nesbitt & Mundt, 1993; Touchstone, 2015).

In the profession of agricultural education, we lose more teachers between the years of 0-
5 than any other career point (Solomonson et al., 2022). New teachers are a direct lifeline to the

profession of agricultural education. Without efforts to increase the number of teachers retained



during their Early-Career, this gap only becomes wider and the ability to close it becomes
smaller. Supporting new teachers is crucial for survival but it cannot be effective if done blindly.
In Disberger et al. (2022bear) the research provided clear data that shows direct cause and effect
relationships between program components and participant experience. Over the course of a
three-year longitudinal study, the researcher was able to collect hard data pinpointing what
teachers need in years one through three in relation to content and structure. Year one teachers
are looking for support in the basics like classroom management and content knowledge; year
two teachers begin expanding professionally and have capacity to improve parent
communication and additional school building tasks. Year three teachers are looking for ways to
motivate students and expand their capacity in the program by implementing new ideas
(Disberger et al., 2022a). While it should be acknowledged that this list is not a fully inclusive
list, it does help define the teachers capacity during each of their first three years in the
classroom.

The challenges that face agricultural educators are unique and can be daunting at first if
faced alone. According to Smalley et al. (2019), many challenges like FFA advising or extended
contract hours are factors that lead to teachers leaving the classroom before they ever really
become fully acclimated within the profession. The unfortunate truth is that no matter what is
created, implemented, or revised there will always be an exception. The goal of the profession
today is to bring balance to the entering and leaving ratio which in return creates a more stable
system, a better educational experience for students enrolled in agricultural education programs,

and a more fulfilling career path for new and current educators.



The Cost of Employee Turnover

Brodeur et al. (2011) discussed the importance of competency-based training programs
through the lens of the Cooperative Extension Service, with a focus on the cost associated with
losing qualified agents due to job related reasons like Job satisfaction, overworking
organizational commitment, etc. Feldhues and Tanner (2017) share the financial cost to replace
an extension agent making $30,000 is $7,185-$30,000, this wide range in cost factors in the
duration of how long a position remains vacant (p.1). This adds to the current pool of knowledge
because of the similarities between Extension educators and School-Based Agricultural
Educators. The overall goal of both cooperative extension and agricultural education should be to
retain quality professionals (Brodeur et al., 2011). Turnover of new employees (0-5 years) is
typically higher than other experience areas (Allen, 2006).

According to Haynes (2014), the cost of teacher attrition in the United States can be up to
2.2 billion dollars annually. Employee turnover impacts many industries, O’Connell and Mei-
Chuan Kung (2007) found that the cost to replace an employee is $13,996 based on a
conservative estimate by the Bureau of Labor Statistics. They continue to break down this cost
into three main components: Staffing, Vacancy, and Training (O’Connell & Mei-Chuan Kung,
2007). Each of these components contribute to the actual cost associated with not retaining
quality professionals, to reduce cost and organizational efficiency this money would be better
spent implementing new employee training/induction programs that foster the key areas of focus
within each organization.

When specifically looking at cost it is easy to focus on the financial impact, but other
costs must also be considered. According to Sorensen and Ladd (2020) there are hidden costs

that take the form of changes to the composition and quality of the teaching staff. When looking



at the overall impact felt from teachers, leaving the hidden or often overlooked factors are gaps
in academic integrity and overall students’ performance (Sorensen & Ladd, 2020). Based upon
the data collected from their study it was concluded that failure to retain qualified teachers not
only result in explicit burdens for the school like recruitment, training cost, and the hiring
process but it also creates a disruption in the educational experience of the student that can create
an adverse effect on student learning outcomes (Sorensen & Ladd, 2020). Losing qualified
teachers prematurely opens the possibility for the vacant position to be filled by a new employee
who does not possess the same level of experience, qualification, certification, etc. as the
previous employee. It must also be noted that it is possible to hire a more qualified teacher, but
research showed (Sorensen & Ladd, 2020) that in North Carolina, middle schools from the late
1990’s to 2016 this was not a frequent occurrence. This knowledge once again reaffirms the need
for a teacher support system that starts with Early-Career teachers. The implementation of any
resources to encourage and support teachers in their current roles is a positive step towards

increasing the retention of qualified teaching professionals.
Retention of Early-Career Agricultural Educators

The need to retain qualified school-based agricultural educators is well documented and
is a continual issue faced by the profession. This issue stems from a combination of low graduate
numbers produced across the country and a persistent high attrition rate within the profession
(Foster et al., 2020). Guffey and Young (2020) align with the previously mentioned statement
that the attrition rate for school-based agricultural educators continues to be an issue. The author
provided insight through their findings and expressed the need to recruit quality teachers and
retain quality teachers. Many of the teachers who choose to leave the profession do so within the

first five years of their career (Solomonson et al., 2022). New teachers are more susceptible to



letting challenges within the profession push them to pursue opportunities outside of the
classroom, this same knowledge applies to individuals who are not traditionally certified teachers
(Solomonson et al., 2022). According to Solmonson et al. (2022), the occupational commitment
of teachers who are fully state certified, possess an advanced degree, or are considered a late
career teacher is much higher than early or mid-career teachers.

To adequately address the issue of work life balance, Solmonson et al. (2022)
recommended creating professional development opportunities for teachers in Illinois that are
focused on helping teachers achieve a greater balance between work and life. It was also
recommended that teacher educators include this information in their pre-service agricultural
education curriculum (Solmonson et al., 2022). In the DeLLay and Washburn (2013) study
entitled The role of collaboration in secondary agriculture teacher career satisfaction and
career retention, there is strong support for the implementation of collaboration to help break up
the long stretches of time some teachers go through in isolation. Collaboration is not only a
chance to socialize new teachers but according to DelLLay and Washburn (2013) also creates an
opportunity for increasing things like professional investment, professional satisfaction, and is an
effective tool for teacher learning. At the beginning of a teacher’s career, creating a foundation
of content knowledge is a must. By facilitating collaboration within the profession new teachers
can work together and build a social and professional relationship which fosters learning and
connection (DeLay & Washburn, 2013).

A quote made by one of the participants helps bring perspective to how important
collaboration can be:

The teachers with whom I collaborate are teachers I gravitate toward. There are teachers

that tell you what a great job they are doing. Then there are those that ask questions like

10



‘How did you do it?” So the conversation starts in a big group but teachers break off into
smaller groups of interest. That is where the like-mindedness develops. (De Lay &
Washburn, 2013, p. 113)
Based on the participants’ experience with collaboration it can be concluded that an overall
positive interaction took place (De Lay & Washburn, 2013). The participant expressed how the
relationships turned into natural gravitation and then provided details about the inner workings of
how questions went from the initial ask to finding answers.
Retention is crucial for the agricultural education profession, as research moves forward
it is important to understand the financial cost but also remember the underlying or “hidden”
cost. Creating focused professional development opportunities and facilitating the collaboration

of Early-Career agricultural educators are a few good steps in the right direction.
Challenges Affecting New Agricultural Educators

Smalley et al. (2019) stated in agricultural education many teachers are leaving within the
first five years of their career and determined implementing quality professional development
opportunities can be used as a tool to retain teachers. Upon reviewing Myers et al. (2005), the
following are frequent challenges new teachers face: classroom management, FFA advising,
lesson planning and curriculum development, managing the amount of paperwork and finances,
and working with parents/teachers/administrators, stress/time management, recruitment of
students/alumni, and working with special needs students. Out of these challenges the top three
are classroom management, FFA advising, and curriculum/lesson planning (Myers et al., 2005).
These challenges bring awareness to the value of a new teacher induction program that supports

Early-Career teachers through individual challenges as they arise.
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Research identifying challenges faced by school-based agricultural educators is plentiful.
In an article written by Boone and Boone (2007) they list administrative support as a major
challenge for beginning and experienced teachers in West Virginia. This finding reinforces the
importance of having an experienced mentor to help new teachers navigate the establishment of a
positive relationship with local administration. Looking further into the findings of Boone and
Boone (2007) the number two most frequent issue was student discipline or “classroom
management” as previously mentioned from the Smalley et al. (2019). As new teachers transition
from the student to teacher perspective it can be challenging, but with the implementation of a
quality support system, the burden could be lightened as new teachers lean on the experience of
their mentors. The Boone and Boone (2007) article focused on teachers in West Virginia but
through observation it can be concluded that similar issues are faced in many areas of the country
based on comparing the findings of others (Boone & Boone, 2007; Myers et al., 2005; Smalley et
al., 2019).

Mundt and Connors (1999), provide a thought that adequately sums up the challenges
faced by new school-based agricultural educators:

The comprehensive nature of a quality program of high school agricultural education,

perhaps, makes the tasks expected to be accomplished, more than can be expected during

the first years of teaching. The issues of classroom management and student discipline

were consistent with the literature, and again in this study, surfaced as problems for first
year teachers (p. 46).

Teacher Induction Programs

Wong (2005) stated that “Induction is a comprehensive process of sustained training and
support for new teachers”. Wong provided beneficial insight to the struggles felt by all
viewpoints regarding the creation of a quality induction program that meets the needs of new

teachers. One fact that continues to surface while researching new teacher induction programs is

12



the word “mentoring”. The terms mentoring and induction cannot be used synonymously. Below
Wong (2005) points directly to the issue with using these two terms interchangeably.

The terms mentoring and induction cannot be used interchangeably. Mentors are

important, but they are only one component of the induction process. Mentors cannot

replace or be the only form of induction assistance. To do so would be to use a “one-size-
fits-all” mentality that says a mentor is all a new teacher needs to become an effective

teacher (p.43)

According to Wong mentoring should not be an isolated event. Mentoring is good and
serves a purpose, but new teacher induction programs must be “structured, comprehensive, and
focused on professional learning” (p.45).

The term induction refers to a comprehensive process; it has many moving pieces which
are created and designed to acclimate new teachers to the standards and visions set by the district
they are working in. It is designed to span more than one year in a teacher’s career (Wong,
2002a). When designing a new teacher induction program there are three basics that Wong stated
should be included.

1. Comprehensive. There is an organization or structure to the program consisting of

many activities and many people who are involved. There is a group that oversees the

program and rigorously monitors it to be sure that it stays the course toward student
learning. 2. Coherent. The various activities and people are logically connected to each
other. 3. Sustained. The comprehensive and coherent program continues for many years

(Wong, 2005, p.47).

The Beginning Educator Support Team program aligns with the components of an effective new
teacher induction program mentioned by Wong. In Disberger et al. (2022a) researchers agreed
that mentoring is important but cannot stand alone. In Kansas the other program components
include on-site visits by a program coordinator and professional development opportunities
focused on current teacher needs (Disberger et al., 2022a).

