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Abstract
In light of predicted teacher shortages, many countries including Israel have initiated Master of
Teaching programs targeting second career candidates. Their unique profile aroused our interest in
examining their motives for turning to teaching and their beliefs about teachers and the teaching
profession. Findings show the dominance of an altruistic motive followed by intrinsic and extrinsic
ones. Candidates adhere to a middle position between viewing teaching as a technical-rational
activity and a reflective practice and view "good" teachers as having a mixture of adequate
personality traits, positive human relations and professional performance with an emphasis on
personality traits.
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1. Introduction and Purpose
In recent years, there has been growing concern about current and predicted teacher shortages
worldwide (Darling-Hammond & Sykes, 2003; Eurydice, 2002; Ingersoll, 2003; Santiago, 2002;
Schleicher, 2012). Similar concerns have also been raised in Israel (Central Bureau of Statistics
[CBS], 2007; Vorgan & Fiedelman, 2008; Yogev, 2006).
In light of predictions concerning future shortages of qualified teachers, attempts have been
made in many countries to increase the adequate supply of competent individuals who are willing to
serve as teachers. Some of these attempts aim to recruit talented graduate level candidates who did
not choose teaching careers as their first choice.
In Israel, as part of such attempts, the Commission of Higher Education [CHE] initiated the
opening of an attractive Master of Teaching program (MTeach) that offers second career candidates
a two year program of integrated studies which grant them a teaching certificate in their area of
expertise and a Masters degree in education (CHE, 2006). The target audience of the program was
naturally supposed to be more educated, older and more mature than the regular B.Ed. students,
with previous careers in varied occupations and more determined to stay in teaching. This expected
different profile aroused our interest in examining the process of socialization into the profession of
these students.
The present study examines several aspects of this process, starting with the motivation for
entering the teaching profession, the intention to pursue the new career and perceptions held by the
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career switchers regarding the essence of teaching and of a "good" teacher. Tracing changes that
occurred in these aspects during the preparation period enables us to better understand the process
of socialization into the profession and delineate developmental trends in it. This study is the first
step in following up the integration of graduates of the MTeach program into the educational system
and evaluating the worth of this new route of teacher preparation.

2. Theoretical Background
The theoretical background relevant to this research touches upon two main issues: motivation for
choosing teaching as a career and beliefs about teaching and about the characteristics of a "good"
teacher. Often these two issues are treated in the literature separately; however, some studies try to
connect them as we have in the present study (Cochran-Smith & Zeichner, 2010; Kyriacou,
Hultgren, & Stephens, 1999; Saban, 2003; Thomson, Turner, & Nietfeld, 2012; Wilke & Losh, 2008;
and in Israel, Katzir, Sagi, & Gilat, 2004).
Not many studies focus specifically on those who change careers and turn to teaching. In a
recent paper, Tigchelaar, Brouwer, and Vermunt (2010) cite 36 studies that focus on this group of
candidates, and point to distinct differences between them and first career teachers in respect to
motivation skills, knowledge, beliefs and autonomy. Some of these studies are relevant to the
specific issues dealt within this study and we will cite them accordingly.

