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This study examines the perceptions of Texas secondary administrators who have overseen chronic teacher turnover in their agricultural education programs. This concept has not yet been researched, but it is important to understand because administrators play a large role in the careers of secondary agricultural science teachers. Many agricultural education programs have struggled to find and retain qualified teachers, leading some programs to experience chronic teacher turnover. Chronic teacher turnover is defined as a school that has lost 31% of its teachers each year for at least four years.  Using the four-capital theoretical model for teacher retention, the researchers conducted a phenomenological qualitative study. After completing the IRB requirements and obtaining participant consent, seven participants were interviewed virtually. After completing all interviews, an analysis was conducted using an inductive thematic approach. The results indicated that administrators in programs dealing with chronic turnover were not meeting the requirements of the four-capital theoretical model for teacher retention. This implies that administrators will continue to face chronic turnover unless all capital needs are met, enabling them to successfully support and retain their agricultural science teachers. 

Introduction

	The United States has experienced a teacher shortage since the mid-1930s (Behrstock-Sherratt, 2016). Although this is not a new problem, it remains a persistent difficulty that the U.S. Department of Education (n.d.) has identified as a concern. A major contributor to this shortage among agricultural education programs is the struggle to find and keep qualified teachers (Smith et al., 2022). Most new teachers only remain in the profession for an average of five years (NCTAF, n.d.). According to the Texas Education Agency (2023), career and technology education at the secondary level is listed as a critical shortage area. Agricultural education is among these areas of concern and has experienced significant turnover rates over the past 15 years (Smith et al., 2022).  Within agricultural education, the demands on educators, limited support, and fewer people choosing teaching as a career have led to the growth of this challenge (Podolsky et al., 2016). 

Regardless of the reasons educators leave the profession, their absence can have lasting impacts (Carver-Thomas & Darling-Hammond, 2019). When these vacancies are left unfilled, courses are either combined, resulting in larger class sizes, or cut altogether, removing this learning opportunity for students. Schools with higher turnover rates have experienced obstacles in implementing instructional initiatives and meeting teacher collaboration goals (Guin, 2004). Kasarjan (2022) identified additional impacts, including the use of time and resources to train new faculty, the renewal of relationships with families, the restoration of student and parent trust, and the making up of academic loss. Teacher turnover can also have financial implications, with a systematic review identifying training costs and productivity as among the highest costs to a school when a teacher leaves the district (Watlington et al., 2010). 

Administrators play a critical role in addressing teacher retention through creating supportive work environments, implementing mentoring programs, and establishing policies that influence teachers’ satisfaction and career longevity (Brown, 2025; Ingersoll & Strong, 2011; Sutcher et al., 2016). Effective administrative leadership not only shapes teacher satisfaction but also creates a culture of support and belonging that can mitigate feelings of isolation and burnout among agricultural educators (Still & Solomonson, 2024). Understanding the strategies administrators currently employ, and the barriers they perceive in implementing retention initiatives, can provide valuable insights to inform efforts to address chronic turnover in agricultural science programs.

Chronic teacher turnover has been defined as a persistent pattern in which a significant number of teachers leave their positions within a school or school district within a relatively short period of time (Guin, 2004). This turnover is characterized by its regular occurrence and can have detrimental effects on the stability and effectiveness of schools.  Allensworth et al. (2009) defined chronic turnover as losing 31 percent of teachers each year for four or more consecutive years. Chronic teacher turnover can lead to additional problems, including further challenges in recruiting new educators, significant decreases in student achievement, especially among underserved populations, and challenges to school culture. While causes of turnover, such as work-life imbalance, lack of administrative support, and limited resources (Eck & Edwards, 2019), have been identified, chronic teacher turnover remains a problem within agricultural education that research has yet to explore. 

Theoretical Framework

The theoretical framework for this study was the Four-Capital Theoretical Model for Teacher Retention (Mason & Matas, 2015). The model has four factors that contribute to teacher retention. The first factor is human capital, which is described as “the collective skills, knowledge, or other intangible assets of individuals that can be used to create economic value for the individuals, their employers, or their communities” (Caverley et al., 2013, p. 574).  Social capital is described as the connections people form through networking, in which trust and reciprocity are formed (Mason & Matas, 2015). Structural capital refers to the environment in which the teacher works, including the physical infrastructure, teaching resources, technical equipment, and governing procedures and processes. Finally, positive psychological capital includes mental attributes that contribute to productivity, such as attitudes and behaviors. 

