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Abstract A descriptive survey study was used to
examine factors that influence high school agriculture
teachers’ intentions to continue teaching in Iowa. The
online questionnaire was administered to 252 agriculture
teachers, and 119 teachers completed the survey. A
four-point Likert-type scale was used to measure
agriculture teachers’ intentions to continue teaching. The
overall mean and standard deviation is 2.64 (.64) for the
eight influential factors, which indicates that these factors
slightly influenced teacher intentions to continue teaching.
The multinomial logistic regression model using the
stepwise forward method was used to predict the
likelihood of individuals’ plans to continue teaching. The
model was statistically significant (x> = 39.97; p = 0.01),
and the following significant, influential factors can
explain 31 percent (Pseudo R2=31) of the variance:
teacher recognition (p=.001), teaching as a right career
(p=.035), family expectation of staying (p=.035) and
teaching makes oneself feel good (p=.040). Findings from
this study support evidence from previous research that
reported teachers with strong self-esteem and belief that
teaching is the right career for them and will remain longer
in the profession.
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1. Introduction

Teacher attrition has been acknowledged as a crucial
issue in many countries, including the United States
(Borman & Dowling, 2006; Brill & McCartney, 2008;
Watt & Richardson, 2008). Teacher attrition can be defined
as the percentage of beginning teachers who leave the
teaching profession (Unesco, 2017). A high number of
teacher attrition will increase training costs for a new

teacher and lead to difficulty in teacher retention.

Brill & McCartney (2008) stated teacher attrition issue
had been an alarming trend in the United States for a few
decades (Ingersoll, 2001), where 46 percent of teachers
leave within the first five years. Realizing how critical this
issue is, the recruitment of new teachers is required to
resolve teacher attrition problems. Although recruitment is
essential, retention of teachers must be prioritized to lower
teacher attrition rates (Ingersoll and Smith, 2003).

Previous studies, such as those by Camp (2000) and
Edwards & Briers (2001), focus on determining why
individuals leave the teaching profession, whether they do
voluntarily or involuntarily. Many of these studies were
conducted more specifically on agriculture teachers to
ascertain any personal problems (Myers, Dyer, &
Washburn, 2005), determine job satisfaction (Cano &
Miller, 1992; Walker, Garton, & Kitchel, 2004) and verify
there is family and work-life balance (Murray, Flowers,
Croom, & Wilson, 2011).

Until now, several teacher retention strategies have been
implemented, including student loan forgiveness,
scholarships, and professional development programs for
early, mid-career, and late-career agriculture teachers in
the US. However, these current strategies do not effectively
overcome shortages of qualified agriculture teachers at
school (Walker, Garton, and Kitchel, 2004). Thus, this
study aims to determine factors that influence agriculture
teachers’ intentions to remain in teaching. This study
addresses the American Association for Agricultural
Education national research agenda priority related to
ensuring there are enough qualified and high-quality
teachers.

2. Literature Review

Worthy (2005) found that individuals who stay in
teaching for more than five years reach their full potential
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more than those who quit. This finding is supported by
previous literature, which states that teachers who have
five to eight years of teaching experience often master their
professions (Scherer, 2001). Individuals who stay in
teaching longer gain more experience and become more
effective teachers. Several studies investigating individuals
intentions to continue teaching have been carried out on
beginning teachers; it has been found that many teachers
leave the profession after only a few years of teaching
(Wilhelm, Dewhurst-Savellis, & Parker, 2000; Inman &
Marlow, 2004; Borman & Dowling, 2006; Curry &
O’Brien, 2012).

k)

2.1. Factors Influencing Intentions to Continue
Teaching

Researchers have determined several factors that
influence individuals’ intentions to continue teaching.
Professional knowledge and skills, teaching wvalues,
responsibilities, and preparedness, perceptions about plans
to remain in teaching and self-efficacy are identified as
individuals’ personal and professional needs that influence
their intentions to stay in teaching (Battle & Looney, 2014;
Walker, Garton, & Kitchel, 2004; Darling-Hammond,
Chung, & Frelow, 2002; Haberman, 1989; Battle &
Wigfield, 2003). Knowledge can be defined as knowing
and gaining information on something, whereas skills are
about doing activities that involve practice or training
(Merriam-Webster). Previous studies have reported that
teachers with more relevant knowledge and skills can be
expected to persist in teaching (Haberman, 1989;
Darling-Hammond, 1990; Battle & Looney, 2014).