2.1 Motivation for Choosing Teaching as a Career
When referring to the motivation for choosing teaching as a career, one of the earliest researchers in
this area identifies five crucial themes in one's motivation for teaching: the need for interpersonal
relations, a desire to serve others, the continuation theme of sticking to familiar school habits,
material benefits of the job, and time compatibility with family demands (Lortie, 1975). These
factors also appear in other publications (Goodlad, 1984; Johnson, 1990). Similar reasons appear in
more recent studies, sometimes, however, bearing other names. For example, motivational factors
appearing in an OECD publication are: a wish to teach, to work with children and adolescents, to be
an educational role model, to balance between professional and private life, to serve public needs, to
obtain job security and job benefits (The Organisation for Economic Co-operation and
Development [OECD], 2005).
Often these factors are clustered into either two or three types of motivation. In classical
motivational literature, only two types appear – "intrinsic" and "extrinsic." "Intrinsic" motivation is
defined as "doing an activity for its inherent satisfaction rather than for separable consequences"
(Deci, 1972; Deci & Ryan, 2000, p. 256) or "what people do without external incentives" (Malone
& Lepper, 1987). "Extrinsic" motivation is defined as "doing an activity for the attainment of
separable outcomes" (Deci & Ryan, 2000, p. 256), or for instrumental reasons (Malone & Lepper,
1987). Some scholars tend to perceive these two types of motivation on a single continuum where
one component may be more prominent (Covington & Müeller, 2001, p. 161).
Another type of motivation, "Altruistic," is either considered only an extension of intrinsic
motivation, or in some publications, a category on its own (Brookhart & Freeman, 1992; Kyriacou
& Coulthard, 2000; Kyriacou, Kunc, Stephens, & Hultgren, 2003; Manuel & Hughes, 2006; Moran,
Kilpatrick, Abbott, Dallat, & McClune, 2001; Papanastasiou & Papanastasiou, 1998; Pop & Turner,
2010; Pop & Turner, 2009; Saban, 2003; Thomson et al., 2012; Watt & Richardson, 2007). In the
context of the present study, we prefer to consider altruistic motivation as a separate category.
Kyriacou and Coulthard (2000) describe the three categories as follows: Altruistic motivation
deals with the desire to help society to improve and to help children. Intrinsic motivation deals with
aspects related to the job itself, such as intellectual challenge and enjoyment. Extrinsic motivation
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deals with aspects not inherent in the job activity itself, but rather as a consequence of doing it, such
as having holidays and earning a salary.
A more comprehensive approach to dealing with motivation that leads to choosing teaching as a
career was recently offered by two Australian researchers, Watt and Richardson (2007, 2008, 2011;
Watt et al., 2012). Their conceptual model is based on two motivational theories: The expectancyvalue theory (Eccles (Parsons) et al., 1983; Eccles, 2005; Wigfield & Eccles, 2000), and the social
cognitive career theory – SCCT (Lent, Brown, & Hackett, 1994; Lent, Lopez, & Bieschke, 1993).
The assumption behind their model is that individuals would be more likely to choose careers for
which they expect to have the requisite abilities, to which they attach value and which do not
demand too great a cost. On the basis of this model, they developed a scale to measure factors
influencing teaching choice (FIT-choice). The scale combines three sets of variables that play a role
in making a career choice. The first is a set of "self" variables referring to personal ability beliefs
related to success in the job. The second set refers to "value" variables, i.e., the subjective values
attached to the task. These include intrinsic-altruistic or extrinsic values. The intrinsic-altruistic
motivation here is called the "social utility value" which refers to the desire to make a social
contribution, shape the future of children, etc. The extrinsic motivation here is called the "personal
utility value" and includes aspects of time for family, job security, overseas employment, lengthy
holidays, etc. The third set of variables in this model is the "task perception," the demands and
returns from the task of teaching. The model also includes a more distal component – social
influences that affect the choice in teaching, among them, prior teaching and learning experiences,
public opinion on teaching, etc. (Watt & Richardson, 2007; Watt et al., 2012).
The FIT model also includes a category of reasons for choosing a teaching career defined as
"fallback reasons" – reasons for which individuals entered teaching because they were unable to
pursue other careers (Watt et al., 2012). Some studies deal not only with reasons to enter teaching,
pull factors, but also with reasons that drove individuals away from their previous occupations, push
factors (Anthony & Ord, 2008).
The studies that specifically focus on motivation of second career candidates express both
altruistic motivation such as sense of mission, love for children, or helping young people, serving
society (Chambers, 2002; Dieterich & Panton, 1996; Powers, 2002) and preference for intrinsic
motivation derived from their previous experiences (Chambers, 2002; Crow, Levine, & Nager, 1990;
Dieterich & Panton, 1996, Freidus & Krasnow, 1991; Serow & Forrest, 1994). Few studies that
deal with second career motivation do also consider extrinsic factors such as financial reward and
time for family (Richardson & Watt, 2005), need for greater stability and security (Priyadharshini &
Robinson-Pant (2003), but even in these studies these motives are not the most important.

