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Abstract 

Teachers must be retained in the profession to meet the ever-growing demand for 

SBAE teachers across the United States. Although the literature has identified several 

factors which influence SBAE teacher retention, previous research has not examined the 

psychological needs satisfaction of Minnesota SBAE teachers. While critical to retention, 

professional commitment remains a needed area within SBAE research.  

This study viewed psychological needs through the lens of SDT (Ryan & Deci, 

2002), recognizing that the psychological needs of autonomy, competence, and 

relatedness are universal and innate needs essential for psychological functioning (Ryan 

& Deci, 2020). Given that people are drawn to environments that foster needs satisfaction 

and that needs satisfaction influences beliefs and behaviors (Collie et al., 2016; Lee & 

Nie, 2014; Mabekoje et al., 2016), teacher’s psychological needs satisfaction influences a 

teacher's professional commitment. This study aimed to examine if and to what extent 

psychological needs satisfaction of autonomy, competence, and relatedness was related to 

and could predict SBAE teachers’ professional commitment.  

Hypothesized connections were tested simultaneously with a conceptual model 

where SBAE teacher’s psychological needs satisfaction and professional commitment 

was examined. Overall, the results revealed that psychological needs satisfaction of 

autonomy, competence, and relatedness (independently and collectively) have a 

significant and negative impact on turnover intention, which was used to measure 

professional commitment. According to the data, competence and autonomy are 

the primary predictors of professional commitment. These results align with previous 

research on teachers that indicated autonomy (Collie et al., 2016) and competence 



 

 vi 

(Palmer, 2020) were indicators of professional commitment. It was concluded that 

satisfying SBAE teachers' psychological needs, especially the need for autonomy and 

competence, are an essential component of Minnesota SBAE teacher retention.  

If leaders in SBAE want to reduce attrition, more must be done to support SBAE 

teacher’s psychological needs satisfaction of autonomy, competence, and relatedness. 

Furthermore, special effort should be made to identify the distinctive needs of the 

majority of current SBAE teachers with up to ten years teaching experience, who tend to 

have lower psychological needs fulfillment. 
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Chapter 1: Introduction 

Teachers must remain in the profession to fulfill the ever-increasing need for 

school-based agricultural education (SBAE) teachers across the United States. To make 

this happen, teachers must feel a physical, mental, and emotional commitment to the 

work. As such, examining teachers' professional commitment is important because it 

influences both teacher attrition rates and teacher quality, as teachers' professional 

commitment is critical for delivering high-quality education. Specifically, this study 

explored the relationship between SBAE teachers’ professional commitment and basic 

psychological needs satisfaction.  

Basic psychological needs satisfaction of autonomy, competence, and relatedness 

have been shown to predict teachers' perceptions, namely their professional commitment 

(Baard et al., 2004; Collie et al., 2016; Deci et al., 2001; Gagné & Deci, 2005; Lee & Nie, 

2014). According to the macro human motivation theory known as self-determination 

theory (Ryan & Deci, 2002), people have a natural inclination towards psychological 

growth and development, which results in increased capacity for learning, skill 

acquisition, and interpersonal connection. However, development and support are 

required for these human tendencies to be strong (Ryan & Deci, 2020). Self-

determination theory (SDT) clarifies how people perceive their surroundings and 

contends that human motivational processes are supported by psychological needs 

satisfaction (Deci & Ryan, 2000).  

The three psychological needs of autonomy, competence, and relatedness are 

essential to human development and motivation (Ryan & Deci, 2002, 2020). Autonomy 

"concerns a sense of initiative and ownership in one's actions" (Ryan & Deci, 2020, p. 1) 
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and is supported by experiences of interest a person sees of value and can fully endorse 

(Deci & Ryan, 2012; Ryan & Deci, 2020). Competence concerns a feeling of "mastery, a 

sense that one can succeed and grow," which is satisfied by "optimal challenges, positive 

feedback, and opportunities for growth" (Ryan & Deci, 2020, p. 1). Relatedness concerns 

a sense of "belonging and connection" (Ryan & Deci, 2020, p. 1) conveyed through 

mutual respect, reliance, and caring with other people and groups. SDT contends that 

when these three requirements are met, well-being is preserved and enhanced; otherwise, 

individuals will experience substantial psychological losses (Chirkov et al., 2003; Deci & 

Ryan, 2012; Ryan & Deci, 2020). The absence of any of these three fundamental needs is 

perceived to damage motivation and commitment.  

When analyzing working environments specifically, workplace behaviors and 

outcomes are related to psychological needs satisfaction at work (Deci & Ryan, 2000; 

Van den Broeck et al., 2010, 2016). Teachers' perceptions, particularly their commitment 

to the profession and job satisfaction, are predicted by basic psychological needs 

satisfaction of autonomy, competence, and relatedness (Baard et al., 2004; Collie et al., 

2016; Deci et al., 2001; Gagné & Deci, 2005; Lee & Nie, 2014; Nie et al., 2015). 

Furthermore, high attrition rates have been associated with poor psychological needs 

satisfaction (Albrecht & Marty, 2017). Researchers have recognized the satisfaction of 

teachers' basic psychological needs as being essential for job satisfaction and professional 

commitment (Lee & Nie, 2014) as the healthy human mind seeks out environments, 

including work environments, that satisfy psychological needs and gravitates toward 

them (Deci & Ryan, 2000, 2002; Greguras & Diefendorff, 2009; Van den Broeck et al., 

2010, 2016).  
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Understanding why SBAE teachers are committed to the profession is key, given 

the connection between teacher psychological needs satisfaction and professional 

commitment (Lee & Nie, 2014). However, in education, to date limited research (Collie 

et al., 2016) had examined this relationship, and no researchers had specifically analyzed 

SBAE teacher psychological needs satisfaction of autonomy, competence, and 

relatedness and teacher professional commitment. Thus, the current study addressed the 

stated research need to examine if and to what extent psychological needs satisfaction 

was related to and could predict SBAE teachers' professional commitment (Collie et al., 

2016; Lee & Nie, 2014; Mabekoje et al., 2016). 

Need for the Study 

An investigation of the factors that influence SBAE teachers' psychological needs 

satisfaction and professional commitment was needed to better support and retain 

teachers. Basic psychological needs fulfillment influences teachers' perceptions, notably 

their professional commitment and job satisfaction (Baard et al., 2004; Collie et al., 2016; 

Deci et al., 2001; Gagné & Deci, 2005; Lee & Nie, 2014). The theoretical concept of 

psychological need satisfaction has direct implications on teachers' professional 

commitment. Teachers' psychological needs must be fulfilled to stay in the profession. 

Researchers have identified basic psychological needs of teachers as being critical to job 

satisfaction and professional commitment (Lee & Nie, 2014). However, psychological 

needs fulfillment of SBAE teachers or the connection between those needs and teacher 

professional commitment were not previously explored. Given the link between 

psychological needs satisfaction and teacher professional commitment (Lee & Nie, 2014; 

Mabekoje et al., 2016), there was a need for this study.  
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While research has begun to examine the factors influencing professional 

commitment of SBAE teachers, further investigation is needed. Crutchfield and 

colleagues (2013) asserted that knowing factors that impact teacher professional 

commitment could assist in retaining SBAE teachers. Gorter (2018) also called for 

additional research concerning how professional commitment can be influenced and 

strengthened to increase SBAE teacher retention. Day (2008) argues the importance of 

pinpointing elements that sustain professional commitment. SBAE research has 

consistent themes about teachers needing to feel autonomous to make choices for their 

program, competent in their work, and supported through relationships with 

administration, community members, and other SBAE teachers. Research on teacher 

professional commitment (Collie et al., 2016; Klassen et al., 2012; Lee & Nie, 2014; 

Mabekoje et al., 2016) has posited that these needs for autonomy, competence, and 

relatedness can be explored by considering a teacher’s psychological needs satisfaction. 

However, the psychological factors of these themes had yet to be examined in SBAE 

research, and there was a gap in the research considering if these factors, individually or 

collectively, can predict professional commitment.  

The need for this study is timely as SBAE continues to experience a teacher 

shortage. Most of the annual teacher supply is made up of retained teachers, but 

significant attrition occurs with early-career SBAE teachers. Rada and Haddad (2021) 

examined Minnesota SBAE’s supply and demand and found 54.5% of the 381 teachers 

who started their careers in Minnesota between 1998 and 2020 were still working in 

SBAE classrooms. The average annual percent attrition for Minnesota SBAE teachers 

(2.4%) is lower than the national (4.5%) SBAE attrition (Foster et al., 2020). Though 
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attrition is lower in Minnesota than the national average, most of the attrition occurs after 

completing one year or less. Within the first five years, more than one-third (34.1%) had 

left the SBAE profession. However, less than 5% left after completing five or more years 

(Rada & Haddad, 2021).  

In Minnesota, a substantial number of the 2019-2020 SBAE teachers had fewer 

than five years of expertise. Thirty-three percent of those teachers had fewer than four 

years of SBAE teaching experience (Rada & Haddad, 2021). Given that a significant 

number of SBAE teachers in Minnesota have five or fewer years of experience and that 

early-career teachers tend to exit the profession at higher rates (Darling-Hammond & 

Sykes, 2003; Gray et al., 2015; Rada & Haddad, 2021), it was crucial to examine if and to 

what extent psychological needs satisfaction of autonomy, competence, and relatedness 

were related to and could predict teachers' professional commitment while also exploring 

potential factors unique to early-career teachers. 

Statement of the Problem 

Psychological functioning is expressed as a positive or negative state of mind 

resulting in higher levels of well-being, increased satisfaction with life, and fewer mental 

health problems (Mauss et al., 2011). Psychological functioning is the result of 

psychological needs satisfaction. Teachers' work-related perceptions influence their 

psychological functioning in the workplace (Collie et al., 2016).  

By examining current teachers' perceptions of their satisfaction of basic 

psychological needs in their workplace, factors influencing SBAE teacher professional 

commitment could be investigated. The significance of teachers' perceptions of the 

fulfillment of their basic psychological needs of autonomy, competence, and relatedness 
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at work was highlighted by Collie et al. (2016). Palmer (2020) examined the relationship 

between teacher service years and basic psychological need fulfillment. A person's 

behavior is greatly influenced by the satisfaction of their innate psychological needs for 

autonomy, competence, and relatedness. Therefore, the central problem addressed in this 

study was to examine the psychological needs satisfaction of Minnesota SBAE teachers. 

Purpose of the Study 

The purpose of this study was to examine if and to what extent psychological 

needs satisfaction of autonomy, competence, and relatedness were related to and could 

predict SBAE teachers' professional commitment. The following research questions 

guided the study: 

RQ1: What is the perceived basic psychological need satisfaction (including 

autonomy, competence, and relatedness collectively and independently) of 

Minnesota SBAE teachers? 

RQ2: What is the perceived professional commitment of Minnesota SBAE 

teachers? 

RQ3: To what extent does psychological needs satisfaction (including autonomy, 

competence, and relatedness collectively and independently) predict SBAE 

teacher professional commitment? 

RQ4: To what extent does number of years teaching SBAE predict SBAE teacher 

psychological needs satisfaction (including autonomy, competence, and 

relatedness collectively)? 

RQ5: To what extent does number of years teaching SBAE predict SBAE teacher 

professional commitment? 
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Definition of Terms 

The following is a list of terms defined operationally for the specific purposes of 

this study. 

Alternative certification – “Alternative certification routes are nontraditional routes 

designed for individuals who have not completed a baccalaureate degree in 

education” (Ruhland & Bremer, 2002, p. 2). For the purposes of this research, 

Minnesota’s tiered licensure structure was recognized (see Appendix A). Teachers 

beginning their SBAE teaching career holding a Tier 1, Tier 2, or Out of Field 

permission license and had not received a baccalaureate or graduate degree in 

agricultural education were identified as alternatively certified.  

Autonomy – "Autonomy concerns a sense of initiative and ownership in one's actions. It 

is supported by experiences of interest and value and undermined by experiences 

of being externally controlled, whether by rewards or punishments" (Ryan & 

Deci, 2020, p. 1).  

Burnout – A psychological condition depicted by emotional exhaustion, 

depersonalization, and loss of sense of personal accomplishment (Maslach & 

Jackson, 1981). 

Competence – "Competence concerns the feeling of mastery, a sense that one can 

succeed and grow. The need for competence is best satisfied within well-

structured environments that afford optimal challenges, positive feedback, and 

opportunities for growth" (Ryan & Deci, 2020, p. 1). 

Early-career teacher – Teachers with fewer than five years of teaching experience 

(Solomonson & Retallick, 2018). 
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Intrinsic motivation – "Doing an activity for the inherent satisfaction of the activity itself" 

(Ryan & Deci, 2000, p. 71). 

Job-related Satisfaction – A person's "overall affective responses to their job" (Cammann 

et al., 1983, p. 80). 

National FFA Organization (FFA) – An intracurricular student organization for students 

interested in agriculture and leadership development within school-based 

agricultural education (National FFA Organization, 2020).  

Needs – The "organismic necessities for health” (Deci & Ryan, 2012, p. 87). 

Professional commitment – A "belief in and acceptance of the goals and values of a 

profession, a willingness to work hard on behalf of the profession, and a strong 

desire to remain in a profession" (Bergmann et al., 2000, p. 17). 

Psychological needs – "A subset of these necessities that are essential for psychological 

growth, integrity, and wellness" (Deci & Ryan, 2012, p. 87). 

Relatedness – "Relatedness concerns a sense of belonging and connection. It is facilitated 

by conveyance of respect and caring" (Ryan & Deci, 2020, p. 1). 

School-Based Agricultural Education (SBAE) – Systemic instruction in agriculture, food, 

and natural resources within a formal educational setting including elementary, 

middle school, and secondary levels (Phillips et al., 2008).  

SBAE profession – SBAE teachers within their school, state, or nationally (Moser & 

McKim, 2020, p. 264-265). 

SBAE teacher – Refers to teachers who teach and disseminate knowledge of agriculture, 

food, and natural resources for students from seventh grade through 12th grade 

(Phillips et al., 2008). 
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Self-Determination Theory – The assumption that “humans are inherently motivated to 

grow and achieve and will fully commit to and even engage in uninteresting tasks 

when their meaning and value is understood" (Stone et al., 2009, p. 77). 

Teacher retention – Educators who remain in the teaching profession from year to year 

(Jacob et al., 2012). 
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Chapter 2: Literature Review 

This chapter reviews the relevant literature focusing specifically on the factors of 

professional commitment, basic psychological needs satisfaction, and teacher retention. 

The first section defines factors influencing teacher professional commitment, 

summarizes factors that influence teacher professional commitment, and identifies 

relationships and gaps in the literature regarding professional commitment of SBAE 

teachers. The second section summarizes literature on basic psychological needs of 

autonomy, competence, and relatedness for psychological well-being. The second section 

also provides an overview of basic psychological needs and the influence of 

psychological needs satisfaction (i.e., the satisfaction of the need for autonomy, 

competence, and relatedness) on teachers. The third section establishes the relationship 

between teacher professional commitment and psychological needs satisfaction. The 

fourth section outlines factors impacting teacher retention, specifically SBAE teachers, as 

professional commitment is often evaluated using retention. Furthermore, basic 

psychological needs satisfaction influences professional commitment and retention. The 

final section elaborates on the theoretical framework for this study.  

Professional Commitment 

Commitment is an ongoing focus of career retention research. Committed 

professionals are presumed to have their needs met and be devoted to their careers (Blau, 

1985). Blau (1985) outlined commitment as a general state of psychological attachment. 

Commitment has also been identified as a predictor of attrition (Day, 2008) and retention 

(Certo & Fox, 2002; Sammons et al., 2007); therefore, commitment could contribute to 

longevity within a profession. However, a variety of commitment terminology exists in 
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relation to work; often career, occupational, and professional commitment are used 

interchangeably in literature. For clarity within this study, SBAE teacher professional 

commitment describes an SBAE teacher’s degree of psychological attachment to the 

SBAE profession resulting in a strong desire to remain in a profession.  

Within the construct of work-related commitment, (a) organizational, (b) 

professional association commitment, and (c) professional commitment are described 

(Bergmann et al., 2000). Organizational commitment reflects a belief regarding the 

organization itself (Bergmann et al., 2000), describing the connection between the 

employee and the organization in which they work. Organizational commitment is 

defined as a psychological link and a sense of belonging, manifesting as pride about the 

organization and making it less likely the employee will voluntarily leave the 

organization (Allen & Meyer, 1996; Vandenberghe & Bentein, 2009). Professional 

association commitment, a second focus on work-related commitment, refers to employee 

union groups (Bergmann et al., 2000). Professional commitment focuses on the desire to 

remain in the profession. Professional commitment is a "belief in and acceptance of the 

goals and values of a profession, a willingness to work hard on behalf of the profession, 

and a strong desire to remain in a profession" (Bergmann et al., 2000, p. 17). Professional 

commitment is an "individual's attachment to their profession" (Giffords, 2009, p. 388) 

and explores the broad scope of the occupational field, while organizational commitment 

and professional association commitment focus on the local work environment. 

Within an educational context, organizational commitment is the relative strength 

of an individual teacher's connection and commitment to a particular organization (e.g., 

school district), while professional association commitment would be the commitment to 
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a teacher's union or professional organization (e.g., National Association of Agricultural 

Educators, Minnesota Association of Agricultural Educators, Association for Career and 

Technical Educators, Minnesota Association for Career and Technical Educators). 

Teacher commitment literature tends to focus on organizational and professional 

commitment (Firestone & Pennell, 1993; Lee & Nie, 2014; Ni, 2017; Park et al., 2020; 

Somech & Bogler, 2002). Though organizational and professional association 

commitment are often used in an educational context, these commitment lenses are not 

the focus of this research. This study focused on the broader context of commitment to 

the overall SBAE profession more so than the commitment to a local school district. 

Additionally, this study did not limit participation to those who are members of an SBAE 

professional organization. SBAE teacher professional commitment has been defined as 

the degree to which individuals identify with, value, and commit to remaining in the 

SBAE profession (Crutchfield et al., 2013; Gorter, 2018; McKim & Velez, 2015; Moser 

& McKim, 2020; Sorensen & McKim, 2014). Therefore, SBAE teacher professional 

commitment is described as the SBAE teacher’s degree of psychological attachment to 

the SBAE profession and commitment to remain in the SBAE profession.  

Teachers frequently refer to one another and themselves as being committed. 

However, even when focusing specifically on teacher professional commitment, Nias 

(1981) found that educators used the word commitment in four different senses – (a) "as 

caring,” (b) “a concern for occupational competence,” (c) ‘personal identification as 

'teacher,’” and (d) “career-continuance" (p. 181). For the purposes of this research, 

teacher professional commitment used the fourth sense, career-continuance, as 

professional commitment in this research was measured by turnover intention. Teacher 
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professional commitment is the consequence of a teacher's psychological attachment to 

their profession, motivation, willingness to learn, and belief that they make a difference 

in students' learning and achievement (Sammons et al., 2007). Such commitment to the 

profession is a primary reason teachers choose to remain in the profession (Certo & Fox, 

2002). Still, questions remain about the psychological reasons influencing that choice to 

remain.  

Factors which Influence SBAE Teacher Professional Commitment 

Educational research has shown that teachers' professional commitment predicts 

turnover (Chapman, 1983; Raju & Srivastava, 1994; Singh & Billingsley, 1996) and has 

been described as a predictor of teachers' performance and burnout (Day et al., 2005; 

Louis, 1998; Tsui & Cheng, 1999). Additionally, teachers who are committed and 

resilient are more likely to be effective than others, and students whose teachers are 

committed are more likely to exceed academic expectations (Sammons et al., 2007). 

Sammons and colleagues (2007) conclude that maintaining and improving commitment 

and resilience is vital to teacher retention, but also state teachers at various stages of their 

careers require different types of assistance to maintain commitment. 

SBAE research concurs that commitment is vital, and prior research suggested 

that SBAE teachers felt moderately to strongly committed to the SBAE profession 

(Crutchfield et al., 2013). Through limited research on the topic, SBAE teacher 

professional commitment had been conceptualized as the extent to which individuals 

identify with and value their profession and commit to staying in the SBAE profession 

(Crutchfield et al., 2013; Gorter, 2018; McKim & Velez, 2015; Moser & McKim, 2020; 

Sorensen & McKim, 2014). Understanding why SBAE teachers remain in the classroom 
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has been an important factor to explore when addressing the commitment to remain in the 

SBAE profession. Research has examined the factors influencing teachers to remain, the 

impact of years of teaching experience on SBAE teacher professional commitment, and 

teacher connections within the profession.  

SBAE literature has discovered some factors which influence why teachers 

remain in the profession. Solomonson and colleagues (2021) identified the top three 

factors as “(1) the teacher’s ability to engage students, (2) the confidence level to 

adequately teach students, and (3) the confidence level to adequately teach the 

curriculum” (p. 132). When exploring the reasons SBAE teachers decide to stay in the 

profession, Igo and Perry (2019) found the strongest indicators were a good work-life 

balance, reliable contracts with competitive compensation, adequate training for the 

position, and positive student, school, and community connections. Overall, SBAE 

teachers who feel competent in the work they do, have connections, and are adequately 

compensated are more likely to remain in the profession. 

Years of SBAE teaching experiences (Crutchfield et al., 2013) and teacher career 

stages (Solomonson et al., 2021) were correlated with professional commitment. 

However, researchers caution that commitment declines in later years, and beginning 

teachers are no less committed than teachers in the middle to latter stages of their 

professional careers (Crutchfield et al., 2013; Sammons et al., 2007). Solomonson et al. 

(2021) identified leading factors influencing Illinois SBAE teachers’ professional 

commitment varied based on the teacher’s career stage. Solomonson and colleagues 

(2021) discovered factors that are distinct to novice teachers versus experienced teachers 
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while assessing the variables influencing an SBAE teacher's decision to stay in the 

profession.  

Significant differences related to professional commitment are influenced by a 

teacher’s years of SBAE teaching experience. Mentoring and support from colleagues in 

their building are valuable to novice teachers, but late-career teachers are established and 

reported less need for mentorship (Solomonson et al., 2021). Previous research posited 

that mid-career teachers valued autonomy and the support they received from 

administration and the community (Solomonson & Retallick, 2018). Personal 

competence was significantly more important to early-career teachers than to mid-career 

teachers, which is consistent with Solomonson and Retallick's findings (2018). Early-

career teachers reported concerns about their ability to competently teach their 

curriculum, whereas late-career teachers did not (Solomonson et al., 2021). The findings 

revealed discrepancies in potential mid-career leavers and stayers based on the level of 

recognition of competence they receive and issues with school policy and administration 

(Solomonson & Retallick, 2018).  

Research has also analyzed how SBAE teachers’ need for relatedness (i.e., sense 

of belonging) and connections influence professional commitment. Moser and McKim 

(2020) identified that SBAE teacher connections (i.e., curricular connectivity, SBAE 

teacher connectivity, school connectivity, and community connectivity) predicted 12% of 

the variance in professional commitment, with school connectivity and SBAE teacher 

connectivity being statistically significant. Overall, SBAE teachers need to feel connected 

to the curriculum, to SBAE peers, and to the school district.  
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Further research on SBAE teachers' professional commitment is needed. 

Crutchfield and colleagues (2013) suggested that understanding teacher professional 

commitment could help retain SBAE teachers. SBAE research indicates that teachers 

need to feel autonomous to make program decisions, competent in their work, and 

supported by administration, community members, and other SBAE teachers. 

Psychological needs satisfaction can be used to examine these needs for autonomy, 

competence, and relatedness in teacher professional commitment research (Collie et al., 

2016; Klassen et al., 2012; Lee & Nie, 2014; Mabekoje et al., 2016). However, the 

psychological factors of these themes had yet to be examined in SBAE research, and 

there was a gap in the research considering if these factors, individually or collectively, 

can predict professional commitment. Thus, this study was designed to examine if and to 

what extent psychological needs satisfaction of autonomy, competence, and relatedness 

were related to and could predict teachers' professional commitment. 