Induction programs for school-based agricultural educators must be unique and able to

fully encompass the nature of this profession. In Tummons et al. (2024) identified specific

examples to reference the unique challenges faced by agricultural educators. A few of these are
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FFA advising, Supervised Agricultural Experiences, and extended contract hours. Many
beginning teachers feel the pressures of maintaining a quality agriculture program and end up
feeling trapped or overwhelmed (Tummons et al., 2024). The research conducted by Tummons et
al (2024) further supports the need for a quality new teacher induction program and mentions
that...
four-year programs [pre-service] cannot fully train agriculture teachers for all the jobs
they have, practicing teachers often realize they need more training after they start their

careers, and teachers need in-service training to keep up to date to technology changes
within the industry (p.181).

Mentoring In Education

Mentoring is consistently one of the foundational pillars discovered in research
associated with supporting Early-Career teachers. Disberger et al (2022) mentioned that
mentoring alone is not enough to sustain new teachers through the early years in the profession,
but it should be one of the main components of a quality induction program. Kitchel (2006)
stated that “Members of the Association of Teacher Educators (ATE) rated mentoring beginning
teachers as one of the two most critical issues for improving teacher education (Buttery,
Haberman, & Houston, 1990)” (p.64). Kitchel then goes on to state that across the nation more
than half of all teachers leave the profession before the end of their sixth year. The latter
statement can be compared to the current research supporting the claim that this number has
shifted from six years to five within the last two decades (Kitchel, 2006). Formal mentors play an
important role in supporting new agriculture teachers and they prove to provide psychological
assistance (Kitchel, 2006). Toombs and Ramsey (2020) point out that formal mentoring helps
provide a foundation for a consistent message when new teachers are seeking advice. Many

teachers often use informal mentoring out of convenience, and while there can be benefit to this
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in a social aspect there has to be a way to ensure that the advice they receive is sound and is
rooted in good experience (Toombs & Ramsey, 2020).

One fact revealed by Kitchel (2006) is the effectiveness of strategically pairing mentors
with new teachers instead of random or convenience assignments. Pairing mentors with
compatible new teachers creates a more satisfying experience which leads to a positive
experience for both mentor and mentee (Kitchell, 2006). Factors observed and used to aid in
determining compatibility were attitudes, similar values, working styles, and teaching
philosophies. Finally, Kitchell (2006) recommended that the mentoring process should be further
investigated to find out how the experience could be more satisfying/beneficial to the mentor, but
this does not put priority over the experience of the mentee since the underlying focus is to better
equip new teachers to face challenges as they arise.

In Disberger et al (2022a) we see an implication made concerning first year teachers:
One mentor should be an agriculture teacher within the same FFA district for ease of
meeting and the ability to answer district level questions and provide casual interaction at
events. Another should be a teacher within their school to help them learn school culture,
policies, and procedures. The teacher’s school mentor should have a natural time to meet
in the day such as a common planning period or lunch (Tait, 2008). Finally, a peer
mentor with whom they can exchange resources and recognize they are not alone, and
their experiences are not unique to them. The frequency of meetings may be higher at the
beginning of the year. (P. 143)

This implication further supports the need for support in multiple areas and the importance of
ensuring that mentors and mentees are compatible. The highest quality mentoring relationships
are based on similarities between the new teacher and their mentor, if similarity in regard to
values, attitude, and philosophy is the basis of mentor-mentee pairing they are more likely to

have a satisfying experience (Greiman, 2002).
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Professional Development for New Teachers

Many teachers experience similar challenges during their career; the advantage of a
veteran teacher is they have experience, and it is likely that they have seen the challenge before.
Disberger et al (2022a) shared that professional development should be tailored to who is
receiving it and should be part of a comprehensive program, not isolated events with no theme or
commonalities tying them together. Current literature aims to take new teacher induction
programs and transition them into a career long professional development process (Wong, 2005).
This supports the need for creating an induction program that is tiered and offers different levels
of support based on the experience of the teacher (Disberger et al., 2022a).

The research on professional development needs of new teachers is plentiful, but it can
generally be narrowed down to a few topics of interest, classroom management, classroom
instruction, time management, working with administration, and overall job satisfaction (Boone
& Boone, 2007; Myers et al., 2005; Smalley et al., 2019). With this information known it
confirms that the research supports the fact that teachers cannot learn everything they need to
know during a preservice program (Tummons et al., 2024). The key for achieving proper
implementation from new teacher induction to mid-career to late career is sustainability (Wong,
2005). The effectiveness of professional development received by a teacher is higher when it can
be directly linked to a continual process that the teacher has been a part of throughout their
career (Wong, 2005).

Early-career teachers have needs that are unique to their experience level, Smalley et al.
(2019) has taken a closer look at the needs of school-based agricultural educators based on the
areas of teaching, classroom management, and technical agriculture. Teachers who had high

levels of engagement with professional development on specific topics indicated low levels of
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need in those areas, this reinforces the importance for frequent and sustained professional
development (Smalley et al., 2019). To create an efficient and professional development event
the creator must consider timing, the audience, engagement desired, and space for participation
(Smalley et al., 2019). A Professional development event should be centered and built around the
audience attending the event, not around the presenter (Knowles, 1980, p.45).

Professional development needs change, in the same way that people age and learn from
success or failure, the professional development needs reflect this learning process (Tummons et
al., 2024). In the Touchstone (2015) article we see a promising implication which states:

Although most of the identified concerns have been addressed in university preparation

courses as well as the beginning CTE teacher seminar offered each fall, a two day

seminar may not be sufficient to address the hygiene factors identified in this study. As a

result of this study, Team Ag Ed and the College of Education in cooperation with the

College of Agricultural and Life Sciences should expand training on the identified skills

and strategies in state induction programs and seminars as previously suggested by

Moore and Swan (2008) and addressing career hygiene (extrinsic) factors for beginning

teachers (Herzberg et al., 1959). (p.181)

This knowledge, while limited by the focus of agriculture teachers in the state of Idaho, still

contributes to the common pool of knowledge which aims to continually revise professional

development needs and bring them up to date (Touchstone, 2015).
Beginning Educator Support Team Program

A content specific induction program supports teachers through frequent challenges faced
by Early-Career teachers; it also adds a layer of perspective through using the experience of
veteran teachers and administrators that can draw on personal experiences from their own careers
to help guide the mentoring process. A few factors unique to agricultural educators are FFA
advising, extended contract hours, supervised agricultural experiences, and the responsibility of

maintaining a quality school-based agriculture program (DeLay & Washburn, 2013).
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In Kansas, the areas of need served by the BEST Program have been isolated to the three
main areas of mentoring, on-site visits, and professional development and the program spans the
first three years of a new teacher’s career (Disberger et al., 2022a). In the area of professional
development Disberger et al. (2022a) found that a comprehensive professional development
program would be more ideal instead of “snapshot” or isolated professional development
activities. Implementing a program that spans the first three years of a teacher’s career allows for
the creation of a tiered system that begins with a formal structure and as teachers mature in their
ability the program becomes less structured (Disberger et al., 2022a).

Disberger et al. (2022a), stated that the mentoring component should not take precedence
over the others. It is important, but mentoring is one of three identified areas of need for new
teachers, therefore it should be one of three primary components that the program facilitates. The
Disberger et al. (2022b) longitudinal study allowed researchers to track the needs of teachers in
real time. This immersive approach created the foundation for knowledge which led to the

creation of the Beginning Educator Support Team new teacher induction program in Kansas.
Epistemology

This qualitative study was guided by the view of constructivism. The goal of
constructionism is to rely heavily on the participants’ views of the situation or phenomenon
being studied (Cresswell, 2013). Cresswell (2013) explains that constructivism often appears in
phenomenological research because the aim is to understand lived experiences which is
grounded in the experiences and perspective of the participants. The researcher’s intent is to
interpret and make sense of the meanings and perceptions others have about the world, this is

why qualitative research is often referred to as “interpretive” research (Cresswell, 2013).
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Conceptual Framework

The conceptual framework that guides this study draws from the work of Wong (2005),
regarding the creation and implementation of a teacher induction program that is comprehensive,
coherent, and sustained (p. 47). Wong shares that induction programs vary in accordance with
the specifics of each district or educational community but there are several common elements
present in successful programs:

1. Begin with an initial 4 or 5 days of induction before school starts

2. Offer a continuum of professional development through systematic training over a period
of 2 or 3 years

3. Provide study groups in which new teachers can network and build support, commitment,
and leadership in a learning community

4. Incorporate a strong sense of administrative support

5. Integrate a mentoring component into the induction process

6. Present a structure for modeling effective teaching during in-services and mentoring.

The induction process is a journey that operates on a continuum, an effective program cannot be
sustained by snapshot or singular isolated professional development training.

In summary, for a new teacher induction program to be successful they must possess the
common traits exhibited while also including the dissemination of information or specific

trainings that complement the individual needs of a local educational community (Wong, 2005).

19



Chapter 3 - Methods

Overview

The purpose of this study was to understand how new agriculture teachers in Kansas
perceive the effectiveness of mentoring relationships, on-site visits, and professional
development opportunities provided through the 'BEST' program on their Early-Career teaching
experience.

1. How do new agriculture teachers perceive the effectiveness of support they receive

through mentoring in the BEST program?

2. How do new agriculture teachers perceive the effectiveness of professional

development received through the BEST program in their subject area?

3. How do new agriculture teachers perceive the effectiveness of the on-site visits they

receive through the BEST program?

4. What areas of the BEST program would participants recommend revising?

5. What area(s) of the BEST program had the greatest positive impact on the new

teachers’ experience in the profession?

Qualitative methodology was chosen for this study because the purpose was to fully
understand the perceptions of Early-Career teachers associated with their experience during their
time in the BEST program. Semi-structured qualitative interviews provided an opportunity to
connect with participants and engage with them based on each component within the BEST
program. Understanding how each participant perceives the effectiveness of mentoring, on-site
visits, and professional development helps the researchers determine if the program is currently

living up to its intended goals.
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This Phenomenological case study design focused on the phenomenon of being a new
agriculture teacher participating in the BEST program in Kansas.

The collection of data and analysis were qualitative and included the use of open-ended
question one-on-one interviews mixed with discussion. These interviews were conducted with
participants with experience ranging from 1-2 years of completed teaching experience. A total of

seven participants were selected to participate in the interview process.
Trustworthiness/Integrity

To ensure credibility, I respected all viewpoints during the interview process, and to
ensure interpretation was accurate I included member checking where participants had the
opportunity to follow up with the researcher and clarify any misinterpretations in the message
they tried to convey for each response received (Lincoln & Guba, 1985; Merriam & Tisdell,
2015). Member checking was completed by allowing the participants to review the transcripts
during a set time frame, transcripts were sent to each participant via email and participants were
given one week to review and then confirm that the transcript was accurate. To continue
establishing credibility each interview was conducted in a manner that emphasizes the
importance of extended engagement, prolonged engagement allows the researcher to fully grasp
the culture and allows time to build trust with each participant (Lincoln & Guba, 1985). The
interviews lasted a minimum of one hour, which ensures the participants were granted enough
time to provide an in-depth explanation of the answers they provided.