Delnero & Montgomery (2001) conducted a study that
incorporates teachers’ responsibilities along with their
knowledge and skills in teaching. For instance, teaching
requires individuals to have knowledge and skills in
various subject matters, curriculum review, lesson plan
design, providing instruction, conducting students’
learning assessments, advising students, communicating
with parents, and maintaining records of student learning.
Besides, Roness (2011) notes that the quality of
experiences at the earliest stage in teaching careers can
determine an individuals’ intention to stay. This statement
corroborates previous research, which has found that the
initial year of one’s teaching experience is essential for
professional development, career satisfaction, and
longevity (McCormack, Gore, & Thomas, 2006).

Preparedness and self-efficacy have also been identified
as influential factors for individuals to continue teaching
(Darling-Hammond, Chung, & Frelow 2002). Teachers
with sufficient preparation can produce more effective
lessons that will benefit students as well as satisfy
themselves as teachers. Bandura (1977) claims that
positive relationships between new teachers and their
students enhance students’ quests for learning, which
contributes positively to teachers’ feelings of fulfillment.
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Adding to this, Monk (1994) has found a positive
correlation between teachers’ subject matter preparedness
and student achievement.

Battle & Looney (2014) studied individuals’ intentions
to remain in teaching by investigating teachers’ values and
perceptions of education and concluding that there is a
positive relationship between intrinsic-attainment and
utility value; moreover, Battle & Looney reported that
there is a negative relationship between cost and intentions
to continue teaching. Roness (2011) found that feelings of
happiness and positive perceptions retain teachers longer.
Furthermore, it has also been found that new teachers
perceive difficulty in teaching, task assignments, and work
conditions as important factors influencing them to stay
(Hope, 1999). Kutcy & Schulz (2006) and Huberman
(1989) described the first year or two of teaching as “a time
of survival,” while Skaalvik & Skaalvik (2008)wrote that
negative perceptions of teaching can cause new teachers to
quit early. Finally, the mismatch between teachers’
expectations and the reality of teaching might also make
teachers leave the profession early (Chambers, Coles, &
Roper, 2002).

2.2 Plans to Remain in Teaching

Previous studies show that individuals’ plans to remain
in teaching are associated with their intentions and
commitment to teaching (Delnero & Montgomery, 2001).
Rots, Aelterman, Vlerick, & Vermeulen (2007) linked
commitment to individuals’ intentions to teach. They also
underlined the significance of teacher commitment to
addressing teacher attrition problems. Data from previous
findings of beginning teachers’ plans to stay consistently
show that many teachers planned to quit teaching after only
five years of service (Ingersoll & Smith, 2003; Hughes,
2012; Whittington, McConnell, & Knobloch, 2006). The
results from the studies indicate that experienced teachers
are more likely to continue teaching until retirement age.

Studies regarding agriculture teacher intent to remain in
the teaching profession found four critical factors that
influence commitment to stay, including agriculture work
experience, responsibility to teach agriculture, self-efficacy
and human capital investment in teaching agriculture
(Edwards & Briers, 2001; Whittington, McConnell, &
Knobloch, 2006). Agriculture teachers in Iowa State might
have different intentions to continue teaching, but far too
little attention has been paid to this type of study. Therefore,
this research was conducted to understand the factors that
influence high school agriculture teachers’ intentions to
continue to teach in lowa.

2.3 Conceptual Framework

The conceptual framework for this study was derived
from the expectancy-value theory. Expectancy-value
theory emphasizes that individual choice, persistence, and
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performance explain how well individuals believe, perform,
and value activities (Wigfield & Eccles, 2000). Several
studies have used expectancy-value theory as a framework
to the issues of career choice, which suggest that individual
values and expectations are essential determinants in
choosing a career.

Investigate the prediction of outcomes. In different, this
theory was adopted to examine career processes work
results in addition to selecting jobs (Feather, 1992). The
expectancy-value theory was used as a framework to study
the predictors of future employment status
(Lynd-Stevenson, 1999). Besides, Borders, Earleywine, &
Huey (2004) predicted the problematic behaviors of high
school students by using expectancy-value theory. Eccles
(1987) also extended expectancy-value theory to study the
issues of career choice, which suggest that individual
values and expectations are important determinants in
choosing a career.