Teachers' Basic Psychological Needs Satisfaction 

Satisfaction of the innate psychological needs of autonomy, competence, and 

relatedness is crucial in determining a person's behavior. These needs are natural and 

fundamental in fostering intrinsic motivation and are necessary for healthy psychological 

development and functioning (Deci & Ryan, 2012; Ryan & Deci, 2002, 2020; Ryan et al., 

2019). Psychological health, motivation, and individual optimal functioning are strongly 

associated with the fulfillment of psychological needs (Chirkov et al., 2003; Colledani et 

al., 2018; Deci & Ryan, 2012; Mauss et al., 2011; Ryan & Deci, 2020).  

Researchers determined that teachers' psychological functioning, or the 

fulfillment of basic psychological needs, is fundamental for job satisfaction and 



 

 17 

professional commitment (Lee & Nie, 2014; Mabekoje et al., 2016). The fulfillment of an 

employee's needs for autonomy, competence, and relatedness at work has a direct 

positive relationship with well-being, job satisfaction, positive work-related attitudes, 

commitment, employee performance, and motivation (Baard et al., 2004; Deci et al., 

2001; Gagné & Deci, 2005). Conversely, poor psychological functioning is linked with 

high attrition rates and burnout (Albrecht & Marty, 2017). The desire to satisfy a healthy 

person's basic psychological needs influences their behavior and drive to seek 

environments, including work environments, that support their need fulfillment (Deci & 

Ryan, 2000, 2014; Ryan & Deci, 2002; Vansteenkiste et al., 2020). Psychological 

functioning is central to teacher job satisfaction and commitment (Lee & Nie, 2014; 

Mabekoje et al., 2016). A teacher's work environment that supports need satisfaction is 

desirable as it promotes healthy psychological functioning and leads to commitment 

(Mabekoje et al., 2016). Needs satisfaction in the workplace significantly influences a 

teacher's motivation, choices, and behaviors to seek a work climate that fulfills basic 

psychological needs. Psychological needs satisfaction must fulfill the need for autonomy, 

competence, and relatedness. 

Autonomy  

Autonomy is the need for individuals to feel like they have voluntary control and 

choice over what they do. Autonomy references a sense of initiative, acceptance, and 

ownership in one's actions and is supported through experiences of interest and value 

instead of rewards or punishments (Deci & Ryan, 1985, 2000; Ryan & Deci, 2020). 

Autonomy "means acting with choice—which means we can be both autonomous and 

happily interdependent with others" (Pink, 2009, p. 88). People look for autonomy to 
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improve their lives as it increases an individual's persistence, results in higher 

productivity and less burnout, and promotes more significant levels of psychological 

well-being (Chirkov et al., 2003; Deci & Ryan, 2012; Pink, 2009). People are 

autonomous when their behavior is in harmony with genuine personal interests, values, 

and desires (Chirkov et al., 2003; Deci & Ryan, 1985, 1995, 2000). Autonomous people 

are also more willing to take initiative, act with intention, and stand behind their actions 

(Chirkov et al., 2003; deCharms, 1968).  

Autonomy-supportive practices lay the foundation for teacher psychological need 

fulfillment. Autonomy has been found to be the strongest predictor of teacher 

psychological well-being (Collie et al., 2016; Deci et al., 2001; Nie et al., 2015; Taylor & 

Ntoumanis, 2007). Administrators establish the environments of the school and district, 

which affect the motivation, goals, and behaviors of the teachers (Collie et al., 2018; Deci 

et al., 1982; Nie et al., 2015; Pelletier et al., 2002). When teachers perceive their work 

environment as autonomy-supportive, they are more likely to feel basic psychological 

needs fulfillment (Collie et al., 2016; Klassen et al., 2012). Nie et al. (2015) found an 

autonomy-supported work environment was associated with teachers' high psychological 

wellness and intrinsic motivation to teach. However, the lack of autonomy support 

negatively impacted a teacher's motivation to continue in that school or the profession. 

Palmer (2020) assessed how psychological needs satisfaction correlated with teachers' 

years of service and determined teachers' perceived autonomy satisfaction and teacher 

years of service were not correlated. However, according to Bouwma-Gearhart (2010) 

and Palmer (2020), there is a deficit in the literature on the relationship between teacher 

autonomy and retention; therefore, additional research was needed to evaluate factors 
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beyond years of service to identify factors that may influence professional commitment 

and retention.  

Autonomy has been studied, especially the relationship between the 

administration and SBAE teacher. Autonomy has been reported to influence mid-career 

SBAE teacher intention to remain in the profession (Clark et al., 2014; Solomonson & 

Retallick, 2018). Solomonson and Retallick (2018) identified factors influencing mid-

career SBAE teachers’ retention in the profession. Mid-career SBAE teachers value 

autonomy within the school district, which includes administrative and community 

support (Solomonson & Retallick, 2018). Clark et al. (2014) investigated the experiences 

of SBAE teachers who continued in the profession beyond reaching retirement age. The 

findings confirmed the idea that teachers who stayed in the profession longer were 

satisfied with the autonomy-supportive actions of their administration, which contributed 

to the longevity of their careers (Clark et al., 2014). However, existing research 

concentrated on mid- and late-career teachers, but there had been no research addressing 

the autonomy satisfaction of early-career teachers or a census of teachers. As the number 

of early-career teachers continues to grow, it is vital to understand how autonomy 

contributes to professional commitment throughout an SBAE teacher’s career. This study 

aimed to add to the literature exploring SBAE teachers’ satisfaction for the need of 

autonomy. 

Competence  

Competence relates to the "feeling of mastery, a sense that one can succeed and 

grow" within environments that provide "optimal challenges, positive feedback, and 

opportunities for growth" (Ryan & Deci, 2020, p. 101860). It recognizes the intrinsic 
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need to feel proficient in one’s work. "The need for competence leads people to seek 

optimal challenges for their capacities and to persistently attempt to maintain and 

enhance those skills and capacities through activity" (Ryan & Deci, 2002, p. 7). 

Individuals have an intrinsic desire to achieve and grow, supporting basic needs 

satisfaction (Ryan & Deci, 2020). The innate drive, passion, and determination to stretch 

oneself, stick to it, and work towards competence results in satisfaction and commitment 

(Pink, 2009). Competence is not the attained skill or capability, but instead, the felt sense 

of confidence and mastery. 

Competence is the psychological need for effectiveness and influences a person's 

psychological well-being. Wisniewski et al. (2018) described competence as an 

individual's need to feel effective in the world. Psychological frustration occurs in the 

workplace when there is a disparity between what people must do and what they can do. 

When duties exceed capabilities, anxiety results, but boredom is the consequence when 

responsibilities fall short of abilities (Pink, 2009). When developing competence or 

mastery, an individual must work to learn and grow, even when little progress is visible 

(Pink, 2009). When studying the context of teaching, perceived competence may 

influence a teacher's belief in their ability to be effective. A teacher’s psychological needs 

fulfillment at work is influenced by perceived competence (Palmer, 2020). Collie et al. 

(2016) attested that competence was the best predictor of overall well-being and provided 

insight into understanding teachers' psychological functioning at work. A statistically 

significant relationship between teachers' perceived competence satisfaction and years of 

service has been documented (Hobson & Maxwell, 2017; Palmer, 2020). However, 

Palmer (2020) called for additional research to explore factors beyond years of service 
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that influence how teachers perceive competence, to identify the factors that foster 

motivated teachers who thrive and are retained. 

Competence has not been thoroughly researched in SBAE literature. A gap 

existed in SBAE research evaluating overall teacher perception of competence 

satisfaction among SBAE teachers. SBAE research includes needs assessments based on 

SBAE teachers’ high priority needs for training but has not examined the psychological 

aspect of felt mastery. The capabilities and deficiencies of SBAE teachers have been 

assessed through needs assessments, considering the competencies required to manage 

the discipline-specific expectations of an SBAE teacher (Clemons et al., 2018; Coleman 

et al., 2020; Smalley et al., 2019; Smalley & Smith, 2017; Sorensen et al., 2014). 

Discipline-specific teacher expectations encompassed in SBAE research include 

pedagogy, intra-curricular facilitation, program management, technical knowledge, 

professionalism, professional growth, and personal qualities (McKim et al., 2017; 

Roberts & Dyer, 2004). SBAE teachers who perceive higher competence within the 

discipline-specific teacher competence areas also reported a higher perceived 

commitment to teaching (McKim et al., 2017) and job satisfaction (Blackburn & 

Robinson, 2008). SBAE research has also focused on competence regarding online 

instruction during the COVID-19 pandemic (Eck et al., 2021) and multicultural 

competence (Vincent & Torres, 2015). Additional research assessed SBAE teachers’ 

perceived competence regarding specific content, including agricultural mechanics (Byrd 

et al., 2015; Wells et al., 2021). However, a gap in the literature was found regarding 

overall perceived competence of SBAE teachers in relation to psychological functioning. 

Given that competence has been discovered to be a strong predictor of psychological 
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functioning at work (Collie et al., 2016), SBAE teachers’ psychological need fulfillment 

of competence warrants deeper investigation. 

Relatedness 

The need to feel connected with others is an innate psychological need for 

humans. Also known as connection with others, relatedness is described as a sense of 

belonging and feeling connected to and cared for by others (Ryan & Deci, 2000, 2020) 

and is a vital component required for psychological functioning. Relatedness is satisfied 

when the person feels valued and appreciated by others (Meyer, 2014) and is essential for 

people's well-being and growth (Ronen & Mikulincer, 2014). Relatedness concerns the 

psychological sense to "connect with and be integral to and accepted by others" (Ryan & 

Deci, 2002, p. 7). Relatedness focuses on the feeling of being in a secure connection with 

others.  

Relatedness need satisfaction in the work environment involves the human 

interaction necessary for self-determined motivation and is a strong predictor of work 

performance (Deci & Ryan, 2014). The social aspect of work must be incorporated when 

evaluating a teacher's sense of belonging. Relationships with students and colleagues 

influence the fulfillment of the basic need for relatedness for teachers (Klassen et al., 

2012). Relatedness with colleagues was a predictor of commitment and early-career 

teacher psychological well-being, and relatedness with students was a crucial motivation 

for entering and staying in the teaching profession (Collie et al., 2016; Klassen et al., 

2012). Relatedness with colleagues and students is essential; however, feeling connected 

to the community, school, and profession is also important. According to Palmer (2020), 

there was a deficit in the literature on the relationship between teacher relatedness 
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satisfaction and retention. Furthermore, prior research (Collie et al., 2016; Klassen et al., 

2012) has concentrated on specific levels of teacher experience, but research addressing 

the relatedness satisfaction of a census of teachers is absent.  

Relatedness is the psychological need most researched in SBAE teacher 

professional commitment literature. Moser and McKim posit that "connections and 

relationships are critical variables needing consideration in efforts to study and/or support 

SBAE teacher career commitment" (2020, p. 270). Moser and McKim (2020) evaluated 

SBAE teachers' perceptions of connectivity and career connection focusing on four 

connectivity elements: (a) curricular connectivity, (b) SBAE teacher connectivity, (c) 

school connectivity, and (d) community connectivity.  

Curricular connectivity describes the level of knowledge and autonomy a teacher 

has of the curriculum (Moser & McKim, 2020). Existing research indicates that curricular 

connectivity is important, with more teacher autonomy and knowledge of the curriculum 

related to higher job satisfaction and intentions to stay in the classroom (Clemons & 

Lindner, 2019; Kauffman et al., 2002). As a result, teachers with greater control over 

their curriculum, passion, and preparation will perceive higher degrees of curricular 

connectivity. This aligns with the autonomy need satisfaction research.  

SBAE teacher connectivity includes connections with “SBAE teachers within their 

school, state, or nationally” (Moser & McKim, 2020, P. 265) and was established as a 

significant, positive predictor of professional commitment. SBAE colleague support 

(Hasselquist et al., 2017; Moser & McKim, 2020) also significantly predicts SBAE 

teacher job satisfaction (Hasselquist et al., 2017; Moser & McKim, 2020). Respondents 
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indicated a reasonably strong connection with other SBAE teachers in contrast to school 

connections (Moser & McKim, 2020).  

School connectivity evaluates the relationships with non-SBAE teachers and 

administration (Moser & McKim, 2020). Relatedness, or connectivity, within the school 

district (i.e., school connectivity) was identified to positively predict professional 

commitment (Moser & McKim, 2020). The strongest predictor of professional 

commitment was school connectivity; unfortunately, respondents felt the least connected 

in this area. School connectivity also significantly predicts SBAE teacher job satisfaction 

(Hasselquist et al., 2017; Moser & McKim, 2020). 

Community connectivity measures the perception of connectedness with members 

of the teacher’s community (Moser & McKim, 2020). SBAE provides numerous 

opportunities for teachers and the program to interact with the local community. 

However, community connectivity was statistically insignificant as a predictor of career 

commitment (Moser & McKim, 2020). 

Connectivity within the curriculum, with other SBAE teachers, within the school, 

and within the community has been researched and connected with commitment 

(Hasselquist et al., 2017; Moser & McKim, 2020). However, SBAE literature has not 

examined if relatedness need satisfaction can predict professional commitment or how it 

correlates with overall SBAE teacher psychological needs satisfaction. This study added 

to the literature by further exploring psychological needs satisfaction for relatedness in 

the context of both the SBAE profession and their daily work environment within a 

school district.  
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Psychological Needs Satisfaction and Teacher Professional Commitment 

A person’s work environment provides unique opportunities for psychological 

needs satisfaction. The concept of psychological needs satisfaction for autonomy, 

competence, and relatedness describes the contextual factors that "support or undermine 

motivation, performance, and well-being" (Deci & Ryan, 2002, p. 27). This 

psychological support or suppression influenced behaviors and actions at work (Deci & 

Ryan, 2000). When psychological needs were satisfied, there was more effective 

functioning because "necessary nutriments for human growth and development" were 

supported (Baard, 2002, p. 259). Psychological needs satisfaction focuses on the nutrients 

essential for survival, growth, and integrity of the individual (Ryan et al., 1996), shifting 

the focus from getting the right person in a job to "presenting an environment for all 

employees in which they have the opportunity to get their intrinsic needs met and thus do 

well" (Deci & Ryan, 2002, p. 260). 

The theoretical concept of psychological needs satisfaction has notable 

implications for teacher professional commitment. Humans gravitate towards 

environments that satisfy their basic needs (Deci & Ryan, 2002; Greguras & Diefendorff, 

2009). Teachers’ psychological need fulfillment is fundamental for professional 

commitment and fosters job satisfaction and well-being (Baard et al., 2004; Deci et al., 

2001; Gagné & Deci, 2005; Lee & Nie, 2014). A teacher’s work environment influences 

a teacher's basic psychological needs satisfaction, which motivates the actions and 

behaviors of the teacher. 

Low psychological needs satisfaction is linked to high attrition rates and burnout 

(Albrecht & Marty, 2017; Bartholomew et al., 2014). Multiple studies within SBAE have 
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focused on teacher stress and burnout as contributors to the ongoing teacher shortage 

(Chenevey et al., 2008; Smith & Smalley, 2018). Lawver and Smith (2014) reported 

extreme stress levels in a study of SBAE teachers. Burnout is related to personal 

psychological exhaustion (Santoro, 2013). Burned-out teachers experience problems with 

emotional exhaustion (Bitsadze & Japaridze, 2014). Emotional exhaustion was the most 

damaging of the causes of overall teacher burnout (Yilmaz et al., 2015). Ultimately, the 

satisfaction of basic needs influences "life goals and daily behaviors" (Deci & Ryan, 

2002, p. 27), and extreme stress and burnout result from unmet psychological needs and 

reduce professional commitment.  

Satisfaction of the employee's psychological needs for competence, autonomy, 

and relatedness at work have a direct positive relationship with well-being, job 

satisfaction, positive work-related attitudes, employee performance, motivation, and 

commitment (Baard et al., 2004; Deci & Ryan, 2000; Deci et al., 2001; Gagné & Deci, 

2005; Van den Broeck et al., 2010, 2016). The healthy human psyche strives for 

psychological needs satisfaction and gravitates toward environments that foster 

fulfillment (Deci & Ryan, 2002). Autonomy, competence, and relatedness fulfillment are 

fundamental for job satisfaction and professional commitment (Lee & Nie, 2014). 

Autonomy, competence, and relatedness need fulfillment improve commitment and 

retention of teachers (Collie et al., 2016; Lee & Nie, 2014). When examining the 

variables influencing professional commitment, it is evident that work environments 

either encourage or impede teacher psychological need satisfaction of autonomy, 

competence, and relatedness, which impacts a teacher's commitment to continue in the 

profession. 
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Teacher Retention 

Teacher retention is widely explored and is used to assess professional 

commitment. On average, about 8% of teachers leave the profession annually, with about 

two-thirds departing before retirement age (National Center for Education Statistics, 

2018; Sutcher et al., 2016). Beginning teachers have an even greater turnover rate than 

experienced teachers, with up to 8% of teachers leaving each year (Sutcher et al., 2016). 

Minnesota SBAE teacher attrition figures show that within their first five years of 

teaching, 34% of new teachers leave the profession within their first five years (Rada & 

Haddad, 2021), which aligns with national figures (Darling-Hammond & Sykes, 2003; 

Gray et al., 2015; Podolsky et al., 2016). Reducing attrition would lessen the projected 

shortages more than any other single factor (Sutcher et al., 2016).  

The teacher retention literature identifies factors influencing a teacher's 

commitment to stay in the profession. The top five factors cited by teachers as 

influencing the decision to leave the teaching profession, other than retirement, were (a) 

childcare or pregnancy (37%), (b) the pursuit of another career (28%), (c) dissatisfaction 

with recent school accountability measures (25%), (d) dissatisfaction with the 

administration (21%), and (e) dissatisfaction with teaching as a career (21%) (Sutcher et 

al., 2016). More than half of teachers who left teaching indicated dissatisfaction with 

some part of their job as "very" or "extremely important" in their decision. In additional 

research, the decision to pursue a position other than a K-12 teaching position was the 

most frequently cited reason for teacher turnover, excluding retirement (National Center 

for Education Statistics, 2018). Teachers’ psychological needs must be met to support job 
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satisfaction and professional commitment; however, literature on the 

underlying psychological causes of professional dissatisfaction is insufficient. 

Recent literature has explored the lasting impact of the COVID-19 pandemic on 

teacher attrition. An EdWeek survey about teacher stress during the COVID-19 pandemic 

found "more than a quarter of teachers said job-related stress leads them to think often 

about quitting, and 16% said they dread going to work every day" (Will, 2021, para. 16). 

While difficult to know the long-term impacts of the pandemic on teacher attrition, in a 

January 2022 National Education Association survey, 90% of respondents indicated that 

feeling burned out is a serious problem, and up to 55% of educators indicated interest in 

leaving the profession earlier than planned (Jotkoff, 2022). High attrition rates and 

burnout are correlated with low psychological needs satisfaction (Albrecht & Marty, 

2017), and job satisfaction and professional commitment necessitate autonomy, 

competence, and relatedness satisfaction (Lee & Nie, 2014). More research is needed to 

investigate the thoughts and feelings that lead to a shift in teachers' professional 

commitment. These psychological underpinnings require more investigation. 

Minnesota SBAE Teacher Retention Programming 

Teacher development and support are a priority in Minnesota. Mentorship and 

network building in Minnesota begin before a teacher joins their first classroom and long 

after the first year is complete. Professional development opportunities are available for 

postsecondary agricultural education students during the Midwest Regional Future 

Agriscience Teacher (FAST) Symposium (Rada, 2022). The Minnesota Teacher 

Induction Program (TIP), the primary professional development induction program for 

incoming Minnesota SBAE teachers, began in 1999 and has mentored more than 20 
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cohorts of new SBAE teachers in Minnesota (Greiman, 2010; Joerger, 2002; Joerger & 

Boettcher, 2000; Rada, 2022). Resources for Professional Learning (RPL) is a teacher 

retention program designed for early-career SBAE teachers in their second and third 

years of teaching, focusing on pedagogy, work-life balance, classroom management, and 

successful program management (Rada, 2022). The Minnesota Association of 

Agriculture Educators also offers professional development through two annual 

conferences and additional multi-day content-specific professional development 

workshops (Rada, 2022).  

Minnesota SBAE teachers’ annual attrition is also worth noting. Rada and Haddad 

(2021) discovered that 54.5% of the 381 teachers who began their careers in Minnesota 

between 1998 and 2020 were still teaching SBAE programs. Minnesota has a long history 

of providing induction support to early-career teachers (Greiman, 2010; Joerger, 2002; 

Joerger & Boettcher, 2000; Rada, 2022), which has contributed to Minnesota having a 

lower annual attrition rate for SBAE teachers (2.4%) than the national average (4.5%) 

(Foster et al., 2020; Rada & Haddad, 2021). It is worth noting that more than half of the 

teachers had fewer than 10 years of experience, so higher turnover in lower experience 

categories was expected. While the annual attrition rate is lower than the national 

average, losing 40% of teachers with less than 10 years of experience is concerning 

(Rada & Haddad, 2021). Furthermore, the loss of approximately one-third of teachers in 

years one through three is comparable to national averages but necessitates additional 

attention given the support systems available. 

When evaluating SBAE teacher demand in Minnesota, it is apparent that there is a 

significant demand for SBAE teachers. Between 2005 and 2020, 27 school districts began 
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SBAE programs, and districts created 75 new SBAE teaching positions across the state 

(Sheehan, 2020). Because of the immense growth in demand for SBAE teachers in 

Minnesota since 2019 and the state's teacher retention rate each year (Sheehan, 2021), a 

substantial number of SBAE teachers have under five years of expertise. When 

examining the Minnesota SBAE teachers with 22 years or less of teaching experience, 

more than 33% had fewer than four years of SBAE teaching experience (Rada & Haddad, 

2021). Given a significant number of SBAE teachers in Minnesota have five or fewer 

years of experience and early-career teachers tend to exit the profession at higher rates 

(Darling-Hammond & Sykes, 2003; Gray et al., 2015; Rada & Haddad, 2021), it was 

critical to analyze the factors that contribute to Minnesota’s SBAE teachers' professional 

commitment.  

However, Rada and Haddad (2021) did not investigate the traits of the teachers 

who continue to work in the field. The expected shortages would be reduced more by 

reducing attrition than by any other single cause (Sutcher et al., 2016). Therefore, it was 

necessary to conduct specific research assessing SBAE teachers' psychological needs 

fulfillment to explore the relationships between psychological needs satisfaction and 

commitment to the profession to explore why SBAE teachers continue to work in the 

field. As the director of the recruitment and retention programming in Minnesota SBAE, 

I have a background in supporting teachers and numerous experiences with teachers who 

stayed in the profession and with those who left. Those conversations and my personal 

experiences of leaving the SBAE teaching profession twice triggered the formation of 

this research. 
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Personal Experiences in SBAE Retention 

My professional work involves supporting SBAE teachers daily, especially early-

career SBAE teachers. I’m often asked why I left the SBAE profession during this work. 

It is a complicated question to answer. I usually summarize it as “I built a program I 

could no longer sustain alone and no longer had administration willing to support the 

growth by adding an additional teacher.” While this response is accurate, the final 

decision to pursue a different role within SBAE wasn’t a single trigger, and the final 

decision was significantly influenced by psychological factors. It was a conglomeration 

of several elements. 

When I began teaching in Minnesota, I began midyear and was hired to build the 

part-time program back to full-time. Over nearly eight years, the SBAE program 

quadrupled from fewer than six courses a year to having preregistration resulting in more 

than 24 course offerings possible. Twenty FFA members grew to over 300 members. The 

administration who hired me trusted me to add relevant and rigorous courses, which 

included courses for science and college credit. Administration and community members 

trusted the choice to move to an affiliate membership structure for FFA and supported 

work-based learning requirements so all students could benefit from leadership 

development and career exploration. However, administration changed, and every choice 

began to be questioned. Advisory board members, alumni, and even current students 

advocated to the school administration for support of what I thought was needed to grow 

the program further. I met with the principal often enough that students even asked what 

trouble I was in. I no longer felt confident in the choices I was making and had little hope 
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that the growth I had been working towards would be actualized. I no longer had 

autonomy in my classroom or program. 