While interviews were conducted, I maintained a record clearly articulating possible
biases or assumptions as they revealed themselves, reflexive journaling allows the researcher to
document and isolate thoughts or possible biases throughout the interview process (Lincoln &

Guba, 1985). Clear documentation starting with the creation and pilot of interview questions,
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researcher notes, and analysis process create a dependable audit trail which could be used to
recreate the study (Lincoln & Guba, 1985). During data analysis this was shared with peers to
help determine how this impacted the study and if continuation is needed to further address any
bias with the participants. The use of researcher triangulation was integrated through the
involvement of multiple peers during the analysis of data; this was accomplished by
incorporating peer review into the analysis process. Triangulation is the method of using multiple
sources for data, methods, or peers to ensure the validity and reliability of the research findings

of a study (Lincoln & Guba, 1985; Merriam & Tisdell, 2015).
Positionality

I am an agriculturist who has chosen to teach others. My priority is teaching students how
to leave college and enter the high school classroom ready to peak student interest and advocate
for the industry that impacts all living beings. My primary motivation for agriculture is the fact
that this industry touches us all, it is a foundational block of society and without it, we would be
naked and hungry. As a former high school agriculture teacher, I understand what it takes to
develop a good or bad teacher support program. I experienced a new teacher induction program
at the start of my career that was mandatory to gain a professional teaching license. The
beginning of a new teacher’s career is crucial to their success in the profession. This research
allowed me to delve into the lived experiences of new teachers in Kansas and highlight how
effective they perceive the BEST program to be.

I have spent my entire life immersed in agriculture production and understand the basics
of how farm operations go from seed to table or from newborn to product. Life is a cycle, and
that makes the agriculture production process a cycle. Understanding these concepts is crucial

when you are put in a position to teach others. My experience in the industry has been a great
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resource throughout my career. A limitation that comes with this kind of exposure is having a
bias to be supportive no matter what the discussion topic when it pertains to agriculture. As a
former high school teacher, I am still an advocate for the teacher’s voice and continually place
myself in a position of support for the profession of agricultural education. While conducting this
research I had to make note of potential bias that could be projected based on my experience. To
help with this process I kept note of this and ensured that the conversation was organic and
primarily influenced by the participant. During the analysis process I fielded questions and
thoughts with a peer who was unconnected to the population of this study and has limited
exposure to the agriculture industry. This was a primary reason for the completion of a pilot
study; to field questions that would be asked during the study.

While designing the research study, it was important to consider these biases and keep
track of these through field notes. Simple things like phrasing, visual cues, and body language
can influence the way data is collected. To create a more credible data collection process I
acknowledge what I brought to the conversation and used a reflexive journal to help process my
thoughts and decrease researcher bias interfering with the conversation. After acknowledging all
of these lived experiences, potential biases, and predispositions, I took time before interviews
began to set this aside during the collection process with the intent of letting the conversation be
organic and driven by the participants. It was crucial for this study to only capture the lived
experiences of the participants, not a mixture of theirs and the researchers. The findings from this

study are centered around the participants lived experiences and perceptions.
Pilot Study

To increase efficiency and richness of data quality during the official data collection

process, a pilot study was conducted with a specific goal of determining the best format to
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conduct the interview and how this would impact the quality of data collected (in-person vs.
Zoom), and fielding questions to ensure they yielded the intended information influenced by the
research questions. The first pilot interview was conducted in-person and proved to be impactful
by producing rich data and allowed the researcher to see the participant in their natural
environment. The second interview was conducted using the zoom platform and while in person
was favored by the researcher there was no actual argument that could be made to suggest one
format over the other. During the pilot interviews they were both recorded and transcribed using
the Zoom platform to establish consistency.

Question fielding was important during the pilot because based on feedback received by
the participants the researcher was able to remove, re-word, and condense some questions listed
in the framework. The first major takeaway from the feedback was redundancy in some
questioning categories. One addition that was recommended was the inclusion of probes if
needed to gather adequate data for each section of questioning. The probes were included in the
official framework to increase transparency. It was acknowledged by both pilot participants that
they have an “outgoing” personality, and they are always going to share “more than is needed”
when they are asked a question.

The original time allotted for each interview was 45-60 minutes and after completing the
pilot it became evident that the time allotment should increase to ninety minutes to ensure
participants have adequate time to share their thoughts and experiences. At the conclusion of the
pilot interviews data was transcribed and reviewed, during this process the researcher was able to
see depth and quality in both transcripts which influenced the decision to conduct the official

interview process over Zoom.
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Research Design

This study aligns with a phenomenological concept because the aim was to understand
how teachers perceive effectiveness based on their lived experience. According to Cresswell
(2013), “phenomenologists focus on describing what all participants have in common as they
experience a phenomenon.” (p. 76). The phenomenon studied by this research is perceptions of
new agriculture teachers on BEST program effectiveness. The qualitative methodology allowed
the researcher to gather rich data which contributed to the data analysis process.

I used a systematic qualitative approach based in interview data collection to better
understand how early-career teachers perceive the effectiveness of mentoring, on-site visits, and
professional development of the BEST program. The researcher also aimed to discover teacher
perspectives on possible revision areas and overall program effectiveness. According to Merriam
& Tisdale (2015), purposeful sampling is based on the assumption that the researcher wants to
discover, learn, or gain insight so the sample must be chosen based on participants that have the
most to contribute to learning. According to Patton (2015), the power of qualitative purposeful
sampling directly stems from the emphasis on in-depth understanding of specific cases. The first
step in this process was to identify possible participants who would best fit the purposes of this
study; this selection was made based on inclusion and exclusion criteria.

Inclusion criteria:
1. One full year of teaching experience
2. Two full years of teaching experience
3. Had record of at least one on site visit from the BEST Program Coordinator
4. Had record of engagement in professional development opportunities.

5. Returned to the classroom (are still in the profession)
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6. Hold the appropriate Initial Teaching License indicated by the INITCH acronym (Kansas

State Department of Education, 2026)

Exclusion Criteria:
1. Alternatively licensed teachers
2. Teachers who added agriculture to a different type of teaching endorsement.
3. Any emergency substitutes
4. Did not return to the classroom the following year.
5. Unknown licensing status

6. No engagement with the BEST Program

This information was accessed using the tracking records kept by the program coordinators. The
total number of teachers that met the criteria above was 27. All potential participants were
contacted by the researcher using the email address on record. The initial email was used to
discover interest and willingness to participate in this study. The subjects who responded (n=7)
confirming their willingness were sent a Google form to indicate which day and time worked
best with their schedule. Once all willing participants completed the form the researcher sent
confirmations to each participant indicating the date, time, and pertinent information regarding
the study. Prior to each interview a consent form was sent to each participant, this form was
briefly discussed at the beginning of each interview to ensure transparency and offer an
opportunity for participants to ask questions related to the signed form.

Each interview was allotted ninety minutes to ensure adequate time for the participant to
share their experiences and perceptions of the program. Interviews were conducted using the
Zoom platform and were recorded and transcribed using this platform. The initial transcription

provided by Zoom was reviewed by the researcher thoroughly to ensure accuracy. The researcher
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implemented member checking by allowing the participants to review the completed transcripts
and provided feedback concerning any errors they discovered, once the participants approved the
transcripts the researcher moved forward with the data analysis process. Member checking is the
process of checking data, interpretations, or conclusions with the participants where the data

originated (Lincoln & Guba, 1985; Merriam & Tisdell, 2015).
Saturation

Creswell (2013) shares that saturation is the point in the process where “the categories are
‘saturated’ and the inquirer no longer finds new information that adds to an understanding of the
category” (p. 289). Saturation was reached at the conclusion of the fifth participant interview. A
total of seven interviews were originally scheduled so I continued as normal since the sample
size was small to begin with. This gave me a chance to reinforce what was already known based
on the previous interviews but while establishing themes it aided in the creation of strong themes

which were well supported.
Data Analysis

The data were analyzed using thematic analysis and the researcher integrated both
inductive and deductive coding process (Creswell, 2013). The deductive framework was
established using the interview questions that guided the interview process. A hybrid approach
was adopted because of the rich data that was collected. The integration of both requires the
researcher to continuously analyze and then reflect between the frameworks and the raw data
(Creswell, 2013, p. 45).

The analysis process followed six steps; familiarization with the data, 2) generating initial
codes, 3) searching for themes, 4) reviewing themes, 5) defining and naming themes, 6) produce

the findings (Braun & Clarke, 2006).
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Phase 1: Familiarization with the data
During this phase the researcher took Zoom transcriptions and completed a thorough
review comparing them line by line to the audio recordings. Once the transcripts were
reviewed, they were sent back to participants for review to ensure accuracy in language
and meaning. During the transcription and immersion process the researcher kept a
reflexive journal to record ideas and patterns noticed while reading (Lincoln & Guba,
1985). All transcripts were re-read after participant confirmation to continue the
familiarization process.
Phase 2: Generating initial codes
After the researcher became familiar with the data an initial code book was
created using a Microsoft Word and then applied to each transcript. The initial codes
were deductive and based on the research questions that guided the study. This coding
process was completed manually, and each transcript was closely compared to the initial
codes to organize data into similar groups.
Phase 3: Searching for themes
After concluding the initial coding each data set was reviewed and codes were
organized into thematic groups, a new document was created to define each theme using
codes and raw data excerpts.
Phase 4: Review themes
During this phase all themes that emerged were compared to original researcher
notes and codes. To support each theme, I looked for the most frequently appearing
codes. To ensure reliability a peer was included in the review process and compared

original transcripts to emergent themes for accuracy. A peer was given a segment of the
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transcript and the code book, once coded this was compared to the researcher’s original
analysis.
Phase 5: Defining and naming themes

Six consistent themes emerged from the data and were defined as, 1) Individual
teacher support needs based on context and growth, 2) Impact of community and
connection on teachers’ experience, 3) Relationships and trust are essential for effective
mentoring, 4) Perceived support across teaching and FFA advisor responsibilities, 5)
Impact of content and professional specific support. 6) Site visits provided valuable
support, logistical constraints limit impact.

Summary

This chapter provided an in-depth discussion of the methods used in the design of the
research completed in the study. The next chapter will provide the findings reported in phase six

of the framework used to guided data analysis.
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Chapter 4 - Findings

Overview

The primary aim of this study was to understand how Early-Career teachers with one-two
years of completed experience perceived the effectiveness of the BEST program in the areas of
mentoring, on-site visits, and professional development. Additionally, the researcher sought to
understand how the teacher perceived the effectiveness of the program as a complete unit on
their teaching experience thus far. The selected range of teaching experience allowed the
researcher to focus on the operation of the program in its most current form.