2.2 Beliefs about Teaching and about the Characteristics of "Good" Teachers
The process of choosing teaching as a career and becoming a teacher is affected, and has an effect,
on a set of beliefs concerning the teaching profession and the characteristics of those who teach.
Following Schön (1983, 1987), two images of the teaching profession have been portrayed – one as
"technical-rational practice" which derives its professional authority from the ownership of a unique
theoretical and scientific knowledge base. This knowledge is then applied in solving practical
problems. The second image of teaching is that of "reflective practice," which derives its power
from the professional tacit knowledge embedded in action that is surfaced through reflection "on"
and "in" action.
According to the image of teaching as "technical-rational practice," teaching is perceived as
technology, expressed through a set of generic principles of action that can be learnt theoretically
and then applied practically, in a skillful way. According to the alternative, "reflective-practice"
image, teaching is a personal response to problematic situations characterized by uncertainty,
complexity and uniqueness. Teachers negotiate with this reality and frame and define the problems
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they face through a dialectical-reflective and intuitive conversation with and in the situation. This
image of the profession has been embraced by practitioners of many occupations other than
teaching and has challenged the traditional classical view of the profession. Taking into account the
professional development of teachers, this view of teaching often appears after teachers gain more
experience rather than among novice teachers.
Another set of beliefs that develops over the career span relates to perceptions of the nature of a
"good" teacher. In correspondence with the technical-rational image of teaching, a good teacher is
considered primarily an educated person, knowledgeable and skilled – an "expert" (Berliner, 2001),
or a "professional" (Darling-Hammond, 1990, 1999). In correspondence with the "reflective
practice" image of teaching, a "good" teacher is a reflective practitioner – able to improvise and
invent, is more creative and an artisan.
A distinction between a "successful" and a "good" teacher was suggested by Berliner (2005) and
by Fenstermacher and Richardson (2005). They claim that while a successful teacher is judged on
whether the teacher has achieved the intended learning outcomes, usually defined as student
achievements, a good teacher is judged through reliance on professional standards and norms that
often stem from beliefs about the nature of teaching and are dictated by educational ideologies.
This approach gives way to many descriptions of a "good" teacher: Lamm (1972, 2002), relying
on educational thought from the beginning of the twentieth century, portrayed three major
prototypes of the "good" or "ideal" teacher: an agent of a certain culture, well acquainted with its
wealth and able to transmit it; an agent of socialization either of an existing social order or an agent
of social change; and an agent of the individual who fosters the individual growth. Combs, Blume,
Newman and Wass (1974) describe teachers using three other terms: "knowledgeable," "performer,"
and "charismatic." Wilson and Youngs (2005) refer to "intellectual," "professional," and "value"
teachers. In light of humanistic ideology (Maslow, 1968; Rogers, 1969), Korthagen (2004) defines a
"good" teacher through his or her personal humanistic virtues and in this spirit, Noddings (1999)
regards the virtue of "caring" as the most important asset that characterizes a "good" teacher.
Reichel and Arnon (2005), upon reviewing the theory and research dealing with student teachers'
perceptions of the characteristics of a "good" teacher, group these perceptions into two categories:
"knowledgeable qualities" and "personality qualities." This distinction also appears in a later study
(Arnon & Reichel, 2007), where the researchers found that inexperienced student teachers attribute
less importance to knowledge and describe a "good" teacher as mostly having certain personality
traits, especially being caring, empathetic and attentive. More experienced student teachers have a
more balanced view, valuing also subject matter and didactic knowledge. The fact that studentteachers with experience attribute greater importance to knowledge than student-teachers without
experience is an indication of another developmental trend in the process of professional
socialization. With experience, it becomes clear that personal qualities are not sufficient to make a
good teacher (Arnon & Reichel, 2007; Kagan, 1992).
It seems that the answer to the question "What are the characteristics of a "good" teacher?" is
heavily dependent on the educational ideology of those who are asked, on their prior experience,
and on the context. This is why, in many studies as well as the present one, this question serves as a
means for determining the hidden educational beliefs of future teachers.