This model is a valuable framework for evaluating and predicting teacher retention. This study aims to assess the effects of chronic teacher turnover and evaluate this issue through the lens of factors that contribute to teacher retention, enabling schools to identify necessary changes to retain agricultural science teachers in the future. Mason and Matas (2015) recommended further testing of this theory to evaluate its effectiveness and to better understand teacher retention in other educational specialties. 

Purpose and Objectives

	The purpose of this study was to examine administrators’ perceptions of chronic teacher turnover of agricultural science teachers in Texas secondary agricultural education programs. The central research question of this study is to address “What are administrators’ perceptions of chronic teacher turnover of agricultural science teachers in Texas secondary agricultural education programs?” This study was guided by the following sub-questions:
1. What factors led to chronic teacher turnover within agricultural science programs?
2.  What are the perceived impacts of chronic turnover within agricultural science programs?
3. What are the current retention strategies implemented by administrators?
4. What are the perceived barriers to mitigating the chronic teacher turnover within agricultural science programs?

Methods/ Procedures

Methodological Approach

	This research study utilized a phenomenological approach as defined by . Phenomenology is described as the study of experiences and of what occurs within them.  The central phenomenon explored by this study was chronic teacher turnover as perceived by respective administrators. According to Allensworth et al. (2009), chronic turnover is quantified as the loss of 31 percent of teachers annually, sustained over a period of four years or more. 

Participants and Recruitment

[bookmark: OLE_LINK2]Criterion sampling was utilized to identify the participants interviewed within this study (Creswell, 2013). Criterion sampling is beneficial for selecting cases because it allows the researcher to identify participants who can answer their research question and is useful for quality assurance (Creswell, 2013). The participants in this study were selected by a panel of experts, which included the Executive Director of the Agriculture Teachers Association of Texas and two collegiate agricultural education professors with experience in agricultural science programs in Texas. This panel identified programs that have had at least 31% turnover among agricultural science teachers over the last four years. After potential participants were identified, their respective schools were verified by contacting campus administrators. The panel of experts identified 46 programs. A total of seven participants were recruited, which was sufficient to achieve thematic saturation, evidenced by repetition of concepts and the absence of novel themes during ongoing analysis (Creswell, 2013; Morse, 1994). Recruitment of participants occurred over the phone and/ or via email upon IRB approval. Once consent was obtained from all participants, an interview date was established. Calendar invites for the proposed date were sent to all seven participants after the phone call confirmed availability. 

The selected participants were either a CTE director, a CTE coordinator, or an administrator in charge of the campus’s CTE programs. Participants’ experience in their roles ranged from 1 to 12 years, and each held their administrative role during the teacher turnover their schools were facing. All participants have had prior teaching experience in CTE programs, special education, core subjects, or collegiate education. School sizes ranged from 254 to 2,000 or more students. Of the seven participants, two came from districts designated as Title 1, a federal classification indicating that a school serves a low-income population (Bouchrika, 2021). The population of students in agricultural science classes ranged from 130 to 804 students, and the range of currently employed agricultural educators was 3 to 5. Each of these districts was experiencing chronic turnover. 

Data Collection and Analysis 

Interviews were conducted in a semi-structured format with a guiding list of questions. These questions were developed using the four-capital theoretical model for teacher retention (Mason & Matas, 2015) as a guide. Interviews were structured to identify perceived factors, impacts, and barriers. Interviews were conducted in a virtual format, with six occurring over Zoom and one occurring over a phone call. The interviews included the researcher and a single participant. The data included descriptive details about their experiences and perceptions of the research question. Interviews ranged from 30 minutes to 1 hour in length. Interviews were audio-recorded and transcribed verbatim. The responses were recorded using Otter AI on two platforms, producing two corresponding transcripts. Upon completion of the interview, transcripts were saved to a USB drive for analysis. The documents were numbered by line to help facilitate the coding process. 