The concept of task value in the expectancy-value theory
is appropriate to predict individuals’ intentions (Battle &

Independent Variables

Demographics

High School Agriculture Teachers' Intentions to Continue Teaching

Wigfield, 2003; Eccles, 1983). The task value constructs,
in theory, consist of utility, importance, and interest items,
which collectively affect an individual’s achievement
outcomes. A previous study used the task value portion to
predict individuals’ intentions to continue teaching (Battle
& Looney, 2014). Parsons, Adler, & Meece (1984), in their
study of students’ educational plans, found that task value
emerged as a significant predictor.

An adaption of the subjective task value concept in the
expectancy-value theory was used as a guide to frame the
present research study conceptually. In this research, the
conceptual framework consists of demographic variables, a
curriculum for agricultural science education (CASE), and
non-CASE factors that influence individuals’ intentions to
continue teaching, as seen in Figure 1. These factors
include teachers’ knowledge and skills, perception of plans
to remain in teaching, early teaching experiences, teaching
responsibilities, and teaching values. The selection of these
factors was based on studies by Battle & Looney (2014)
and Battle & Wigfield (2003).

Dependent Variable

Use of CASE curriculum

Personal and Professional Needs

Teachers’ Plans to Remain Teaching

Figure 1. Conceptual framework of factors that influence high school agriculture teachers’ intentions to continue teaching
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2.4 Purpose and Objectives

The purpose of the study was to investigate factors that
influence high school agriculture teachers’ intentions to
continue teaching. Objectives of the study include:

1. Describe the personal characteristics of agriculture
teachers in terms of age, gender, educational levels,
years of teaching experience, years of teaching
agriculture courses, use of the CASE curriculum, and
individuals' plans to remain in teaching.

2. Describe the factors that influence individuals’
intentions to continue teaching.

3. Predict individuals’ plans to remain teaching from the
factors that influence their intentions to continue
teaching.

3. Methodology

The purpose of this descriptive survey study was to
investigate the personal and professional needs that
influence high school agriculture teachers’ intentions to
continue teaching. This was a census study that focused on
252 high school agriculture teachers in Iowa State. The list
of participants was obtained from the Iowa State Future
Farmers of America Organization.

3.1. Instrument

A questionnaire was developed using the Qualtrics
online survey-making software consisted of four parts;
however, only parts two and four are used in the
manuscript. Part two of the online questionnaire has been
adapted from the work of previous scholars (Kyriacou &
Kunc, 2007; Battle & Looney, 2014). It contains
Likert-type and multiple-choice items. There are eight
Likert-type items measuring factors that influence
individuals’ intentions to teach. Response options range
between 1= strongly disagree, 2= disagree, 3=agree, and
4=strongly agree. Three multiple-choice questions were
used to measure knowledge and skills, early teaching
experience and aspirations to move into administration,
respectively. Part four contains several demographic items,
and one item focused on individuals’ plans to remain in
teaching.

3.2. Validity

A panel of three agricultural education experts was
appointed to review the validity of the questionnaire. One
expert was satisfied with the instrument face, content, and
construct validity, while the other two experts
recommended a few changes. The researcher made the
changes as recommended by the experts and resent the
questionnaire to the panel. All three of the experts agreed
that the questionnaire’s face, content, and the construct
were valid.

3.3 Reliability

A pilot study was conducted before formal data
collection. The pilot study involved ten high school
agriculture teachers in Iowa State. Internal consistency of
needs that influence high school agriculture teachers’
intentions to continue teaching was computed using
Cronbach’s alpha. The reliability coefficient was 0.75.

3.4 Data Collection

In formal data collection, the researcher followed the
tailored design method (Dillman, Smyth, & Christian,
2009). The pre-notification email was sent to 252
agriculture teachers in lowa State. Three days later, the
researcher sent a second email via Qualtrics that included
information about the study and a URL link to the
questionnaire. Ten days then, a reminder was sent via
Qualtrics to the non-respondents.

After an additional week, a second reminder email was
sent to respondents via Qualtrics to ask for help from the
non-respondent teachers. A postcard that included the URL
link to the survey was sent through the U.S. Postal Service
to the non-responding teachers as a last contact seven days
after the second reminder. The researcher used a postcard
as a different mode to contact the non-respondents to
increase the response rate (Dillman, Smyth, & Christian,
2009). The final response rate for all five methods of
contact was 47 percent (n = 119). One week after the last
communication, the online questionnaire was closed.