2.3 Research Purpose and Questions
In this study we examine second career student teachers' motivation to turn to teaching, their
intentions to remain in the teaching profession and their images of teaching and of “good” teachers.
The questions this study deals with are:
1. How do second career student teachers enrolled in the MTeach program perceive the
importance of various factors when choosing a career in general and to what extent do they
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perceive teaching as fulfilling these factors? Do these perceptions change during the
preparation period?
2. To what extent do second career student teachers intend to remain in the teaching
profession?
3. How do students in the program perceive the nature of teaching and do these perceptions
change during the preparation period?
4. How do second career student teachers perceive the characteristics of a "good" teacher?

3. Method
3.1 Participants
The study was carried out in one of four Israeli MTeach programs that commenced in the largest
teacher college in Israel in the year 2010. The study included all students who were accepted and
were enrolled in the program in its two first cycles: 28 in the first cycle and 49 in the second, a total
of 77 participants. All of them were Hebrew speakers as their first language holding university
degrees in one of the disciplines taught on the secondary school level in Israel.
Student's ages ranged from 27 to 59 (with a mean of 35). Among them, 33% were male. Most
(60%) had no prior teaching experience while the others had some experience in the framework of
informal education. This profile matched the expectations of the initiators of the program.
Participation in the study was on a voluntary basis and the students were neither forced nor
coerced to fill in any of the questionnaires as can be seen later on in the slight drop of participation
towards the end of the program.

3.2 Methodology and Instruments
The methodology employed was mainly quantitative, based on data attained from questionnaires,
except for the one open question that required qualitative analysis. The analysis used was tailored to
data obtained from the different instruments and will be mentioned in relation to each of them.
Four questionnaires were administered:
1) A background questionnaire that dealt with students' past experience in education (if any)
and with students' intentions to work as teachers and pursue the teaching profession. This
questionnaire was administered only at the beginning of the first year of the program.
Descriptive statistics were used to portray the background characteristics of the group and
their intentions to work.
2) A Likert-type questionnaire that dealt with the importance of various reasons for making a
career choice decision and whether the teaching career fulfills these reasons. The
questionnaire was an adaptation of the one used by Coulthard and Kyriacou (2002). It
contained a set of 21 statements describing different reasons for choosing a career. Students
were first asked to what extent they find these reasons to be important in choosing a career
(1-not important to 5-very important) and then to evaluate to what extent the teaching
career is fulfilling for these reasons (1-not fulfilling 5-very fulfilling). The questionnaire
was administered twice – at the beginning and at the end of the program in a pre-post
design. Students were required to insert a personal code that would allow us, on the one
hand, to pair the two questionnaires and, on the other hand, would retain students'
anonymity.
The analysis that followed the data obtained from this instrument aimed to answer the
following questions: (a) Is there a difference in the way second career student teachers
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perceived the importance of several indices describing reasons for choosing a career in
general (Importance) and the extent to which these reasons are fulfilled when choosing
teaching as a career (Fulfilled)? (b) To what extent has this difference changed over time
(the preparation period)? The statistical procedure used for answering these two questions
was a Multivariate Analysis of Variance with repeated measures.
3) A semantic differential instrument (Osgood, Suci, & Tannenbaum, 1957) that measures
student responses on scales defined by contrasting adjectives describing two images of
teaching on the basis of the two images of practice offered by Schön (1983, 1987). The
questionnaire included seven items describing different aspects of teaching on a scale
represented by two contrasting poles – the first representing the technical-rational image of
teaching (1 on the scale), and the other representing teaching as a reflective practice (8 on
the scale). The pairs of statements were: boring–interesting, simple–complex, routine–
creative, characterized by fixed rules–characterized by uncertainty, characterized by
repeated events–characterized by unique events, based on scientific knowledge–based on
common sense, planned and calculated–spontaneous. The questionnaire was administered
twice – at the beginning and at the end of the program. Here too, a personal code was used
to allow pairing up the questionnaires. Descriptive statistics and paired t-tests for
determining statistical differences between the two scores obtained at the two points in time
were employed.
4) An open question regarding students' perceptions of the qualities of a "good" teacher.
Students' statements were analyzed and sorted into categories which emerged from the
data itself. The categorization was carried out separately by the two researchers who
conducted the study and inter-reliability was found to be high.

4. Findings
Findings will be presented in relation to each of the research questions. Since a similar pattern was
found in the two groups of students, results will be presented for all participants together.