This chapter will present the findings of the qualitative interview process conducted with
the seven participants. The chapter includes an in-depth analysis of the emergent themes
connected to each research question. The research questions that guided this study are: How do
new agriculture teachers perceive the effectiveness of support they receive through mentoring in
the BEST program? 2) How do new agriculture teachers perceive the effectiveness of
professional development received through the BEST program in their subject area? 3) How do
new agriculture teachers perceive the effectiveness of on-site visits they receive through the
BEST program? 4) What areas of the BEST program would participants recommend revising? 5)
What area(s) of the BEST program had the greatest positive impact on the new teachers’
experience in the profession? The findings in this chapter will present a comprehensive
understanding of the teachers lived experiences while participating in the BEST program.

*All names have been changed to maintain confidentiality of participants.
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Demographics

The participants in this study were all traditionally certified and all went through the pre-
service program at Kansas State University. We had a split of two male and five female teachers
in the study; we also had representation from four single teacher programs and three multi
teacher programs. The Largest multi teacher program was three teachers. This study focused on
teachers with one or two years of completed experience, two of the participants in this study had
completed two years of teaching and five had completed one year. While they share a common
pre-service educational experience they have dispersed across the state and we have
representation from five out of the seven FFA districts in Kansas. While it is common for
students to attend the pre-service program at KSU and then return home, all teachers chose to
stay in Kansas upon graduation, two of the participants did not solely grow up in Kansas but
learned to appreciate the culture which primarily led to their decision to stay. One area that helps
picture the school environment for this group is school size, we have representation from 1A (12-
106 students) — 4A (308-680 students). Kansas ranks schools from 1A-6A. Most of the programs

fell between 2A and 3A.
Theme 1: Individual teacher support needs based on context and growth.

Theme 1 addressed research questions 1-4 by acknowledging how teacher experience changes
the support needs of new teachers.

This theme highlights how teachers evolve as they begin to mature in the profession, this
maturity for some can start as early as a few months into their first year. The theme emerged in
five out of seven interviews and shows that support needed by new teachers can change based on

context and overall growth/maturity of the specific teachers.
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New teacher support needs are unique to each individual, although there are some
similarities among teachers. It is foundational for an established relationship with the coordinator
to help guide the lived experience of new teachers. Sally-Ann highlights how she prefers support
within an induction program and clearly indicated:

I like the tiered approach, where it's okay. You're here with all my support, but then also

that gradual kind of release of, I don't want to say hold, but like, that gradual kind of

backing up, where it's like, okay, you got it, it kind of gives you a little bit more
confidence, where it's like, oh, like, you think I can do this now, thank you.
This perspective shows the importance of letting teachers find their own footing and learn
through experience. The tiered approach allows teachers to build confidence and focus on
different areas as they grow and mature in the classroom. Timothy compared the tiered approach
to:

riding a bike without training wheels for the first time. You have someone that's kind of

holding you up the whole time. And then, to me, you're not gonna learn unless someone

let’s go at some point.
His visual represents the importance of how a tired approach is a better path to immersion into
the profession. Teachers need support to get them on the right path but then they must decide
how to move forward. Internal motivation builds teachers’ confidence and creates experiences
that teachers are proud of. As teachers become more comfortable and acquainted within their
role at the local level they begin to increase interaction on a district and state level. This comes
with its own differentiated support expectation. Jasmine shared her experience with how her

engagement changed in correlation to her calendar, she stated:
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I kind of think they were super beneficial towards the beginning of the year, and then

once things once I really, uh, was able to kind of get my feet under me, um... [ don't... I

think that might have been why I didn't go to the last one. Something was going on

during that time, but kind of towards the end of the year, I was so busy with FFA.

As teachers balance FFA responsibilities and classroom teaching, and the more they
become immersed in the profession their needs shifted. Jasmine stated how once she was “able to
kind of get my feet under me” her level of need shifted because the level of experience had
increased. In contrast Scotty preferred:

I think for me, I like. I'm gonna say the handholding through the whole thing, um... |

think... more help is always better. Um, especially in education. Um... I know for me, I

will always accept help or advice from anybody who tries to give it to me, because |

know I don't know everything.

Which further speaks to how every teacher may have similar needs, but they cannot
always be grouped together. Scotty expresses an interest in continuous support and his support
comes from a stance of vulnerability. This view differs from Timothy who views himself as an
“independent person so I don't like to seek help unless I really need to.”

Support needs can also be impacted by specific factors like a job change, Nancy
experienced a school change between year one and two and mentions how:

just thinking about second-year teaching, because... at least for my class, we had a lot of

people move schools. So, I think if we would have still had that support our second year,

it would have been really helpful for a lot of us.

Assessing teacher needs must also consider factors like a location change, a tiered

approach may be preferred by many, but this experience supports the inclusion of a specific
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accommodation that helps new teachers navigate changing from one school to another. New

schools bring new considerations.

Theme 2: Impact of professional community and collaboration on teacher’s

experience.

Theme 2 addressed research questions 2 & 5 by observing the impact of community, connection,
and collaboration on teacher experience.

New teachers unanimously agree that finding a sense of community and developing
connection is one of the strongest points within the BEST program. This theme specifically
highlights how teachers find support within each other and develop cohesive bonds which turn
into strong professional relationships. Six participants echoed that the sense of community they
found within the program was a major proponent in helping them find new ways to be creative in
the classroom and relieve the burden of isolation. The theme directly correlates to RQ2 by
producing observable data supporting how professional development events containing a social
element help build relationships. The theme also correlates to RQS5 by showing evidence that the
since of community and relationship developed through the BEST program has a positive impact
on the teachers’ professional experience.

As a single teacher program Timothy expressed the need for building a sense of
community and stated:

The BEST program was a big community thing for me, because it helped my confidence

with knowing that I'm not the only one struggling here, I'm not the only one that's having

problems here, I'm not the only one that's dealing with this in my school.
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As a new teacher in a single teacher program, it can be difficult to develop a solid footing
in the profession without a good support system. Timothy relied on the support system that the
BEST program provided, and it has created a positive difference in how he approaches the
profession. Sharing burdens and understanding that other teachers were facing similar challenges
gave a sense of security that he carries with him on the days that are tough.

Scotty had similar feelings to Timothy but was located on the other side of the state. The
BEST program creates opportunity for teachers to build relationship and reinforce the idea of
community. Scotty expresses the importance of connecting with teachers inside of the
profession, since agriculture teachers have unique roles, it is important for them to build a
support system that can relate, Scotty explains:

I think it boils down to the relevancy. The content-specificness of it, um... And plus, |

mean, not that I want to be away from school, but I enjoy getting to go be with the people

that I went to college with. Those are typically pretty fun.

Which further highlights the importance of community while also mentioning
“relevancy”, Agriculture Teachers are unique in the school building, they have requirements and
demands most other school teachers are not aware of. Developing relationships in the school
building is important but having a support system that understands the requirements of an
effective secondary agriculture program is irreplaceable. Nancy agreed with the later potion of
Scotty’s statement and mentions “I loved seeing my classmates from college in person, and
getting to, like, catch up and hear about what they're doing in their classrooms compared to
whenever we're on Zoom.” Her comment also highlights how she values the in person

professional development opportunities offered through the BEST program because of the
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physical proximity to others and how it allows them to foster existing relationships and also
develop new ones.

Mary mentions a new perspective of making a friend. Mary stated:

And I got to meet her through the BEST program, which was really helpful, and then now

we've been able to get to know each other further at conferences and, like, share rooms

together and travel places together, so that's been kind of an added perk.

Mary’s perspective shows that sometimes meeting someone new can be refreshing and a
valuable resource while working in this profession. A professional friendship for Mary has been
just as impactful as all of the other added benefits of the larger support system. Mary also
mentions, “... I think I felt more confident as a teacher because of the BEST program, because of
the relationships that it provided me with”. This provided another layer of support showing how
building community and developing relationships can contribute to the confidence a new teacher
feels.

Sally-Ann is a new teacher in an isolated region and has done well becoming acquainted
with the area. As an agriculture teacher one of her priorities is sharing a well-rounded
perspective with her students. Sally-Ann mentions that with the connectivity of the BEST
program she has been able to:

work with other FFA advisors from all over the state. And so, I think just getting different

perspectives has helped me so much more, too. Instead of being stuck in my little, barren,

dry, brown dust desert, you know?

Learning about different programs and perspectives across the state helps her deliver
content that is well balanced and represents multiple viewpoints. Agriculture is diverse within

the state of Kansas, and she points to an example of “In Western Kansas, you purposefully plant
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cedar trees for shelter belts. Uh, Eastern Kansas, cedar trees are weeds.” This is a simple
example of how learning through others connected with the program is helping her create lessons
that engage students with all areas of agriculture within the state and fostering professional
relationships.

Jasmine is supportive of the program and highly regarded the professional development
opportunities that she attended, she mentioned:

The, uh, Early Teachers Ag Retreat that [ was kind of talking about earlier, um, that was

just a good day to, like, breathe. Um, it was kind of during our busy season. I think we

were a few months into my first-year teaching, so it would have been November,

December. Um, that day was just a good day to get away from the school and kind of do

some, like, reflecting with other ag teachers and, like, bounce ideas off of other ag

teachers.

In her eyes this retreat was an opportunity to recharge and connect with peers in the
program. Since this opportunity was during her “busy season” as a single teacher this was a good
chance to care for her mental health and share experiences with others. The comradery
established within this event is just as valuable to Jasmine and others that attended, new teachers
often feel isolated during busy seasons, and this also reinforces the idea that mental health is
important to new teachers.

The Impact of community and connection on a teacher’s experience is evident and each
of the six participants strongly suggest that their support system is imperative to finding success

in the profession.
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Theme 3: Relational trust is essential for effective mentoring and built

through the program

Theme 3 addressed research questions I and 5 by looking at how mentor relationships impact
program effectiveness and overall program experience.

The development of relationships and building trust with a mentor is a theme that
continuously emerges across all seven interviews. This theme highlights that new teachers place
value on establishing a relationship with a mentor and how this leads to trust when provided
things like feedback and advice. RQ1 is addressed by highlighting data that shows how a
relationship with a mentor directly ties to how effectively they perceive the mentoring provided
by Megan, the BEST program coordinator. RQS5 is addressed by showing how relationships and
trust are foundational values at the core of the BEST programs success.

Nancy is relationally driven and for this program to be beneficial for her it requires a
level of comfort that can only be acquired intentionally. Nancy mentions that, “If I have, like, a
relationship with the person, then I feel like... I look up to them more and trust their opinion
more.” Nancy started year three in the classroom this August and her relationship with the BEST
program Coordinator has continuously developed since her first day:

I probably called her like, once a week with a new issue or problem. Um, so she has been

a big role model. I feel like I could still call her now, and... every time I'm at an FFA

event and she's there, I sit next to her. So, she just always has good ideas, a good shoulder

to cry on.