Not only was I feeling micromanaged, but I also found myself being questioned 

about the content within my courses. The principal frequently stopped in for evaluations 

and asked students why we were learning the content. Additionally, students who didn’t 

meet the prerequisites were being added to courses, so course content had to be 

continuously modified. My doubts during my first teaching job resurfaced even though 

I’d successfully grown the program over seven years. I was no longer confident in my 

abilities as a teacher. I no longer felt competent as a teacher. 

When I began teaching in this district, a cohort of teachers began in the same 

timeframe. We connected easily, spent a lot of time reflecting and learning as early-

career teachers together, and were friends beyond work. However, as life changed, each 

cohort member moved on to different districts, and I was the only one remaining. I no 

longer had daily support within the school district. Luckily, I did have support from other 

SBAE teachers. I felt no relatedness within the school district but did within the SBAE 

profession. 

These factors, leveled up by personal challenges with infertility, adoption 

challenges, a tornado hitting our home, and an overall feeling of overwhelm coupled with 

an opportunity for change, resulted in my choice to pursue a different role within SBAE. 

Though my personal experiences are unique to me, the psychological factors and results 

were consistent both times I left teaching. I’ve also heard similar stories as I talk to other 

SBAE teachers working through the difficult choice of staying or leaving the profession. 

I often share during these conversations that I care more for the teacher as a human than 
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as a teacher in hopes of acknowledging the psychological factors impacting them. I have 

worked with SBAE and Career and Technical Education teacher induction and retention 

professional development programs for more than eight years. Throughout conversations 

with participating teachers, it is clear to me that administration changes, relationship 

changes, priority shifts, and so many other factors influence an SBAE teacher’s 

psychological need satisfaction for autonomy, competence, and relatedness. 

The decision to stay committed to the SBAE profession is often complicated and 

influenced by several factors. When I first read Drive by Daniel Pink (2009), it was 

validating to put words to all my thoughts about the various psychological factors that 

influenced my career changes and are still motivating SBAE teachers to stay or go. While 

I believe there are additional factors to explore regarding the motivational factors 

influencing SBAE professional commitment, autonomy, competence, and relatedness 

provide a solid foundation to launch this investigation. 

Theoretical Framework 

Deci and Ryan's (1985) self-determination theory (SDT) serves as the theoretical 

framework for this study. SDT is a macro human motivation theory that assumes natural, 

innate tendencies toward psychological growth and development exist in all individuals, 

leading to a more complex and unified sense of self (Ryan & Deci, 2002). Based on an 

organismic dialectical meta-theory, SDT assumes people are active organisms within an 

environment who strive to grow and integrate their experiences into a coherent sense of 

self (Deci & Ryan, 2000). People's innate growth tendencies and psychological needs 

require ongoing nutriments and support to function effectively. The foundations of SDT 

dwell in identifying the opposing forces between an individual's human nature and the 
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environment that either help or hinder development (Ryan & Deci, 2002). "SDT is 

concerned not only with the specific nature of positive developmental tendencies, but it 

also examines social environments that are antagonistic toward these tendencies" (Ryan 

& Deci, 2000, p. 69). Consequently, the interaction between the active organism and the 

social context was the basis for SDT's behavior, experience, and development 

predictions. 

The foundational work developed a theoretical framework for conceptualizing 

and fostering the three basic psychological needs of autonomy, competence, and 

relatedness in the context of motivation (Deci & Ryan, 1985; Ryan & Deci, 2000). The 

SDT framework is used to determine what supports or undermines people’s motivation, 

well-being, and performance quality. Conditions that support the psychological needs 

satisfaction of autonomy, competence, and relatedness enhance motivation, performance, 

and persistence. In this study, teacher perceptions are studied to determine if motivation 

and persistence in the teacher’s career (i.e., professional commitment) are influenced by 

psychological needs satisfaction of autonomy, competence, and relatedness. 

 As a human motivation theory, SDT has evolved over the last 60 years and has 

been refined into five mini-theories (see Figure 2.1), which address different aspects of 

human motivation (Deci & Ryan, 2000; Ryan & Deci, 2017). Each of the five mini-

theories was developed to explain a set of motivationally based phenomena that emerged 

from research (Deci & Ryan, 2000). For the purposes of this research, the basic 

psychological needs mini-theory provided the basis for the framework (Deci & Ryan, 

2002).  
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Figure 2.1  

Overview of Self-Determination Theory: The Five Mini-Theories 

 

 

An overview of the five mini-theories within SDT is shown in Figure 2.1. Within 

the broader framework of SDT is a central mini-theory, basic psychological needs theory 

(BPNT), which focuses on the three basic psychological needs – the need for autonomy, 

competence, and relatedness. Basic psychological needs are broadly defined as a 

psychological nutriment essential for individuals' adjustment, well-being, integrity, and 

growth (Deci & Ryan, 1995, 2002, 2012; Ryan & Deci, 2002, 2020; Ryan et al., 2019). 

BPNT focuses on fundamental needs and the relation to psychological health and well-

being when evaluating an environment. Three basic psychological needs provide the 

foundation for classifying features of an environment as supportive versus discouraging 
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basic needs support healthy human functioning; however, when an environment does not 

meet fundamental needs, psychological needs frustration results, and healthy human 

functioning is hindered (Ryan & Deci, 2002; Vansteenkiste et al., 2020). Psychologically 

healthy humans strive for psychological needs satisfaction and gravitate toward 

environments that fulfill their needs when possible (Ryan & Deci, 2002). A social 

environment that supports an individual's needs for autonomy, competence, and 

relatedness is desirable as it promotes healthy psychological functioning.  

The psychological needs of autonomy, competence, and relatedness strongly 

affect human behavior and motivation. The three psychological needs play a prominent 

role in development, adjustment, and wellness, with substantial implications for basic 

motivational science (Ryan & Deci, 2017; Van den Broeck et al., 2016; Vansteenkiste et 

al., 2020). The concept of basic needs provided the basis for making predictions about 

conditions that promote optimal outcomes in personality development and the quality of 

behavior and experience within a specific situation (Deci & Ryan, 2000). SDT focuses on 

the motivation behind the behavior, as motivation is the reason that underlies behaviors 

and actions (Ryan et al., 1996). Humans are motivated to gravitate towards environments 

that promote needs satisfaction (Deci & Ryan, 2002).  

Psychological needs satisfaction is an important characteristic to examine while 

studying teacher professional commitment behavior (i.e., the commitment to remain in 

the teaching environment). A hypothesized conceptual model of psychological needs 

satisfaction and professional commitment is shown in Figure 2.2. The model utilizes SDT 

to show how autonomy, competence, and relatedness individually and collectively 

influence professional commitment. The model depicts the hypothesized relationship, 
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with psychological needs positively influencing professional commitment. Professional 

commitment will improve if an SBAE teacher’s psychological needs are being met. 

However, if a teacher’s needs are not being met, professional commitment will be low. 

Figure 2.2  

Hypothesized Model of Psychological Needs Satisfaction and Professional Commitment 
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between psychological needs satisfaction and professional commitment with SBAE 

teachers.  

Chapter Summary 

This study viewed psychological needs through the lens of SDT (Ryan & Deci, 

2002), recognizing that the psychological needs of autonomy, competence, and 

relatedness are universal and innate needs essential for psychological functioning (Ryan 

& Deci, 2020). Given that people are drawn to environments that foster needs satisfaction 

and that needs satisfaction influences beliefs and behaviors (Collie et al., 2016; Lee & 

Nie, 2014; Mabekoje et al., 2016), teacher’s psychological needs satisfaction influences a 

teacher's professional commitment. This study aimed to examine if and to what extent 

psychological needs satisfaction of autonomy, competence, and relatedness was related to 

and could predict SBAE teachers’ professional commitment.  
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Chapter 3: Methodology  

Teachers must be retained in the profession to meet the ever-growing demand for 

SBAE teachers across the United States. Although the literature has identified several 

factors which influence SBAE teacher retention, previous research has not examined the 

psychological needs satisfaction of Minnesota SBAE teachers. While critical to retention, 

professional commitment remains a needed area within SBAE research. Chapter 3 

highlights the general methodological approach and the detailed methods used to conduct 

this study. 

Research Questions and Hypotheses 

The purpose of this study was to examine if and to what extent psychological 

needs satisfaction of autonomy, competence, and relatedness were related to and could 

predict teachers' professional commitment. To accomplish this purpose, the following 

research questions were constructed: 

RQ1: What is the perceived basic psychological needs satisfaction (including 

autonomy, competence, and relatedness collectively and independently) of 

Minnesota SBAE teachers? 

RQ2: What is the perceived professional commitment of Minnesota SBAE 

teachers? 

RQ3: To what extent does psychological needs satisfaction (including autonomy, 

competence, and relatedness collectively and independently) predict SBAE 

teacher professional commitment? 
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RQ4: To what extent does number of years teaching SBAE predict SBAE teacher 

psychological needs satisfaction (including autonomy, competence, and 

relatedness collectively)? 

RQ5: To what extent does number of years teaching SBAE predict SBAE teacher 

professional commitment? 

The research addressed the following null hypotheses in the study: 

HO1: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, psychological needs 

satisfaction of autonomy, competence, and relatedness collectively, and the 

response variable, SBAE teacher professional commitment. 

HO2: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, need satisfaction of autonomy, 

and the response variable, SBAE teacher professional commitment. 

HO3: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, need satisfaction of 

competence, and the response variable, SBAE teacher professional commitment. 

HO4: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, need satisfaction of 

relatedness, and the response variable, SBAE teacher professional commitment. 

HO5: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, years teaching SBAE, and the 

response variable, SBAE teacher psychological needs satisfaction. 
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HO6: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, years teaching SBAE, and the 

response variable, SBAE teacher professional commitment. 

Research Design and Methodology 

This study utilized a quantitative, cross-sectional non-experimental methodology 

(Creswell & Creswell, 2018; Jackson, 2015). A census study analyzed the entire 

population (Johnson & Christensen, 2014) of Minnesota SBAE teachers engaged in the 

profession as of May 2022. This relationship was best investigated using a quantitative 

design to determine whether each independent variable predicted each dependent 

variable. Each participant rated their need satisfaction and professional commitment 

through an online questionnaire. A cross-sectional questionnaire was used to gather 

information from the SBAE teacher participants at one point in time (Creswell & 

Creswell, 2018; Stockemer, 2019).  

Primary data were collected from individual SBAE teachers who met the 

inclusion criteria (i.e., were currently teaching in Minnesota as of May 2022) to address 

the research questions. The numeric description of trends and perceptions from the SBAE 

teacher sample was gathered using survey research (Creswell & Creswell, 2018).  

Variables of Interest 

The hypothesized psychological functioning and professional commitment model 

depicts how autonomy, competence, and relatedness individually and collectively 

positively influence professional commitment (see Figure 2.2). Professional commitment 

would improve if an SBAE teacher's psychological requirements were fulfilled. 

Professional commitment would be diminished if a teacher's needs were not fulfilled. 
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Independent variables are a variable presumed to cause a change in another 

variable (Johnson & Christensen, 2014). As shown in Figure 2.2, the independent 

variables in this research were autonomy, competence, relatedness in the school district, 

relatedness in the SBAE profession, and psychological needs satisfaction. I measured the 

dependent variable, which is assumed to be influenced by one or more of the independent 

variables (Jackson, 2015; Johnson & Christensen, 2014). In this case, the dependent 

variable is professional commitment measured by turnover intention.  

Control variables influence the understanding of relationships between 

independent and dependent variables. Prior research had considered control variables 

such as age, marital status, gender, certification type, and years teaching SBAE. To 

analyze the influence of independent variables on the dependent variable, hierarchical 

regression analysis was used to manage control variables that may potentially impact the 

dependent variable (Creswell & Creswell, 2018). Researchers within SBAE teacher 

retention have debated a variety of variables, with conflicting results about the 

relationship of each control variable to professional commitment (Blackburn & 

Robinson, 2008; Boone & Boone, 2007; Chaney, 2007; Clark et al., 2014; Crutchfield et 

al., 2013; Lemons et al., 2015; McKim & Velez, 2015; Murray et al., 2011; Solomonson 

et al., 2018; Sorensen et al., 2016a, 2016b; Tippens et al., 2013; Touchstone, 2015; 

Wheeler & Knobloch, 2006). Given prior research on SBAE teacher professional 

commitment, I selected age, gender, certification type, and years teaching SBAE as 

control variables (see Figure 3.1). 
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Figure 3.1 

The Hypothesized Model of Psychological Functioning and Professional Commitment with Instruments Summarized 
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The psychological functioning and professional commitment model (see Figure 

3.1) illustrates the hypothesized relationship in which psychological needs influence 

professional commitment positively. Relatedness is also addressed in two contexts: 

relatedness in a school district and relatedness in the SBAE profession. Additional 

demographic data, such as gender, age, certification type, and years teaching SBAE, were 

recorded as control variables. Professional commitment would improve if an SBAE 

teacher's psychological requirements were fulfilled. Professional commitment would be 

diminished if a teacher's psychological needs were not fulfilled.  

Instrumentation 

An online questionnaire was designed to collect numerical data. Participants rated 

statements regarding their psychological needs satisfaction and professional commitment 

using matrix table questions, numerical continuous questions, and multiple-choice 

questions. The matrix table questions used Likert scales with multiple items with the 

same response choices (Stockemer, 2019). A Likert scale is frequently used in 

questionnaires to measure attitudes or perceptions (Stockemer, 2019). All members of the 

population were invited to participate, all variables were designed to collect continuous 

data, and each teacher could only submit one response to ensure each teacher 

participant’s response was equally represented in the census (Schober et al., 2018). 

The questionnaire consisted of 27-items, comprised of two existing instruments: 

the Work-related Basic Need Satisfaction Scale (Van den Broeck et al., 2010), which 

assessed the psychological needs satisfaction, and the Michigan Organizational 

Assessment Questionnaire (MOAQ) Job Satisfaction Subscale (Cammann et al., 1983), 

which assessed professional commitment of SBAE teachers. The Work-related Basic 
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Need Satisfaction Scale (W-BNS) and MOAQ Job Satisfaction Subscale (MOAQ-JSS) 

were selected to determine if and to what extent a relationship existed between 

psychological needs satisfaction and teachers' professional commitment. 

The original instruments used in this study were updated to clarify teaching as the 

job or task being completed. Following a consultation with the author of W-BNS (Van 

den Broeck, personal communication, October 20, 2020), it was deemed appropriate to 

duplicate the relatedness satisfaction subscale to provide two contexts – school district 

and SBAE profession. To provide focus and clear directions, participants saw one section 

at a time to ensure each section or subscale was considered at its merit. 

The first section of the online questionnaire asked respondents to identify to what 

extent their current school district fulfilled their basic psychological needs. The W-BNS 

(Van den Broeck et al., 2010) was utilized to measure the need satisfaction for autonomy, 

competence, and relatedness of Minnesota SBAE teachers. The scale (see Appendix I) 

consisted of 18 items representing three subscales—autonomy satisfaction, competence 

satisfaction, and relatedness satisfaction. Six questions measured each subscale (e.g., "I 

feel free to do my job the way I think it could best be done"). All items were measured on 

a scale from strongly disagree (1), somewhat disagree (2), neither agree nor disagree (3), 

somewhat agree (4), and strongly agree (5). The W-BNS was scored by summing all 

items in aggregate and computing a mean score; subscale scores were calculated 

similarly. Reverse scoring was used for eight items on this instrument.  

The W-BNS Autonomy Satisfaction subscale (Van den Broeck et al., 2010) had 

six items, three of which were reverse scored. The W-BNS Competence Satisfaction 

subscale (Van den Broeck et al., 2010) had six items, two of which were reverse scored. 
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The final component of section one was the W-BNS Relatedness Subscale consisting of 

six items, three of which were reverse scored. The component focused on the teacher’s 

job in their current school district while considering relatedness fulfillment. Permission 

was granted from the authors to use the instruments for this study on October 20, 2020 

(see Appendix B).  

The second section asked respondents to identify to what extent their experiences 

within the SBAE profession satisfied their need for relatedness. After consulting with the 

author of W-BNS (Van den Broeck, personal communication, October 20, 2020), it was 

decided to duplicate the W-BNS Relatedness Subscale from the first instrument with 

directions clarifying the SBAE context to provide additional context about relatedness 

fulfillment within the SBAE profession. Contextualized SBAE statements measured 

relatedness satisfaction specifically in SBAE (e.g., “Some colleagues in the SBAE 

profession are close friends of mine”). The scale consisted of six statements (e.g., "I feel I 

am a part of the SBAE profession"). All items were measured on a scale from strongly 

disagree (1), somewhat disagree (2), neither agree nor disagree (3), somewhat agree (4), 

and strongly agree (5).  

The third section asked respondents to identify the extent to which they are 

committed to the SBAE profession using the second instrument, the MOAQ-JSS. The 

dependent variable, professional commitment, is a continuous variable with a subscale 

developed using a validated instrument, MOAQ-JSS, which measures turnover intention. 

Within SBAE, professional commitment has been conceptualized as the extent to which 

individuals identify with and value the profession and commit to staying in the SBAE 

profession (Crutchfield et al., 2013; Gorter, 2018; McKim & Velez, 2015; Sorensen & 



 

 47 

McKim, 2014). Intention to turnover is a predictor of actual turnover (Blau, 1985, 1988; 

Blau & Boal, 1987); therefore, professional commitment was measured through intention 

to turnover. The three items in the MOAQ-JSS measured the individual’s intention to 

continue with their current employment (Cammann et al., 1983). Respondents selected 

from a 7-point Likert scale consisting of the following responses: strongly disagree (1), 

disagree (2), slightly disagree (3), neither agree nor disagree (4), slightly agree (5), 

agree (6), and strongly agree (7). A respondent scale score between 1 and 2 was 

interpreted as low turnover intention, 3 and 5 as neutral turnover intention, and 6 and 7 as 

high turnover intention. Permission was granted from the authors to use the instruments 

for this study on October 18, 2020 (see Appendix B).  

Instrument Validity 

Validation is a continuous process involving the accumulation of evidence based 

on several sources to provide a sound basis for interpreting scores (Johnson & 

Christensen, 2014). Johnson and Christensen (2014) refer to validity as "the accuracy of 

the inferences or interpretations you make from the test scores" (p. 239). When using an 

existing instrument, the researcher must describe the established validity of scores 

obtained from past use to identify whether an instrument is an appropriate fit for the 

present research (Creswell and Creswell, 2018). The instrument and subscales included 

two validated instruments, the W-BNS and MOAQ-JSS, chosen to measure the 

psychological needs satisfaction and professional commitment using Likert scale 

responses.  

Content validity ensures a concept is adequately being measured for each subscale 

by assessing the correspondence of the items included in the summated scale and its 
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conceptual definition (Hair et al., 2014). Face validity addresses whether the instrument 

“looks valid on its surface” (Jackson, 2015, p. 70). A panel of experts (n = 7) made up of 

SBAE professors, instrument authors, and scholars from the University of Minnesota (see 

Appendix D) examined the 27-item online questionnaire for face and content validity. 

The panelists were chosen because of their research expertise related to psychological 

functioning of teachers and/or teacher retention. Each panelist received an email (see 

Appendix E) outlining the study’s goals and expectations of them as expert reviewers. 

The email also included a document of the questionnaire. Experts were asked to provide 

input on the directions, questions, and statements directly within the document, then 

submit feedback to me. Content and face validity were established by the panel reviewing 

items. Feedback received from the panel was compiled and reviewed. As a result of the 

recommendations by expert panel members, the original directions were adjusted to focus 

on current SBAE teacher perceptions instead of reflecting on five years. The original W-

BNS scale was developed in Dutch which translated to be measured on a scale from 

totally disagree (1), disagree (2), somewhat disagree/somewhat agree (3), agree (4), and 

totally agree (5). Based on the feedback from the expert panel members, the translation 

of the W-BNS scale was adjusted to a scale from strongly disagree (1), somewhat 

disagree (2), neither agree nor disagree (3), somewhat agree (4), and strongly agree (5). 

A question regarding certification type was also added. Several items were edited for 

clarity resulting in a pilot test instrument. 

Pilot Test 

In survey research, pretesting the data collection tool is typically seen as a crucial 

step. Pilot testing establishes content validity, determines how long the study will take, 
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and ensures instructions for the instrument are clear (Creswell & Creswell, 2018). In this 

case, a group of SBAE teachers from outside Minnesota who were not participating in the 

study were recruited to form a pilot group. A random sample of 62 Missouri SBAE 

teachers and all 115 South Dakota SBAE teachers were invited to participate. These 

states were selected due to the similar SBAE structure and Midwest geographical 

location. A minimum of 20 participants were sought to participate (DeVellis, 2017), with 

50 SBAE teachers completing the pilot questionnaire, administered online through 

Qualtrics via an email invitation (see Appendix F). The pilot test (see Appendix G) also 

screened items for appropriateness, validity, and internal consistency (Hair et al., 2014). 

Based on the pilot results, the items with reverse scoring were inversed to report the 

responses provided correctly. Demographic information and career experiences were 

moved to the end of the questionnaire based on pilot test responses.  

Instrument Reliability 

The instrument’s reliability and the reliability of each summated scale were 

analyzed to ensure acceptability for the study. Each summated scale and subscale were 

analyzed to assess the degree of consistency or stability between multiple measurements 

of a variable (Hair et al., 2014; Johnson & Christensen, 2014). The reliability coefficient 

assessed the consistency of the entire scale and each subscale using Cronbach’s alpha (α). 

Acceptable Cronbach alpha values are at or above .70 (Hair et al., 2014; Johnson & 

Christensen, 2014). Table 3.4 compares the reliability of the W-BNS and MOAQ-JSS 

from original instruments and the current study, outlining the Cronbach’s Alpha 

coefficient for each instrument.  
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Table 3.1  

Comparison of Reliability of the Work-Related Basic Need Satisfaction and MOAQ Job 

Satisfaction Scales from Original Scale and Current Study 

Construct Original Instrument* Post-hoc Reliability 
(n = 50) 

 r r 
W-BNS – 
Autonomy Subscalea .81 .77 

W-BNS – 
Competence Subscalea .85 .80 

W-BNS – Relatedness 
Subscalea .82 .87 

W-BNS – SBAE 
Relatedness Subscalea .82 .89 

MOAQ-JSSb .83 .89 

*Note. aWork-related Basic Need Satisfaction Scale (Van den Broeck et al., 2010). 

bMOAQ Job Satisfaction Subscale (Cammann et al., 1983) 

 
As shown in Table 3.4, the resulting Cronbach alpha coefficients demonstrated 

acceptable reliability for the autonomy satisfaction, competence satisfaction, relatedness 

satisfaction in their school district, and relatedness satisfaction within the SBAE 

profession. These findings are consistent with the psychometric properties found by Van 

den Broeck et al. (2010). The Cronbach alpha supports that each of the W-BNS subscales 

is unidimensional in calculating the satisfaction of autonomy, competence, and 

relatedness. Additionally, the entire instrument is unidimensional in measuring the 

overall psychological needs satisfaction. The Cronbach alpha also demonstrated 

acceptable reliability for overall psychological needs satisfaction. The MOAQ-JSS 

(Cammann et al., 1983) scale had acceptable internal consistency reliability. Similar 
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findings of reliability (.84) were reported by Konovsky and Cropanzano (1991) and 

Shore et al. (1990). 

