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motivation, and the result could be having an army of tech-
nicians aiming to earn more money or have a more com-
fortable life rather than intellectuals who believe in contrib-
uting to and making a change in the lives of students.
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certification · Teacher attitudes · Program effectiveness

Introduction

Teachers play a crucial role in shaping future generations, 
and the general education and teacher education systems 
have a similar effect on shaping teachers’ attitudes and dis-
positions toward teaching. These systems are directly tied 
to transformations in economic systems and the dominant 
ideologies of an era (Jackson and Lewis 2010).

Fourth and fifth Kondratieff eras

The fourth Kondratieff era (1939–1985) emerged as an 
opposition toward 1920s’ fierce capitalist movement and 
sought to replace it with a social welfare state system. The 
dominant ideological paradigm of the era was based on 
Keynesian economic model which fostered mixed econ-
omy. The era was known to support free education, human 
rights, stronger democracy, unionization, positivist and 
experimental models for research, behaviorist educational 
ideology, planned development, and democratization in all 
fields. Dominant ideology aimed to create individuals who 
internalized and improved social values, were devoted to 
the values of their country and held collectivist principles 
toward progress (Hopkins and Wallerstein 1996). Thus, the 
era blessed nation states, nationalism, and collective social 
values. In Turkey, the era ended with a military coup in 
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1980 and the country was introduced to a new liberal capi-
talist paradigm of the fifth Kondratieff Era (Şimşek 2014).

The fifth Kondratieff Era blessed free market economy, 
neo-capitalist, and neoclassic economy, and has dominated 
almost the whole world since 1980s. According to Fried-
man, a welfare state could only be possible with a liberal 
order in which state intervention is limited and individuals 
could pursue their own goals freely (Spring 1998). Accord-
ing to the new liberal ideology, steady economic growth is 
a precondition of individual progress; free market resources 
could best be distributed without state intervention; and 
privatization prevents unproductiveness (Robbins 2002). 
The type of individual that this era blesses is creative, 
entrepreneurial, free, independent, and does not like any 
type of centralization. He is fundamentally consumerist, 
ambitious, and egocentric (Passas 2000).

Both aforementioned paradigms have created frame-
works of their principles and these principles have affected 
almost all areas of life—economic, social, or educational. 
Liberal capitalist paradigm blesses individualism and 
competitiveness. Thus, it expects the education systems to 
raise competitive and entrepreneurial generations who will 
meet the expectations of the market economy in contrast to 
social state paradigm which blesses solidarist and socialist 
principles to raise devoted and solidarist generations.

When teacher education systems are analyzed based on 
this paradigm shift, it could be observed why teacher edu-
cation was fundamentally based on university-based pro-
grams during social state paradigm and why alternative 
teacher certification (ATC) programs gained momentum 
right after 1980s in many countries including Turkey. As 
expected, many nations tried to educate collectivist teach-
ers who embraced social values of their countries during 
the fourth Kondratieff era, and the best possible way to do 
this was through university-based teacher education sys-
tems under the control of the states. On the other hand, 
the fifth Kondratieff era urged governments to allow and 
support fast track routes to teacher certification since this 
would provide individuals from other disciplines with an 
alternative to pursue their dreams while it would decrease 
state intervention into teacher education system and make 
it more market free. Turkey is no exception and it has faced 
the fast track routes to teacher certification since 1990s, 
but it experienced the boom during the last 10 years with 
numbers growing each year. This means that Turkey, which 
has long been educating teacher candidates for a social wel-
fare state under university-based teacher education system, 
has had to open up fast track routes to teacher certifica-
tion under a new liberal ideology which fostered competi-
tion and choice. These fast track routes to teacher certifi-
cation of 1990s and 2000s were unlike previous initiatives 
through which teacher shortages had to be supplied, but for 
opening up vacancies for graduates of other faculties such 

as nursery or engineering to meet the high pressure of those 
graduates for populist policies.

Teacher education system in Turkey

The response to education reflects a genuine concern in a 
country which sees education as a path to social develop-
ment. In this regard, education in Turkey has been viewed 
as a fundamental pillar of Atatürk’s republican revolution 
and a vehicle of choice for carrying forward the goals of 
modernization and westernization to replace the Ottoman 
past (Grossman and Sands 2008). The teacher education 
system in Turkey has followed a similar path in the light 
of social development requirements and during this journey 
different need of the social structure created various teacher 
education paths.