3.5 Data Analysis

Participant answers from the online questionnaires were
gathered from Qualtrics, and the data were processed and
analyzed using the Statistical Packages for Social Science
(SPSS) version 23.0. After the formal study data collection,
the Cronbach alpha value was used again to measure
reliability on factors that influence agriculture teachers’
intentions to continue teaching. The reliability coefficient
was 0.73.

The researcher compared early responses (n= 60, the
first half participants) to late responses (n=59, the second
half participants) using an independent sample t-test.
Results show that there was no significant difference
between ecarly and late respondents. It provides some
evidence of representation for the entire population of
agriculture teachers in Iowa (Lindner, Murphy & Briers,
2001).

This was a census study; therefore, the researcher
acknowledges some questions could be raised about
whether inferential statistics were appropriate. Only 119
agriculture teachers completed the questionnaire, which
served as a valid sample from a population of 252 total
teachers contacted to participate. In agricultural education,
it is customary to use inferential statistics in similar
situations. It is recommended readers interpret the findings
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given this context. For example, in the regression model,
we recommend placing more emphasis on coefficients and
less on p-value and standard error.

Descriptive statistics, including frequencies, means, and
standard deviations, were used for the first and second
objectives. Research objective three was tested using the
chi-square test for association. Multinomial stepwise
logistic regression was used to predict teachers’ plans to
remain in teaching from the personal and professional
needs that influence the intention to continue teaching. The
level of significance was 0.05 for the entire statistical test.

4. Analysis and Findings

4.1. Descriptive Analysis

Objective 1:

Describe the personal characteristics of agriculture
teachers in terms of age, gender, educational levels, years
of teaching experience, years of teaching agriculture
courses, use of CASE curriculum, and teachers’ plans to
remain in teaching.

The participants in the study consisted of 119 high
school agriculture teachers from Iowa State. Of the 199
teachers, 52.9 percent identified as female, and 47.1
percent identified as male. The teachers ranged in age from
21 to 65 years. The average age was 38.15 with a standard
deviation of 13.12. The teachers were asked to indicate
their highest level of academic attainment. For a majority
of teachers (63 percent), a bachelor’s degree was their
highest level of educational achievement; for the remaining
37 percent of teachers, the highest level of education was a
master’s degree. Years of teaching experience ranged from
1 to 40 years with an average of 14.11 and a standard
deviation of 12.49. Teachers were also asked to indicate the

High School Agriculture Teachers' Intentions to Continue Teaching

number of years they taught agricultural education
explicitly. Results show that years of teaching agriculture
courses ranged from 0 to 40 years with a mean of 13.80 and
a standard deviation of 12.52.

Table 1. Age, Years of Teaching and Years of Teaching Agriculture
Courses (n=119)

Variable Min Max M SD
Age 21 65 38.15 | 13.12
Years of Teachlng 1 40 1411 | 12.49
Experience
Years of Teaching 0 40 | 13.80 | 12.52
Agriculture Courses

Table 1 shows additional information regarding teachers’
characteristics. The number of teachers who use the CASE
curriculum was 85 (71.4 percent). A majority (f=71, 59.7
percent) of the respondents taught “Introduction to
Agriculture, Food, and Natural Resources.” This was
followed by the teachers who taught CASE “Principles of
Agriculture Science Animal” (f = 42, 35.3 percent) and
teachers who taught CASE “Principles of Agricultural
Science Plant” (f = 30, 31.9 percent). Almost 20 percent (f
= 22, 18.5 percent) of the respondents taught CASE
“Natural Resources and Ecology,” and a small number of
teachers (f = 7, 5.9 percent) taught CASE “Animal and
Plant Biotechnology.” Nine teachers (7.6 percent) taught
CASE “Food Science and Safety” and “Agricultural Power
and Technology.” Seven (1.7 percent) taught CASE
“Agricultural Research and Development” courses.

Many teachers noted that they plan to be in teaching for
11 or more years (f = 54, 45.4 percent), whereas 35.3
percent (f = 42) of agriculture teachers plan to teach for one
to five years. A small number of agriculture teachers plan
to remain in teaching for six to ten years (f = 21, 17.6
percent).