Population 

This study's population was Minnesota SBAE teachers actively teaching as of 

May 2022 (N = 316). Minnesota SBAE teachers were selected for this census study for 

three primary reasons: Minnesota’s professional development focus on retention, 

Minnesota’s lower than average attrition rate, and Minnesota’s significant program 

growth.  

All teachers listed on the 2021-2022 Minnesota SBAE teacher directory and 

engaged in the profession as of May 2022 received an invitation to complete the 

questionnaire. The directory was available from the Minnesota FFA Association; as the 

State FFA Staff member who maintained the annual directory, I had immediate access. A 

potential benefit to this study was that all Minnesota SBAE teachers knew and had 

worked with me because of my state staff role and may have been more willing to 

participate, resulting in a higher response rate. However, due to my position with 

Minnesota FFA and the state’s teacher induction and retention programming, there was a 

potential for response bias.  

Demographic data were collected to provide a descriptive overview of the 

participants. There were 181 SBAE teacher participants who provided complete data (n = 

181; 57.3% response rate); 72 were male (39.8%), and 108 were female (59.7%). Table 

3.1 compares the demographics of Minnesota SBAE teacher respondents to overall 

Minnesota (Sheehan, 2021) and National SBAE teacher populations of Agricultural 

Experience Tracker (AET) users (AET, 2022). Minnesota SBAE teachers were 
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predominately female. In comparison, female respondents were overrepresented in the 

sample of respondents. 

Table 3.2 

Demographics of Minnesota SBAE Teacher Respondents versus total Minnesota and 

Nationwide SBAE Teacher Population  

Gender 

Minnesota SBAE 
Teacher Respondents 

(n = 181) 

Minnesota SBAE 
Teachers 

(Sheehan, 2021) 
(n = 312) 

Nationwide SBAE 
Teachers 

(AET, 2022) 
(n = 14,228) 

 f % f % f % 
Male 72 39.8 143 45.8 6516 45.8 
Female 108 59.7 169 54.2 7712 54.2 
Prefer not to say 1 .6     

 
Minnesota SBAE teachers averaged 38 years of age (SD = 12.72) with a range of 

54 years varying from 22 to 76 years of age. Age of Minnesota SBAE teacher 

respondents in 2022 was calculated using the data collected to allow for comparison to 

the Minnesota Department of Education (MDE) data, as shown in Table 3.2. In 

comparison, the SBAE teacher responders closely matched the general percentage of 

teachers aged 26-40 and 51-60. Participants aged 25 to 40 and 41 to 50 were 

underrepresented, whereas those aged 61 and up were overrepresented in the sample of 

respondents. Altogether, two-thirds (61.3%) are under the age of 40. 
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Table 3.3  

Age of Minnesota SBAE Teacher Respondents (n = 181) 

Age 

Minnesota SBAE Teacher 
Respondents 

(n = 181) 

Minnesota SBAE 
Teachers 

(n = 312; Sheehan, 2022) 
Age f % f % 

18 – 25 39 21.5 85 27.2 
26 – 30 27 14.9 46 14.7 
31 – 40 45 24.9 77 24.7 
41 – 50 25 13.8 57 18.3 
51 – 60 20 11.0 32 10.3 
61 – 70  14 7.7 15 4.8* 
70 – 80  1 .6   

* MDE data report only those age 61 and older as one sum 

The certification type of Minnesota SBAE teacher participants was also analyzed 

(see Appendix A). Most participants (n = 160, 88.4%) have an agricultural education 

undergraduate and/or graduate degree, which led to full licensure (Tier 3 or 4). 

Minnesota’s remaining SBAE teacher participants (n = 21, 11.6%) have obtained 

licensure through alternative means (Tier 1, Tier 2, or out of field permission). Of the 181 

respondents, over 65% reported having an agricultural education undergraduate degree (n 

= 118), over 8% (n = 15) have an agricultural education graduate degree, and an 

additional 27 respondents (14.9%) have both an undergraduate and graduate agricultural 

education degree. In 2021, Sheehan (2021) reported that 43 (13.8%) Minnesota SBAE 

teachers were teaching without an undergraduate or graduate agricultural education 

degree. Therefore, the alternatively licensed respondents were slightly overrepresented in 

the sample of respondents. 

Regarding number of years teaching SBAE, Minnesota teacher participants had 

an average of 12.36 years (SD = 11.08) of SBAE teaching experience ranging from less 

than one year to 51 years (see Table 3.3). In terms of specific years of experience, 20 
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SBAE teachers reported having taught for one year or less (11%), 20 had taught for two 

years (11%), and 15 had taught for three years (8.3%). Fewer than ten teachers were 

reported for each remaining year, with the exception of the 12 teachers who have taught 

seven years (6.6%). Altogether, the comparison of data provides a foundation that two-

fifths (39.2%) of Minnesota’s SBAE teacher respondents have fewer than five years of 

teaching experience, and more than half (56.3%) have less than 10 years of teaching 

experience (see Table 4.3). This aligns with the 2021 report that one-third (33.7%; n = 

105) of Minnesota SBAE teachers had fewer than three years teaching experience 

(Sheehan, 2021). Participants had an average of 12.36 years (SD = 11.08) of SBAE 

teaching experience. Additionally, one-third of the responding Minnesota SBAE teachers 

are under the age of 30, and more than half have less than 10 years of teaching 

experience. 

Table 3.4  

Years Teaching SBAE of Minnesota Teacher Participants 

Years Teaching SBAE f % 
0-5 71 39.2 
6-10 31 17.1 
11-20 40 22.1 
21-30 23 12.7 
31-40 13 7.2 
41-50 2 1.1 
More than 50 1 .6 

 

Data Collection 

The Dillman Tailored Design Method (Dillman et al., 2014) was utilized to guide 

the data collection process. Each contact to respondents was personalized, with at most 

four contacts made to encourage participation. The message, time, and day of the week in 
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which the messages were delivered varied for each contact, and messages were sent from 

an email on the teachers’ safe list. I am a state staff in Minnesota and am on the 

recommended list of safe contacts SBAE teachers are provided annually to ensure 

communications are received from the state office. Each respondent was assigned a 

unique ID number. 

A non-experimental questionnaire was selected to collect perceptions from a large 

population at a single point in time (Creswell & Creswell, 2018). A customized cover 

letter (see Appendix H) and online Qualtrics questionnaire (see Appendix I) were emailed 

in May 2022 to the population frame for the census. Teachers currently teaching in the 

SBAE profession in Minnesota as of May 2022 were the participants of this research. 

Each teacher was assigned a randomized code, and teacher completion was 

tracked. Qualtrics collected quantitative data using an online questionnaire, stored the 

data on web servers which were accessible only by password, and provided a 

downloadable file for data analysis. This allowed for the tracking of respondents, ensured 

the integrity of survey data, and prevented duplicated submissions (Dillman et al., 2014). 

All data were de-identified by removing personal information to protect participants' 

privacy. The informed consent notified participants of eligibility requirements and exited 

participants from the online questionnaire who did not meet the participation 

requirements. Aggregate results were offered to participants for their participation. Full 

data confidentially was maintained as participant codes were kept separate from the data 

and stored only on the University of Minnesota's secure network.  

Participant fatigue was mitigated by grouping items to reduce the number of 

pages needed to navigate. The questionnaire consisted of 27 validated items from two 
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instruments and 22 demographic responses estimated to take 10 minutes to respond based 

on pilot test results. This questionnaire length was appropriate as Revilla and Ochoa 

(2017) concluded that the ideal length is a media of 10 minutes. A significant decline in 

responses occurs when 20 minutes or more are needed to complete (Dillman et al., 2014; 

Galesic & Bosnjak, 2009; Revilla & Ochoa, 2017). Response options were limited to five 

or seven balanced categories to improve reliability, validity, and provide meaningful 

distinctions for analysis (Dillman et al., 2014). The questionnaire was tested on a 

computer and smartphone to verify it was mobile-friendly. Radio buttons were used to 

ensure it could be completed on either a computer or smartphone (Dillman et al., 2014). 

The questionnaire remained active for four weeks, with email reminders sent to non-

responders on weeks two (see Appendix J), three (see Appendix K), and four (see 

Appendix L) to generate a greater response rate (Dillman et al., 2014).  

Nonresponse Error 

Four potential forms of error exist in survey research: sampling error, coverage 

error, measurement error, and nonresponse error (Dillman et al., 2014). When these 

sources of error accumulate, the survey research's findings and recommendations become 

problematic. It can be inaccurate to base a study solely on information from those who 

replied, and it is debatable whether respondents accurately reflected perspectives of the 

overall population (Miller & Smith, 1983). Nonresponse error has received the least 

attention of the four categories; however, methods have been developed to control 

nonresponse error (Lindner et al., 2001). Researchers have used various strategies to 

account for nonresponse error, including comparing respondents to the population, 
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nonrespondents, early and late responders, and "double-dipping" nonrespondents (Miller 

& Smith, 1983). 

By examining responses from late respondents, one can assess the nature of the 

responses of nonrespondents (Miller & Smith, 1983). As such, I divided the respondents 

into two categories: those who responded early and those who responded late. Late 

respondents were identified based on when they responded to a stimulus of an email 

reminder (Lindner et al., 2001). A minimum recommendation of 30 late respondents was 

identified based on responses generated by a stimulus of an email reminder to 

nonrespondents (Lindner et al., 2001). Recommendations of identifying late respondents 

as those that responded to the last stimulus resulted in 24 responses being identified as 

late. To meet the recommendation of 30 respondents (Lindner et al., 2001), any responses 

after the final two reminder emails were sent were considered late respondents. Based on 

this delineation, 46 responses were identified as late respondents. 

Independent samples t-tests of early and late respondents were used to test for 

nonresponse bias (see Table 3.5). Early respondents (those responding prior to the third 

email, n = 135) were compared to late respondents (those responding following the third 

email, n = 46) on the independent and dependent variables. A two-tailed independent t-

test at the .05 alpha level was used to make sure that nonresponse did not threaten 

external validity or generalization of the findings. Overall, the power of the test varied 

from .0 to .20 for a negligible to small effect for each variable, indicating that the 

findings are generalizable to the population (Cohen, 1988). There were no significant 

differences between early and late respondents when assessing the independent and 
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dependent variables; therefore, the findings could be generalized to the population 

(Johnson & Shoulders, 2017; Lindner et al., 2001; Miller & Smith, 1983). 
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Table 3.5 

Independent Samples t-Test of Early and Late Respondents to Test for Nonresponse Bias  

Variable Early Respondents Late Respondents 95% CI t p Cohen’s d 
 f M SD f M SD     
Autonomya 135 3.46 .68 46 3.55 .64 -.31, .14 -.75 .45 -.13 
Competenceb 135 4.10 .63 46 4.21 .48 -.32, .08 -1.18 .24 -.20 
Relatednessc 135 3.70 .92 46 3.78 .78 -.38, .22 -.55 .59 -.09 
SBAE Relatednessd 135 3.95 .84 46 3.89 .85 -.23, .34 .38 .71 .07 
Psychological Needs 
Satisfactione 

135 3.75 .55 46 3.85 .49 -.28, .08 -1.06 .30 -.18 

Turnover Intentionf 135 3.13 1.74 46 2.97 1.67 -.43, .74 .53 .60 .09 
a b c d e 5-point scale (1 = strongly disagree, 5 = strongly agree) 

f 7-point scale (1 = strongly disagree, 4 = neither agree nor disagree, 7 = strongly agree) 

*p < .05. **p < .01 
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Data Analysis  

Each questionnaire response was transferred from Qualtrics to SPSS Version 27. 

Once data were transferred into SPSS, the data were screened. All data were checked for 

errors or values that fell outside the range of possible values. Each variable's frequencies 

were inspected, and errors were corrected before total scores were calculated (Pallant, 

2020). Because items requiring reverse scoring did not export properly, those items were 

edited to correct the errors. The reverse-scored items were the only errors detected, and 

changes were noted in a logbook. Additional examination of "extreme or outlier cases, 

significant predictors, significant results relating variables, insignificant predictors, or 

even demographics" also occurred (Creswell & Creswell, 2018, p. 222). One participant’s 

birth year was flagged as an outlier but was confirmed as accurate. W-BNS responses in 

sections one and two were reviewed to verify that all responses fell within the 1-5 scale, 

while MOAQ-JSS responses in section three were examined to ensure that all replies fell 

within the 1-7 scale.  

Testing Normality Assumption 

 Skewness and kurtosis statistics were analyzed to determine if the data for each 

variable were normally distributed. According to Garson (2012), when data were 

normally distributed, skew and kurtosis should be within the +2 to -2 range. The 

descriptive statistics for this study’s variables are detailed in Table 3.6. The data were 

examined for normality by evaluating skewness and kurtosis values. In this study, 

kurtosis values (ranging from -.66 to .43) and skewness values (ranging from -.78 to .99) 

fell within acceptable ranges, indicating that the variables were normally distributed (see 

Table 3.6). Based on the skewness and kurtosis statistics, the distributions of autonomy 
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satisfaction, competence satisfaction, relatedness satisfaction (in their school district and 

within the SBAE profession), psychological need satisfaction, professional commitment 

measured by turnover intention, and years teaching SBAE were classified approximately 

normal.  

Table 3.6  

Descriptive Statistics for the Variables of Interest 

Variable f M SD Skewness Std. Error  
of Skewness Kurtosis Std. Error  

of Kurtosis 
Autonomy  181 3.48 .67 -.05 .18 -.59 .36 
Competence  181 4.13 .59 -.78 .18 .43 .36 
Relatedness  181 3.72 .89 -.45 .18 -.64 .36 
Relatedness in 
SBAE  

181 3.94 .84 -.48 .18 -.56 .36 

Psychological 
Needs 
Satisfaction 

181 3.76 .53 -.10 .18 -.60 .36 

Turnover 
Intention 

181 3.09 1.72 .54 .18 -.66 .36 

Years Teaching 181 12.36 11.08 .99 .18 .32 .36 
 

Research Question 1  

What is the perceived basic psychological needs satisfaction (including autonomy, 

competence, and relatedness collectively and independently) of Minnesota SBAE 

teachers? 

To answer research question one, frequency counts, mean scores, minimum and 

maximum scores, standard deviations, and percentages were generated and analyzed 

regarding psychological need satisfaction collectively. W-BNS was used to measure the 

psychological needs satisfaction (Van den Broeck et al., 2010) of an SBAE teacher. The 

scale consisted of three subscales – autonomy satisfaction, competence satisfaction, and 

relatedness satisfaction – each with six questions for a total of 18 statements. The W-
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BNS was scored by summing all items in aggregate and computing a mean score; 

subscale scores were calculated similarly.  

Additionally, to answer research question one with the psychological needs 

satisfaction variables analyzed independently, frequency counts, mean scores, minimum 

and maximum scores, standard deviations, and percentages were generated and analyzed 

regarding autonomy satisfaction, competence satisfaction, and relatedness satisfaction 

independently. The W-BNS Autonomy Satisfaction subscale (Van den Broeck et al., 

2010) consisted of six items. The W-BNS Competence Satisfaction subscale (Van den 

Broeck et al., 2010) consisted of six items. The W-BNS Relatedness Satisfaction subscale 

(Van den Broeck et al., 2010) consisted of six items. These analyses were duplicated as 

this variable was addressed in the context of the school district (six items) and separately 

in the context of the SBAE profession (six items). 

Research Question 2  

What is the perceived professional commitment of Minnesota SBAE teachers? 

To answer research question two, frequency counts, mean scores, minimum and 

maximum scores, standard deviations, and percentages were generated and analyzed 

regarding professional commitment.  

Research Question 3 

To what extent does psychological needs satisfaction (including autonomy, competence, 

and relatedness collectively and independently) predict SBAE teacher professional 

commitment? 

To answer research question three, the relationship between psychological needs 

satisfaction and professional commitment was examined using correlation. Correlation is 
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a statistical method that uses a numerical index to determine the strength and degree of a 

relationship between two different variables (Coolidge, 2013; Johnson & Christensen, 

2014; Pallant, 2020). Correlation allows for the relationship between two measured 

variables to be described and to make predictions from one variable to another (Jackson, 

2015). Correlation is used to quantify the relationship between variables, and regression 

is used to predict one variable from another (Tabachnick & Fidell, 2013). Correlational 

methodology with regression analysis was chosen for its ability to best answer the 

research questions and depict the relationship between professional commitment and the 

independent variables. Additionally, regression analysis can determine the extent to 

which independent variables predicted a dependent variable. There was no manipulation 

of an independent variable in this study, so I used correlation analysis to examine the 

relationship between the independent variable, psychological needs satisfaction, and the 

dependent variable, professional commitment.  

To answer the second part of research question three, the relationship between 

each psychological needs satisfaction subscale (i.e., autonomy satisfaction, competence 

satisfaction, and relatedness satisfaction) and professional commitment was examined 

independently using Pearson correlation. 

Before performing a correlation analysis, a scatterplot was generated to check for 

a violation of assumptions of linearity and homoscedasticity (Pallant, 2020). The 

scatterplot (see Appendix M) was evaluated for outliers and determine if the relationship 

between two variables was positive or negative. Once the relationship between variables 

was established to be approximately linear, correlation could be calculated (Pallant, 
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2020). A correlation matrix displayed the interrelationships among the variables (Pallant, 

2020). 

Perceived Psychological Needs Satisfaction and Professional Commitment  

The Pearson product-moment correlation coefficient was evaluated to determine 

the strength and direction of the linear relationship between the mean scores of the two 

variables, psychological needs satisfaction and professional commitment (Pallant, 2020). 

Statistical significance was tested (*p < .05. **p < .01), and confidence intervals set at 

95%. When the correlation coefficient was greater than zero, there was a positive 

correlation, meaning that the two variables tend to move in the same direction. If the 

number was less than zero, there was a negative correlation, meaning that the scores tend 

to move in opposite directions. If the number is equal to zero, there is no correlation 

between the two variables (Coolidge, 2013; Johnson & Christensen, 2014). I used 

Cohen's (1988) thresholds for correlational validity (see Table 3.7). 

Table 3.7  

Cohen’s Guidelines for Interpreting Correlation Coefficient Results 

Interpretation Correlation Value 
Small correlation 0.10 to 0.29 
Medium correlation 0.30 to 0.49 
Strong correlation 0.50 to 1.0 

Note. Interpretation of Correlation Coefficient (Cohen, 1988, p. 79-81). 

Perceived Need Satisfaction of Autonomy, Competence, and Relatedness and 

Professional Commitment  

To answer research question three, evaluating autonomy satisfaction 

independently, the Pearson product-moment correlation coefficient was evaluated to 

determine the strength and direction of the linear relationship between the mean scores of 
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autonomy and professional commitment (see null hypothesis one for discussion of 

correlation calculation). To evaluate competence satisfaction independently, the Pearson 

product-moment correlation coefficient was evaluated to determine the strength and 

direction of the linear relationship between the mean scores of competence and 

professional commitment (see research question three for discussion of correlation 

calculation). To evaluate relatedness satisfaction independently, the Pearson product-

moment correlation coefficient was evaluated to determine the strength and direction of 

the linear relationship between the mean scores of relatedness and professional 

commitment analyzing both the context of the school district and the SBAE profession 

(see research question three for discussion of correlation calculation). Statistical 

significance for each analysis was tested (*p < .05. **p < .01), and confidence intervals 

set at 95%. 

Research Question 4 

To what extent does number of years teaching SBAE predict SBAE teacher 

psychological needs satisfaction (including autonomy, competence, and relatedness 

collectively)? 

To answer research question four, the Pearson product-moment correlation 

coefficient was evaluated to determine the strength and direction of the linear relationship 

between the mean scores of years teaching SBAE predict SBAE teacher psychological 

needs satisfaction (see research question three for discussion of correlation calculation). 

Statistical significance was tested (*p < .05. **p < .01), and confidence intervals set at 

95%. 
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I sought to discover whether an observed correlation coefficient was statistically 

significant applying inferential statistics. Johnson and Christensen (2014) recommend the 

t-test for correlation coefficients as the "statistical test that is used to determine whether a 

correlation coefficient is statistically significant" (p. 752) between a quantitative 

dependent variable and a quantitative independent variable. To further analyze research 

question four, an independent-sample t-test was conducted to compare the mean scores 

for autonomy satisfaction, competence satisfaction, relatedness satisfaction, and 

psychological needs satisfaction for teachers with five or fewer years of teaching and 

teachers with more than five years teaching. The assumptions were met by using 

continuous measures for the dependent variable, checked for normal distribution, and 

evaluated for homogeneity of variance by performing the Levene test for equality of 

variances. The results were not significant (see Appendix M), so the research did not 

violate the assumption of homogeneity of variance. 

Research Question 5 

To what extent does number of years teaching SBAE predict SBAE teacher professional 

commitment? 

To answer research question five, the Pearson product-moment correlation 

coefficient was evaluated to determine the strength and direction of the linear relationship 

between the mean scores of years teaching SBAE predict SBAE teacher professional 

commitment (see research question three for discussion of correlation calculation). 

Statistical significance was tested (*p < .05. **p < .01), and confidence intervals set at 

95%. 
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To further analyze research question five, the years teaching independent variable 

and the professional commitment dependent variable measured by turnover intention 

were analyzed using a one-way analysis of variance at a significance level of .05 or less. 

The ANOVA (analysis of variance) is a statistical test for comparing the means of 

groups. Participants were grouped based on the number of years teaching SBAE. One-

way ANOVA was designed to compare two or more group means for experiments with 

one quantitative dependent variable and one categorical independent variable. A one-way 

between groups of variance was conducted to explore the impact of years of experience 

on autonomy satisfaction, competence satisfaction, relatedness satisfaction, relatedness 

satisfaction within the SBAE profession, psychological needs satisfaction as measured by 

W-BNS total, and professional commitment, as measured by turnover intention. The 

assumptions were met by using continuous measures for the dependent variable, checked 

for normal distribution, and evaluated for homogeneity of variance by performing the 

Levene test for equality of variances. The results were not significant (see Appendix M), 

so the research did not violate the assumption of homogeneity of variance.  

Hypothesis One 

HO1: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, psychological needs satisfaction of autonomy, 

competence, and relatedness collectively, and the response variable, SBAE teacher 

professional commitment. 

To answer null hypothesis one, I conducted a hierarchical regression analysis to 

test the direct effect of psychological needs satisfaction of autonomy, competence, and 
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relatedness collectively (evaluating relatedness in the school district and relatedness in 

the SBAE profession separately) and SBAE teacher professional commitment. 

Regression analysis enables the researcher to “predict an individual’s score on 

one variable based on knowing one or more other variables” (Jackson, 2015, p. 156). 

Tabachnick and Fidell (2013) defined regression analyses as a set of statistical techniques 

that allow the researcher to assess the relationship between one dependent variable and 

several independent variables. Regression techniques can be applied to a data set where 

"the independent variables are correlated with one another and with the dependent 

variable to varying degrees" (Tabachnick & Fidell, 2013, p. 118). Regression addressed 

how well a set of variables could predict an outcome and identify which variable was the 

best predictor (Pallant, 2020).  

Regressions make several assumptions about the data. The census represented an 

acceptable sample size of 15 to 20 participants per predictor variable, with a minimum of 

90 teachers completing the questionnaire (Field, 2013; Hair et al., 2014). Variables were 

also evaluated for multicollinearity and singularity (Tabachnick & Fidell, 2013). Before 

performing a simple regression analysis of the direct effect independent variable on the 

dependent variable, a scatterplot was generated to check for violation of assumptions of 

normality, linearity, and homoscedasticity (Tabachnick & Fidell, 2013). There were no 

violations (see Appendix M). 

Hypothesis Two 

HO2: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, need satisfaction of autonomy, and the response 

variable, SBAE teacher professional commitment. 



 

 69 

To answer null hypothesis two, a simple linear regression analysis to test the 

direct effect of need satisfaction of autonomy and SBAE teacher professional 

commitment (see hypothesis one for discussion of assumptions). 