The relationship has developed from initial uncertainty into full accessibility that Nancy
can rely on as a relationally driven person. This level of accessibility and the level of trust that

comes along with it are paramount for her.
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Jasmine is someone who resonates with Nancy’s perspective but also places a high value
on how the relationship with Megan extends further than just mentoring, Jasmine mentions:

Whenever she's around, typically I see her probably the most out of all of those mentors

in, um, BEST, just at different professional development events.

Her relationship with the program coordinator has helped her balance the struggles of
being a lone teacher in a high functioning program. Jasmine and Nancy both seek out Megan
when they are at mutual events and have an established rapport which extends beyond the one-
on-one mentoring.

Timothy echoes, placing more value in relationships than any other factor and explained
that the relationship he has with Megan has been built through his interaction with the BEST
program. Timothy stated that:

I do believe that is important for me, because, like, I felt with this, um, ever since my first

interaction through this program, I feel like we've been... we've built a good enough

relationship.

This explains how he perceives their relationship; Timothy also mentions that when the
program coordinator comes for an on-site visit, he felt that:

I knew that she wasn't going to be there to nitpick and find things that [ was doing wrong.

She was there to help, and so I didn't feel like I needed to be stressed out.

Timothy ’s level of comfort allowed his on-site visit to be thorough and allowed Megan
to see a more accurate representation of how his classroom operates daily. This reflects how new
teachers feel they can trust Megan and are more open to receiving feedback from her based on

the unique relationship she develops with each of them.
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Mary expresses how a preexisting relationship is the key to her receiving feedback during
an observation, she clearly emphasizes:

I really value mentorship in general. But I'm also the type of person that if I don't have,

like, a pre-established relationship with that person, or even, like, some kind of

relationship where I feel like I can vent to them or talk to them, or, like, get advice from
them, and trust that advice, then I'm apprehensive to do that.

Her relationship with Megan serves as the foundation for their interaction through the
BEST program. Mary highly regards Megan and appreciates any feedback or advice she has
received from her over the past few years. Mary expressed that she is not concerned with a
resume, but instead, places value on having a mentoring relationship that allows her to “vent”
and encourages authenticity and honesty.

Scotty expressed a unique perspective since he is not originally from Kansas and still
appreciates learning how everything works. He relays that:

I'm still learning Kansas FFA and Kansas and so... If I ever have any questions about

how something is, she's real good about clarifying that.

His relationship with Megan highlights how she is inclusive and helps him understand the
intricacies of Agricultural Education within the state of Kansas. Scotty finds importance in
working with Megan, and his peers within the BEST program, to ensure he engages and plays an
active role in district and statewide events.

Jameson’s relationship shows the genuine authenticity that new teachers desire, she
mentions:

She’s more so been that like, calming figure. Uh, like, when we go to big ag teacher

events, she's the one to clap me on the shoulder and be like, you're doing good, kid.
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This level of rapport allows Jameson to feel connected and comfortable to receive advice
or reach out when she has a need.

Sally-Ann puts priority on learning about different perspectives. She appreciates Megan’s
experience and her accessibility based on geographic location. Sally-Ann mentions:

I really got a pretty good relationship with Megan, like, just personally, like, I'll still call

her just out of the blue sometimes. Um, and she's a really good person for me because she

has a very different outside perspective.

Her appreciation for this objective perspective creates a unique dynamic in their
relationship. Further, this relationship contains fundamental elements perceived as important by
new teachers, as Megan encourages interest in outside perspectives, collaboration, and
encourages the goal of ensuring the education provided to students is grounded in a non-biased,

inclusive approach of Kansas agriculture.
Theme 4: Perceived Support Across Teaching and FFA Advisor
Responsibilities.
Theme 4 addressed research questions 1-3 by understanding how perceptions of support impact
effectiveness of mentoring, on-site visiting, and professional development.

This theme highlights how teachers perceive the balance between content and
experiences related to their role as a teacher and their role as an FFA advisor. The focus of this
study aimed to understand the lived experience through teacher perceptions, within this theme
teachers express how they view the dissemination of information from the BEST program. This
theme emerged across most participant interviews and correlates to the effectiveness of the three

areas of the BEST program mentoring, on-site visits, and professional development.
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Nancy expressed how during her first year teaching she felt that her cohort shaped and
pushed the conversation towards the area that they collectively were the most apprehensive
about. Nancy stated:

We did talk a lot about FFA, but I think there was a lot of anxiety from my cohort about

being an FFA advisor, so I feel like a lot of our questions went towards FFA. But I feel

like everything they planned was pretty 50-50.

This insight reveals that the intent of the program was to provide resources and
opportunities equally between teaching and FFA advising but her cohort collectively moved to
focus on FFA advising because they collectively had “anxiety” related to this aspect of the
profession.

Jasmine experienced a different perception than Nancy when she stated:

I do think it might be more teaching than, um, FFA advising. A little bit, just because I do

know that there's some schools that, they're not very big FFA programs, so I think we

mostly were focused on, um, like, curriculum, or teaching strategies.

This reflects a larger emphasis on teaching and supports Nancy’s perception by showing
what she needed and what was needed by her cohort. Every teacher will have different
takeaways based on their current needs, but the program implementation supports those needs by
tailoring emphasis based on teacher feedback.

Jameson experienced a 50-50 split between the areas of teaching and FFA advising and
briefly mentions how “They're like, this is how you have a really great classroom, but on the flip
side, you're also an FFA advisor, and you have to remember this.” Reinforcing the idea that an
agriculture teacher wears multiple hats, she supports the fact that when a teacher is hired, they

must fully embrace the role that is outlined in their employment contract.
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Sally-Ann points out through her experience that the program does a good job addressing
both side of the equation, she stated:

I'd say as an ag teacher, yes. Like, in terms of, like, how to teach content, what content

should you teach, you know, how to FFA advise, I think it's great. But I think there's a

nuance to it, that every school's gonna have different needs for their teachers.”

Her observation points out that in the specific areas of teaching and FFA advising, the
program addresses the needs of a new teacher, but she cannot expect to find everything she needs
through the BEST program. It serves its purpose but does not replace specific factors that should
be addressed or learned at the local level. Sally-Ann also followed by reinforcing the priorities of
the program through her experience when she mentioned:

I felt like the advice I got was applicable, because, like, they would be, like, just some
specific, like, FFA stuff. Like, I remember one of the Manhattan meetings we went over,
like, POAs, you know, how can you do this? Or how to coach a CDE team. Like, |
remember there was very, like, FFA-specific stuff. But then I remembered, you know, my
on-site visits, Megan could honestly care less about what I did with my FFA chapter. She
cared more about what I did in the classroom. So, I felt like they gave equal amount of
times to each, which I did like the separation.

This follow-up shows how there is a time and place for everything. Through Sally-Ann’s
experience she appreciated the distinction between dedicating teaching information and FFA
advising information. The mention of Megan’s focus during her on-site visit experience
reinforces the priority and intent behind the visit. As a new teacher she was looking to this

experience for feedback and advice concerning her classroom teaching, not a mixture of both.
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All interviews revealed that new teachers had specific needs but Mary had a unique
perception regarding her engagement with the program based on her needs, she mentioned:

I think that I didn't utilize the BEST program for the FFA program side of things as

much, like, that's not where I needed it for, because... but that's only really because of the

second teacher being here, and... he could run this whole chapter on his own. So, um, I

think that they did a really nice, even split of it, whether I utilized it or not.

Mary is well versed on the ins and outs of her role as an FFA advisor due to her
involvement as an active member, but her comment also reflects that if she did need something
she had a teaching partner who was willing and better equipped to help in her specific case. Mary
acknowledges that she may not have used information related to FFA advising because of the
resource available to her but that the program did have an even split and addressed the needs of
both roles.

Timothy ’s impression of the BEST program aligns with Jasmine’s viewpoint. Both agree
that content and resources provided revolve more around FFA advising. However, Timothy
states, “I would definitely say that teaching is heavier than FFA advising. Um, probably more
like...70-30, 70 to the teaching, 30 to the FFA advising.” Therefore, Timothy concludes that the
information given to him was effective and appropriate, however, he tends to use those learned
skills less than the practical teaching skills learned outside of the program.

Theme 5: Impact of agriculture content and professional specific support.
Theme 5 addresses research questions 1 & 5 by understanding the effectiveness of professional
development and creating positive impact on teachers’ professional experience.

New teachers consistently reinforce the importance of the BEST program. The research

shows these teachers find the BEST program effective by providing essential support and
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resources, which directly meet the unique needs of agricultural educators, therefore, improving
the agricultural profession in its entirety. This theme emerged in most of the interviews and
highlights how new teachers found value in content and professional resources that simply
cannot be addressed by traditional local level professional development opportunities. The
participants valued how experienced mentors and coordinators within the profession were able to
provide support based on lived experience and full understanding of the unique challenges faced.

Participants found high value in professional development opportunities provided
through BEST and were pleased with the relevancy in relation to their specific needs. Scotty
provided evidence by sharing:

It’s a lot better than the school professional development. The ones we have here at our

school. Um, a lot of those typically revolve around literature. And so... not something

that is 100% relevant to me. Again, we still teach literature and ag, but... Um, I think
most of the professional developments I have been through... been to are through the

BEST program, and so it's... just more... there's just more content, more opportunities,

um, and then it's more relevant.

Scotty continuously reinforces the importance of relevancy, and while he does
acknowledge how general school professional development can be integrated into his classroom,
his experience shows that the content BEST can provide is unique. School-based professional
development often does not address the specific needs that arise for agriculture teachers. Ag
teachers wear many hats and need expertise and guidance that addresses profession specific
concerns. Nancy noted that the professional development she experienced through BEST was

preferred to other professional development providers in the following words:

45



I liked BEST my first year compared to maybe... other PD I had to go to because it
directly impacted me in what I was going through. The relevance of agriculture
educations specific support allows teacher to immediately apply what is learned instead
of translating information into a format that works for their program. The BEST program
serves as a liaison to address the content and professional specific needs of these teachers
in a way that school-based PD opportunities are not capable of.

Agriculture teachers are tasked with connecting their classroom to real world scenarios
and relevant engagement. These teachers value building and fostering agriculture industry
relationships by learning how to educate students using real world scenarios. Agricultural
education-specific professional development opportunities provide teachers with ideas that foster
personal and professional growth through networking with other professionals. Sally-Ann
provides insight by sharing, “There are some of the workshops where it's like, oh, like, industry
tours! Do this and this and this, or this is a good place to visit, or have you tried this
connection?”’