4.1 Factors Affecting Career Choice in General and the Extent to Which the Teaching
Career Fulfills them
Six indices were constructed on the basis of their content. A preliminary factor analysis and internal
consistency reliability measures (Cronbach's alpha) from the set of 21 statements describing reasons
for choosing a career supported this construction (Questionnaire number 2). During this process 3
items were removed. Following are the descriptions of these indices and their α computed twice at
the beginning and end of the preparation program. The indices that represent factors affecting career
choice are presented in descending order of their perceived importance in choosing a career in
general.
•

Intellectual challenge – four statements: the career provides intellectual challenge; provides
pleasure and satisfaction; enables intellectual growth, and provides a creative-non routine
task (α = .73; α = .83).

•

Pleasant working environment – two statements: the career offers a pleasant human
environment; a pleasant physical environment (α = .76; α = .77).

•

Compatible with family life – two statements: the career enables to integrate career with
family life; and enables time flexibility and vacations (α = .79; α = .55).
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•

Working with youngsters, contributing to society – three statements: the career requires
caring for the other; fulfills a social mission, and enables interaction with young people. (α
= .68; α = .62)

•

Economic and prestige returns – comprises six statements: the career benefits those who are
successful; provides opportunities for promotion; provides a high salary; enables to support
a family; provides social acknowledgement and benefits for effort, and guarantees a
successful image (α = .80; α = .90).

•

Authority and power – one statement: provides authority and power.

Table 1 presents descriptive statistics (mean, standard deviation and n) for the two variables –
"Importance" and "Fulfilled" and F statistics and significance for comparing within-subject
contrasts (Importance vs. fulfilled) – F1; differences between the two points of time – F2, and the
interactions effect between the within-subject contrasts and time – F3. This last measure answers
the question: Whether the differences between "Importance" and "Fulfilled" have changed over time?
Table 1. Means (standard deviations) and a MANOVA with repeated measures of pre-post
differences between "importance" and fulfillment of factors effecting career choice
Time 1 - Pre
(n= 61)
Import.
Fulfill.
M
M
(SD)
(SD)

Time 2 - Post
(n=58)
Import.
Fulfill.
M
M
(SD)
(SD)

Within-Subject Contrasts
F1
Importance
vs.
Fulfilled
49.7***

F2
Time 1
vs.
Time 2
3.0

F3
Interaction

Intellectual
challenge

4.33
(.84)

3.49
(.84)

4.07
(.86)

3.38
(.95)

.29

Pleasant work.
conditions

4.16
(.77)

2.42
(1.3)

3.97
(1.0)

2.60
(1.35)

65.1***

.00

1.3

Compatible w/
family life

4.03
(1.1)

3.54
(1.1)

3.76
(1.0)

3.64
(.86)

2.87

.03

4.17

Serving
society

3.74
(.92)

4.19
(.73)

3.56
(1.0)

4.25
(.77)

19.3***

.63

1.29

Economy &
prestige

3.7
(1.3)

1.24
(1.3)

3.22
(1.4)

1.28
(1.3)

100.0***

.88

4.1*

Authority &
power

2.49 (1.5)

2.13
(1.3)

2.17
(1.7)

2.89
(1.21)