Hypothesis Three 

HO3: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, need satisfaction of competence, and the 

response variable, SBAE teacher professional commitment. 

To answer null hypothesis three, a simple linear regression analysis to test the 

direct effect of need satisfaction of competence and SBAE teacher professional 

commitment (see hypothesis one for discussion of assumptions). 

Hypothesis Four 

HO4: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, need satisfaction of relatedness, and the response 

variable, SBAE teacher professional commitment. 

To test null hypothesis four, I conducted a simple linear regression analysis to test 

the direct effect of need satisfaction of relatedness in the school district and SBAE 

teacher professional commitment. I also conducted a simple linear regression analysis to 

test the direct effect of need satisfaction of relatedness in the SBAE profession and SBAE 

teacher professional commitment (see hypothesis one for discussion of assumptions). 

Hypothesis Five 

HO5: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, years teaching SBAE, and the response variable, 

SBAE teacher psychological needs satisfaction. 
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To test null hypothesis five, I conducted a simple linear regression analysis to test 

the direct effect of the years teaching SBAE independent variable on the psychological 

needs satisfaction dependent variable (see hypothesis one for discussion of assumptions).  

Hypothesis Six 

HO6: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, years teaching SBAE, and the response variable, 

SBAE teacher professional commitment. 

To test null hypothesis six, I conducted a simple linear regression analysis of the 

direct effect of the years teaching independent variable on the professional commitment 

dependent variable measured by turnover intention. Regression analysis enables the 

researcher to “predict an individual’s score on one variable based on knowing one or 

more other variables” (Jackson, 2015, p. 156) (see hypothesis one for discussion of 

assumptions). 

Assumptions 

Certain assumptions were made concerning the participants of this study. It was 

assumed that:  

• SBAE teachers have the capability to complete the online questionnaire. 

• SBAE teacher participant responses accurately reflect their perceptions about 

teaching SBAE. 

• The perceptions of psychological needs satisfaction held by SBAE teachers can 

be measured by the instruments outlined. 

• The instruments adequately measure participants' perceptions. 
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• Responding SBAE teachers are representative of Minnesota's population of SBAE 

teachers. 

• SDT assumes people are active organisms within an environment who strive to 

grow and integrate their experiences into a coherent sense of self (Deci & Ryan, 

2000). 

Limitations 

While using a questionnaire as a quantitative research technique was the best 

option for this study to determine the correlation and predictive ability of the variables, it 

does not provide further insight into the unique experiences of each SBAE teacher. The 

questionnaire captured facts related to psychological needs satisfaction and SBAE teacher 

professional commitment; however, a mixed-methods approach with a qualitative 

component could have built upon quantitative findings. Such an approach would have 

allowed me to gather, evaluate, interpret, and synthesize both quantitative and qualitative 

data (Creswell & Creswell, 2018), reducing the likelihood that critical aspects were 

overlooked, or a mistake was made (Johnson & Christensen, 2014). A qualitative follow-

up with participants may offer additional evidence to strengthen the data discovered using 

quantitative research methods. 

SBAE teachers in Minnesota (N=316) who were currently in the profession as of 

May 2022 were the population for this study. Though responses from 181 SBAE teachers 

(n=181; 57.3%) were usable in this study, limitations may affect the generalizability of 

the results. From a gender perspective, this study included a disproportionate number of 

female teachers, as Minnesota had 143 female (45%) and 169 male (53%) SBAE teachers 

during the time of the research (Sheehan, 2021). Females represented 59% of 
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respondents, and males represented 40% of respondents in this study. There was also a 

disproportionate number of teachers without an agricultural education degree represented 

as 13% (n=43) of Minnesota SBAE teachers are alternatively licensed (Tier 1, 2, or Out 

of Field permission; Sheehan, 2021) but are 10% (n=19) of respondents in this study. 

Further research could explore how gender and licensure pathways influence 

psychological needs satisfaction and professional commitment. 

A final potential limitation is that this research was conducted at the very end of 

the 2021-2022 school year. The perceptions of needs satisfaction and turnover intention 

may be influenced by the time of the year. Surveying Minnesota’s SBAE teachers at a 

different time of the school year could increase the response rate and potentially alleviate 

the disproportionate participation. 

Chapter Summary 

This study aimed to examine if and to what extent psychological needs 

satisfaction of autonomy, competence, and relatedness were related to and could predict 

teachers' professional commitment. The census of Minnesota SBAE teachers (N=316) 

teaching in May of 2022 provided insight regarding the relationship between SBAE 

teachers’ psychological needs satisfaction and professional commitment. A hypothesized 

model of psychological functioning and professional commitment illustrated the 

relationship in which psychological needs influence professional commitment positively. 

Professional commitment would improve if an SBAE teacher's psychological 

requirements were fulfilled. Autonomy satisfaction, competence satisfaction, relatedness 

satisfaction, and overall psychological needs fulfillment were measured by the W-BNS, 

and professional commitment was measured with the MOAQ-JSS, which measures 
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turnover intention. An expert panel verified the questionnaire's face validity and content 

validity. After consulting the expert panel, several minor adjustments were made to the 

online questionnaire and put into practice in pilot testing. Using an online questionnaire, 

data were collected in May and June of 2022 (n=181), and nonresponse error was 

controlled by comparing early and late respondents. The reliability coefficients of the 

constructs were calculated post-hoc, demonstrating consistent psychometric properties as 

previously reported research.  
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Chapter 4: Findings 

Basic psychological needs satisfaction has been established to predict professional 

commitment; however, previous research has not addressed the prediction potential 

within the SBAE teacher population. By examining Minnesota SBAE teachers' 

psychological needs satisfaction, this study set out to investigate the predictability of 

professional commitment. Chapter 4 highlights the findings of this study. 

Research Questions and Hypotheses 

The purpose of this study was to examine if and to what extent psychological 

needs satisfaction of autonomy, competence, and relatedness were related to and could 

predict teachers' professional commitment. To accomplish this purpose, the following 

research questions were constructed: 

RQ1: What is the perceived basic psychological needs satisfaction (including 

autonomy, competence, and relatedness collectively and independently) of 

Minnesota SBAE teachers? 

RQ2: What is the perceived professional commitment of Minnesota SBAE 

teachers? 

RQ3: To what extent does psychological needs satisfaction (including autonomy, 

competence, and relatedness collectively and independently) predict SBAE 

teacher professional commitment? 

RQ4: To what extent does number of years teaching SBAE predict SBAE teacher 

psychological needs satisfaction (including autonomy, competence, and 

relatedness collectively)? 
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RQ5: To what extent does number of years teaching SBAE predict SBAE teacher 

professional commitment? 

The following null hypotheses were addressed in the study: 

HO1: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, psychological needs 

satisfaction of autonomy, competence, and relatedness collectively, and the 

response variable, SBAE teacher professional commitment. 

HO2: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, need satisfaction of autonomy, 

and the response variable, SBAE teacher professional commitment. 

HO3: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, need satisfaction of 

competence, and the response variable, SBAE teacher professional commitment. 

HO4: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, need satisfaction of 

relatedness, and the response variable, SBAE teacher professional commitment. 

HO5: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, years teaching SBAE, and the 

response variable, SBAE teacher psychological needs satisfaction. 

HO6: The coefficient 𝛽1 is equal to zero, indicating there is no statistically 

significant relationship between predictor variable, years teaching SBAE, and the 

response variable, SBAE teacher professional commitment. 
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Research Question 1 

What is the perceived basic psychological needs satisfaction (including autonomy, 

competence, and relatedness collectively and independently) of Minnesota SBAE 

teachers? 

To answer research question one, the descriptive statistics of the independent and 

dependent variables are shown in Table 4.1. W-BNS scale analysis was interpreted using 

mean scores of strongly disagree (1 – 1.49), somewhat disagree (1.5 – 2.49), neither 

agree nor disagree (2.5 – 3.49), somewhat agree (3.5 – 4.49), and strongly agree (4.5 – 

5). 
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Table 4.1  

Frequency Counts of Independent Variables by Mean Score 

Mean 
Score 

Psychological 
Needs 

Satisfaction 
Autonomy Competence Relatedness SBAE Relatedness 

 f % f % f % f % f % 
1.00-1.99 0 - 0 - 0 - 6 3.3 1 .6 
2.00-2.99 13 7.2 42 23.2 10 5.5 35 19.3 24 13.3 
3.00-3.99 98 54.1 89 49.2 47 26.0 53 29.3 58 32.0 
4.00-4.99 69 38.1 49 27.1 110 60.8 75 41.4 67 37.0 

5.00 1 .6 1 .6 14 7.7 12 6.6 31 17.1 
Note. The W-BNS scale anchors are strongly disagree (1), somewhat disagree (2), neither agree nor disagree (3), somewhat 

agree (4), and strongly agree (5). 
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Table 4.2  

Descriptive Statistics of Independent and Dependent Variables 

Variable f Mean Min Max SD 
Psychological 
Needs Satisfaction 181 3.78 2.44 5.00 .53 

Autonomy 181 3.48 2.00 5.00 .67 
Competence 181 4.13 2.17 5.00 .59 
Relatedness 181 3.72 1.33 5.00 .89 
SBAE Relatedness 181 3.94 1.50 5.00 .84 
Turnover Intention 181 3.09 1.00 7.00 1.72 

Note. The W-BNS scale scores are strongly disagree (1), somewhat disagree (2), neither 

agree nor disagree (3), somewhat agree (4), and strongly agree (5). MOAQ-JSS is a 7-

point Likert scale consisting of the following responses: strongly disagree (1), disagree 

(2), slightly disagree (3), neither agree nor disagree (4), slightly agree (5), agree (6), and 

strongly agree (7). 

The findings indicate a score for each variable indicating that respondents tended 

to slightly agree that their basic psychological needs (collectively and individually) were 

being met. Respondents reported the highest mean score when it came to competence 

satisfaction, and the lowest mean score when it came to autonomy satisfaction. Responses 

varied the most in terms of relatedness in the school district and relatedness in the SBAE 

profession. Additionally, no respondent had a mean score of 1.00 which suggests that 

each respondent had some small degree of psychological need satisfaction; however, 

some respondents did have a mean score of 5.00, indicating they strongly agreed with 

every statement regarding their psychological needs satisfaction.  

Basic Psychological Needs Satisfaction 

Of the 181 respondents, basic psychological need satisfaction respondent mean 

scores ranged from 2.44 to 5.00, with an overall mean score of 3.78 (SD = .53). With a 
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3.0 anchor of neither agree nor disagree and a 4.0 anchor of somewhat agree, this 

suggests that 3.78 is slightly above a score that neither agrees nor disagrees that SBAE 

teachers’ basic psychological needs are being fulfilled in the workplace. Thirteen of the 

181 respondents (7.2%) somewhat or strongly disagree that their basic psychological 

needs are fulfilled in their workplace (see Table 4.1).  

Perceived Need Satisfaction of Autonomy  

Of the 181 respondents, autonomy need satisfaction scores were between 2.00 and 

5.00, with a mean score of 3.48 (SD = .67) (see Table 4.2). Of the 181 respondents, 

23.2% (n = 42) somewhat disagreed and 27.1% (n = 49) somewhat agreed that their need 

for autonomy was fulfilled in their workplace (see Table 4.1).  

Perceived Need Satisfaction of Competence  

The minimum mean score for competence need was 2.17, with a maximum score 

of 5.00 and a mean score of 4.13 (SD = .59) for the sub-scale (see Table 4.2), which 

means the respondents somewhat agree that competence satisfaction is being fulfilled in 

their workplace. A total of 68.5% respondents reported they somewhat agree or strongly 

agree with a score of 4.0 or higher (see Table 4.1).  

Perceived Need Satisfaction of Relatedness  

This variable was evaluated in the context of the school district and separately in 

the context of the SBAE profession. Relatedness need satisfaction, in the context of the 

school district, ranged from 1.33 to 5.00, with a mean score of 3.72 (SD = .89) for the 

sub-scale (see Table 4.2) which is interpreted as the respondents somewhat agree that 

relatedness satisfaction is being fulfilled in their school district.  



 

 80 

When evaluating relatedness in the context of the SBAE profession, the lowest 

mean score was 1.5, the highest was 5.00, and the mean score was 3.94 (SD = .84) (see 

Table 4.2) which means the respondents somewhat agree that relatedness satisfaction is 

being fulfilled in the SBAE profession. Unlike other variables, 31 respondents had a 5.0 

score (17.1%) of strongly agree when evaluating relatedness within the SBAE profession 

(see Table 4.1).  

Research Question 2 

What is the perceived professional commitment of Minnesota SBAE teachers? 

To answer research question two, professional commitment is measured by a 

subscale of the MOAQ-JSS, designed to measure turnover intention. The minimum score 

regarding professional commitment measured by turnover intention was 1.00, the 

maximum score was 7.00, and the mean score was 3.09 (SD = 1.72) (see Table 4.2). 

Based on further analysis, the frequency counts and percentages of turnover intention 

summarized by mean score are shown in Table 4.3. Of the 181 respondents, 92 

respondents have a score interpreted as low turnover intention (50.8%), 76 as neutral 

turnover intention (42.0%), and 13 as high turnover intention (7.2%). Most respondents 

had high professional commitment with a turnover intention below 3.0 (50.8%). 
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Table 4.3  

Frequency Counts of Turnover Intention by Mean Score 

 Turnover Intention 
 f % 

0-.99 0 - 
1.00-1.99 52 28.7 
2.00-2.99 40 22.1 
3.00-3.99 25 13.8 
4.00-4.99 31 17.1 
5.00-5.99 20 11.0 
6.00-6.99 5 2.8 

7.00 8 4.4 
Note. A respondent scale score between 1 and 2 was interpreted as low turnover 

intention, 3 and 5 as neutral turnover intention, and 6 and 7 as high turnover intention 

(Cammann et al., 1983). 

Research Question 3 

To what extent does psychological needs satisfaction (including autonomy, competence, 

and relatedness collectively and independently) predict SBAE teacher professional 

commitment? 

 The relationship between basic psychological needs satisfaction and professional 

commitment was examined using correlation, linear regression, independent-samples t-

tests, and one-way ANOVA to answer research question three. The relationship between 

basic psychological needs satisfaction (as measured by the W-BNS scale) and 

professional commitment (measured as turnover intention by the MOAQ JSS) was 

examined using Pearson product-moment correlation coefficient. A medium, negative 

correlation was found between the two variables [r = -.49, n = 181, p<.01], with high 

psychological needs satisfaction levels associated with lower levels of turnover intention 

(see Table 4.4). 
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Table 4.4  

Means, Standard Deviations, and Correlations among Variables 

Variable M SD 1 2 3 4 5 6 
1. Autonomy 

Satisfaction 
3.48 .67 -      

2. Competence 
Satisfaction 

4.13 .59 .40** -     

3. Relatedness 
Satisfaction 

3.72 .89 .40** .17* -    

4. Relatedness 
Satisfaction 
in SBAE 
Profession 

3.94 .84 .22** .27** .36** -   

5. Psychologic
al Needs 
Satisfaction 

3.78 .53 .79** .63** .79** .39** -  

6. Years of 
Experience 

12.36 11.08 .24** .45** .01 .11 .28**  

7. Turnover 
Intention 

3.09 1.72 -.57** -.38** -.20** -.19* -.49** -.21** 

*p < .05. **p < .01 
 
Need Satisfaction of Autonomy and Professional Commitment 

 There was a strong, negative correlation between the two variables [r = -.57, n = 

181, p<.01], with high autonomy satisfaction levels associated with lower levels of 

turnover intention (see Table 4.4).  

Need Satisfaction of Competence and Professional Commitment 

 There was a medium, negative correlation between the two variables [r = -.38, n = 

181, p<.01], with high competence satisfaction levels associated with lower levels of 

turnover intention (see Table 4.4).  

Need Satisfaction of Relatedness and Professional Commitment 

 There was a small, negative correlation between relatedness within the school 

district and turnover intention [r = -.20, n = 181, p<.01], with high relatedness 
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satisfaction levels associated with lower levels of turnover intention (see Table 4.4). 

There was also a small, negative correlation between relatedness within SBAE and 

turnover intention [r = -.19, n = 181, p<.05], with high relatedness satisfaction levels 

associated with lower levels of turnover intention (see Table 4.4).  

Research Question 4 

To what extent does number of years teaching SBAE predict SBAE teacher 

psychological needs satisfaction (including autonomy, competence, and relatedness 

collectively)? 

I analyzed the relationship between psychological needs satisfaction and 

professional commitment to address research question four. Once descriptive statistics 

were analyzed, the relationship between psychological needs satisfaction and professional 

commitment was examined using correlation, independent-samples t-tests, and one-way 

ANOVA.  

Correlation  

The relationship between psychological needs satisfaction (as measured by the W-

BNS scale) and professional commitment (measured as turnover intention by the MOAQ-

JSS) was examined using Pearson product-moment correlation coefficient. There was a 

small, positive correlation between the two variables [r = .28, n = 181, p<.01], with more 

years of experience associated with higher levels of psychological needs satisfaction (see 

Table 4.7).  

t-Tests Considering More and Less than Five Years of Experience 

An independent-samples t-test was conducted to compare the scores for autonomy 

satisfaction, competence satisfaction, relatedness satisfaction in the school district and in 
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the SBAE profession, and psychological needs satisfaction for teachers with five or fewer 

years of teaching and teachers with more than five years teaching. This comparison is 

shown in Table 4.5. When assessing competence satisfaction, there was a significant 

difference in scores for teachers with five or fewer years teaching (M=3.91, SD=.60) and 

teachers with more than five years (M=4.26, SD=.55). Additionally, when evaluating 

overall psychological needs satisfaction, a significant difference existed in scores for 

teachers with five or fewer years teaching (M=3.66, SD=.50) and teachers with more than 

five years (M=3.85, SD=.54). When assessing autonomy, relatedness satisfaction within 

the teacher’s school district, and relatedness satisfaction within the SBAE profession, 

there was no significant difference in scores for teachers with five or fewer years teaching 

and teachers with more than five years (see Table 4.5). 

Table 4.5  

Independent Samples t Test Comparing Independent Variables and Years Teaching  

Variable 
5 or Fewer Years 

Teaching 
More than 5 Years 

Teaching 95% CI t df 
 n M SD n M SD    
Autonomy 70 3.38 .66 111 3.55 .67 -.38. .03 -1.70 179 
Competence 70 3.91 .60 111 4.26 .55 -.52, -.17 -3.96 179 
Relatedness 70 3.70 .83 111 3.73 .93 -.29, .24 -.179 179 
SBAE 
Relatedness 

70 3.78 .85 111 4.03 .83 -.50, .00 -1.95 179 

Psychological 
Needs 
Satisfaction 

70 3.66 .50 111 3.85 .54 -34, -.02 -2.24 179 

Turnover 
Intention 

70 3.13 1.76 111 3.06 1.70 -.44, .60 .29 179 

 
ANOVA 

An ANOVA was conducted to explore the impact of years of experience on 

autonomy satisfaction, competence satisfaction, relatedness satisfaction, relatedness 
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satisfaction within the SBAE profession, and psychological needs satisfaction as 

measured by W-BNS total. To help characterize the career experiences of participants, 

Huberman’s (1989) model of the professional life cycle of teachers was used to group 

participants based on years teaching (Group 1: 0-3 years; Group 2: 4-6 years; Group 3: 7-

18 years; Group 4: 19-30 years; Group 5: more than 31 years) using Huberman’s (1989) 

Teacher Career Cycle Model’s breakdown for years.  

A one-way ANOVA of variables by grouped years of experience at a significance 

level of .05 or less is shown in Table 4.6, comparing the means and standard deviations 

for each variable by group. When considering autonomy satisfaction, there was a 

statistically significant difference between groups as determined by one-way ANOVA 

(F(4,175) = 4.52, p = .01). Additionally, a large effect size, calculated using eta squared, 

was .09. A Tukey post hoc test revealed that years teaching SBAE was statistically 

significant for autonomy needs satisfaction when comparing group one (0-3 years; 

M=3.34, SD =.62) and group three (7-18 years; M=3.37, SD =.64) to five (more than 31 

years; M=4.04, SD =.73). There was no statistically significant difference between the 

remaining groups. 
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Table 4.6  

Mean, Standard Deviation, and Post Hoc One-Way Analyses of Variance Multiple Comparisons for Years Teaching SBAE and 

Psychological Needs Satisfaction and Turnover Intention 

Measure 
1 – 3 Years 

(n=55) 

4 – 6 Years 

(n=20) 

7 – 18 Years 

(n=58) 

19 – 30 Years 

(n=32) 

31 – 40 Years 

(n=16) 
F  η2 

 M SD M SD M SD M SD M SD   

Autonomy 3.34 .62 3.67 .79 3.37 .64 3.54 .57 4.04 .73 4.52** .09 

Competence 3.85 .61 4.11 .51 4.09 .59 4.38 .46 4.66 .38 8.76** .17 
Relatedness 3.69 .80 3.88 .91 3.60 .99 3.76 .85 3.90 .83 .61 .01 
SBAE 

Relatedness 
3.82 .83 3.81 .89 3.97 .83 3.99 .89 4.19 .72 .79 .02 

Psychological 

Needs 
3.63 .46 3.91 .59 3.68 .55 3.89 .49 4.20 .48 5.08** .10 

Turnover 

Intention 
3.08 1.79 3.25 1.60 3.53 1.73 2.78 1.48 2.02 1.72 2.93* .06 

Note. Years teaching groups (Group 1: 0-3 years; Group 2: 4-6 years; Group 3: 7-18 years; Group 4: 19-30 years; Group 5: 

more than 31 years) 

*p < .05. **p < .01 
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When considering competence satisfaction, there was a statistically significant 

difference between groups as determined by one-way ANOVA (F(4,176) = 4.52, p = 

.01). Additionally, a large effect size, calculated using eta squared, was .17. A Tukey post 

hoc test revealed that years teaching SBAE was statistically significant for competence 

needs satisfaction when comparing group one (0-3 years; M=3.85, SD =.61), group two 

(4-6 years; M=4.11, SD =.51) and group three (7-18 years; M=4.09, SD =.59) to five 

(more than 31 years; M=4.66, SD =.38). Group one (0-3 years; M=3.85, SD =.61) was 

significantly different than group four (19-30 years; M=4.38, SD =.46). There was no 

statistically significant difference between the remaining groups. 

When considering relatedness satisfaction in the school district, there was no 

statistically significant difference between groups as determined by one-way ANOVA 

(F(4,176) = .61, p = .65). When considering relatedness satisfaction in the SBAE 

profession, there was no statistically significant difference between groups as determined 

by one-way ANOVA (F(4,176) = .79, p = .53). A small effect size was calculated for 

each comparison. 

When considering psychological needs satisfaction, there was a statistically 

significant difference between groups as determined by one-way ANOVA (F(4,175) = 

5.08, p = .01). Additionally, a large effect size, calculated using eta squared, was .10. A 

Tukey post hoc test revealed that years teaching SBAE was statistically significant for 

psychological needs satisfaction when comparing group one (0-3 years; M=3.63, SD 

=.46) and group three (7-18 years; M=3.68, SD =.55) to five (more than 31 years; 

M=4.20, SD =.48). There was no statistically significant difference between the 

remaining groups. 
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An ANOVA was also conducted to explore the impact of years of experience on 

professional commitment. When considering professional commitment as measured by 

turnover intention, there was a statistically significant difference between groups as 

determined by one-way ANOVA (F(4,176) = 2.93, p = .02). Additionally, a medium 

effect size, calculated using eta squared, was .06. A Tukey post hoc test revealed that 

years teaching SBAE was statistically significant for turnover intention when comparing 

group three (7-18 years; M=3.53, SD =1.73) to five (more than 31 years; M=2.02, SD 

=1.72). There was no statistically significant difference between the remaining groups. 

Research Question 5 

To what extent does number of years teaching SBAE predict SBAE teacher professional 

commitment? 