Turkey has over 160-year-long history of teacher educa-
tion. During this period, various authentic models, such as 
primary teacher education schools, 2-year education insti-
tutes, village teacher education schools, village institutes, 
and higher teacher education schools have been imple-
mented. Following the enactment of higher education law 
in 1981 (Higher Education Council [HEC] 2007), com-
prehensive regulations were launched to regulate higher 
education and teacher training institutes. These institutes, 
which were till then a part of the Ministry of Education, 
were handed over to universities. Since then, teacher edu-
cation is being carried out in education faculties of uni-
versities. The undergraduate courses at education faculties 
comprise 4-year undergraduate program, which includes 
pedagogical education, liberal education, and other major 
area courses. Teacher education programs in Turkey were 
designed by the HEC and implemented by the education 
faculties of universities.

Two important reform movements in teacher education 
shaped the last two decades of the country. Higher Educa-
tion Council which is the central decision body of universi-
ties decided to initiate a reform movement in teacher edu-
cation basically for meeting teacher shortages especially 
for grades 1–8 which appeared right after the increase in 
compulsory basic education to 8  years (5 + 3) in 1997. 
The aims were stated as improving national standards for 
teachers through an accreditation system, increasing the 
number of primary and elementary school teachers, empha-
sizing teaching methodologies, improving coordination 
between HEC, faculties, and the Ministry of National Edu-
cation. Although the aimed initiatives could be encourag-
ing (Kavcar 2002), because of the problems faced during 
the real implementation phase, a new reform movement in 
teacher education had to be launched in 2006. The 2006 
reform movement was aimed at decreasing the amount 
of practicum courses whereby increasing the number of 
theoretical courses, and increasing the number of liberal 
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education courses. In 2012, compulsory basic education in 
Turkey was transformed into 12 years (4 + 4 + 4), and this 
also influenced teacher education systems of education 
faculties. Some departments such as preschool teaching 
had to increase their quotas. In 2017, the government has 
declared to transform the 5th grades which are the first year 
of elementary schools into an English language teaching 
year with mostly English language teaching courses. This 
obviously will create more burdens on education faculties. 
They will have to increase the quotas of English language 
teaching departments, but because of the English language 
teacher shortages in the short run, ATC programs will gain 
momentum especially to meet the shortages of English lan-
guage teachers. Thus, the issue of quality versus quantity 
will be faced once again in the following 5 years of Turkish 
teacher education system.

The composition of courses at faculties of education 
revised to include 50–60% major area courses, 25–30% 
pedagogy courses, and 15–20% liberal education courses. 
Thus, it could be observed that HEC had to step back from 
its reformist initiatives of 1997; instead, it had to comply 
with the expectations of academicians at education facul-
ties and take the current circumstances into consideration. 
This shows that reform movements for teacher education 
should be comprehensive considering the current facts and 
realities of the country.

Within the current teacher education system in Turkey, 
to graduate with teacher education programs, one needs 
to earn 120–130 ECTS credits. Students are enrolled for 
teacher education faculties, through high-stakes multiple-
choice tests, called university entrance and placement 
exams. No extra certificate or interview is required in the 
selection process. In order to be appointed to a teaching 
position in a government school, student teachers need to 
graduate either from an education faculty with an under-
graduate degree in teaching or from another faculty with 
another undergraduate degree. However, graduates of other 
faculties such as arts and sciences, nursery, or engineering 
have to get a teaching certificate, called pedagogical forma-
tion certificate, from the education faculty. In addition to 
that, all graduates need to pass the high-stakes multiple-
choice test, called KPSS (public personnel selection exami-
nation), with high grades.

Presently, there are thousands of teacher candidates, 
some with very high grades in the KPSS exam, waiting 
to be appointed to teaching positions. But, the number of 
unemployed candidates has been increasing because of 
ineffective employment policy. Currently there are a total 
of 89 teacher education faculties (72 public and 17 private) 
in Turkey, and in 2014–2015 academic year, 46,947 trainee 
teachers were enrolled for teaching programs at these fac-
ulties (Student Selection and Placement Center [SSCP], 
2015).