These ideas allow teachers to develop strong community and relational ties. Sally-Ann’s
example directly bridges the connection of the classroom to the real world. This encourages
teachers to expand their resources by seeking out guest speakers, field day opportunities, or
possible internship connections for students. BEST encourages these connections within the local
community by establishing agriculture industry relationships that would not be possible through
participation in school-based professional development alone.

Finding balance and understanding how to efficiently accomplish tasks related to this
profession is just as imperative as connection to industry. Ag teachers have many responsibilities

they often encounter. Such as, an FFA chapter, planning or attending events, growing or
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maintaining the program facilities, as well as teaching and leadership in the classroom.
Fortunately, each of these aspects are addressed by the professional development opportunities
within the BEST program. Mary explains how professional development can range from:

...what can you use for your banquet, and what are the kinds of things that you want on

your wish list that you're gonna send your principals, and how do you wrap up your

school year?

Managing a program is a large responsibility for these teachers. These responsibilities
include creating effective lessons, managing an FFA chapter, building community relationships,
and contributing to the local school level as designated by administration. BEST provides a
competent support system for educators by employing mentors with lived experience and
unmatched empathy during these challenges. Having a mentor check in reinforces the
importance of teamwork and supporting new teachers through an induction process.

Jasmine shared the importance of having a mentor like Megan as a new teacher to ensure
successful endeavors:

Just making sure that those requirements, like National FFA were getting submitted, like,

our program of activities, and...making sure that we have our rosters turned in, just really

checking up on stuff like that that can get kind of out of our head, and making sure we
had a plan for this school year, and fundraising, and all that. So, she did a good job about
um checking in with specifically FFA events.

Learning scheduling, meeting deadlines and time management are all crucial parts of the
job. This check-in provided invaluable support for Jasmine and allowed for the mentor-student
relationship to continue growing. The workload can be overwhelming at times for new teachers,

and the BEST program offers support that directly addresses the needs of teachers individually

47



and collectively. Having a program coordinator that possesses years of classroom experience and
wisdom allows the program to support new teachers from a holistic perspective. As challenges
arise, teachers can seek help from the program and, in turn, receive practical information they
can use effectively and efficiently. The expertise of a mentor like Megan continues to have a
positive impact on program and individual effectiveness compared to school-level professional
development. Timothy helps make this connection when he discusses how the expertise of
Megan helped him during class:

She kind of helped me out. She did, uh... We had talked about the FFA roster and

making it a little bit easier to access that, and she actually helped lead that discussion

with my Agriscience class and working with them to get that part figured out.

Timothy directly points out how the expertise of Megan helped him navigate a difficult
component within his program. Quality support from the BEST program is represented by the
level at which Megan is effectively able to assist new teachers with multitasking, and time
management skills to create healthy agriculture programs across the state. This support
consistently addresses the multifaceted issues faced by agriculture teachers. Nancy’s expression
of how the program, “directly impacted me in what [ was going through” is indicative of a

powerful correlation between needs of teachers and effectiveness of the BEST program.
Theme 6: Site visit impact.

Theme 6 addressed research questions 3, 4, and 5 by looking at the effectiveness of on-site visits,
revision, and positive impact.

The on-site visiting experience provided by the BEST program was considered a valuable
experience by new agriculture teachers. The expertise of Megan and the relationship

development aided teachers in their overall feeling of support, one hinderance to this program
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was logistical struggles primarily related to limited time, scheduling, and geographic location.
This theme emerged across all seven participants and highlights a critical program weakness.
Participants highly regard Megan and appreciate her expertise, advice, feedback, and mentorship
but due to limiting factors like time constraint, scheduling conflicts, inconsistent engagement,
etc. all participants were not able to see the full potential impact of the on-site visit experience.
When asked to put the quality of feedback on a scale of one — five the replies range from two all
the way to five.

Participants appreciated having visits facilitated by Megan who is regarded as an expert
in agricultural education by new teachers. Expertise in the profession creates a deeper experience
for teachers by creating a commonality between the mentor and the mentee. Scotty specifically
mentioned his view on having an expert observer in comparison to his typical experience with
administration or other mentors Scotty shares:

It helps to... to have somebody come and visit you that knows about ag education. And
is observing you, because when people come and observe you and they don't know ag
education, or how agriculture classes work, it's typically... not as beneficial.

This experience highlights how the tailored approach of the BEST program creates a
positive on-site visiting experience and leads to feedback that can be directly applied. Any
observer that does not have the same background is limited in what feedback they can provide
due to the uniqueness of how agriculture programs operate. Megan, because of her experience, is
able to directly address concerns or provide feedback about topics like experiential learning, lab
settings, and the inclusion of FFA. These are factors that others may have a surface level
knowledge of, but their scope is limited. Expertise is displayed in different ways; Timothy

mentions how:

49



She was the one that helped me with my welding organization. Kind of help me manage
all the different welds that I was grading, and how to best, you know, put welds where
they need to go, and... get my grading system figured out in that first month. Yes, so she
helped with the grading system for that.

The expertise put Megan in a position to take action and help Timothy create a systematic
process that can be replicated in the future. This reveals how expertise in the content area
allowed for targeted feedback and a direct solution to meet the needs of the teacher. Observers
with an unrelated background can only provide limited feedback because they are often unaware
of the specific challenges faced by an agricultural teacher, even if they have awareness, it still
does not replace actual lived experience.

Relationships and trust are foundational aspects that set up the on-site visit experience for
success. Teachers having established relationships with Megan allow them to have a sense of
comfortability and vulnerability that otherwise is replaced with anxiety, Scotty explained:

There was probably a little bit of jitters, but... you know, I knew it wasn't like I was

gonna get fired if I did something wrong. Megan's such a great personality, it... there

wasn't a whole lot of nerves, but I'm sure there was some sort of... Oh my gosh, okay, I

gotta do this, I gotta do that, knowing... Knowing, okay, she's a teacher, she's taught, she

knows that I'm supposed to do this.
His experience highlights how teachers who are comfortable can be genuine and true to
themselves and allow Megan to see a more accurate representation of what their classroom looks
like day-to-day. Mary describes this as “comforting” which allowed her to feel that her presence

created a safe environment. Mary continues to describe Megan:
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She’s just very raw and real about things, and so if I knew that if something went wrong,
like, Megan wasn't gonna care, and Megan wasn't gonna, like, judge me for it, but Megan
was gonna tell me later on, like, this is what you need to fix.

Participants unanimously indicate they want an authentic relationship, the authenticity
that comes with an established relationship leads to trust. For teachers to receive feedback and
then want to take the initiative to change, they need a certain level of trust. The well-developed
relationship helped Jasmine provide Megan with a high five when rating the feedback quality.
She said that Megan, “was personal with us, and uh... with me, at least.” And this led to Jasmine
being more open to receiving feedback from her. New teachers emphasize the importance of
trust when receiving feedback, the way to gain trust is by continually fostering the relationship
between new teachers and Megan.

Participants found value in the on-site visits and emphasized the importance of making
this experience more consistent. Unfortunately, some teachers specifically identified that time
constraints had an impact on how beneficial their experience was. Mary rated Megan’s feedback
quality as a two and directly pointed to the issue of not having sufficient time:

The first time that she visited, she stayed all day, ate lunch with us, hung out, and then at

the end of the day, we talked for maybe 15 minutes, not very long at all. And then she

had to head out, and then... The second time that she visited, um, which wasn't a

requirement, but I had asked if she would visit. Um, she left halfway through the day, so

she left before lunch, and... we didn't really get to talk very much at all.

The first visit provided adequate observation but the lack of discussion time at the end of
the day decreased the overall impact of her on-site visit that day. Mary continued to explain by

stating that:
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I always felt like Megan left me wanting more feedback from her, or more information
from her. Um, and again, like, it was super helpful and really kind when she would say,
you're a rock star, this is going great, but, like, that's not what really helps me.

Mary acknowledges that she is a beginning teacher and there is room for improvement,
positive feedback and encouragement is great but to create an impactful experience this should
have been followed by goals for improvement. This pattern of wanting more was echoed by
Nancy who explained how she wanted “more time, and she would have been able to be there a
full day.” Not seeing the full day limited the interaction Megan was able to witness but also
negated the purpose of the visit since the debrief and follow up discussion was minimal or almost
nonexistent. Jameson also echoed a similar experience to Nancy and Mary, and she states that
with Megan “I didn't get as well-rounded feedback as I could have, because she just didn't see
anything.” A scheduling conflict and limited observation window attributed to negative visiting
experience for Jameson, which lead to her feeling like “pushed to the side.” Time constraints like
back to back visits and scheduling conflicts like last minute cancelations significantly limited the
effectiveness of visiting for these teachers.

While time constraints created a significant reduction in effectiveness it is important to
emphasize that participants still value this program aspect. Nancy rated her feedback quality at a
four despite having a limited on-site visit experience and she mentions that she still gets “good
advice from her still to this day,” Jasmine who rated feedback quality at a five is a prime
example of how this process should look. Jasmine had one initial visit where goals were set and
then received a second visit and mentioned how her second visit was:

a lot more relaxed, because, um, she was kind of just checking in with those goals,

checking in with those expectations that we set, and also just, um, kind of seeing where I
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was at with all the things that I was kind of worried about or struggling with in the fall.

She was kind of checking on them this spring, but didn't stay for too long, as that is our

very busy season, so she kind of was very respectful of my time, of knowing that I had a

lot to do.

This shows appropriate structure and progression that is intended by this experience. First
visit sets foundation and established goals to work towards and then second visit allows Megan
to measure progress and address things as needed. On-site visits are a crucial part of this
program, but these encounters acknowledge that improvement in regard to time allocation and

scheduling could increase the effectiveness for teachers.
Summary

This chapter revealed the themes that emerged during the coding process when evaluating
the interview transcript of each participant. The findings of this study resulted in six emergent
themes: 1) Individual teacher support needs based on context and growth. 2) Impact of
professional community and collaboration on teachers’ experience. 3) Relational trust is essential
for effective mentoring and built through the program 4) perceived support across teaching and
FFA advisor responsibilities. 5) Impact of agriculture content and professional specific support.
6) Site visit impact. Each theme represented in this chapter had a direct correlation to one or

more of the specific research questions used to guide this study.
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Chapter 5 - Conclusion

Overview

This final chapter will highlight the findings and connect them to existing literature,
discuss recommendations grounded in the findings presented, and offer recommendations for
future research. The study aimed to understand new teachers lived experiences based on their
involvement with the BEST program. There were five questions used to guide this study:

1. How do new agriculture teachers perceive the effectiveness of support they receive

through mentoring in the BEST program?

2. How do new agriculture teachers perceive the effectiveness of professional

development received through the BEST program in their subject area?