.71

5.80*

1.17**

* p<.05; ** p<.01; *** p<.001
When interpreting the results we consider average scores higher than 4.0 as indicating high
importance or high fulfillment of a factor and average scores lower than 3.0 as indicating low
importance or fulfillment.
The most important factor in making a career choice in general as perceived by second career
student teachers was the extent the career is seen as challenging and intellectually satisfying
(beginning = 4.33, end=4.07). This factor is regarded as an intrinsic one inherent to the job. Its
importance remains high during the preparation period. It is also conceived as being fulfilled to a
large extent by the teaching profession and this perception remains stable during the two years of
the preparation period (3.49, 3.38).
The second most important factor in making a career choice is the provision of a pleasant
working environment (4.16, 3.97). This factor is not an inherent characteristic of an occupation but
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rather part of its context, thus regarded as representing an extrinsic factor. This factor is not
perceived as being fulfilled in the working environment of teachers (2.43, 2.60).
The third factor that is recognized as important can also be regarded as an extrinsic factor. It
deals with the compatibility of the job with other roles the professionals are involved with, amongst
them family life (4.03, 3.77). This factor is perceived as only moderately realized when choosing a
teaching career (3.54, 3.65). Changes in these perceptions during the preparation period are minor.
The factor that emphasizes the importance of working with youngsters and as contributing to
society in general expresses altruistic motivation. Although it is considered only moderately
important in choosing a career in general (3.75, 3.56), it is perceived to be highly realized in
teaching both at the beginning and at the end of the preparation period (4.20, 4.25).
The factor that relates to the material compensation of an occupation such as salary, and statuslike benefits such as prestige, is considered, especially at the beginning of the program, quite an
important one in choosing a career (3.72, 3.22), but is not perceived at all as being fulfilled when
choosing teaching as a career (1.24, 1.28).
The one statement factor that deals with the sense of authority and power the profession brings,
although not considered to be important in choosing a career (2.49, 2.17), or fulfilled in the teaching
profession as perceived at the onset of the program (2.13), gains some strength toward the end of
the preparation period (2.90).
The pattern of being fulfilled in teaching more than being important when choosing a career, as
found in the altruistic factor, also characterizes, though to a lesser degree, the factor of gaining
authority and power.
Analyses of variance of the repeated measures of contrast between being important and being
realized in teaching reveals huge significant gaps regarding indices of "economy and prestige", and
"pleasant working conditions". These factors, despite being considered important in making a
career choice, were perceived from the beginning by career switchers as those that are not realized
in choosing a teaching career. In contrast, the index that describes the altruistic motive of working
with youngsters and serving society which was not considered very important in making a career
choice, was perceived by the second career student teachers as being highly realized in teaching.

4.2 Intentions to Turn to and Remain in the Teaching Profession
Four statements relating to students' intentions to pursue teaching as a career and to commit to
teaching on a scale of 1 (little agreement) to 5 (high agreement) were presented within the
questionnaire. These were administered only at the beginning of the program. Figure 1 is a chart
diagram representing the percentage of students who "mostly agreed" or "agreed" with these
statements.
100
80
60
40
20
0

57%

76%

92%

23%
I always thought of
becoming a
teacher

Sometimes I
thought of
becoming a
teacher

I am sure I will I will try to work as
continue to work a teacher for a
as a teacher
couple of years

Figure 1. Students' intentions to work as teachers (N=62)
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As can be seen in Figure 1, less than a quarter of the students had a previous desire to engage in
teaching (23%). However, more than half of them (57%) had some previous thoughts of becoming
teachers. The percentage of those who are confident in their second career choice at the beginning
of the program is high – about three-quarters (76%) and most of them (92%) declare that they will
try to work as teachers for a few years.

4.3 Perceptions Regarding the Nature of the Teaching Profession and Changes in them
During the Preparation Period
Table 2 shows the average scores of the bipolar semantic differential questionnaire at the beginning
and at the end of the program.
Table 2. Average scores of second career student teachers to
items describing the teaching profession (n=48)
Scale items (1-8)

Beginning of the program

End of the program

t(p)

Boring – interesting
Simple – complex
Routine – creative
Fixed rules – uncertainty
Repeated events – unique events
Scientific knowledge – common sense
Calculated – spontaneous

6.87
6.60
6.64
4.58
4.68
5.58
4.41

6.94
7.23
7.02
5.17
5.35
5.25
4.15

.27
2.55*
1.97*
1.87*
2.19**
-1.19
-1.07

*p ≤ .05;

(1.1)
(1.4)
(1.3)
(1.4)
(1.4)
(1.6)
(1.2)

(1.4)
(1.1)
(1.2)
(.5)
(1.7)
(1.4)
(1.5)