Alternative teacher certification system in Turkey

The teacher education system in Turkey is 160  years old 
and has been implemented by various institutions since 
the foundation of the Turkish Republic in 1923. Over 
this period, different forms of ATC systems were imple-
mented to meet issues of teacher shortages (Akyüz 2008). 
Since the beginning of the 1980s, when the control of the 
teacher education system was handed over to universi-
ties, the education of teachers has been dominated by the 
university-based teacher education system. However, ATC 
systems became widespread in Turkey of the 1990s with 
liberal capitalist economic paradigm stressing the need to 
meet teacher shortages as well as offering an alternative 
economic gain for faculties of education. In 2010, HEC 
allowed ATC to be implemented under the title of peda-
gogical formation certificate programs (HEC 2010). Alter-
native certification providers were not only earning huge 
sums of money through these programs, but also provid-
ing “required choice and alternatives” to the unemployed 
needy, which was in alignment with the policies of the 
liberal capitalist paradigm. However, since the number of 
graduate student teachers were exceeding the quota of the 
government and since thousands of unemployed education 
faculty graduates were already waiting to be employed and 
because of low-quality teacher education providers at some 
districts of the country, in 2012, the HEC decided to end 
such certificate programs altogether (HEC 2012). How-
ever, just 2 years following this decision, pedagogical for-
mation certificate programs would once again be opened 
supplying an incredible quota of 62,000 trainee teachers 
(HEC 2014). The reason for reopening such certification 
programs may be attributed to the economic and political 
pressures from the graduates of other faculties who could 
not find jobs in their own expertise, and thus targeting ATC 
programs for a guarantee living. As a result, HEC decided 
in 2014 that such programs could be offered to students in 
their first, second, or third years of study across different 
faculties in just a single semester. This opened the way for 
students from different faculties to take pedagogy courses 
throughout their 4-year undergraduate and become certified 
as teachers upon graduation, requiring only one semester’s 
worth of ATC program courses. This decision was heav-
ily criticized by the Education Faculty Deans’ Council 
(EFDEK), which stated that it would be unwise to imple-
ment ATC programs that lasted just one semester, as it may 
lead to having teachers with insufficient training in peda-
gogy (EFDEK 2014).

The current implementation of ATC in Turkey requires 
students to get 39 ECTS credit-worth courses, 14 credits 
theoretical, and 25 credits practicum, and student teach-
ers have to complete these courses within two semesters. 
The pedagogical courses that ATC students get and the 



338 E. Aksoy 

1 3

pedagogical courses offered to undergraduate student teach-
ers at education faculties are the same and both are offered 
at education faculties of universities (HEC 2016). The dif-
ference of the ATC programs is that teacher candidates 
of ATC programs get the pedagogical courses after they 
graduate from a 4-year degree at another faculty other than 
that of an education faculty. Thus, these student teachers 
are comparatively older and most already start their career 
with other jobs such as nursery or economics. In addition, 
since ATC programs provide the graduates of other facul-
ties the opportunity to have a second alternative job as a 
teacher, the tuition of these programs is quite expensive 
compared to undergraduate university-based teacher educa-
tion students.

The implementation of ATC programs in Turkey has 
thus frequently changed due to ineffective supply–demand 
balances and interventionist policies. As a result, this might 
have negatively affected trainee teachers in ATC programs 
and especially university-based teacher education pro-
grams, potentially leading to negative attitudes with regard 
to the teaching profession.

Nature and impacts of attitudes

Attitudes here can be defined as mental or neural states of 
readiness that are organized through experience or inner 
constructs and have a dynamic influence upon an individ-
ual’s response to objects or situations, with a significant 
impact on the behaviors of individuals (Allport 1935). Atti-
tudes can influence one’s behaviors and constitute a part of 
one’s identity. Teachers’ attitudes toward the teaching pro-
fession influence their own behaviors, which in turn have 
an influence on the behaviors of their students (Semerci and 
Semerci 2004). The attitude of trainee teachers toward their 
profession has an impact on their performance and success 
in that profession (Durmuşoğlu et  al. 2009). If teachers 
have a positive attitude, it is more likely that they will like 
the profession and dedicate themselves to their profession. 
What is more, they will hold the opinion that the profession 
is necessary and important for the nation (Temizkan 2008). 
In other words, trainee teachers’ positive attitudes toward 
their profession will have a great impact in fulfilling the 
requirements of the profession and leading to professional 
satisfaction (Terzi and Tezci 2007). Literature also rein-
forces the sense that teachers’ attitudes toward their profes-
sion affect the way their students learn. Motivated teach-
ers are more likely to support and implement progressive 
reforms, experience higher career satisfaction, and remain 
in the profession longer. (Roth et  al. 2007). Therefore, it 
is crucial for teachers to possess positive attitudes toward 
their profession.