3. How do new agriculture teachers perceive the effectiveness of the On-Site Visits they

receive through the BEST program?

4. What areas of the BEST program would participants recommend revising?

5. What area(s) of the BEST program had the greatest positive impact on the new

teachers’ experience in the profession?
Discussion
RQ1: How do new agriculture teachers perceive the effectiveness of support they
receive through mentoring in the BEST program?

The findings suggest that the mentoring received by new teachers is beneficial due to a
few key factors: mentors’ level of experience, an established relationship and trust, and overall
personality and character of the program coordinator. New teachers crave feedback and in this
study the researcher was able to see how new teachers put more value in an established

relationship than in an expert. This finding is supported in a previous study completed by
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Disberger et al (2022b) which mentions the need for feedback is a top priority for teachers during
year one.

The effectiveness of mentoring can also be tied back to how new teachers perceive the
program coordinator as a person. Because of the coordinator’s effort they built a relationship and
trust with each new teacher, but many new teachers contribute part of their success to the
personality and fit for the role that she serves in. Nancy helped put this in perspective when she
mentioned, “she’s always been a big role model for me”, all participants appreciated their
relationship with the coordinator and put more value in the relationship than experience, but this
does not mean her experience does not add value to her role of providing mentorship that is
effective. With over twenty years of classroom experience the new teachers appreciated how she
shared resources and for some of the teachers she would provide a game or activity she used and

then walk them through how to implement this in their classroom.

RQ2: How do new agriculture teachers perceive the effectiveness of
professional development received through the BEST program in their

subject area?

Professional development is generally regarded as impactful and teachers each have their
own preferences but the diverse offerings within the BEST program show its ability to meet
teachers where they are. Most teachers prefer the in-person opportunities because of the
opportunity to connect with peers and foster relationships but several teachers brought up valid
points supporting the online format. The online format helped bridge the geographical gap and
allowed them to stay engaged. One teacher mentioned how he was an independent person and if
he didn’t need to reach out because his questions were already answered by the online platform

he was satisfied. As new teachers, this group is learning to balance their schedule and figure out
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what life looks like so during busy seasons the online platform served as a resource and added a
sense of security for those who needed it.

In general, all teachers felt supported by the professional development that was offered
and really appreciated how applicable the information was to their programs. A few of the
opportunities that teachers repeated were the panel discussion at KAAE Midwinter Symposium

and the Fall Retreat which allowed teachers to connect, recharge, and grow together.

RQ3: How do new agriculture teachers perceive the effectiveness of on-site

visits they receive through the BEST program?

The on-site visit is beneficial to teachers and most agree that having Megan come and
visit for a day was comforting even if at the beginning of the day they did have a tiny bit of
anxiety. This experience helps teachers feel supported, seen, and heard. While this experience is
beneficial it was the most inefficient portion of the BEST program for some of the new teachers
in this group. To establish effective on-site visits, teachers need consistency and a clear
expectation of what is supposed to be the outcome of this experience while also being
unincumbered by logistical issues like timing and scheduling. Some teachers felt that they were
“pushed aside” or even mention things like “just left me wanting more” which was all addressing
the fact that the teachers did not feel that they were appropriately observed because Megan had

another visit or had to leave their visit early.

RQ4: What areas of the BEST program would participants recommend
revising?
The primary area of revision would be surrounding the on-site visiting experience. Each

teacher found value in the experience, but they placed that value at different levels. The major
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issues teachers perceived as having a negative impact on this experience were timing,
scheduling, feedback delivery, and the fact that the program coordinator needs help.

All these factors point directly to the fact that Megan is one person and cannot adequately
cover the entire state in an efficient manner. Some teachers observed that while she was in the
classroom observing she was also working to schedule the next visit, confirm plans, or make
travel arrangements. All of this creates an inconsistent experience for the new teachers, and the
result tends to be teachers who are closer to the coordinators’ location are more likely to receive
a better on-site visit experience because it is uninterrupted by a logistical burden. The visiting
experience has value, but several teachers mentioned that one person to cover all of the onsite
visits was probably the cause of the “rushed” feeling.

Logistical constraints related to the on-site visiting experience was the primary constraint,
but a secondary revision mentioned by a few teachers would be to increase the in-person
Professional Development opportunities and consider adding opportunities that provide
structured time to practice what is learned at these events. Implementing this further, the teachers
need to collaborate with peers and receive immediate feedback or guidance since everyone
would be engaged in the opportunity and not distracted. One teacher did mention increasing the
length of the fall retreat and she explained that she and her friends felt the experience was cut
short in consideration of their time, but she would be fine with an extended experience. The
value new teachers put on being with their peers and relying on each other for support represents

how it is a crucial part of how they experience success.
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RQS5: What area(s) of the BEST program has had the greatest positive

impact on the new teachers’ experience in the profession?

All areas within the BEST program had a positive impact for each teacher, but some
experienced logistical constraints. Some also included the perspective of how they may not have
needed a specific Professional Development opportunity or site visit at that moment but when
they reflect of their experience, they saw the value and also saw how their peers benefited from
the opportunities. The cornerstones of success for this program are relationships, peer reliance,
and trust.

Each participant during the interview process mentioned how they were relationally
driven and without this component being a priority the program would struggle to find success.
Each teacher valued the relationship and connection equal or higher than the actual content being
delivered during professional development events. A few participants specifically mentioned
how being in the same room as their colleagues helped them feel supported, comforted, and
rejuvenized. This led to the peer reliance that is evident within this group of new teachers, not
only are they peers professionally, most consider the same people as their close friends and have
a relationship that extends beyond professional settings.

Trust was important for new teachers. It was observed in different ways throughout the
BEST program. The first was in regard to mentoring. An established relationship leads to trust
which then allows the new teacher to be more receptive of feedback that is given. The second
became evident when discussing professional development opportunities (primarily in-person
events). New teachers were able to benefit from these opportunities because they knew the team
that put them together collectively had close to fifty years of secondary teaching experience

which also spans a large geographical territory while still primarily being within the state of
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Kansas. When PD opportunities are created, they are pulling from this collective experience and
the resources and examples are directly relevant to what the teachers are experiencing at their
programs.

Recommendations

The BEST program in its current state offers effective support for most new teachers but
there are areas that would benefit from improvement. It is recommended that the program
continue to provide opportunities that foster community and connection with peers but also
include fresh or new opportunities that include more structured time during professional
development opportunities to work together and problem solve as a group. Adding this structured
time to Professional Development events adds more value for the new teacher and if a roadblock
is met then guidance can be received immediately.

After gaining a better understanding from each teachers experience with visiting, it is
clear there needs to be a uniform expectation set between new teachers and the program
coordinator. Some teachers explicitly mention that more feedback was wanted while others may
not have been as open to expressing this, it was inferred by the researcher that creating a standard
of what they expect would be beneficial for the teachers and coordinator. Without a clear
expectation the nature and effectiveness of feedback can vary greatly for each teacher. Disberger
et al. (2022b) mentions that one of the cravings teachers had during year one is more feedback.
The program should create a document or framework that is completed during the on-site visit
experience by the program coordinator to help bring consistency to the process, further
explanation in areas unique to the teachers’ need is expected but a framework to guide what is

being observed helps with transparency between the coordinator and new teachers.
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Logistical constraints were the biggest cause of unsatisfaction for the new teachers,
primarily regarding site visits. The two teachers from a more remote region in Kansas mentioned
that geographical constraints impact professional development as well. The major issue
surrounds the inefficiency of having one coordinator serve the state. The program should divide
the state into three sections (east, central, and west) and have a coordinator service each section.
Implementation of this may be difficult due to the new financial burden that would arise, but new
teachers found value in having established relationships with a mentor and appreciated the years
of experience they were able to draw from when providing examples or resources. Simply put,
one person is not adequate coverage for the entire state.

Adding additional members to help with the coordinator’s duties will also allow for more
personable relationships that are not only based on rapport and interaction, but they can be goal
oriented, this is simply not possible for one person to do across the entire state. Having a team
member in each section allows for more frequent interaction and increases the ability to
understand how new teachers are maturing in the profession. Which will create more targeted
and beneficial professional development opportunities that can include diverse learning
experiences.

During the participant interviews I observed that there were a few notable differences
between teachers with one year and two years of completed experience, but one constant was
how teachers saw opportunities that allowed them to collaborate with their peers as beneficial.
Creating opportunities that allow for structured and unstructured time for teachers to meet would
be embraced by all teachers in this study. By the time teachers complete year two and are
moving into year three they had developed more independence and were not as reliant on the

program resources. It is recommended that the opportunities created for collaboration for year
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two or three teachers focus on topics like SAEs in and outside the classroom. While further
investigation is needed, since SAEs were not a primary topic discussed during this study, one
first year teacher specifically mentioned that “my priority year one was not SAEs; I have bigger
things to handle first”. While this is not representative of all participants, it does suggest that
SAEs are underprioritized currently and there should be training that not only informs but also

encourages teachers to implement them in their programs.
Implications

The findings of this study can be used by the BEST program and their coordinators to
address recommended areas for revision and continue implementing a program that is responsive
to teacher needs and wants. This study supports existing literature surrounding this topic and
echo much of the knowledge learned from previous studies researching the BEST program in
Kansas.

Each study brings new perspectives and what was observed in this study corroborates
what is already known. Agricultural Education as a profession in the state of Kansas has strong
foundational support and based on the interaction with participants during the interview process
the BEST program is viewed in a positive manner. All participants unanimously concur that the
continued success of the program is founded in the establishment and fostering of relationships
between new teachers and the BEST program coordinator. Effective mentoring for each of these
new teachers starts with a relationship.

The BEST program is effective but has areas that could be improved. This study revealed
the logistical challenges that need to be addressed primarily concerning the effectiveness of on-
site visits. This topic is a continually moving target that needs to be monitored on a set interval.

New teachers change, grow, and want different things as they mature in the profession, this study
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reinforces that participants felt supported in different ways but all program effectiveness hinges

on the program coordinator fostering relationships that build a positive rapport.
Future Research

This study focused on understanding how traditionally certified new teachers with one or
two years of completed experience perceive the effectiveness of each support area within the
BEST program. Additionally, which area had the greatest impact on a new teacher’s professional
experience, and if they felt any revision was needed to increase program effectiveness. Future
research should include larger sample size, alternatively licensed teachers, teachers who do not
participate in the BEST program, and learning about perceptions of teachers who left the
classroom during their first three years in the classroom. The time constraint and research aim of
this study prevented the exploration of these factors.

Disberger et al. (2022a) mentions the subject of new teacher induction and addressing
their support needs is a research topic that should remain current. As teachers change and new
people bring unique experiences, the type and level of support changes. Future research should
continue to address the uniqueness of each cohort as they enter the profession through traditional
and nontraditional pathways. Sorenson et al. (2020) addressed how teacher turnover financially
impacts schools and districts through hidden and direct costs associated with hiring, therefore
future research should aim to address how new teacher induction programs compare from a
national perspective. Retention of qualified School-Based Agricultural Teachers creates a more
consistent learning environment for students.