Inductive thematic coding was utilized to identify themes across the data. The initial coding cycle employed in vivo coding, wherein codes were derived directly from participants' verbatim words (Saldaña, 2013). This facilitated deeper reflection on their authentic significance. Once the initial coding process was complete, a secondary coding cycle was conducted to meta-synthesize the data. Pattern coding was employed to identify connections among codes and unveiled emerging themes (Saldaña, 2013). Two researchers participated in the coding process to establish intercoder reliability. This process allowed for the evaluation of consistency and agreement among the researchers in their interpretations and coding of the data (Creswell, 2013). Confirmability was supported through an audit trail. This involved accurately documenting the entire research process and recording all decisions made throughout the study, thereby enabling transparency and accountability (Amin et al., 2020). Additionally, reflexivity was practiced by acknowledging and mitigating potential biases or preconceptions that could have influenced interpretations of the data. Lastly, to enhance the transferability of the findings, a thick description of the case was provided. This offered rich contextual details that allowed readers to assess the applicability of findings to other contexts (Kuper et al., 2008). These methodological approaches collectively contributed to the robustness and validity of the research outcomes.

Ethical Considerations

	Several ethical aspects were considered in the design and execution of this study. First, approval by the Texas Tech University Institutional Review Board was obtained before the research commenced. Then, participants were recruited by phone and provided informed consent. Participants were informed of the purpose of the study, their rights as participants, and any potential risks or benefits. Consent was reaffirmed before data collection commenced, and participants were heavily informed of their right to withdraw without consequence at any point during the study. Confidentiality and anonymity were ensured throughout the research process to protect participants' privacy. Participant and school numbers were used for this purpose (Wang et al., 2024). All identifying information was removed from transcripts and field notes. The welfare of participants was ensured in several ways. This study caused little to no harm to participants, and referrals for participants who experienced distress as a result of the study would have been provided if needed. Benefits to participants were maximized by providing findings for participating schools to contribute to their knowledge and current practices. 

Finally, since the research team was composed of individuals involved in agricultural education, there were additional ethical considerations to be aware of. One researcher was an agricultural education undergraduate who had been involved in agricultural science teacher programs and had to displace any previous knowledge or opinions. Additionally, this researcher has been involved in administrative roles through family, which has led to displacing any opinions about the profession throughout this research. Other researchers were an agricultural education doctoral candidate and an agricultural education professor who were previously agricultural science teachers. These researchers had to displace any experiences, opinions, and relationships throughout the study. Researcher reliability was achieved through reflective processes that allowed the study to be conducted without the influence of opinions or perceptions shaped by past feelings and experiences.  

Results/ Findings

RQ1: Reasons for Chronic Teacher Turnover 

	Four themes were discovered from the first research question. Participants shared their thoughts and experiences about what has caused chronic teacher turnover on their campuses. Major themes included personal preferences, not meeting expectations, lack of support, and teacher burnout. 

Teachers Have Personal Preferences

Participants identified this theme as a cause of turnover, noting that agricultural science teachers may have found elsewhere what they prefer. The three sub-themes are: family-related, opportunity-related, and financially-related. The first sub-theme, family-related, was consistent across 5 participants. Each participant explained that they have seen their agricultural science teachers leave to be closer to their families, as stated by Participant 1, “the two main ones that left, and they left late in the year, were due to family…what one of them was getting married and had an opportunity to move closer back to home”. Participant 3 had a similar issue with their teachers leaving to be close to family by sharing that, “they get an opportunity to move back home and go, you know, somewhere closer to home…so they leave...” There were many family-related reasons that agricultural science teachers were leaving for, such as moving closer to home, following a spouse to a different city, and/or growing their families. 

	The second sub-theme, opportunity-related, was consistent among 2 of the participants. Both participants stated that they have seen their teachers leave because a new opportunity arose to teach specific courses or to pursue a different teaching experience elsewhere. Participant 7 commented that this was a major cause of turnover within their school: “They might be in an ag mech job here, and they really wanted an animal science job… but we already had an animal science teacher.” This level of frustration was shared by Participant 6 regarding another program hiring one of their previous teachers. They shared that “I feel like everybody steals each other's ag teachers”. These participants expressed an awareness that teachers may have the opportunity to leave to pursue jobs that align more with their interests. 