In addition, it is crucial to analyze the consequences of 
teachers’ attitudes. Pre-service courses can benefit from 

that knowledge and guide the selection of courses and 
methodologies to set up a good base for the future teachers. 
Teachers’ styles, and mainly their attitudes, are indicators 
of outcomes, and do not become automatic routine behav-
iors, since they are developed very slowly but become well-
established constructs only after some time (Tiberghien 
et al. 1997).

Thus teaching attitudes may be modified by means of 
teaching programs, especially when specific competencies 
are taught in the pre-service courses. As Aksu et  al. sug-
gest (2010) in their study, undergraduate student teachers 
at education faculties in Turkey were found to have high 
levels of motivation and commitment to teaching. Thus, 
researchers conclude that teacher training institutions 
should keep this in mind in the process of improving the 
quality of education they provide. By improving quality of 
instruction, faculty attitudes toward students, social/physi-
cal environments, and extracurricular activities, faculties 
should be able to maintain and enhance the motivation of 
their students. Similarly, Tarman (2010) suggests as a result 
of his study that throughout the education process student 
teachers should be given enough opportunities to develop 
their motivational and interpersonal values and attitudes so 
as to become effective teachers. Thus, the literature rein-
forces the relation between quality teacher education and 
improvement in affective domain including attitudes of stu-
dent teachers. On the other hand, attention should be paid 
to teachers’ negative attitudes since they might affect a 
large number of the student population.

Teaching motivations of trainee teachers

Attitudes toward the teaching profession cannot be fully 
explored without analyzing the motivators that drive can-
didates to choose the profession. In this regard, Moran 
et  al. (2001) and Wang and Fwu (2001) provide a simple 
yet comprehensive categorization of intrinsic and extrinsic 
motivators involved in choosing the teaching profession. 
The intrinsic motivators include desire to teach, love for 
children, a determination to make change, and the desire 
for lifelong learning, while the extrinsic motivators include 
financial benefits, holidays, standardized exams, and family 
pressure. Low et al. (2011) and Bastick (2000) state that, in 
developed countries such as Singapore and Finland, candi-
dates choose to take part in the teaching profession mainly 
due to intrinsic motivators, whereas in developing coun-
tries, the choice is driven more so by extrinsic motivators. 
Furthermore, in countries where the teaching profession 
offers high social status, intrinsic motivators are the main 
driving factors.

In terms of the theoretical framework, in accordance 
with Moran et al. (2001), and Wang and Fwu (2001), this 
study is based on Goal Contents Theory which is one of 
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the sub-theories of self determination theory. Goal Con-
tents Theory was chosen to provide a theoretical framework 
because it analyzes motivations based on two distinct cat-
egories and provides a clear distinction between two moti-
vation types.

Goal Contents Theory

According to Goal Contents Theory, one of the five sub-
theories of STD, some of the goals that individuals have 
are more likely to lead to wellbeing than others. Certain 
goals such as community support, personal growth, and the 
formation of close relationships are called intrinsic (Kasser 
and Ryan 1996). These goals facilitate autonomy and com-
petence. On the other hand, some other extrinsic goals 
are related to gaining wealth and improving reputation. 
These goals often hinder autonomy and competence. Thus, 
such extrinsic goals impair wellbeing (Kasser and Ryan 
1996) and learning (Vansteenkiste et  al. 2006). Individu-
als, according to Goal Contents Theory, who rely more on 
extrinsic goals, are especially concerned with money and 
status, whereas people who rely on intrinsic values more 
rely on relationships, personal development, and commu-
nity. Thus, intrinsic values are directly related to personal 
fulfillment and developing the community (Ryan and Deci 
2013).

In this study, motivations of student teachers toward 
choosing the teaching profession are analyzed based on the 
intrinsic versus extrinsic drives that were put forward by 
the theory of goal contents. Intrinsic and extrinsic motiva-
tions were determined as Meta-themes, and student teach-
ers’ perspectives to choose the profession were analyzed 
under these two broad meta-themes.