Specific to the state of Kansas, researchers should continue using qualitative
methodology to understand why teachers do not prioritize SAE’S during their first year and how

this can be encouraged among new teachers. Timothy specifically mentioned that “SAEs were
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not a priority for me the first year, but I am hoping to bring that in more”. Based on this
statement it can be assumed that entering a new profession comes with pressure and determining
priorities continues to be a struggle for new teachers. Agricultural education programs are built
on a three-circle model and to have a successful program all three components must be present,
and the teacher must have a commitment to integrate them (Croom, 2008).

This study specifically looked at the experiences of traditionally certified teachers. Future
research should investigate how alternatively certified teachers view the visiting experience.
Since traditional and alternatively certified teachers have different backgrounds, the type and
needs of an onsite visit may be different. Therefore, it becomes important to consider the
qualities of a visitor and how they contribute to the overall experience. Future research might
study what ideal qualities new teachers consider crucial for a program coordinator or visitor to
have.

New research should aim to find the core areas that all teachers struggle with across the
country and then create a framework that can be replicated to support those foundational needs.
Once those needs are addressed each state should internally find what areas of support are unique
to them and create avenues of support for these identified areas. Implementation of quantitative
methodology to find these factors would be efficient but it is important for future research to
continue using qualitative studies to gain perceptions and lived experiences which will continue

to contribute to the topic of new teacher induction programs.
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Appendix C - Interview Questions (Original)

Mentoring

1. Please describe your relationship with your mentor through the BEST program.
e How often do you communicate with your mentor?
e What forms of communication do you use?

2. What specific aspects of your mentoring relationship have been most valuable to you?
e Can you share a specific example that illustrates this value?

3. In what ways has your mentor influenced your teaching practices or classroom

management?
e Have you adopted any specific techniques from your mentor?

Visiting
1. Please walk me through a typical visiting experience from your BEST program

coordinator.
e How do you prepare for these visits?
e What happens during and after the visit?
2. What feedback from visiting has been most impactful for your teaching?
e Can you describe a specific change you made based on site visit feedback?

3. How do site visits affect your confidence and competence as a new agriculture teacher?
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e Do you find that the visits have helped increase your overall feeling of support in

the profession?

Professional Development
1. Which professional development opportunities through the BEST program have you

participated in?

e  Which of these are most relevant to your needs?

2. How have BEST program workshops or training sessions impacted your teaching

methods?

e Can you share a specific example of something you've implemented?

3. How do professional development opportunities through the BEST program compare to

other professional development you've received?

e What makes them more or less effective?

Revision

1. What area(s) of the BEST program would you recommend revising?

e [fthis revision had been completed before you entered the program, how would it

have impacted your experience?

e What made you choose this revision specifically?

2. Do you believe that the BEST program is well structured? How would you change the

structure or implementation of the program?
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e What is your opinion of a tapering approach that looks like heavy involvement

during year one and then tappers off as you reach the end of year three?

3. Is there any part of the program that you feel would be beneficial to completely remove?

e Ifyouremoved one of the three components, what would you substitute it with?

Teaching/Professional Experience

1. How has the BEST program impacted your teaching and professional experience?

e Can you share a specific example?

2. Is there a specific example of a time when the resources of the BEST program helped you

overcome a challenge?

e Was the challenge related to your teaching experience or your professional

experience?

3. How has the BEST program impacted your confidence in this profession?
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Appendix D - Interview Questions (Revised)

Mentoring

4. Who do you consider to be a mentor that is connected to the BEST program?
e How have they helped you?

¢ Do you communicate often? When you do, what form of communication works

best for you?
5. In what ways have you experienced mentoring through the BEST program?
6. Do you consider Megan to be a mentor?
e In what ways does she mentor you?

e What is one piece of advice or helpful tip she has given you that you have used in

the classroom?
7. Do you find value in mentoring?
e  Would this program be as valuable to you if you received no mentorship?
e s it important for you to be well acquainted with your mentor?

8. Would mentoring be as effective for you if it came from a professional educator but not

one that you have previously established a relationship with?

On-Site Visits

4. Please walk me through a typical visiting (on site visit) experience from Megan.

e How or do you prepare for these visits beforehand?
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e What happens during and after the visit?

e How do you feel during these visits?

e s there something you wish Megan would do during these visits that she does not

currently do?

5. What feedback from visiting has been most beneficial for your teaching?

e (Can you describe a specific change or improvement to a teaching strategy or

classroom management strategy you made based on site visit feedback?

e s feedback given immediately?

e How long does it typically take you to process this feedback?

e On ascale of 1-5 how would you rate the quality of feedback you receive from

Megan?

e One = very poor

e Two= poor

e Three= acceptable

e Four= good

e Five=very good

6. How do site visits affect your confidence and as a new agriculture teacher?

e Do you find that the visits have helped increase your overall feeling of support in

the profession?
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e After a site visit do you feel that you have learned something?

Professional Development

4,

Which professional development opportunities through the BEST program have you

participated in?

e  Which of these are most relevant to your needs?

What percentage of professional development opportunities are allocated to teaching and
FFA advising? 50/50 even split? Changes with the season you are in, 70/30 heavier on

one or the other.

How have BEST program workshops or training sessions impacted your teaching

methods or classroom management?

e Can you share a specific example of something you've implemented? Was it a

long-term or short-term change?

e Have there been any that you tried, and they failed? Why do you think that

happened?

How do professional development opportunities through the BEST program compare to

other professional development you've received?

e What makes them more or less effective?

Do you prefer the in-person opportunities or the online?

Are professional development opportunities offered by the BEST program a priority for

you?
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Revision

4. What area(s) of the BEST program would you recommend revising?

e If this revision had been completed before you entered the program, how would it

have impacted your experience?

5. Do you believe that the BEST program is well structured? How would you change the

structure or implementation of the program?

e What is your opinion of a tiered approach that looks like heavy support during

year one and then tappers off as you gain more experience?

6. Is there any part of the program that you feel would be beneficial to completely remove?

e Ifyouremoved one of the three components, what would you substitute it with?

e If none of the above, what addition would you make?

7. Do you feel that the best program equally supports your needs as a teacher and as an FFA

advisor?

Teaching/Professional Experience

4. How has the BEST program helped you embrace the role of an FFA advisor?

e How have resources from the BEST program helped you overcome challenges in

your role as an advisor?
e  Which resource has helped the most?
5. Is there a specific example of a time when the resources of the BEST program helped you

overcome a challenge during your teaching career up to this point?
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e How did the BEST program offer support?

6. Do you feel like the BEST program supports you in all your areas of need?

e What area is lacking?

e How could the BEST Program better support you in this area?

Do you think that programs like BEST are important for new teachers? Why or why not?
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Appendix E - Codebook

Perceived Mentor Effectiveness

Mentor Id- This is the person that the interviewee identifies
as the person they receive mentorship from associated with
the BEST program.

MENTOR-ID-NOT-BEST- Any mentor identified that is
not actually associated with the best program.

Mentor Communication (Men-Comm)- Communication
method preferred by teacher

Mentor- Positives - What works?

Mentor Negatives - What does not work?

Mentor Relationship Quality- How does the teacher feel or
interpret the relationship they have with the coordinator?
Mentor Accessibility- How easy is it to ask questions or
touch base with this person

Mentor expertise- Knowledge and competency of the
mentor in agriculture education

MENTOR-VALUE- mentor provides value through
resource, connection, or interaction
Coordinator-IMPACT- direct impact of Coordinator on the
teachers’ professional experience.

ADVICE-QUALITY - quality of advice received and then
implemented.

MENTOR-NEED- something the teacher needed from
mentorship

Perceived Professional Development Effectiveness
PD-POSITIVE- beneficial opportunities.

PD-NEGATIVE- lacking experience? Not engaged? Not

beneficial or waste of time (redundant)? Need?
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PD-RELEVANCE- content relation? Specific vs aged?
PD-TIMING- schedule? Time of day? Season of business
or low point?

PD-FORMAT- in person? Online?

PD-ENGAGEMENT- did the teacher engage with the
professional development opportunities?

PD-IMPACT- How did pd impact the teacher? What
change did this start?

PD-FOCUS-ALLOCATION - allocation to each area of the
three-circle model?

PD-TAKEAWAY- what nuggets were able to be taken
home and put to use? Specific resources
PD-COMPARISON-OTHER- How does best pd compare
to other pd provided by other groups?

FALL-RETREAT- engagement with the opportunity and
then thoughts?

PD-PRIORITY- is pd from best a priority for the teacher?
PD-CONTENT- Did the participant view the content as
good, bad, indifferent.

PD-OUTSIDE-BEST- pd not offered by the best program
TEACHER-WANTING-MORE-PD- teachers interested in
more pd opportunities

PD-MASTERS-CREDIT- this teacher enrolled in the best
program for master’s degree credit.
MIDWINTER-IMPACT- teachers’ perception of mid-

winter conference



Perceived the Effectiveness of Visiting
VISIT-POSITIVE- good experience
VISIT-NEGATIVE- bad experience
VISIT-FREQUENCY - Number of visits the participant
had.

VISIT-FEEDBACK-QUALITY- scale of 1-5
VISIT-VALUE- contribution to your support as an
agricultural teacher

VISIT-TIMING- season, busyness, scheduling
VISIT-EMOTIONS- how the teacher felt while coordinator
was there for an onsite visit
VISIT-FEEDBACK-EXAMPLE- specific artifact or
example provided by coordinator during visit
FEEDBACK-PROCESSING- how long it takes the
participant to process the feedback received
VISIT-FEEDBACK-WANTING-MORE- Participant
wanted more out of the visit

VISIT-CONFIDENCE- Increase, decrease, or neutral
change in confidence
VISIT-LOGISTICS-PLANNING- Constraints observed

during visit
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Program Revision
RECOMMEND-CHANGE-MENTORING
RECOMMEND-CHANGE-PD
RECOMMEND-CHANGE-PD-ONLINE
RECOMMEND-CHANGE-INPERSON
RECOMMEND-CHANGE-VISITING
RECOMMEND-CHANGE-STRUCTURE
RECOMMEND-NEW-ADDITION
RECOMMEND-FEEDBACK-STRUCTURE
RECOMMEND-FALL RETREAT- CHANGE
REMOVAL- Removal of program component
Inductive

AGED-TEACHER-SUPPORT
OVERWHELMED-STRESS
COLLABORATION
TEACHER-CONFIDENCE
TEACHER-EXPECTATIONS
PERSONAL-ISSUES
INCREASED-STRUCTURE
TIERED-APPROACH