The third sub-theme, financially related, was consistent among 5 participants. These participants have recognized that part of the turnover issue stems from failing to meet their teachers' pay expectations. A commonality was that they were surrounded by higher-paying districts, as stated by Participant 2, “We're a small district, you know, and it's difficult for us to compete because… we got some really high-paying districts all around us that are bigger, so it's difficult for us to attract Ag teachers”. Participants expressed a common frustration with this cause of teacher turnover because it was an issue they could not easily control. Participant 6 shared in their experience that some agricultural science teachers “really get to demand whatever they want. They know when they're in a high commodity… (ag teacher) can go there for $20,000 more... I'm like, well, you're not wrong, so I can't do anything about it.”

Teachers Are Not Meeting Expectations

	Another primary theme that emerged was that administrators noticed that some of their agricultural science teachers were not meeting expectations. Some of the reasons that led to this theme were unpreparedness in lesson planning, maturity, and risk of classroom management issues. A common statement was that some teachers were not prepared when entering the classroom, which prevented them from meeting the administrator’s expectations. While it is important to note that these administrators have different expectations, this was a consistently identified cause for turnover. Many participants shared frustration with the lack of curriculum development and classroom preparedness. Participant 6 stated, “They are not prepared for lesson planning like on their own. For some odd reason, kids coming out… they somehow think that someone's going to give them what to do every day”. 

Another source of frustration among the participants was the lack of maturity among some teachers. This led to poor classroom management skills, as stated by Participant 2: 
The struggle with her was just a maturity level, so, like in the classroom, a lot of the complaints that we got with her were, you know, she tries to act too much like a student, and tries to be our friend, and then all of a sudden, she'll switch gears and then try to be a teacher.
Participant one shared that the lack of maturity in agricultural science teachers can “lead to management issues.” Because some agricultural science teachers did not meet the participants' expectations, they were not asked to return for the next academic year, leaving the participants to fill yet another position.  

Teachers Lack Support

	The third primary theme discovered was that administrators felt their agricultural science teachers lacked support. Participant 5 commented that, “CTE teachers are treated like the red-headed stepchild of a campus.” Whether dealing with difficult parents or lacking administrative guidance, some participants expressed concern that there is no support for agricultural science teachers. To mitigate this issue, some participants expressed a desire to implement or enhance a mentoring program to better prepare teachers for the hardships they may face.  Participant 3 identified this strategy as necessary to help teachers feel supported as they enter the profession: “But from what I've already seen, just a lack of support there. I don't know if there's a formal mentoring program, but it's needed.” This was a consistent desire among participants, and each shared how they want to support their agricultural science teachers in the future. 




Teachers Burn Out

	The final theme that emerged is that teacher burnout causes chronic teacher turnover. This was a consistent theme among all participants. Each participant shared experiences of teachers balancing personal life, classroom work, and FFA, which is a lot to juggle. While some of the participants have tried to reduce burnout, there have still been cases where burnout has caused their teachers to leave, as commented by Participant 6: 
I do think that ag teachers get burned out… they have a regular, full-time teaching job with classrooms and preps and all that. And then you add FFA to that, and they've got, you know, it's practice after school. It's going to the farm and checking on animals, and parents calling 24/7… then they have lesson plans still to do. So, I mean, it's just a lot of balancing. I think we burn out ag teachers really quickly. 
Given that agricultural science teachers must balance many responsibilities throughout their careers, administrators are aware that burnout is a key reason some teachers leave their positions. However, a contradiction emerged among four participants, all of whom believed that agricultural science teachers “just know what they’re getting into.”

RQ2: Impacts on Agricultural Science Programs

	Three themes emerged from the second research question regarding the impact of chronic teacher turnover. Participants shared what they noticed to be the impacts of turnover on their agricultural science programs, such as impacts on students, impacts of program, nonetheless.

Impacts on Students 

	Two sub-themes emerged when discussing the impact on students: consistency and a lack of trust. With the first sub-theme, participants noted that when there is chronic teacher turnover, it impacts “students every single time it happens.” There was a common statement that students need consistency, which has led to problems with student engagement. Participant 5 stated, “If you have a position that is constantly changing out and you can't manage to keep consistent at the end of the day, who's going to receive the most negative impact of that? It’s students.”

The second sub-theme is lack of trust. The participants noticed that students lack trust in the rotating agricultural science teachers. Some participants have heard the students feel like they have no value, as stated by participant 3: “I mean, they feel like nobody cares about them. Why should I listen to you? You're going to be gone, and somebody else will be here next year. … it's really hard for kids to really buy in.” When asked about how chronic teacher turnover has impacted their student engagement in agriculture classes, participant 7 shared, “It’s huge…you never get to create that sense of camaraderie and bond with your people, and you lose, you lose the opportunity to build a solid ag program.”