Table 2. Selected Personel Characteristics of High School Agriculture Teachers (n=119)

Variables f %
Teaching Agriculture using CASE
Yes 85 71.4
No 34 28.6
Number of Agriculture Teachers using CASE Courses

Introduction to Agriculture, Food and Natural Resources 71 59.7
Principles of Agriculture Science Animal 42 353
Principles of Agriculture Science Plant 38 31.9
Natural Resources and Ecology 22 18.5
Food Science and Safety 9 7.6
Animal and Plant Biotechnology 7 59
Agricultural Power and Technology 7 5.9
Agricultural Research and Development 2 1.7
Mechanical System in Agriculture 0 0.0
Environmental Science Issues 0 0.0
Agriculture Business and Foundations 0 0.0
Agricultural Marketing and Communications 0 0.0

Teachers’ Plans to Remain Teaching
1-5 Years 42 353
6-10 Years 21 17.6
11 or more Years 54 45.4
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Objective 2:

Describe factors that influence teachers’ intentions to continue teaching.

The teachers responded to eight statements representing personal and professional needs that influence individuals’
intentions to continue teaching. A Likert-type scale with four-points ranging from strongly disagree (1) to strongly
agree (4) was used. A decision rule was created to interpret scores, as shown in Table 3.

Table 3. Decision Rule to Interpret the Mean Scores for the Likert Type Scale

Likert -type categories Mean Score Interpretation of the statement
1 1.00-1.5 Strongly Disagree (Negative)
2 1.51-2.5 Disagree (Negative)
3 2.51-3.5 Agree (Positive)
4 3.51-4.0 Strongly Agree (Positive)

Table 4 shows the means and standard deviations of factors that influence their intentions to stay in the teaching
profession. The grand mean for the needs was 2.64, with a standard deviation of 0.64. This finding suggests that, overall,
it slightly influenced individuals’ intentions to teach. Regarding influential factors, agriculture teachers provided the
highest mean score for the item “I want to stay because I believed that I could positively affect student performance” at
3.29 (SD = .56). This was followed by “I want to stay because teaching is the right career for me” with a mean of 2.99
and a standard deviation of 0.66. Agriculture teachers rated the item “I will end up getting a promotion if I stay in
teaching” (M = 1.97, SD = .62) as the lowest factor that influenced their intentions to teach.

Most teachers (f = 73, 61.3 percent) indicated that knowledge of subjects and skills in teaching were relevant
influencers to continue teaching, as shown in Table 5. Most of the teachers (f = 103, 86.6 percent) indicated that they
had a negative experience early in their career, and even more (f = 105, 88.2 percent) identified that they had no
aspirations of moving into administration.

Table 4. Factors that Influence High School Agriculture Teachers’ Intention to Continue Teaching (n=119)

Questions M SD Interpretation
Teaching will help me fulﬁll future personal 266 0.69 Positive
objectives.
I choose to stay in t‘eachmg because I need to be )34 0.72 Negative
recognized as a teacher.
My family expects me to stay in teaching. 2.16 0.69 Negative
I will end up getting a promotion if I stay in teaching. 1.97 0.62 Negative
Total 2.64 0.64 Positive

Note: Based on scale: 1 = Strongly Disagree, 2 = Disagree, 3 = Agree, 4 = Strongly Agree.

Table 5. Teachers’ Perception of Knowledge and Skills, Early Teaching Experience and aspiration Relative to School Management (n=119)

Variables f %
Perceptions of Importance:
Knowledge of the subject is most important 5 42
Skills in teaching are most important 41 345
Both are equally important 73 61.3

Had negative experience in the first years of teaching

Yes
No 103 86.6
16 134
Have aspirations of moving into administration
Yes 14 11.8
No 105 88.2

4.2. Multinomial Logistic Regression Analysis

Objective 3:

Predict teachers’ plans to remain teaching from factors that influence their intentions to continue teaching.
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Multinomial logistic regression was used to predict three different plans to stay in teaching from the needs that
influence individuals’ intentions to continue teaching. Predictor variables that were considered and retained after the
multinomial logistic regression analysis are listed in Table 6. The dependent variable plans to stay in teaching and is
broken down into three groups: 1-5 years, 6-10 years and 11 or more years. The baseline category was planning to stay for
1-5 years. Multinomial logistic regression using the forward entry stepwise method was used to reduce eight predictor
variables to four. The assumption was met; the correlational matrix for predictor variables shows no multicollinearity