To test research question five, the relationship between years teaching SBAE and 

professional commitment (measured as turnover intention by the MOAQ-JSS) was 

examined using Pearson product-moment correlation coefficient. There was a small, 

negative correlation between the two variables [r = -.21, n = 181, p<.01], with more years 

of experience associated with lower levels of turnover intention (see Table 4.4). A one-

way ANOVA of variables grouped by years of experience at a significance level of .05 or 

less showed no statistically significant difference between any groups. 

Hypothesis One 

HO1: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, psychological needs satisfaction of autonomy, 

competence, and relatedness collectively, and the response variable, SBAE teacher 

professional commitment. 
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 To control for demographic and professional characteristics statistically, the 

control variables of gender, years teaching, age, and certification type were entered as 

block one in the hierarchical regression analysis (HRA). The results are shown in Table 

4.7. This group of variables described 2% (R2 = .02) of the variance in professional 

commitment as measured by turnover intention. Block two involved the addition of 

autonomy satisfaction, competence satisfaction, and relatedness satisfaction in the school 

district, and theory supported this decision. Adding the variables of satisfaction of 

autonomy, competence, and relatedness in the school district resulted in an additional 

31% (∆R2 = .31) of the variance being explained. The full model, including relatedness 

satisfaction in the school district, explained 33% of the variance in professional 

commitment. 

Table 4.7 

Hierarchical Regression Analysis of Variables Including Relatedness in the School 

District Predicting Professional Commitment  

Variable B SE β p R2 ∆R2 
Step 1 (control variables)     .05 .02 
 Gender -.08 .27 -.02 .78   
 Years Teaching -.03 .02 -.16 .29   
 Age -.01 .02 -.07 .65   
 Certification Type -.01 .07 -.01 .93   
Step 2      .36** .33** 
 Gender -.05 .22 -.02 .82   
 Years Teaching -.00 .02 -.02 .89   
 Age .00 .02 .03 .82   
 Certification Type .05 .06 .05 .46   
 Autonomy -1.33 .19 -.52 .01**   
 Competence -.52 .21 -.18 .01*   
 Relatedness in School 
District 

-.06 .13 -.03 .64   

*p < .05. **p < .01 
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The HRA was duplicated, replacing relatedness satisfaction in the school district 

with relatedness satisfaction in the SBAE profession, and theory supported this decision. 

Block two involved the addition of autonomy satisfaction, competence satisfaction, and 

relatedness satisfaction in the SBAE profession, and theory supported this decision. 

Adding the variables of satisfaction of autonomy, competence, and relatedness in the 

SBAE profession resulted in an additional 31% (∆R2 = .31) of the variance being 

explained, and results are shown in Table 4.8. The full model, including relatedness 

satisfaction in the SBAE profession, explained 33% of the variance in professional 

commitment. The coefficient 𝛽 for psychological needs satisfaction is not equal to zero. 

Therefore, it was deemed statistically significant, and the results reject the null 

hypothesis. 

Table 4.8  

Hierarchical Regression Analysis of Variables Including Relatedness in the SBAE 

Profession Predicting Professional Commitment  

Variable B SE β p R2 ∆R2 
Step 1 (control variables)     .05 .02 
 Gender -.08 .27 -.02 .78   
 Years Teaching -.03 .02 -.16 .29   
 Age -.01 .02 -.07 .65   
 Certification Type -.01 .07 -.01 .93   
Step 2      .36** .33** 
 Gender -.06 .22 -.02 .80   
 Years Teaching -.00 .02 -.02 .88   
 Age .00 .02 .02 .85   
 Certification Type .04 .06 .05 .49   
 Autonomy -1.28 .18 -.50 .01**   
 Competence -.50 .21 -.17 .02*   
 Relatedness in SBAE 
Profession 

-.05 .13 -.02 .73   

*p < .05. **p < .01 
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Hypothesis Two 

HO2: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, need satisfaction of autonomy, and the response 

variable, SBAE teacher professional commitment. 

Results of the regression analysis demonstrated that autonomy satisfaction does 

predict professional commitment as measured by intention to turnover (see Table 4.9; 

Appendix N). Based on the regression analysis, autonomy significantly predicted 

turnover intention, F(1, 179) = 85.65, p <.01, which indicates that autonomy satisfaction 

can play a significant role in professional commitment (b = -.57, p <.01). Statistical 

significance was tested, and confidence intervals set at 95%. These results reveal the 

effect of autonomy satisfaction decreasing turnover intention. Moreover, the R2 = .32 

depicts that the model explains 32% of the variance in turnover intention. The confidence 

intervals for the effect of autonomy on turnover intention, b = -1.46, 95% CI[-1.77, -

1.15], do not contain a zero, and the coefficient 𝛽1 is not equal to zero. Therefore, it was 

deemed statistically significant, and the results reject the null hypothesis. 

Table 4.9  

Regression Analysis of Autonomy Satisfaction Predicting Professional Commitment 

 B SE β t p 95% CI 
Autonomy -1.46 .16 -.57 -9.26 <.01** -1.77, -1.15 

*p < .05. **p < .01 
 

Hypothesis Three 

HO3: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, need satisfaction of competence, and the 

response variable, SBAE teacher professional commitment. 
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Results of the regression analysis demonstrated that competence satisfaction does 

predict professional commitment as measured by intention to turnover (see Table 4.10; 

Appendix O). Competence significantly predicted turnover intention, F(1, 179) = 30.00, p 

<.01, which indicates that competence satisfaction can play a significant role in 

professional commitment (b = -.38, p <.001). Statistical significance was tested, and 

confidence intervals set at 95%. These results clearly direct the effect of competence 

satisfaction decreasing turnover intention. Moreover, the R2 = .14 depicts that the model 

explains 14% of the variance in turnover intention (see Appendix O). The confidence 

intervals for the effect of competence on turnover intention, b = -1.10, 95% CI[-1.50, -

.70], do not contain a zero, and the coefficient 𝛽1 is not equal to zero. Therefore, it was 

deemed statistically significant. The results reject the null hypothesis. 

Table 4.10  

Regression Analysis of Competence Satisfaction Predicting Turnover Intention 

 B SE β t p 95% CI 
Competence -1.10 .20 -.38 -5.48 <.01** -1.50, -.70 

*p < .05. **p < .01 
 

Hypothesis Four 

HO4: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, need satisfaction of relatedness, and the response 

variable, SBAE teacher professional commitment. 

The regression analysis of relatedness satisfaction in the school district predicting 

turnover intention can be found in Table 4.11 (see Appendix P). Based on a regression 

analysis, relatedness in a school district significantly predicted turnover intention, F(1, 

179) = 7.50, p = .01, which indicates that relatedness satisfaction in a school district can 
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play a significant role in professional commitment (b = -.39, p = .01). Statistical 

significance was tested, and confidence intervals set at 95%. These results explain that 

relatedness satisfaction in the school district decreased turnover intention. Moreover, the 

adjusted R2 = .04 depicts that the relatedness satisfaction in the school district explains 

4% of the variance in turnover intention. The confidence intervals for the effect of 

relatedness in the school district on turnover intention, b = -.39, 95% CI[-.67, -.11], do 

not contain a zero, and the coefficient 𝛽1 is not equal to zero. Therefore, it was deemed 

statistically significant. The results reject the null hypothesis. 

Table 4.11  

Regression Analysis of Relatedness Satisfaction in the School District Predicting 

Turnover Intention 

 B SE β t p 95% CI 
Relatedness -.39 .14 -.20 -2.74 .01** -.67, -.11 

*p < .05. **p < .01 
 

The regression analysis of relatedness satisfaction in SBAE predicting turnover 

intention can be found in Table 4.12. Results of the analysis demonstrated that 

relatedness satisfaction in SBAE does predict professional commitment as measured by 

intention to turnover. Based on a regression analysis, relatedness in SBAE significantly 

predicted turnover intention, F(1, 179) = 6.53, p = .011, which indicates that relatedness 

satisfaction in SBAE can play a significant role in professional commitment (b = -.38, p = 

.01). Statistical significance was tested, and confidence intervals set at 95%. These results 

explain that relatedness satisfaction in SBAE decreased turnover intention. Moreover, the 

adjusted R2 = .03 depicts that the relatedness satisfaction in SBAE explains 3% of the 

variance in turnover intention (see Appendix P). The confidence intervals for the effect of 
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relatedness in SBAE on turnover intention, b = -.38, 95% CI[--.68, -.09], do not contain a 

zero, and therefore, it was deemed statistically significant. The results reject the null 

hypothesis. 

Table 4.12  

Regression Analysis of Relatedness Satisfaction in SBAE Predicting Turnover Intention 

 B SE β t p 95% CI 
SBAE 
Relatedness 

-.38 .15 -.19 -2.56 .01** -.68, -.09 

*p < .05. **p < .01 
 

Hypothesis Five 

HO5: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, years teaching SBAE, and the response variable, 

SBAE teacher psychological needs satisfaction. 

A regression analysis of years teaching predicting psychological needs 

satisfaction is shown in Table 4.13. Results of the analysis demonstrated that years 

teaching does predict psychological needs satisfaction, F(1, 179) = 14.62, p <.01. 

Statistical significance was tested, and confidence intervals set at 95%. These results 

clearly direct the effect of years teaching increasing psychological needs satisfaction. 

Moreover, the R2 = .08 depicts that the years teaching SBAE explains 8% of the variance 

in psychological needs satisfaction. Confidence intervals for the effect of autonomy on 

turnover intention, b = .01, 95% CI[.01, .02], do not contain a zero, and the coefficient 𝛽1 

is not equal to zero. Therefore, it was deemed statistically significant. The results reject 

the null hypothesis. 
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Table 4.13  

Regression Analysis of Years Teaching SBAE Predicting Psychological Needs 

Satisfaction 

 B SE β t p 95% CI 
Years of 
Experience 

.013 .003 .275 3.824 <.001** .006, .020 

*p < .05. **p < .01 
 

Hypothesis Six 

HO6: The coefficient 𝛽1 is equal to zero, indicating there is no statistically significant 

relationship between predictor variable, years teaching SBAE, and the response variable, 

SBAE teacher professional commitment. 

To test null hypothesis six, I conducted a linear regression analysis to measure the 

direct effect of the years teaching independent variable on the professional commitment 

dependent variable, measured by turnover intention (see Table 4.14). A significant 

regression equation was found (F(1,179) = 8.19, p <.001), with an R2 of .04. A linear 

regression analysis of years teaching SBAE resulted in 4% of the variability in turnover 

intention being explained. Years teaching significantly predicted turnover intention; as 

years of experience increase by 1, turnover intention is predicted to decrease by .03. 

Table 4.14  

Linear Regression Analysis Summary for Turnover Intention  

Variable Turnover Intention 
 B SE β p 
Years of Experience -.03 .01 -.21 .01** 

*p < .05, **p < .01 
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Statistical significance was tested, and confidence intervals set at 95%. The 

confidence intervals for the effect of years of experience on turnover intention, b = -.03, 

95% CI[-.06, -.01], do not contain a zero, and the coefficient 𝛽1 is not equal to zero. 

Therefore, it was deemed statistically significant. The results reject the null hypothesis. 

Chapter Summary 

The purpose of this study was to examine if and to what extent psychological 

needs satisfaction of autonomy, competence, and relatedness were related to and could 

predict teachers' professional commitment. Results of regression analysis revealed that 

autonomy satisfaction, competence satisfaction, relatedness satisfaction in a school 

district, relatedness satisfaction in the SBAE profession, psychological needs satisfaction, 

and years teaching SBAE were significant predictors of professional commitment as 

measured by intention to turnover. Results of the analysis also demonstrated that years of 

experience significantly predict professional commitment and psychological needs 

satisfaction. In summary, psychological needs satisfaction (including autonomy, 

competence, and relatedness collectively and independently) and years teaching SBAE 

were significant predictors of professional commitment. 
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Chapter 5:  Summary, Conclusion, Implications, and Recommendations 

Teachers must be kept in the classroom to meet the demand for SBAE teachers 

across the United States. However, existing research had not fully considered 

psychological needs satisfaction of SBAE teachers or the relationship between needs 

satisfaction and professional commitment of SBAE teachers. In this study, the 

implications of psychological need fulfillment were considered to better understand the 

psychological needs satisfaction of SBAE teachers who remained in the field and were 

retained year after year. This chapter presents a discussion of the findings, conclusions, 

and implications based on the findings and existing literature and recommendations for 

future research. 

Summary of Findings 

Teachers’ basic psychological needs have been highlighted as crucial to job 

satisfaction and professional commitment (Baard et al., 2004; Collie et al., 2016; Deci et 

al., 2001; Gagné & Deci, 2005; Lee & Nie, 2014). However, the satisfaction of SBAE 

teachers' psychological needs or the relationship between those needs and teacher 

professional commitment had not before been investigated. Given the relationship 

between psychological needs satisfaction and teacher professional commitment (Lee & 

Nie, 2014; Mabekoje et al., 2016), as well as the need to identify factors influencing 

Minnesota SBAE teacher retention, it was critical to investigate Minnesota SBAE 

teachers' psychological needs satisfaction and professional commitment. 

Although psychological needs satisfaction may vary from person to person, as 

professional commitment variables were analyzed, discoveries developed from each 

research question. Minnesota SBAE teachers somewhat agreed that basic psychological 
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needs were met in the workplace, with a mean score of 3.78 (SD =.53). Of the three 

psychological needs, competence had the highest mean score of 4.13 (SD = .59), 

indicating Minnesota SBAE teachers somewhat agree that their psychological need 

satisfaction for competence is being fulfilled. Respondents also somewhat agree that their 

need for relatedness within the SBAE profession is fulfilled with a mean score of 3.94 

(SD = .84) and somewhat agreed their need for relatedness within the school district is 

fulfilled with a mean score of 3.72 (SD = .89). Autonomy need satisfaction had a mean 

score of 3.48 (SD = .67) signifying Minnesota SBAE teachers neither agreed nor 

disagreed that their psychological need for autonomy was being fulfilled in their 

workplace. The mean score regarding turnover intention was 3.09 (SD = 1.72), signifying 

neutral turnover intention, which measured professional commitment. 

The findings of this research reject each of the six null hypotheses. Overall, 

satisfaction of autonomy, competence, and relatedness (in the school district or the SBAE 

profession) resulted in 31% of the variance of SBAE teacher professional commitment 

being explained. When each psychological need is analyzed individually, each is 

statistically significant. Furthermore, autonomy satisfaction explains 32% of the variance 

in turnover intention, competence satisfaction explains 14% of the variance, relatedness 

satisfaction in the school district explains 4% of the variance, and relatedness satisfaction 

in the SBAE profession explains 3% of the variance. When considering the effect of 

years teaching SBAE, these results clearly demonstrate the effect of years teaching 

increasing and explaining 8% of the variance in psychological needs satisfaction. 

Additionally, years teaching SBAE significantly predicted turnover intention as an 

analysis of years teaching SBAE resulted in 4% of the variability in turnover intention 
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being explained. In summary, years of teaching SBAE and satisfaction of psychological 

needs (including autonomy, competence, and relatedness collectively and independently) 

were significant predictors of professional commitment. 

Conclusions and Discussion 

Hypothesized connections were tested simultaneously with a conceptual model 

where SBAE teachers’ psychological needs satisfaction and professional commitment 

were examined. Overall, results revealed that psychological needs satisfaction of 

autonomy, competence, and relatedness (independently and collectively) have a 

significant and negative impact on turnover intention, which was used to measure 

professional commitment. According to the data, competence and autonomy are 

the primary predictors of professional commitment. These results align with previous 

research on teachers that indicated autonomy (Collie et al., 2016) and competence 

(Palmer, 2020) were indicators of professional commitment. It was determined that 

satisfying SBAE teachers' psychological needs, especially the need for autonomy and 

competence, are an essential component of Minnesota SBAE teacher retention.  

These data also show a significant and positive correlation between increased 

years teaching SBAE and psychological needs satisfaction. Likewise, increased years 

teaching SBAE have a significant and negative correlation with turnover intention. Thus, 

psychological needs must be satisfied in the school district and SBAE professional work 

environments to boost professional commitment and retain SBAE teachers. The results of 

this research build on the existing evidence of psychological needs satisfaction 

influencing a teacher’s choice to stay in the profession and provide new insight into this 

relationship in SBAE. While previous research has focused on a variety of factors 
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influencing SBAE teacher retention, these results demonstrate that psychological needs 

satisfaction is a predictor. 

Implications  

Theoretical and Conceptual Implications 

Anchored by the conceptual understanding of SDT, this study aimed to examine if 

and to what extent psychological needs satisfaction were related to and could predict 

teachers' professional commitment. In relation to the conceptual model hypothesized, the 

obtained results reveal the relationships expected among variables (see Figure 5.1) with 

autonomy, competence, relatedness in the school district, and relatedness in the SBAE 

profession predicting SBAE teachers’ professional commitment. The findings of this 

study affirm that psychological need satisfaction of autonomy, competence, and 

relatedness (independently and collectively) are related to and are statistically significant 

predictors of Minnesota SBAE teachers’ professional commitment. 

Collectively, psychological need satisfaction in the school district (i.e., autonomy 

satisfaction, competence satisfaction, and relatedness in the school district satisfaction) 

has a negative and significant effect on SBAE teachers’ turnover intention (∆R2 = .31), 

resulting in a positive impact on professional commitment. Additionally, psychological 

need satisfaction in the SBAE profession (i.e., autonomy satisfaction, competence 

satisfaction, and relatedness in the SBAE profession satisfaction) has a negative and 

significant effect on SBAE teachers’ turnover intention (∆R2 = .31), resulting in a 

positive impact on professional commitment. The data also suggest that competence and 

autonomy are the most significant predictors of professional commitment.  
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Figure 5.1 

Relationship Among Psychological Needs Satisfaction, Professional Commitment, and Teacher Demographic Variables as 

Determined by Regression Analysis 
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The results examining needs satisfaction independently reveal each has a negative 

and significant effect on turnover intention (autonomy ∆R2 = .32; competence ∆R2 = .14; 

relatedness in the school district ∆R2 = .01; relatedness in the SBAE profession ∆R2 = 

.04). This suggests that SBAE teachers with perceived psychological need satisfaction 

have increased professional commitment. Finally, the results examining years teaching 

SBAE reveal a negative and significant effect on psychological needs satisfaction (∆R2 = 

.08) and turnover intention (∆R2 = .04). 

These findings align with earlier findings (Collie et al., 2016; Lee & Nie, 2014; 

Mabekoje et al., 2016) that showed teachers’ needs for autonomy, competence, and 

relatedness were correlated with professional commitment. The SDT supported the 

findings that psychological functioning predicted professional commitment. The results 

support prior research, which advocates that a need-satisfying work environment for 

teachers is valuable because it promotes healthy psychological functioning and leads to 

commitment (Lee & Nie, 2014; Mabekoje et al., 2016). SBAE teachers' satisfaction of 

psychological needs in the workplace significantly impacts their professional 

commitment.  

Control Variable Implications  

The demographics of Minnesota's SBAE teacher population are changing, and 

based on the data of this research, some findings are unique to specific demographic 

characteristics related to gender, years teaching SBAE, and certification type. Though 

outside the purview of this study, the additional findings merit further examination due to 

the correlation between variables. 

Gender 
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The data offer strong support that distinct factors influence male and female 

SBAE teachers ' intentions to leave their jobs. While male and female teachers had a 

statistically significant correlation between psychological needs satisfaction and 

professional commitment in this study, the correlation was stronger with female SBAE 

teachers. SBAE literature has investigated the shift in the profession to having more 

female SBAE teachers under the age of 40, which aligned with the findings of this study, 

and the stress and job satisfaction levels concerning work-life balance (Hainline et al., 

2015; Solomonson & Retallick, 2018; Sorensen & McKim, 2014).  

The data also imply that years of experience and relatedness satisfaction in the 

SBAE profession are more strongly connected with male teachers' intentions to leave the 

profession. However, autonomy satisfaction, competence satisfaction, and relatedness 

satisfaction in the school district are more strongly associated with the intention of female 

SBAE teachers to leave the profession. The sizable disparity in scores between male and 

female teachers’ competence fulfillment was also an intriguing discovery, as there was a 

significant difference in scores for male (M=4.26, SD=.62) and female (M=4.02, SD=.57) 

SBAE teachers. It is important to recognize that these differences that appear to correlate 

to gender may also be due to other demographic characteristics. A possible reason for this 

disparity might be the age of the participants because though the male participants in the 

SBAE research had an average experience of 17.22 years, female participants had an 

average experience of 8.98 years. The psychological needs satisfaction of SBAE teachers 

exploring the influence of gender warrants further research and discussion. Further 

research is needed to explore how SBAE teacher gender influences psychological need 

satisfaction and what supports improve need fulfillment. 
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Years Teaching SBAE 

When considering psychological needs satisfaction, there was significant 

difference in scores for teachers with three or fewer years teaching (M=3.63, SD =.46), 

those with 7-18 years (M=3.68, SD =.55), and teachers with more than 31 years (M=4.20, 

SD =.53). When evaluating the independent psychological need satisfaction data 

comparing SBAE teachers with varying years of experience by group, differences were 

identified between groups. Years teaching SBAE was statistically significant for need 

satisfaction of autonomy when comparing teachers with fewer than three years 

experience (M=3.34, SD =.62), those with 7-18 years (M=3.37, SD =.64), and those with 

more than 31 years (M=4.04, SD =.73). When considering competence satisfaction, there 

were statistically significant differences between the three groupings of teachers with 

fewer than 18 years of teaching and those with more than 31 years (see Table 4.6). 

However, satisfaction of relatedness in the school district and relatedness in the SBAE 

profession has no significant difference in scores. These results support other studies' 

findings, which provide compelling evidence of a connection between teachers' perceived 

competence satisfaction and years of employment (Hobson & Maxwell, 2017; Palmer, 

2020), including a specific link in SBAE teachers gaining competence and commitment 

as they gain experience (McKim et al., 2017).  

These findings suggest that as SBAE teachers gain experience, they perceive 

themselves as more competent. However, there was a decrease in the mean competence 

satisfaction for those teachers with 7-18 years of experience, which then continued to 

increase with years of experience. Given the number of Minnesota SBAE teachers with 

three or fewer years of experience and the significantly lower mean for teachers with 
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fewer than 18 years of experience compared to those with 31 or more years, support for 

early- and mid-career teachers’ psychological need satisfaction it critical to the 

sustainability of Minnesota SBAE. 

Certification Type 

An influx of alternatively licensed teachers has occurred as program and teacher 

demand increase, and licensure rules have changed in Minnesota. Rather than completing 

a teacher preparation program, these individuals without a degree in agricultural 

education obtained their teaching licenses through a combination of relevant work 

experience, coursework, a portfolio process, years teaching experience, and licensure 

testing (see Appendix A; Minnesota Professional Educator Licensing and Standards 

Board, 2021). As a result, these individuals have unique perceptions considering 

psychological need satisfaction of autonomy, competence, and relatedness.  

No significant difference was found when evaluating the influence of an 

agricultural education undergraduate versus graduate degree on competence fulfillment. 

However, the results of those with an agricultural degree (undergraduate and/or graduate) 

were compared to those without an undergraduate or graduate degree in agricultural 

education. A moderate, negative correlation (see Appendix Q) was found for SBAE 

teachers without an agricultural education undergraduate and/or graduate degree between 

the two variables [r = -.57, n = 181, p<.01], with high competence satisfaction levels 

associated with lower levels of turnover intention, with low, negative correlation for 

those with an agricultural education degree [r = -.37, n = 181, p<.01]. The data also 

suggest a difference between turnover intention and need satisfaction for relatedness in 

the school district. A significant, low negative correlation [r = -.20, n = 181, p<.05] exists 
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for teachers with an agricultural education degree and turnover intention, but the 

correlation is not significant for those without an agricultural education degree. These 

results indicate a significant correlation between need fulfillment of competence and 

relatedness in the school district and SBAE teacher professional commitment, but there 

are differences to explore with alternatively certified teachers. 