Impacts on Program

	The second theme that emerged was that participants noticed numerous impacts on the program as a whole regarding the classroom, SAEs, and FFA. Participants felt like they were “right back at square one” each time they experienced chronic teacher turnover. They have also noticed an impact on the program's credibility and support from external components, as expressed by participant 1: “Whenever we've had a teacher transition, there is a gap somewhere”. Regarding the impacts on a school’s agricultural science program, teacher turnover has led some programs to reassess and reevaluate because new hires have specialties different from those of previous hires, such as teams, classes, and experiences. 

Impacts Nonetheless

	The final theme for this research question was that while there are impacts, students and the program have been able to recover from teacher turnover. While not every participant experienced minimal impacts, some participants experienced a successful and engaged program. Participant 1 shared that their turnover has resulted in adaptable students: “You know, like our kids adjusted to that. And I guess whenever you really look at it, it's made very adaptable students, because they've had to be”. Some participants have also had to rely on their veteran teachers to pick up some of the effects of teacher turnover. Participant 4 stated: “Our turnover has been with our FFA advisors, and they're pretty good at covering for one another…. me and the Ag department, we were very tight-knit, and we hire what fits their needs and their personalities”. While each participant has experienced teacher turnover, administrators have minimized its impact by relying on students’ adaptability and veteran teacher support. 

RQ3: Current Recruitment & Retention Strategies 

	Three themes were discovered from the third research question. Participants shared what is currently implemented on their campuses to help address chronic teacher turnover, including supporting our teachers, compensating our teachers, and helping out our teachers. 

Supporting Our Teachers

	Each participant commented on how their agricultural science teachers were supported. By providing examples of instructional support, participants confirmed that their teachers have received support to lessen the burden of their careers. They have helped teachers with lesson planning and organization, and have broken up responsibilities among the teachers. Participant 3 shared that that is a retention strategy their school is currently working on: “Instructional support in the classroom and different teaching strategies, I think those go hand in hand, but we're not doing a good job of either one right now, so definitely, that's what we'll do in the future”. With these support strategies, the participants are trying to ensure that they make agricultural science teachers feel like “they’re not on an island by themselves,” participant 6 commented.

Compensating Our Teachers

 	All participants reported compensating teachers for the extra work they must do as FFA advisors and classroom instructors. By providing stipends, extra days off, and better retirement benefits, participants stated that these methods have been implemented to help retain and recruit teachers as stated by participant 4: “Our stipend is $8,000 a year, maybe $8,200 a year, plus we give them an extra maybe five or six days. I'm not sure on that, but we give them extra days, and they go maybe to 205”. Each participant stated that they try their best to compensate for their teachers, given the extra workload. However, some programs have shared that their compensation is not really an issue, as stated by participant 3, “they get compensated for extra duty and extra time…I don't necessarily think that's ever been an issue that I'm aware of.” This retention strategy was deemed effective by participants, but did not completely solve the issue.

Helping Our Teachers 

	The final theme emerged as each participant discussed how they help their teachers on an administrative level. By meeting with other CTE directors, joining the Career and Technical Association of Texas, and having a supportive superintendent, participants are working to find new recruitment and retention opportunities. Participant 7 shared a list of methods they have introduced in their district: “I'm actually a member of the Career and Technical Education Association of Texas… and then we have the region seven coordinator… I can call the region seven CTE people anytime I'm confused.” Participants work with numerous people to collaborate and think of ideas that will benefit their teachers. Specifically, participant 5 shared that their “superintendent happens to be an ex-ag teacher, so he is very supportive of CTE.” Providing administrative support is something each participant has implemented on their campus to help retain their teachers. 

RQ4: Barriers to Mitigating Turnover 

Four themes were discovered from the final research question. Participants shared their thoughts on what some barriers were to mitigating chronic teacher turnover, such as becoming a teacher is challenging, district funding is challenging, being a teacher is challenging, and recruiting for a rural school is challenging. 