** p < .01

Comparing average scores at the beginning and end of the program reveals that in four of the
seven items, there was a statistically significant move toward viewing teaching as a more complex,
creative, uncertain and unique occupation (t-test for dependent samples). In two other items that
describe teaching as based on scientific knowledge versus common sense and as planned and
calculated versus spontaneous, there were no changes and students' perceptions remained in midscale. Teaching was also perceived as interesting and in this feature, no change occurred throughout
the program.
A principle component factor analysis with Varimax rotation that was applied enabled to further
analyze the data. Two factors that explained 58% of the variance in student responses were
delineated. The first, with high internal consistency (α = .72), contained 3 items describing teaching
as "interesting," "complex," and "creative." The second factor contained 4 specific features of
reflective practice – "uncertainty," "unique," "based on common sense," and "spontaneous." This
factor also exhibited reasonable internal consistency (α = .67).
Table 3 presents average scores for the two factors and t-values indicating differences that
occurred during the preparation period.
Table 3. Students’ perceptions of the teaching profession: Average scores of
factors describing teaching at the beginning and the end of the program (n=48)
Factors

Beginning of
the program

End of the
program

t(p)

Teaching as an interesting, complex and creative profession

6.71 (.92)

7.10 (.99)

2.05*

Teaching as an uncertain, unique, spontaneous profession

4.81 (.86)

4.98 (1.0)

.91

*p < .05
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As presented in Table 3, student responses show a significant move toward the reflective pole
only in regard to the first factor. In regard to the second factor, which better expresses the essence of
the alternative image of teaching, the respondents remain in a mid-position throughout their
preparation period.

4.4 Second Career Student Teachers' Perceptions of the Characteristics of a "Good"
Teacher
Student responses (N=58) to the open question regarding how they perceive the characteristics of a
"good" teacher reflected some of their beliefs and, indirectly, how they perceive the teaching
profession.
The responses yielded 254 statements. In analyzing them, three categories were identified. The
first described personality traits such as open-mindedness, curiosity, mission-oriented, charisma,
self-confidence, and enthusiasm (47%). The second expressed aspects of human relationships such
as attentive, loves people, reaches every pupil, empathetic, has a good relationship with students,
believes in students, loves his/her pupils (22%). The third described professional performance such
as well prepared, interesting, manages a class, fluent, challenging, knowledgeable, innovative, and
adaptive to a changing environment, engages pupils (31%).
Since many students mentioned characteristics belonging to more than one category, four
profiles of responses were created: one that represented mainly personality traits; one that focused
mainly on positive relationships; one that focused mainly on teaching performance and one that
included an evenly mixed distribution of the three categories. The distribution of these four profiles
is presented in Table 4.
Table 4. Student teachers' profiles regarding the "good" teacher
n of Cases

Percentage

Personality

18

31%

Human-relations

4

7%

Teaching performance

12

20%

Mixed

24

41%

Total

58

100%

Profile

The most common profile is the mixed one, followed by the profile that focuses on personality
traits. It seems that student teachers who choose teaching as a second career regard personality traits
as more important in what they consider "good" teacher determinants, than demonstrating good
teaching performance or exhibiting positive human relations.