The data also identify differences between those with and without an agricultural 

education degree when considering the impact of years teaching SBAE. There was a 

medium, positive correlation [r = .30, n = 181, p<.01] with SBAE teachers with an 

agricultural education degree between psychological need satisfaction and years teaching 

SBAE, meaning that with more years teaching, psychological needs satisfaction 

increases, but the correlation is not significant for those without an agricultural education 

degree. The data show a significant but negligible, positive correlation [r = .27, n = 181, 

p<.01] with SBAE teachers with an agricultural education degree between autonomy 

satisfaction and years teaching SBAE, but the correlation is not significant for those 

without an agricultural education degree. The data also show a significant low, positive 

correlation [r = .45, n = 181, p<.01] with SBAE teachers with an agricultural education 

degree between the competence satisfaction and years teaching SBAE, but the correlation 

is not significant for those without an agricultural education degree. Finally, the data 

show a significant low but negligible negative correlation [r = -.22, n = 181, p<.01] with 

SBAE teachers with an agricultural education degree between the years teaching SBAE 

and turnover intention, but the correlation is not significant for those without an 

agricultural education degree. 
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Since the requirements for a Minnesota teaching license changed in 2018 to allow 

additional pathways for a teaching license without completion of a teacher preparation 

program (Minnesota Professional Educator Licensing and Standards Board, 2021), one 

factor to examine for this gap may be the much fewer years of teaching for those without 

a degree in agricultural education who are alternatively licensed. While study participants 

without an agricultural education degree had an average experience of 3.90 years, 

research participants with an undergraduate and/or graduate agricultural education degree 

had an average experience of 13.34 years. 

With a growing number of Minnesota SBAE teachers teaching without an 

agricultural education degree (Sheehan, 2021), additional research is needed to analyze 

the impact of alternative licensure considering the psychological needs satisfaction of this 

group of teachers. Furthermore, the impact of choosing SBAE as a second career should 

also be explored. While the data demonstrate that alternatively certified teachers have 

their psychological need for competence satisfied, their pathway to licensure results in 

different expectations for autonomy and relatedness as their teaching license is tied to a 

specific school district, and they typically haven’t built a network within the SBAE 

community prior to entry into the profession. 

Implications for Practice and Further Research 

Satisfying SBAE teachers’ psychological needs, especially the needs for 

autonomy and competence, are essential components of Minnesota SBAE teacher 

retention. The results suggest that psychological need fulfillment at work may be a 

reliable predictor of professional commitment. These conclusions have implications for 

those focusing on SBAE teacher retention practices but also for SBAE leaders, school 
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administrators, and teachers themselves. Although the findings of this study are 

satisfactory, some recommendations for future research should be examined. 

The present research focused on a specific context of Minnesota SBAE teachers. Though 

the response rate was adequate (Field, 2013; Hair et al., 2014), the generalizability of this 

study is limited to Minnesota SBAE teachers. Replication studies with other Career and 

Technical Education teachers or with teachers in a variety of subject areas would add 

context about teacher psychological needs beyond SBAE teachers. Further replication 

studies with other SBAE teachers across the United States and with other content areas 

are needed; therefore, be cautious about generalizing these findings. 

Secondly, the conceptual model does not provide any proof of causality. It would 

be beneficial for future research to test the model and include other types of motivation, 

as proposed by SDT (e.g., intrinsic motivation; extrinsic motivation). Future research 

may also consider additional factors which influence motivation and commitment, such 

as growth mindset, grit, work-life balance, and job satisfaction. The results of this study 

demonstrate that psychological need fulfillment of autonomy, competence, and 

relatedness (collectively and independently) predict professional commitment; therefore, 

each also has implications and recommendations for further research. Given Minnesota 

SBAE’s significant efforts regarding induction, retention, and professional development, 

further research is needed to investigate these findings fully. 

Autonomy 

The data from this study confirm that autonomy satisfaction significantly 

predicted SBAE teacher professional commitment as measured by turnover intention. 

Prior studies examined the relationship between autonomy satisfaction and teachers' 
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psychological well-being and discovered that autonomy significantly predicted 

psychological well-being (Collie et al., 2016; Deci et al., 2001; Nie et al., 2015; Taylor & 

Ntoumanis, 2007). Specific attention is needed to evaluate the factors which influence 

autonomy satisfaction. Nie et al. (2015) discovered that teachers' high psychological 

health and intrinsic motivation were associated with an autonomy-supportive work 

environment. In contrast to incentives or punishments, experiences of interest and value 

enhance autonomy by fostering a sense of initiative, acceptance, and ownership in one's 

actions (Deci & Ryan, 1985, 2000; Ryan & Deci, 2020). Leaders in education and 

specifically within SBAE in Minnesota can work to create an autonomy-supportive 

environment that may support the retention of SBAE teachers. Education leaders can 

consider supporting an autonomy-supportive environment and working with 

administrators to share the importance of supporting teachers’ autonomy fulfillment.  

Research is recommended to explore how participation in SBAE-relevant 

professional development influences autonomy. Additionally, research could explore 

what SBAE teachers desire in terms of autonomy. What factors influence how SBAE 

teachers perceive autonomy, and what is promotes or deters autonomy fulfillment? For 

example, do some teachers desire more support and less autonomy from administration 

and mentors regarding things like curriculum? Given the flexibility in Minnesota’s SBAE 

curriculum as a local control state, is there a difference in autonomy expectations based 

on years teaching SBAE or certification type (e.g., do early-career teachers prefer 

complete curriculum packages such as Curriculum for Agricultural Science Education 

and less autonomy?)? Given Minnesota SBAE leader’s focus on induction and retention 

programming, do specific SBAE professional development programs (e.g., Teacher 
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Induction Program, Resources for Professional Learning) influence autonomy 

satisfaction? Does teachers' interest in SBAE professional development programs depend 

on their level of autonomy satisfaction?  

I recommend research be carried out to determine whether any experiential 

factors influence SBAE teacher autonomy fulfillment. For example, SBAE’s student 

organization, the National FFA Organization, is credited for developing strong leadership 

skills and critical thinking skills in students. Though not all SBAE teachers were SBAE 

students and/or participated in FFA, do the skills developed through participation in an 

SBAE program and/or through FFA participation as a student influence a teacher’s 

expectation for autonomy? Furthermore, given the increase in the number of alternatively 

certified teachers, is there a difference in autonomy expectations based on certification 

type (e.g., do alternatively certified teachers prefer a complete, packaged curriculum and 

less autonomy?)? Because autonomy fulfillment is the most significant predictor of 

professional commitment, more inquiry on SBAE teacher autonomy satisfaction is 

required. 

Competence 

According to the findings of this study, competence satisfaction significantly 

predicted SBAE teacher professional commitment, as indicated by turnover intention. 

Minnesota SBAE leaders in the Minnesota Association of Agricultural Educators 

(MAAE), the Minnesota Department of Education, the Minnesota Agricultural Education 

Leadership Council, and the Minnesota FFA Association have worked together to support 

SBAE disciple-specific skill development through a variety of professional development. 

Given the significant correlation between competence fulfillment and SBAE teacher 



 

 111 

professional commitment, teachers are encouraged to participate in the opportunities 

available to develop the skills and knowledge needed for competence fulfillment. 

Additionally, administrators are encouraged to support SBAE teachers in professional 

development participation to improve the competence of their teacher while also 

decreasing the teacher’s turnover intention. Finally, SBAE leaders are encouraged to 

continue providing professional development experiences which fulfill the need for 

competence. 

The ability to manage the special, discipline-specific demands facing an SBAE 

teacher has been analyzed while evaluating teachers’ perceived competency in previous 

research. SBAE researchers have explored pedagogy, intra-curricular facilitation, 

program management, technical knowledge, professionalism, professional growth, and 

personal traits as areas of discipline-specific teacher competence (McKim et al., 2017; 

Roberts & Dyer, 2004). However, Minnesota has not yet evaluated perceived competence 

or SBAE teachers’ needs for developing discipline-specific competence and skills or if 

the needs vary by certification type or years teaching SBAE. Need satisfaction for 

competence had significant differences when considering the teacher life cycle stage. 

Given these differences and the significance of competence need satisfaction, it is 

advised that Minnesota SBAE leadership assess needs and evaluate perceived 

competence, considering certification type and years teaching SBAE, to guide future 

professional development.  

Research is recommended to explore how participation in SBAE-relevant 

professional development influences competence. Research could also explore how 

SBAE teachers’ competence fulfillment is influenced by professional development 
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participation and influences teacher choices in the professional development program 

participation. For example, do specific SBAE professional development programs (e.g., 

Curriculum for Agricultural Science Education, Teacher Induction Program, MAAE 

professional development workshops) influence competence? Furthermore, does teachers' 

interest in SBAE professional development programs depend on their level of 

competency fulfillment? Further research could also explore the relational factors 

influencing how SBAE teachers develop competence and if any programs or systems in 

Minnesota SBAE are promoting or deterring competence fulfillment. Finally, given 

Minnesota SBAE’s retention rates, researchers should consider if these results are 

consistent within Career and Technical Education in Minnesota, with SBAE in other 

states, or broadly in education. Because competence fulfillment is important in predicting 

professional commitment, more inquiry on SBAE teacher competence satisfaction is 

required. 

Relatedness in the School District 

Relatedness within the school district was identified as the strongest predictor of 

professional commitment (Moser & McKim, 2020); however, based on this study, 

satisfaction for relatedness in the school district is not the most significant factor to 

predict professional commitment [r = -.20, n = 181, p<.01]. However, relatedness 

satisfaction in the school district is more strongly associated with the intention of female 

SBAE teachers to leave the profession. Since most early-career SBAE teachers in 

Minnesota are female, further exploration of this association is warranted.  

Relatedness in the SBAE Profession 
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The agricultural education family (Ag Ed family) is consistently mentioned by 

professional when discussing why teachers choose to stay in the SBAE profession. 

However, based on these research findings, satisfaction for relatedness in the SBAE 

profession is not the most significant factor in the model to predict professional 

commitment. Relatedness in the SBAE profession had a significant but negligible 

negative correlation [r = -.19, n = 181, p<.05] with turnover intention. Nevertheless, a 

correlation exists between relatedness (in the school district and the SBAE profession) 

and professional commitment. When the Ag Ed family is mentioned, it is often in the 

context of providing reasons to engage in the profession, join the professional 

organization, and participate in SBAE-relevant professional development. Organization 

membership and participation in professional development is often a foundational step to 

professional engagement in SBAE. Therefore, it is logical that those participating in 

SBAE-relevant professional development are simultaneously improving relatedness 

fulfillment in the SBAE profession while also improving their competence. Leaders in 

SBAE should recognize that participation in professional organizations can provide 

support to satisfy both the psychological need for relatedness and competence. Leaders 

are encouraged to intentionally provide options to develop the knowledge and skills of 

SBAE teachers while also supporting relationship development. 

Psychological Needs Satisfaction 

According to the findings of this study, psychological needs satisfaction at work 

may be a significant indicator of professional commitment. The findings also indicated 

that years of teaching experience can be connected to increased psychological needs 

satisfaction and professional commitment. It should be noted that teachers with fewer 
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than three years teaching and those with 7-18 years teaching had statistically significant 

differences in psychological needs satisfaction than those with more than 31 years 

teaching. Additionally, psychological needs satisfaction and years of teaching can predict 

a teacher’s commitment to the SBAE profession. Therefore, it is recommended that 

Minnesota SBAE leadership’s evaluation of perceived competence and a needs 

assessment specifically identify the needs of early-career SBAE teachers when working 

to design future professional development. Beyond year five, teacher attrition in 

Minnesota reflects declining attrition (Rada & Haddad, 2021). However, when evaluating 

psychological needs satisfaction, it appears that special effort should determine the 

unique needs to support teachers with up to 18 years teaching.  

Additionally, if leaders in SBAE want to reduce attrition, more must be done to 

support SBAE teachers’ psychological needs satisfaction of autonomy, competence, and 

relatedness while also analyzing the potential unique needs of alternatively licensed 

teachers. The association between psychological needs satisfaction and professional 

commitment was statistically significant regardless of having an agricultural education 

degree, but an unexpected finding was a greater, negative correlation for SBAE teachers 

without an agricultural education degree (i.e., alternatively licensed). To learn more about 

how licensure pathways affect psychological needs fulfillment and professional 

commitment, I encourage future study in this area. I suggest that the study be replicated 

every five years because Minnesota's licensure pathways have changed in recent years 

(i.e., 2018), providing opportunities for licensure without completing a teacher 

preparation program or earning an agricultural education bachelor’s or master’s degree 

(i.e., alternative licensure via Tier 1, Tier 2, or out of field permission). Additional 
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research is needed to consider the unique factors of psychological needs satisfaction of 

alternatively licensed teachers.  

This study provided a foundation for exploring how psychological needs 

satisfaction influences professional commitment as determined by turnover intention. 

Further research is recommended to further identify the factors in SBAE which influence 

autonomy satisfaction, competence satisfaction, and relatedness satisfaction within the 

school district and the SBAE profession. Additionally, this study provided a snapshot at 

one point in time; however, replication would provide additional evidence concerning the 

relationship between years of experience and other variables. A replication of this study 

could provide crucial information to inform the factors that influence turnover intention 

and actual attrition over time during a critical phase in a participant's career, as 39.2% of 

the study's participants had five or fewer years teaching SBAE and an additional 17.1% 

had six to ten years of teaching experience. 

Conclusion 

This study viewed psychological needs through the lens of SDT (Ryan & Deci, 

2002), recognizing that the psychological needs of autonomy, competence, and 

relatedness are universal and innate needs essential for psychological functioning (Ryan 

& Deci, 2020). People are drawn to environments that foster needs satisfaction, and that 

needs satisfaction influences beliefs and behaviors (Collie et al., 2016; Lee & Nie, 2014; 

Mabekoje et al., 2016), psychological needs satisfaction influences teachers’ professional 

commitment. The purpose of this study was to examine if and to what extent 

psychological needs satisfaction of autonomy, competence, and relatedness was related to 

and could predict teacher’s professional commitment.  
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According to the study's findings, it was confirmed that satisfaction of 

psychological needs at work was a good indicator of professional commitment as 

measured by turnover intention. This study supports earlier research (Collie et al., 2016; 

Lee & Nie, 2014; Mabekoje et al., 2016), which found people are drawn to environments 

that foster needs satisfaction, needs satisfaction influences beliefs and behaviors, and 

teachers' psychological needs fulfillment influences a teacher's intentions to remain in the 

profession. The data provide evidence demonstrating autonomy and competence needs 

fulfillment had the strongest relationship with professional commitment as measured by 

turnover intention. The results also yielded evidence that years of teaching experience 

can predict improved psychological needs satisfaction and professional commitment. 

Psychological needs satisfaction and years teaching contribute to professional 

commitment of SBAE teachers in Minnesota. 

The most important conclusion is that psychological needs satisfaction is relevant 

to the discussion of SBAE teacher retention, while needs satisfaction of autonomy and 

competence were more significantly linked with decreased turnover intention. As in 

previous studies, the results of this research affirm that the focus on early-career SBAE 

teachers was necessary as teachers with additional years of experience have more 

psychological functioning.  

The study’s results establish that psychological needs fulfillment of SBAE 

teachers at work is a reliable predictor of professional commitment. People are drawn to 

environments that support psychological needs satisfaction, which influences beliefs and 

behaviors such as the intention to remain in the profession. The data establish that, when 

measured by turnover intention, professional commitment of SBAE teachers is supported 
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by psychological needs satisfaction., and most strongly predicted by satisfaction of 

autonomy and competence needs. The findings also affirm that increased psychological 

needs satisfaction and professional commitment were connected to years of teaching 

experience. The data verify that psychological needs satisfaction predicted professional 

commitment of Minnesota SBAE teachers. 
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Appendix A 

Minnesota Tiered Licensure Summary  

 

 

 

 

 

 

 

 

 

 

 

 
Note. Minnesota’s tiered licensure system outlining requirements for Tier 1, Tier 2 (i.e., alternatively licensed teachers), Tier 3 
and Tier 4 (traditionally licensed teachers). From “Tiered Licensure in Minnesota,” by Education Minnesota (2021, April 22) 
(https://www.educationminnesota.org/wp-content/uploads/2021/08/2021_TieredLicensure_Infographic.pdf) 
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Appendix E 

Letter to Panel of Experts 

 
Dear (Panel Member), 
 
I am a doctoral student in Curriculum and Instruction in Agricultural Education at the 
University of Minnesota working on my dissertation about early-career School-Based 
Agricultural Education teacher retention.  
 
You are being asked to participate in the expert panel review of our questionnaire 
because you are considered an expert in teacher retention having published research in 
our field. 
 
As part of a study on the retention of School-Based Agricultural Education teachers, 
approved by the University of Minnesota, we are working to explore the relationship 
between psychological functioning, work-related perceptions, and teacher retention. The 
following objectives will be explored in this study: 

1.     Describe the retention rates of school-based agricultural education teachers 
that have taught for fewer than twenty years. 
2.     Examine the relationship between psychological functioning (e.g., 
autonomy, competence, and relatedness) and work-related perceptions of school-
based agricultural education teachers who have taught for fewer than twenty 
years. 
3.     Examine the relationship between school-based agricultural education 
teachers' retention rate and psychological needs satisfaction. 

The survey instrument is a 94-item questionnaire adapted to address the psychological 
functioning and work-related perceptions of SBAE teachers. The present study will 
examine SBAE teachers' psychological functions by measuring four overarching work-
related perceptions with various relevant constructs: well-being, job satisfaction, 
motivation, and professional commitment. The study's questionnaire is a compilation of 
several instruments and questionnaires developed to measure constructs within 
psychological functioning and work-related perception factors. The compilation and 
additional research developed questions are being used to develop an instrument with 
four subscales (i.e., work-related well-being, job-related satisfaction, intrinsic motivation, 
and professional commitment) to measure the variable constructs. 
 
We would like you to review the questionnaire for face and content validity. Attached to 
this email is a document with the questionnaire including notes about edits made to 
original items. We would appreciate your input on the directions, questions, and 
statements. You can make comments or changes directly within the document and email 
it back to Lavyne at rada@umn.edu by Wednesday, February 24. If you are unable to 
provide feedback, please let us know. Conceptual definitions are included for your 
reference. You may also be asked to participate in the second review of the instrument for 
construct validity. 
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In accordance with Institutional Review Board (IRB) requirements, you should know that 
your participation is strictly voluntary. Information you provide is not considered 
confidential. Efforts will be made to limit the use and disclosure of your personal 
information, including research study and other records, to people who have a need to 
review this information. Your decision on participation will not result in any loss of 
benefits to which you are otherwise entitled, nor will it impact your relationship with 
School-Based Agricultural Education, the National FFA Organization, or the University 
of Minnesota. This study does require participants to complete a consent form for 
agreement to participate. You may “opt-out” at any time without any negative 
ramifications. 
 
If you have any questions about the research project or consent form, you may contact 
Ms. Lavyne Rada, Graduate student at 605/605-1861 or Dr. Amy Smith, Associate 
Professor at the University of Minnesota at 612/624-6590. 
 
Thank you for your time and assistance in this study. We look forward to working with 
you. 
  
Ms. Lavyne Rada                                     Dr. Amy Smith 
Graduate student                              Associate Professor 
University of Minnesota                     University of Minnesota 
Co-Investigator                               Primary Investigator 
605/695-1861                            612/624-6590 
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Appendix F 

Invitation Letter for pilot study 

${m://FirstName}, 
 
As part of the research study on the retention of School-Based Agricultural Education 
teachers, approved by the University of Minnesota, we are working to explore the 
relationship between intrinsic motivation factors and teacher retention. We are asking 
School-Based Agricultural Education teachers across the Midwest to help confirm the 
value of a new questionnaire focused on motivation, well-being, professional 
commitment, and job satisfaction. As a previous South Dakota agriculture teacher, I 
know that teacher retention is an important topic to address as programs continue to 
grow. 
 
We would like you to complete a questionnaire that should take approximately 11-
minutes to complete. We ask that you complete the questionnaire by Friday, May 14. 

Follow this link to the Survey: 

${l://SurveyLink?d=Take the Survey} 

Or copy and paste the URL below into your internet browser: 
${l://SurveyURL} 

You will be asked for a unique participant code. Please enter the code found below when 
prompted in the questionnaire. 
Participant code: ${m://ExternalDataReference} (if your code is not appearing, please 
enter your initials) 
 
In accordance with Institutional Review Board (IRB) requirements, you should know that 
your participation is strictly voluntary. Information you provide is not considered 
confidential. Efforts will be made to limit the use and disclosure of your personal 
information, including research study and other records, to people who have a need to 
review this information. Your decision on participation will not result in any loss of 
benefits to which you are otherwise entitled, nor will it impact your relationship with 
School-Based Agricultural Education, the National FFA Organization, or the University 
of Minnesota. This study does require participants to complete a consent form for 
agreement to participate. You may “opt out” at any time without any negative 
ramifications. 
 
If you have any questions about the research project or consent form, you may contact 
Ms. Lavyne Rada, Graduate student at 605/605-1861 or Dr. Amy Smith, Associate 
Professor at the University of Minnesota at 612/624-6590. 
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Thank you for your time and assistance in this study. We look forward to working with 
you. 
 
Ms. Lavyne Rada                                               Dr. Amy Smith 
Graduate student                                              Associate Professor 
University of Minnesota                                    University of Minnesota 
Co-Investigator                                                 Primary Investigator 
605/695-1861                                                   612/624-6590 
rada@umn.edu                                                 arsmith@umn.edu 
 
 
Follow the link to opt out of future emails: 
${l://OptOutLink?d=Click here to unsubscribe} 
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Appendix G 

Online Questionnaire for Pilot Test 

Background: Please share your career experiences in Agriculture, Food, and Natural 

Resources (AFNR) education. 

1. Including the current school year, how many years have you taught Agriculture, 

Food, and Natural Resources (AFNR) education? (please use full years) 

2. How many years have you taught AFNR education at your current school district 

including this year? (please use full years) 

3. How many different school districts have you taught in as an AFNR teacher? 

4. Was teaching your first career? 

a. If no: What was your job title in your first career? 

b. If no: How many years were you in a career other than teaching? 

c. If yes: At any point in your career, have you left teaching AFNR? 

d. If yes: Describe the circumstances around your departure and return to 

teaching AFNR. 

5. Please select all experiences you have had to date (choose all that apply): 

a. Undergraduate licensure program in Agricultural Education completed 

i. List Undergraduate degree(s) earned 

ii. Institution(s) attended for undergraduate degree 

b. Graduate licensure program in Agricultural Education completed 

i. List Graduate Degree(s) earned 

ii. Institution(s) attended for graduate degree 

c. Student teaching experience in your current school 
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d. Student teaching experience in another school district 

e. National Board for Professional Teaching Standards Certification 

f. Induction/Mentoring program in your school district  

g. Induction/Mentoring program in AFNR education (e.g. TIP) 

h. Curriculum for Agricultural Science Education (CASE) 

i. Resources for Professional Learning (RPL) 

j. Future AgriScience Teacher (FAST) Symposium 

k. None apply 

l. Other (please specify below) 

__________________ 

Section I: Well-being – Work -related Basic Need Satisfaction (W-BNS) 

The following statements relate to your personal experiences in your current school 

district. Please indicate your level of agreement using the following scale: 1 (strongly 

disagree) and 5 (strongly agree). 

Autonomy Satisfaction 

1. I feel like I can be myself at my job. 

2. I often feel like I have to follow other's directions at work. 

3. If I could choose, I would do things at work differently. * 

4. The tasks I have to do at work are in line with what I really want to do. 

5. I feel free to do my job the way I think it could best be done. 

6. In my job, I feel forced to do things I do not want to do. * 

Competence Satisfaction 

7. I don't feel competent in my job. * 
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8. I master my tasks at my job. 