Becoming a Teacher is Challenging

	Five participants expressed frustration with the difficulty of becoming a teacher in Texas. Some have even had to hire applicants who could not get their certification transferred from another state or who weren’t certified at all. While some participants come from District of Innovations which allows them to hire out-of-state or uncertified teachers, it is still frustrating for them to hire because of certification requirements. Participants voiced a call to make this an easier process, as stated by participant 2: 
…making it not so difficult and expensive to become a teacher… (potential teachers are) not going to spend two years in a classroom. (they are) not going to spend, you know, 10 or $15,000 to get a teacher certificate to make 70…
Participant 2 also shared that “the state makes it so…hard for someone to become a teacher.”  Participants perceived that becoming an agricultural science teacher in Texas is among the most difficult things to accomplish due to costs, legislation, and the difficulty of obtaining state certification. However, participant 1 shared that “there’s a bill out there…making it easier to hire ag teachers who have an out-of-state certification.”

District Funding is Challenging

	The second theme that emerged was that participants explained they cannot offer the same pay as other districts. This has made it difficult to attract new teachers, as some districts across the state pay more. Most participants expressed a desire to pay their teachers more, but they cannot. Participant 5 shared their experience with this barrier: “We can't compete with some of the larger, you know, schools; we can't compete with the Houston ISDs, so some people make a decision to leave because they just, they simply need to make more money”. This has also become a barrier because “districts are floundering for money,” participant 7 stated. Each participant had a similar reaction to funding as a driver for why they cannot retain or attract new teachers. 

Being an Ag Teacher is Challenging

	This theme emerged because each participant expressed that retaining teachers is challenging. With district regulations, difficult parents, classroom space, and a plethora of FFA responsibilities, retaining teachers has become challenging. The participants have had to oversee all aspects of being an agricultural science teacher and ensure they meet expectations. However, participants stated that there is too much for them to do, as stated by participant 6: “(we are) trying to limit time away from their families or out of their classroom or with kids… just to help that burnout. But you've got some that it makes them mad because they feel like they're being punished”. To offset this challenge, administrators like participant 6 have tried to “increase the number of teachers so that [they] could have more people doing less activity.” The participants understand the struggles of being a teacher and want to mitigate this barrier to make the role of an agricultural science teacher easier. 

Recruiting for a Rural School is Challenging

The final theme emerged from participants explaining that there are not many teachers who want to work in rural schools. Participant 6 said that “people aren’t lined up to come” to rural schools anymore. This has been a prevalent barrier for participants who are struggling to get people move into rural communities, especially if they are not originally from there. Participant 5 expressed their experience with this barrier: “I'm in a rural area…we have several teachers on this campus that graduated from this high school…They went off, they got their degrees, they came back…this is a really big difference going from Houston, Texas… to where there's nothing.” The participants have realized that it is challenging to attract new teachers to rural communities. This has been a consistent struggle for most participants, making it hard to mitigate chronic teacher turnover in their schools. 

Conclusions/ Implications/ Recommendations

The analysis of data revealed that the secondary agricultural science programs included in this study did not sufficiently meet the requirements of all four capitals of the four-capital theoretical model for teacher retention (Mason & Matas, 2015). While administrators demonstrated awareness of chronic teacher turnover within agricultural science programs, they often struggled to effectively address its causes or mitigate its long-term effects. The gap between awareness and action implies that administrative understanding alone is insufficient to support teacher retention without intentional, capital-aligned strategies. 

Research Question 1: Factors Contributing to Chronic Teacher Turnover 

For research question one, which analyzed the reasons for chronic teacher turnover, it was concluded that participants were proficient in providing some of these capitals, but did not quite meet their educators’ needs due to factors within and outside of their control. Although administrators demonstrated strengths in certain areas, particularly human capital, their efforts were often incomplete or insufficient to meet the complex needs of agricultural science teachers. These findings align with Eck & Edwards (2019), who found that schools experience teacher turnover due to work-life imbalance, lack of administrative support, and limited resources.