5. Discussion and Conclusion
The present study was carried out during the implementation of a new MTeach program that hosted
second career student teachers, in its first three years.
Acknowledging the special characteristics and high quality of the students who were recruited to
the program, the study aimed to examine the motives that led this group to change careers and turn
to teaching, and to learn about their beliefs regarding the teaching profession and those regarding
teachers. The intention was also to look for changes in their motivation and beliefs during the twoyear preparation program.
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Researchers dealing with candidates of this kind found that the rewards of salary and career
prestige are not a high priority for this group (Anthony & Ord, 2008; Crow et al., 1990; Dieterich &
Panton, 1996; Freidus & Krasnow, 1991; Mayotte, 2003; Novak & Knowles, 1992; Powers, 1999,
2002; Priyadharshini & Robinson-Pant, 2003; Richardson & Watt, 2005; Tigchelaar et al., 2010;
Watt & Richardson, 2008).
Lower pay and prestige are often compensated for by personal satisfaction gained from
providing service, contributing to society and making the world a better place (Anthony & Ord,
2008; Serow, 1993). Some scholars also note that personal gain, such as intellectual growth,
creativity, autonomy and employment security, plays a role (Chambers, 2002).
Findings of the present study parallel the above studies. They show that in this case as well, the
second career student teachers are well aware of the fact that the teaching profession does not carry
with it economic rewards or prestige. Rather, their responses show that they seem to be drawn to
this profession for intrinsic and altruistic reasons. Although we did not directly ask which factors
were the most important ones when choosing teaching as a career, we infer that those factors that
were perceived to be mostly fulfilled in teaching are those that attract career changers to teaching
and may even be influential in retaining them in schools.
The main motive perceived as being fulfilled when choosing teaching as a second career,
expressed both at the beginning and at the end of the program, was found to be of an altruistic
nature – a wish to work in a profession that enables interacting with young people, caring for them
and fulfilling a social mission. This motive had not been the most important one when considering a
career in general.
Usually motives for choosing a career are a mixture of intrinsic and extrinsic ones. This was also
found to be the case in our study. Beyond the altruistic motive, two additional factors were found to
be realized in teaching, one of an intrinsic nature – the intellectual challenge inherent in the job, and
the other, an extrinsic one – compatibility with family life. These two factors were regarded as
being realized in teaching to a large extent and remained stable throughout the program.
This mixture of motives – the altruistic motive of caring for youngsters and the intrinsic motive
of an intellectual challenge and that of obtaining authority and power, in addition to the extrinsic
motive of compatibility with family life, are probably the reasons that attract and retain second
career teachers in the profession. Calls for governmental policies that would emphasize selfactualization and community centered possibilities inherent to teaching in recruiting newcomers to
the profession are advised (Priyadharshini & Robinson-Pant, 2003).
The time that passed during the preparation period does not seem to alter students' perceptions
regarding the importance of factors or their fulfillment in teaching except for the authority and
power factor that towards the end of the program is perceived to be more realized than at the
beginning of the program.
In most cases, the difference between the two variables "Importance" and "Fulfilled" is small and
not significant. This indicates that the two years' preparation program did not change the motives
for choosing teaching as a career. It seems that second career students who applied to the program
had already made their conscious decisions.
The ways the participants view the teaching profession and how they perceive a "good" teacher
are additional attributes that may also be associated with their decision to change their career to
teaching. Most of them considered the teaching profession to be an interesting, complex and
creative occupation. However, when considering the other features of the profession which are more
in line with its practical-reflective image such as uncertainty, uniqueness, based on common sense
and spontaneous, students adhere to a middle position between viewing teaching as a technicalrational activity and a reflective practice. It seems that acknowledging these characteristics of the
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teaching profession is developed in later stages of the teaching career. This finding is in line with
findings of another study which show a move that second career teachers make from conceptions on
learning to teach that are content-oriented/teacher-centered, matching more the technical rational
image of teaching, to those that are learning-oriented/student-centered and based on intuitive
reflection on practice which are more in line with the image of teaching as a reflective practice
(Tigchelaar, Vermunt, & Brouwer, 2012).
The fact that only one fifth of the students regard performance to be the major attribute of a
"good" teacher while others considered a "good" teacher to have a mixture of adequate personality
traits, positive human relations and professional performance is also in line with the view of
teaching as less technical and more reflective. This mix represents a balanced view, usually held by
more experienced teachers who come to appreciate both the mastery of content knowledge and
student centered innovative pedagogies, in addition to personal traits (Arnon & Reichel, 2007;
Tigchelaar et al., 2012).
Although these findings were obtained from student teachers in the early stages of socialization
to the teaching profession, and were only obtained from participants in one MTeach program, the
emerging profile of this group points to success in recruiting adequate candidates for teaching and
seems to justify the expansion of such programs. Participants in the program are mature individuals,
knowledgeable in their disciplines, have a vast array of experience and abilities gained in their prior
careers, hold intrinsic and altruistic motivation for the job, and view teaching as a humanistic
endeavor rather than as a technical profession. As such, they can be viewed as an excellent addition
to the teaching force.
With the increasing number of individuals who are entering the field of education as a second
career (predicted in the US to comprise one half of the new teaching force) (Marinell & Johnson,
2013) and the interest of many university graduates in many counties as well as in Israel to join the
MTeach program, it is important to expand these types of programs and to provide second career
student teachers with adequate administrative support and adequate pedagogy that will connect
them to teaching in an innovative way using their previous experience in making this transition.
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