issues.
Table 6. Variables Considered and Retained for Predicting Teachers’ Plans to Stay in Teaching
. Variables retained in the final model by
Variables . . .
stepwise logistic regression.
Factors that Influence Agriculture  Teachers’
Intentions to Continue Teaching:
1. Stay because I believe that I have the ability
to positively affect student performance.
2. Stay because teaching is the right career. 2. Stay because teaching is the right
career.
3. Teaching fulfills my needs.
4. Staying in teaching because it makes me feel | 4. Staying in teaching because it makes
good about myself in the future. me feel good about myself in the future.
5. Teaching will help me fulfill future personal
objectives.
6. Staying in teaching is to be recognized as a | 6. Staying in teaching is to be recognized
teacher. as a teacher.
. . . . The famil tay i
7. The family expects me to stay in teaching. 7. The family expetcts me to stay in
teaching.
8. I will end up getting a promotion if I stay in
teaching.
Table 7. Multinomial Logistic Regression (Model included significant variables at .05 level of significance)
Variable ‘ Estimate ‘ SE ‘ Wald | df ‘ P ‘ Odd Ratio
Plans to Continue Teaching
Intercept 1.31 1.98 | 0438 | 1 | 0.51
6 to 10 Years ; ; ; ;
Staying in teaching to be recognizd 132 056 | 5.60 11002 027
as a teacher
Intercept -4.12 1.84 | 5.03 1 | 0.03
Staying in teaching makes me feel good about oneself in the future. 1.03 0.50 | 4.19 1 | 0.04 2.80
! 1;)::;150& Staying in teaching to be recognized as a teacher -1.51 046 | 11.02 | 1 | 0.01 0.22
Staying because teaching is a right career 1.09 0.52 | 4.47 1 | 0.04 2.99
Family expects to stay in teaching -0.80 038 | 4.44 1 | 0.04 0.45

Note: (n=119). The reference category is 1- 5 years. Model fit (v’ = 39.97; p = 0.01).

Based on Table 7, results show that the model was
statistically significant (x* = 39.97; p = 0.01), where
Pseudo R2 (Nagelkerke) was 0.31, as shown in Table 7.
The odds ratio was used to interpret the multinomial
logistic regression analysis for individuals’ plans to stay in
teaching for 6-10 years relative to the 1-5 year plan. Results
indicate that agriculture teachers who have a one-unit
increase in their scale score with the variable “stay in
teaching to be recognized as a teacher,” the odds of a
teacher being likely to stay for 6-10 years decreases by a
factor of 0.27 while other variables are held constant. The
odds ratio depicted teachers with this variable as likely
preferring short-term plans (remaining in teaching for 1-5
years) as opposed to long-term projects (remaining in
teaching for 11 or more years).

Besides, the odds ratio was used to interpret the

multinomial logistic regression analysis for teachers’ plans
to stay 11 or more years relative to 1-5 years. Agriculture
teachers who have a one-unit increase in their scale with
the variable “staying in teaching because it makes me feel
good about myself in the future,” the odds of the teachers
planning to stay for more 11 years increases by a factor of
2.80 while other variables are held constant.

Results show that agriculture teachers who have a
one-unit increase in their scale score with the variable “stay
in teaching to be recognized as a teacher,” the odds of the
teachers who were likely to stay in 11 or more years
decreases by a factor of 0.22 while other variables are held
constant. This odds ratio indicated teachers were more
likely to stay for 1-5 years. Agriculture teachers who have a
one-unit increase in their scale score with the variable “stay
because teaching is the right career,” the odds of teachers
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being likely to stay in 11 more years increases by a factor
of 2.99 while other variables are held constant. Adding to
this, teachers who have a one-unit increase in their scale
score with the variable “family expects me to stay in
teaching,” the odds of the teachers planning to stay in 11 or
more years decreases by a factor 0.45 while other variables
are held constant.

While, Table 8 shows a classification table, and indicates
how accurately the model predicts the category of three
different plans to stay in teaching. The model correctly
classifies 59.7 percent of agriculture teachers. The overall
correct classification rate shows a 16.4 percent
improvement over selecting the model category, and a 34.1
percent improvement if the dependent variable holds
constant. It would be more accurate to predict agriculture
teachers’ plans in the 11 or more years category. Around
74.1 percent of teachers who were observed in 11 or more
years plan category were predicted to be in this category.