As stated, liberal capitalist paradigm gained sharp 
momentum in Turkey during the late 1990s and 2000s. 
As Şimşek (2014) states, the new paradigm attacks all the 
foundations of the previous paradigm. This could be asso-
ciated with negative propaganda in the media toward the 
teaching profession in recent Turkey. Liberal capitalist par-
adigm blesses subcontracting by invalidating labor unions, 
in order to consecrate individualism. By this way, workers 
can no longer defend their rights against employers and 
become unguarded. In this case, a number of unemployed 
masses are a requirement for the operation of the system 
and the paradigm. One way of wiping away the traditional 
status of teaching profession based on social state paradigm 
could be achieved through minimizing the solidarist and 
socialist principles of the previous paradigm, and negative 
propaganda by the media toward this previous conception 
could be a very good way of wiping this away. This could 
also help the new liberal economic paradigm to be accepted 
by large masses. However, this should not be so extreme as 

to condescend the whole teaching profession and teachers 
which is the case in recent Turkey.

Therefore, as Darling-Hammond and Bransford (2005) 
suggest, it is necessary to periodically determine and evalu-
ate trainee teachers’ attitudes toward the teaching profes-
sion so that necessary improvements could be implemented 
at policy and curriculum levels. Numerous reports that have 
analyzed the attitudes of trainee teachers toward the teach-
ing profession are available in the literature, with the major-
ity of these reports focusing on university-based teacher 
education (such as Üstüner et al. 2009; Maliki 2013), and a 
limited number focusing on ATC (such as Seferoğlu 2004; 
Eraslan and Çakıcı 2011). Certain other studies (Kılınç 
et al. 2012; Bastick 2000; Low et al. 2011) have indepen-
dently addressed the motivators for choosing the teaching 
profession as a career. Recent research, especially in the 
USA, on ATC has heavily focused on the effects of teacher 
training programs in terms of the success rate of students 
in schools (Kane et al. 2008; Xu et al. 2011). Research ana-
lyzing the motivations and attitudes of trainee teachers in 
both systems, however, is currently very limited. This study 
aims to be the first to analyze attitudes of trainee teachers 
and reasons of career choice in the light of contemporary 
economic and social paradigms. The results of this study 
will contribute not only to policy-makers in terms of their 
decision-making, but also curriculum specialists in the 
future development of teacher education practices.

Aim

The objective of this study is to comparatively analyze the 
university-based and ATC teacher education systems in 
Turkey in terms of the attitudes of trainee teachers toward 
the teaching profession, explore the reasons of their career 
choice as wells as analyze attitudes by gender, department, 
and graduating faculty type. To achieve this objective, 
answers to the following questions have been sought:

1. Do the attitudes of trainee teachers in university-based 
and alternative teacher certification programs differ 
toward the teaching profession?

2. Do the attitudes of trainee teachers at university-based 
teacher education programs differ according to gender 
and department variables?

3. What are the reasons of career choice of student teach-
ers in university-based teacher education programs?

4. Do the attitudes of trainee teachers at alternative 
teacher certification programs differ according to gen-
der and graduating faculty type?

5. What are the reasons of career choice of student teach-
ers in alternative teacher certification programs?
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Methodology

Model of research

As the objective of this study was to unravel the state as 
it is, rational screening model was used, employing mixed 
methods research strategy. Quantitative data were used to 
determine the attitudes of trainee teachers toward the pro-
fession, and qualitative data to determine the reasons for 
choosing teaching as a career. In terms of mixed methods 
design, concurrent procedures, in which the researcher con-
verges quantitative and qualitative data in order to provide 
a comprehensive analysis of the research problem, were uti-
lized. In this design, the investigator collects both forms of 
data at the same time during the study and then integrates 
the information in the interpretation of the overall results 
(Creswell 2003).

Participants

The study was conducted at one of the most crowded and 
oldest public universities in Turkey, Ankara University. 
Participants in the study were 4th  year trainee teachers 
from the departments at the faculty of educational sciences 
and ATC program students who were graduates of other 
faculties at the same university during the academic year 
2014–2015. All the departments of teaching at the faculty 
of educational sciences were included in the study without 
exception. 4th year trainee teachers who were between ages 
20–23 comprised a total of 350 students and ATC program 
students who were between ages 22–35 comprised a total 
of 200 students; hence at the faculty, there were a total of 
550 student teachers. A purposive sampling method was 
utilized in the study. The participants who willingly con-
tributed to this study included 208 participants from the 
university-based teacher education programs, 129 of whom 
were females and 79 of whom were males and 200 partici-
pants from the ATC program, 153 of whom were females 
and 47 of whom were males. The original graduation pro-
grams of the ATC students were the faculty of arts and sci-
ences (145 students) and graduates of other faculties such 
as nursery, economics, or engineering (55 students). Thus, 
among 550 students in total, 408 student teachers voluntar-
ily participated in this study.