 Human capital was the most consistently implemented across campuses. This was primarily through required participation in annual professional development conferences. However, participants rarely discussed the quality or relevance of these experiences. They also did not address the adequacy of preservice preparation or ongoing skill development. This suggests that professional development was viewed more as a compliance requirement than as a strategic investment in teacher growth. Social capital was not achieved due to low parental support, low student trust, and limited awareness and advocacy for agricultural science teachers. Some administrators perceived frequent turnover as an opportunity for program renewal, which revealed a normalization of instability rather than a commitment to long-term relationship building. Structural capital was similarly constrained by excessive state and district policies. Participants reported that some of their teachers have left due to challenges arising from district policies, limited offered pathways, and a lack of district resources. Finally, positive psychological capital was not consistently achieved due to ongoing teacher burnout. Administrators described multiple instances in which teachers left due to exhaustion, declining motivation, or unsustainable workloads. Overall, the conclusions from research question one aligns with the four-capital model (Mason & Matas, 2015) by demonstrating that chronic turnover persists when capitals are unevenly developed or ineffectively sustained. 

Research Question 2: Impact of Chronic Teacher Turnover

	Administrators identified both positive and negative impacts from chronic teacher turnover.  While some participants acknowledged that new hires can introduce fresh ideas and perspectives and specialized expertise, it can be concluded that teacher turnover can have lasting impacts that affect the stability and effectiveness of the agricultural science program. This aligns with Guin’s (2004) claim that when a school experiences teacher turnover, the stability and program effectiveness are depleted. Similarly, Kasarjan (2022) found that frequent teacher turnover weakens instructional quality and continuity, which in turn disrupts classroom dynamics and hinders student learning. Although limited benefits may arise, the cumulative effects of chronic instability outweigh these advantages. These include inconsistent instruction, weakened student-teacher relationships, and diminished program identity. 

Research Question 3: Current Retention Strategies Implemented by Administrators

	While participants are dealing with chronic teacher turnover, they are still working to develop or improve retention strategies to help them meet the requirements of the Four Capital Framework Teacher Retention (Mason & Matas, 2015). Within human capital, participants discussed sending their teachers to an annual professional development conference. Social capital was addressed by providing a mentor to each agricultural science teacher. Finally, structural capital was addressed by spreading responsibilities, paying better, and providing administrative support. Positive psychology was never explicitly discussed by administrators, despite burnout being a leading cause of attrition. Participants appeared to assume that strengthening other capitals would indirectly improve teacher well-being. While this has some merit, the absence of direct, instructional strategies to support psychological capital suggests that current retention efforts do not fully address the realities facing modern agricultural educators. This emphasizes the need for administrators to adopt more holistic and explicit approaches to address teacher well-being.  

Research Question 4: Barriers to Mitigating Chronic Turnover

Although administrators reported awareness of effective retention strategies, they identified significant barriers to implementation. Most barriers reported were related to limited funding and restrictive district or state policies. As concluded by Brown (2025), Ingersoll & Strong (2011), and Sutcher et al. (2016), providing a supportive workplace environment, mentor support, and district and campus policies can help prevent chronic teacher turnover. Although they knew what to do, they struggled to determine which actions to take based on their perceived control. This disconnect between knowledge and perceived authority reveals the importance of clarifying decision-making boundaries. This issue could be resolved by holding discussions with district and campus leadership to determine what they can control and implement. This may help administrators identify actionable strategies within their scope of influence and reduce feelings of helplessness, prompting more effective retention planning. 

Recommendations 

	Recommendations for practice include that administrators directly ask their agricultural science teachers what they need to feel supported. While the participants expressed knowledge of why their teachers were leaving, they were unaware of what they could do to change their retention strategies. Based on the findings, the participants sought to see what other administrators were doing to retain their teachers, rather than explore how they could identify a strategy that would benefit their specific teachers. Second, administrators need to advocate for their agricultural science teachers. Several participants expressed awareness of how agricultural science teachers are treated, yet instead of proactively addressing this, they did not seek solutions for effective implementation. Finally, administrators need to evaluate the amount of work their agricultural science teachers are doing. This would help gauge the amount of funding, pay, or achievement that the teachers require for the year, and would also open a door for administrative support, as they would be helping plan the year. 

Recommendations for further research include studying the perceptions of former agricultural science teachers who have left programs facing chronic teacher turnover. This could help clarify the misperceptions about an administrator’s role in teacher retention. Additionally, a study of the perceptions of schools with higher teacher retention could lead to a comparative study to identify the factors that differ between districts with good and poor teacher retention. A quantitative analysis of current national chronic teacher turnover could provide a holistic perspective at a larger scale by identifying longitudinal trends, regional and demographic variations, and correlations with school characteristics. This would help clarify the extent to which chronic turnover reflects systemic conditions rather than isolated local challenges. 
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