Table 8. Classification of the Model

Observed Predicted
1-5 11 or more Percent
Years 6-10 Years Years Correct
1—5 Years 29 2 13 65.9
6 -10 Years 9 2 10 9.5
11 or more 13 1 40 74.1
Years
Overall % 429 42 58.0 59.7

The results also show the model was best at classifying
teachers who plan to stay in teaching for 11 or more years
(74.1 percent) and 1-5 years (65.9 percent). However, the
model poorly classifies teachers in the 6-10 years category,
indicating that other predictors may better organize
teachers in this category.

5. Conclusion, Implications, and
Recommendations

The purpose of the study was to investigate the personal
and professional needs that influence high school teachers
intentions to continue teaching in Iowa. The findings of
this study show that many individuals plan to teach for 11
or more years. This positive finding corroborates a
previous study conducted by Hughes (2012), which found
that 83.5 percent of individuals plan to teach until they
retire. In contrast, this finding disagrees with studies by
Guarino (1996) and Johnson & Birkeland (2003), which
found that individuals do not plan to teach for their entire
careers and that they view teaching as a short-term career.
In this study, several teachers (f = 42, 35.3 percent)
planned to teach for a short period (1-5 years). This is a
significant number of teachers, and their loss will
contribute to the teacher shortage.

More than three quarters (n =

b

85, 71.4 percent) of

119

respondent agriculture teachers used the CASE curriculum
to teach, and the majority show “Introduction to
Agriculture, Food, and Natural Resources” (AFNR). The
increasing trend of agriculture teachers in lowa becoming
CASE curriculum certified and using CASE to teach will
benefit both teachers and students in the classroom. The
National  Association of  Agricultural Educators
Communities of Practice (2011) reported growth and
expansion of the CASE program in 17 states that
implemented foundational CASE courses for plant and
animal science. All Iowa programs with CASE
certification increased by 30 percent from 2011 to 2013.

Influential factors show that individuals are more likely
to be influenced to continue teaching because they believe
they can positively affect student performance. This
finding is consistent with a previous study reporting that
teachers appreciate student achievement and have positive
relationships with students (Taylor, McNaney-Funk,
Jardine, Lehman, & Fok-Chan, 2014). Agriculture
teachers intend to stay most likely because they see the
value in teaching, they want to serve students and the
community well, and they want to contribute to student
knowledge positively.

Professional knowledge and skills are so valuable to
teachers that they noted these qualities as essential
influencers for their intentions to remain in teaching. This
is an agreement with previous studies that found
individuals with relevant knowledge and skills intending
to stay in teaching (Haberman, 1989; Darling-Hammond,
1990; Battle & Looney, 2014; Delnero & Montgomery,
2001). It is somewhat surprising that almost all teachers
indicated they had negative early teaching experience.
However, this finding supports Kutcy & Schulz (2006)
and Haberman (1989) that describe the first two years of
teaching as survival time. It is recommended that school
administrators and educators provide full support to
novice teachers and make them feel appreciated.
Additionally, partnerships between teacher educators and
high school teachers can provide teachers with the
survival skills necessary to remain in teaching longer.

The last objective sought to determine the contributions
of factors that influence teachers’ intentions to continue
teaching teachers’ plans to remain in teaching. The
influential factors that were significant predictors of
individuals’ plans to continue teaching included teacher
recognition, teaching as the right career, family
expectation to stay, and teaching that makes oneself feel
good.

Individuals who agree that teaching makes oneself
feel good and that teaching is the right career are more
likely to stay in education long enough to retire. This
study reaffirms previous research regarding teachers’
self-esteem, good feelings and acting consistently with
their beliefs when teaching (Nias, 1996). Peske, Liu,
Johnson, Kauffman, & Kardos (2001) found that teachers
who decided to teach were the right career for them that
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would first consider the support and compensation being
giving to them by their jobs. In contrast, teachers
motivated by teacher recognition and family expectation
to stay are more likely to report their intentions to leave
the profession within 1-5 years.

The findings from this study show that teachers have
varying intentions to stay in the field of education.
Policymakers should create opportunities or pathways
geared toward assisting the work of both individuals that
plan to teach long-term and those that plan to teach
short-term. This effort would benefit agriculture teachers
specifically by providing supports and heightening
individual commitment to teach.

6. Recommendations for Future
Research

The study should be replicated with agriculture teachers
in other states. Future studies should determine school
administrators’ perceptions of individuals’ intentions to
stay in teaching. Also, future studies could employ
qualitative methods to gain a deeper understanding of
teachers’ personal and professional needs and their plans
to continue teaching long-term.
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