9. I feel competent at my job. 

10. I doubt whether I am able to execute my job properly. * 

11. I am good at the things I do in my job. 

12. I can accomplish difficult tasks at work. 

Relatedness Satisfaction 

13. I don't feel connected with other people at my job. * 

14. At work, I feel like I belong. 

15. I don't connect with other colleagues at my job. * 

16. At work, I can talk with colleagues about things that matter to me. 

17. I often feel alone when I am with my colleagues. * 

18. Some colleagues I work with are close friends of mine. 

Section II: Well-being – Work-related Basic Need Satisfaction (W-BNS) in 

Agricultural Education 

The following statements related to your personal experiences within the school-based 

agricultural education (SBAE) profession. Please indicate your level of agreement 

using the following scale: 1 (strongly disagree) and 5 (strongly agree). SBAE teachers 

within their school, state, or nationally are considered the SBAE profession for this 

survey.  

Relatedness Satisfaction in the SBAE profession 

19. I don't feel connected with other people in the SBAE profession. * 

20. I feel I am a part of the SBAE profession. 

21. I don't connect with other people in the SBAE profession. * 
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22. I can talk with colleagues about things that matter to me in the SBAE profession. 

23. I often feel excluded when I am with my SBAE colleagues. * 

24. Some colleagues in the SBAE profession are close friends of mine. 

Section III: Professional Commitment – Intention to Turnover (MOAQ-JSS) 

Below are statements of how people feel about the job in which they work. Please select 

the appropriate response on a scale of 1 (strongly disagree) to 7 (strongly agree) which 

most closely matches how you feel about your commitment.  

25.  It is likely I will actively look for a new job in the next year. 

26. I often think about quitting. 

27. I will probably look for a new job in the next year. 

Demographics - Complete the following demographic information.  

1. What is your year of birth? 

2. What is your ethnic background (choose all that apply)? 

a. American Indian or Alaska Native 

b. Asian 

c. Black or African American 

d. Hispanic or Latino 

e. Native Hawaiian or Pacific Islander 

f. White 

g. Other (please specify)  

h. Prefer not to say 

3. How would you describe your gender? 

a. Male 
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b. Female 

c. Other (please specify)  

d. Prefer not to say 
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Appendix H 

Cover Letter for study 

${m://FirstName}, 
 
As part of my dissertation research on the retention of School-Based Agricultural 
Education (SBAE) teachers, approved by the University of Minnesota, we are working to 
explore the relationship between psychological needs satisfaction and professional 
commitment. We are asking Minnesota SBAE teachers to complete a questionnaire, 
which addresses the following questions: 

• What is the relationship between need satisfaction of autonomy and SBAE 
teacher professional commitment? 

• What is the relationship between need satisfaction of competence and SBAE 
teacher professional commitment? 

• What is the relationship between need satisfaction of relatedness and SBAE 
teacher professional commitment? 

• What is the relationship between psychological needs satisfaction of autonomy, 
competence, and relatedness and SBAE teacher professional commitment? 

• What is the impact of years teaching SBAE on SBAE teacher professional 
commitment? 

• What is the impact of years teaching SBAE on SBAE teacher psychological needs 
satisfaction? 

Please complete the questionnaire (linked below) as soon as you are able. The 
questionnaire should take less than 10-minutes to complete. We intend to complete data 
collection by Monday, June 15; we’ll be sending reminders as necessary to encourage 
completion. 
 
Follow this link to the Survey:  
${l://SurveyLink?d=Take%20the%20survey} 
 
Participant Code: ${m://ExternalDataReference} 
 
Or copy and paste the URL below into your internet browser: 
${l://SurveyURL} 
 
In accordance with Institutional Review Board (IRB) requirements, you should know that 
your participation is strictly voluntary. Information you provide is not considered 
confidential. Efforts will be made to limit the use and disclosure of your personal 
information, including research study and other records, to people who have a need to 
review this information. Your decision on participation will not result in any loss of 
benefits to which you are otherwise entitled, nor will it impact your relationship with 
School-Based Agricultural Education, the National FFA Organization, or the University 
of Minnesota. This study does require participants to complete a consent form for 
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agreement to participate. You may “opt out” at any time without any negative 
ramifications. 
  
If you have any questions about the research project or consent form, you may contact 
Ms. Lavyne Rada, Graduate student at 605/605-1861 or Dr. Amy Smith, Associate 
Professor at the University of Minnesota at 612/624-6590. 
  
Thank you for your time and assistance in this study. We look forward to working with 
you. 
  
Ms. Lavyne Rada                                                               Dr. Amy Smith 
Graduate student                                                             Associate Professor 
University of Minnesota                                                University of Minnesota 
Co-Investigator                                                                  Primary Investigator 
605/695-1861                                                                    612/624-6590 
rada@umn.edu                                                                 arsmith@umn.edu 
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Appendix I 

Online Questionnaire for Study 

Section I: Well-being – Work -related Basic Need Satisfaction (W-BNS) 

The following statements relate to your personal experiences in your current school 

district. Please indicate your level of agreement using the following scale: 1 (strongly 

disagree) and 5 (strongly agree). 

Autonomy Satisfaction 

1. I feel like I can be myself at my job. 

2. I often feel like I have to follow other's directions at work. 

3. If I could choose, I would do things at work differently. * 

4. The tasks I have to do at work are in line with what I really want to do. 

5. I feel free to do my job the way I think it could best be done. 

6. In my job, I feel forced to do things I do not want to do. * 

Competence Satisfaction 

7. I don't feel competent in my job. * 

8. I master my tasks at my job. 

9. I feel competent at my job. 

10. I doubt whether I am able to execute my job properly. * 

11. I am good at the things I do in my job. 

12. I can accomplish difficult tasks at work. 

Relatedness Satisfaction 

13. I don't feel connected with other people at my job. * 

14. At work, I feel like I belong. 



 

 161 

15. I don't connect with other colleagues at my job. * 

16. At work, I can talk with colleagues about things that matter to me. 

17. I often feel alone when I am with my colleagues. * 

18. Some colleagues I work with are close friends of mine. 

Section II: Well-being – Work-related Basic Need Satisfaction (W-BNS) in 

Agricultural Education 

The following statements related to your personal experiences within the school-based 

agricultural education (SBAE) profession. Please indicate your level of agreement 

using the following scale: 1 (strongly disagree) and 5 (strongly agree). SBAE teachers 

within their school, state, or nationally are considered the SBAE profession for this 

survey.  

Relatedness Satisfaction in the SBAE profession 

19. I don't feel connected with other people in the SBAE profession. * 

20. I feel I am a part of the SBAE profession. 

21. I don't connect with other people in the SBAE profession. * 

22. I can talk with colleagues about things that matter to me in the SBAE profession. 

23. I often feel excluded when I am with my SBAE colleagues. * 

24. Some colleagues in the SBAE profession are close friends of mine. 

Section III: Professional Commitment – Intention to Turnover (MOAQ-JSS) 

Below are statements of how people feel about the job in which they work. Please select 

the appropriate response on a scale of 1 (strongly disagree) to 7 (strongly agree) which 

most closely matches how you feel about your commitment.  

25.  It is likely I will actively look for a new job in the next year. 
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26. I often think about quitting. 

27. I will probably look for a new job in the next year. 

Background – Please share your career experiences in Agriculture, Food, and Natural 

Resources (AFNR) education. 

1. Including the current school year, how many years have you taught Agriculture, 

Food, and Natural Resources (AFNR) education? (please use full years) 

2. How many years have you taught AFNR education at your current school district 

including this year? (please use full years) 

3. How many different school districts have you taught in as an AFNR teacher? 

4. Was teaching your first career? 

a. If no: What was your job title in your first career? 

b. If no: How many years were you in a career other than teaching? 

c. If yes: At any point in your career, have you left teaching AFNR? 

d. If yes: Describe the circumstances around your departure and return to 

teaching AFNR. 

5. Please select all experiences you have had to date (choose all that apply): 

a. Undergraduate licensure program in Agricultural Education completed 

i. List Undergraduate degree(s) earned 

ii. Institution(s) attended for undergraduate degree 

b. Graduate licensure program in Agricultural Education completed 

i. List Graduate Degree(s) earned 

ii. Institution(s) attended for graduate degree 

c. Student teaching experience in your current school 
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d. Student teaching experience in another school district 

e. National Board for Professional Teaching Standards Certification 

f. Induction/Mentoring program in your school district  

g. Induction/Mentoring program in AFNR education (e.g. TIP) 

h. Curriculum for Agricultural Science Education (CASE) 

i. Resources for Professional Learning (RPL) 

j. Future AgriScience Teacher (FAST) Symposium 

k. None apply 

l. Other (please specify below) 

__________________ 

Demographics - Complete the following demographic information.  

6. What is your year of birth? 

7. What is your ethnic background (choose all that apply)? 

a. American Indian or Alaska Native 

b. Asian 

c. Black or African American 

d. Hispanic or Latino 

e. Native Hawaiian or Pacific Islander 

f. White 

g. Other (please specify)  

h. Prefer not to say 

8. How would you describe your gender? 

a. Male 
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b. Female 

c. Other (please specify)  

d. Prefer not to say 
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Appendix J 

First Reminder 

${m://FirstName}, 
 
As part of my dissertation research on the retention of School-Based Agricultural 
Education (SBAE) teachers, approved by the University of Minnesota, we are working to 
explore the relationship between psychological needs satisfaction and professional 
commitment. Last week, I invited you to participate in this research. 
 
Please complete the questionnaire (linked below) as soon as you are able. The 
questionnaire should take less than 10-minutes to complete. We intend to complete data 
collection by Wednesday, June 15. 
 
Follow this link to the Survey:  
${l://SurveyLink?d=Take the Survey} 

Or copy and paste the URL below into your internet browser: 
${l://SurveyURL} 

You will be asked for a unique participant code. Please enter the code below. 
Participant code: ${m://ExternalDataReference} 
 
In accordance with Institutional Review Board (IRB) requirements, you should know that 
your participation is strictly voluntary. Information you provide is not considered 
confidential. Efforts will be made to limit the use and disclosure of your personal 
information, including research study and other records, to people who have a need to 
review this information. Your decision on participation will not result in any loss of 
benefits to which you are otherwise entitled, nor will it impact your relationship with 
School-Based Agricultural Education, the National FFA Organization, or the University 
of Minnesota. This study does require participants to complete a consent form for 
agreement to participate. You may “opt out” at any time without any negative 
ramifications. 
 
If you have any questions about the research project or consent form, you may contact 
Ms. Lavyne Rada, Graduate student at 605/605-1861 or Dr. Amy Smith, Associate 
Professor at the University of Minnesota at 612/624-6590. 
 
Thank you for your time and assistance in this study. We look forward to working with 
you. 
 
Ms. Lavyne Rada                                               Dr. Amy Smith 
Graduate student                                              Associate Professor 
University of Minnesota                                    University of Minnesota 
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Co-Investigator                                                 Primary Investigator 
605/695-1861                                                   612/624-6590 
rada@umn.edu                                                 arsmith@umn.edu 
 
Follow the link to opt out of future emails: 
${l://OptOutLink?d=Click here to unsubscribe} 
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Appendix K 

Second Reminder 

${m://FirstName}, 
 
As part of my dissertation research on the retention of School-Based Agricultural 
Education (SBAE) teachers, approved by the University of Minnesota, we are working to 
explore the relationship between psychological needs satisfaction and professional 
commitment. A few weeks ago, I invited you to participate in this research. 
 
Please complete the questionnaire (linked below) as soon as you are able. The 
questionnaire should take less than 10-minutes to complete. We intend to complete data 
collection by Wednesday, June 15. 
 
Follow this link to the Survey:  
${l://SurveyLink?d=Take the Survey} 

Or copy and paste the URL below into your internet browser: 
${l://SurveyURL} 

You will be asked for a unique participant code. Please enter the code below. 
Participant code: ${m://ExternalDataReference} 
 
In accordance with Institutional Review Board (IRB) requirements, you should know that 
your participation is strictly voluntary. Information you provide is not considered 
confidential. Efforts will be made to limit the use and disclosure of your personal 
information, including research study and other records, to people who have a need to 
review this information. Your decision on participation will not result in any loss of 
benefits to which you are otherwise entitled, nor will it impact your relationship with 
School-Based Agricultural Education, the National FFA Organization, or the University 
of Minnesota. This study does require participants to complete a consent form for 
agreement to participate. You may “opt out” at any time without any negative 
ramifications. 
 
If you have any questions about the research project or consent form, you may contact 
Ms. Lavyne Rada, Graduate student at 605/605-1861 or Dr. Amy Smith, Associate 
Professor at the University of Minnesota at 612/624-6590. 
 
Thank you for your time and assistance in this study. We look forward to working with 
you. 
 
Ms. Lavyne Rada                                               Dr. Amy Smith 
Graduate student                                              Associate Professor 
University of Minnesota                                    University of Minnesota 
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Co-Investigator                                                 Primary Investigator 
605/695-1861                                                   612/624-6590 
rada@umn.edu                                                 arsmith@umn.edu 

Follow the link to opt out of future emails: 
${l://OptOutLink?d=Click here to unsubscribe} 
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Appendix L 

Final Reminder 

${m://FirstName}, 
 
As part of my dissertation research on the retention of School-Based Agricultural 
Education (SBAE) teachers, approved by the University of Minnesota, we are working to 
explore the relationship between psychological needs satisfaction and professional 
commitment. A few weeks ago, I invited you to participate in this research. 
 
Please complete the questionnaire (linked below) as soon as you are able. The 
questionnaire should take less than 10-minutes to complete. We intend to complete data 
collection by Wednesday, June 15. This will be your final reminder. 
 
Follow this link to the Survey:  
${l://SurveyLink?d=Take the Survey} 

Or copy and paste the URL below into your internet browser: 
${l://SurveyURL} 

You will be asked for a unique participant code. Please enter the code below. 
Participant code: ${m://ExternalDataReference} 
 
In accordance with Institutional Review Board (IRB) requirements, you should know that 
your participation is strictly voluntary. Information you provide is not considered 
confidential. Efforts will be made to limit the use and disclosure of your personal 
information, including research study and other records, to people who have a need to 
review this information. Your decision on participation will not result in any loss of 
benefits to which you are otherwise entitled, nor will it impact your relationship with 
School-Based Agricultural Education, the National FFA Organization, or the University 
of Minnesota. This study does require participants to complete a consent form for 
agreement to participate. You may “opt out” at any time without any negative 
ramifications. 
 
If you have any questions about the research project or consent form, you may contact 
Ms. Lavyne Rada, Graduate student at 605/605-1861 or Dr. Amy Smith, Associate 
Professor at the University of Minnesota at 612/624-6590. 
 
Thank you for your time and assistance in this study. We look forward to working with 
you. 
 
Ms. Lavyne Rada                                               Dr. Amy Smith 
Graduate student                                              Associate Professor 
University of Minnesota                                    University of Minnesota 
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Co-Investigator                                                 Primary Investigator 
605/695-1861                                                   612/624-6590 
rada@umn.edu                                                 arsmith@umn.edu 

Follow the link to opt out of future emails: 
${l://OptOutLink?d=Click here to unsubscribe} 
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Appendix M 

Checks for Violation of Assumptions 

Figure M1 

Scatterplot for Correlation Analysis of Autonomy and Turnover Intention 

 

Figure M2 

Scatterplot for Correlation Analysis of Competence and Turnover Intention 
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Figure M3 

Scatterplot for Correlation Analysis of Relatedness in the School District and Turnover 

Intention 

 

Figure M4 

Scatterplot for Correlation Analysis of Relatedness in the SBAE Profession and Turnover 

Intention 
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Figure M5 

Scatterplot for Correlation Analysis of Psychological Needs Satisfaction and Turnover 

Intention 

 

Figure M6 

Scatterplot for Correlation Analysis of Years Teaching SBAE and Turnover Intention 
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Table M1 

Levene Test for Equality of Variances Comparing SBAE Teachers with Five or Fewer 

Years Teaching to Teachers with More than Five Years Teaching 

Variable Levene's Test for Equality 
of Variances 

t-test for Equality of Means 

F p t df Sig. (2-
tailed) 

Autonomy .07 .79 -1.70 179 .09 
  -1.71 149.38 .09 

Competence .24 .62 -3.95 179 .00 
  -3.88 138.28 .00 

Relatedness 1.53 .22 -.18 179 .86 
  -.18 158.87 .85 

SBAE Relatedness .14 .70 -1.95 179 .05 
  -1.94 144.23 .05 

Psychological Need 
Satisfaction 

.04 .84 -2.24 179 .03 
  -2.29 156.41 .02 

Turnover Intention .03 .87 .29 179 .77 
  .29 142.85 .77 

 

 

  



 

 175 

Figure M7 

Histogram of Psychological Needs Satisfaction Mean Score Distribution 

 

Figure M8 

Histogram of Psychological Needs Satisfaction of Autonomy Mean Score Distribution  
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Figure M9 

Histogram of Psychological Needs Satisfaction of Competence Mean Score Distribution 

 

Figure M10 

Histogram of Psychological Needs Satisfaction of Relatedness in the School District 

Mean Score Distribution 
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Figure M11 

Histogram of Psychological Needs Satisfaction of Relatedness in the SBAE Profession 

Mean Score Distribution 

 

Figure M12 

Histogram of Turnover Intention Mean Score Distribution 
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Figure M13 

Histogram of Years Teaching SBAE Mean Score Distribution 
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Table M2 

Tests of Normality 

 Kolmogorov-Smirnov Shapiro-Wilk 
Variable Statistic df p Statistic df p 

Autonomy Satisfaction .08 181 .01 .98 181 .03 
Competence Satisfaction .11 181 <.01 .94 181 <.01 
Relatedness Satisfaction .10 181 <.01 .96 181 <.01 
Relatedness Satisfaction 
in SBAE Profession 

.11 181 <.01 .94 181 <.01 

Psychological Needs 
Satisfaction 

.62 181 .09 .99 181 .17 

Turnover Intention .13 181 <.01 .92 181 <.01 
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Figure M14 

Test of Homoscedasticity of Psychological Needs Satisfaction and Turnover Intention 

 

Figure M15 

Test of Homoscedasticity of Psychological Needs Satisfaction of Autonomy and Turnover 

Intention  
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Figure M16 

Test of Homoscedasticity of Psychological Needs Satisfaction of Competence and 

Turnover Intention 

 

Figure M17 

Test of Homoscedasticity of Psychological Needs Satisfaction of Relatedness in the 

School District and Turnover Intention  
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Figure M18 

Test of Homoscedasticity of Psychological Needs Satisfaction of Relatedness in the SBAE 

Profession and Turnover Intention 

 

Figure M19 

Test of Homoscedasticity of Years Teaching SBAE and Turnover Intention 
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Appendix N 

Regression Analysis of Psychological Need Satisfaction of Autonomy and SBAE Teacher Professional Commitment 

Table N1 

Regression Analysis of Need Satisfaction of Autonomy and SBAE Teacher Professional Commitment Model Summaryb 

 R R2 Adjusted R2 SE p Durbin-Watson 
Autonomy .57a .32 .32 1.42 <.01 2.13 
a. Predictors: (Constant), Autonomy 
b. Dependent Variable: Turnover Intention 

 

Table N2 

Regression Analysis of Need Satisfaction of Autonomy and SBAE Teacher Professional Commitment ANOVAa 

Model Sum of 
Squares 

df Mean Square F Sig. 

1 Regression 172.63 1 172.63 85.65 .000b 
Residual 360.79 179 2.02   
Total 533.42 180    

a. Dependent Variable: Turnover Intention 
b. Predictors: (Constant), Autonomy 
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Appendix O 

Regression Analysis of Need Satisfaction of Competence and SBAE Teacher Professional Commitment 

Table O1 

Regression Analysis of Need Satisfaction of Competence and SBAE Teacher Professional Commitment Model Summaryb 

 R R2 Adjusted R2 SE p Durbin-Watson 
Competence .38a .14 .14 1.60 <.01 2.20 
a. Predictors: (Constant), Competence 
b. Dependent Variable: Turnover Intention 

 

Table O 2 

Regression Analysis of Need Satisfaction of Competence and SBAE Teacher Professional Commitment ANOVAa 

Model Sum of 
Squares 

df Mean Square F Sig. 

1 Regression 76.57 1 76.57 30.00 .000b 
Residual 456.85 179 2.55   
Total 533.42 180    

a. Dependent Variable: Turnover Intention 
b. Predictors: (Constant), Competence 
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Appendix P 

Regression Analysis of Need Satisfaction of Relatedness in the School District and in the SBAE Profession and SBAE Teacher 

Professional Commitment 

Table P1 

Regression Analysis of Need Satisfaction of Relatedness in the School District and SBAE Teacher Professional Commitment 

Model Summaryb 

 R R2 Adjusted R2 SE p Durbin-Watson 
Relatedness .20a .04 .04 1.69 .01 2.09 
a. Predictors: (Constant), Relatedness 
b. Dependent Variable: Turnover Intention 
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Table P 2 

Regression Analysis of Need Satisfaction of Relatedness in the School District and SBAE Teacher Professional Commitment 

ANOVAa 

Model Sum of 
Squares 

df Mean Square F Sig. 

1 Regression 21.45 1 21.45 7.50 .01b 
Residual 511.97 179 2.86   
Total 533.42 180    

a. Dependent Variable: Turnover Intention 
b. Predictors: (Constant), Relatedness 

 

 
Table P3 

Regression Analysis of Need Satisfaction of Relatedness in the SBAE Profession and SBAE Teacher Professional Commitment 

Model Summaryb 

 R R2 Adjusted R2 SE p Durbin-Watson 
Relatedness .19a .04 .03 1.69 .01 2.12 
a. Predictors: (Constant), SBAE Relatedness 
b. Dependent Variable: Turnover Intention 
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Table P4 

Regression Analysis of Need Satisfaction of Relatedness in the SBAE Profession and SBAE Teacher Professional Commitment 

ANOVAa 

Model Sum of 
Squares 

df Mean Square F Sig. 

1 Regression 18.77 1 18.77 6.52 .01b 
Residual 514.656 179 2.88   
Total 533.42 180    

a. Dependent Variable: Turnover Intention 
b. Predictors: (Constant), SBAE Relatedness 
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Appendix Q 

Table Q1 

Teachers with an Agricultural Education Degree: Means, Standard Deviations, and 

Correlations among Variables 

Variable M SD 1 2 3 4 5 6 
Autonomy 
Satisfaction 

3.48 .67 -      

Competence 
Satisfaction 

4.14 .59 .41** -     

Relatedness 
Satisfaction 

3.69 .89 .39** .18* -    

Relatedness 
Satisfaction in 
SBAE 
Profession 

3.99 .82 .24** .22** .39** -   

Psychological 
Needs 
Satisfaction 

3.77 .54 .79** .64** .79** .40** -  

Years of 
Experience 

13.34 11.26 .27** .45** .04 .07 .30** - 

Turnover 
Intention 

3.04 1.71 -.59** -.37** -.20* -.15 -.49** -.22** 

*p < .05. **p < .01 
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Table Q2 

Teachers Without an Agricultural Education Degree: Means, Standard Deviations, and 

Correlations among Variables 

Variable M SD 1 2 3 4 5 6 
Autonomy 
Satisfaction 

3.51 .64 -      

Competence 
Satisfaction 

3.90 .62 .64** -     

Relatedness 
Satisfaction 

3.98 .80 .32 .12 -    

Relatedness 
Satisfaction in 
SBAE 
Profession 

3.53 .89 .20 .38 .37 -   

Psychological 
Needs 
Satisfaction 

3.80 .51 .84** .73** .70** .43 -  

Years of 
Experience 

3.90 3.63 .42 .28 .16 .05 .37 - 

Turnover 
Intention 

3.53 1.92 -.62** -.57** -.22 -.31 -.60** -.01 

*p < .05. **p < .01 

 
 
 
 
 