Data collection instrument

The data collection tools comprised two sections. In the 
first section, an information form was used to gather infor-
mation about the participants and an open-ended question 
asked about the reasons behind their choosing teaching as 
a career. The second section used Attitude Scale toward the 
Profession of Teaching (ASTPT), originally developed by 

Üstüner (2006). The items in the two data collection tools 
are the same except personal information questions. Gender 
and enrolled faculty variables are asked to university-based 
trainee teachers, whereas gender and graduated faculty 
type variables are asked to student teachers at ATC. Survey 
items are presented in Online Appendix A and B.

The scale developed by Üstüner (2006) is a single-
dimension Likert-type scale with five points; it consists 
of 34 items, 24 positive and 10 negative. In terms of the 
present study, the internal reliability coefficient was calcu-
lated as α = 0.96 which signifies a high degree of reliability. 
Since it was a previously validated scale, confirmatory fac-
tor analysis (CFA) was performed to the scale to validate 
the one factor and 34-item structure of the original scale.

As Kline (2005) states, in validation of a scale for CFA, 
various fit indexes are used. Most frequently used indexes 
are (Cole 1987; Sümer 2000) Chi-Square Goodness, χ2, 
root mean square error of approximation (RMSEA), com-
parative fit index (CFI), non-normed fit index (NNFI), 
normed fit index (NFI), and goodness of fit index (GFI). 
Such values observed in the scale model as Χ2/d < 3; 
0 < RMSEA < 0.05; 0.97 ≤ NNFI ≤ 1; 0.97 ≤ CFI ≤ 1; 
0.95 ≤ GFI ≤ 1; and 0.95 ≤ NFI ≤ 1 indicate perfect fit 
whereas such values as 4 < Χ2/d < 5; 0,05 < RMSEA < 0.08; 
0.95 ≤ NNFI ≤ 0.97; 0.95 ≤ CFI ≤ 0.97; 0.90 ≤ GFI ≤ 0.95; 
and 0.90 ≤ NFI ≤ 0.95 indicate acceptable fit.

The GFI of the items was presented in Table 1.
As seen in Table  1, Chi-square test is significant (χ2/

df = 5.1). The normed fit index (NFI = 0.94), the non-
normed fit index (NNFI = 0.95), the comparative fit index 
(CFI = 0.95), incremental fit index (IFI = 0.95), the good-
ness of fit index (GFI = 0.60), and the root mean square 
residual (RMSEA = 0.08) are all indicating good fit. Thus, 
the overall model fit statistics in LISREL are within the 
generally accepted thresholds and suggest an acceptable 
goodness of fit. As a result of this analysis, results indicated 
good fit and are compatible with the one factor structure of 
the original scale (Fig. 1 ).

Table 1  The goodness of fit 
index (GFI) of the items

Fit index Findings 
to the 
scale

NFI 0.94
NNFI 0.95
CFI 0.95
IFI 0.95
GFI 0.60
RMSEA 0.08
χ2 2691.21
df 527
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Data collection process

For data collection, permission was obtained from the 
University’s Ethical Committee and the Dean’s office. 
Data were collected by the researcher through distrib-
uting the data collection instrument in each class at the 
faculty of educational sciences with prior consent of each 
class professor. Data were collected during 2014 spring 
semester in April-weekdays at Ankara University, Faculty 
of Educational Sciences, from six different departments 
of 208 fourth-year students as well as 200 ATC program 
students. So, the researcher collected data face to face in 
each class explaining first the aims of the research and 
informing the students about the voluntary process. Data 
collection was based on voluntary basis and implemen-
tation of data collection instrument lasted approximately 
30 min for each participant.

Analysis of data

Quantitative data

For determining the attitudes of trainee teachers toward 
the teaching profession, the data gathered through 
ASTPT were analyzed through parametric and non-para-
metric statistics. Data relating to personal information of 
participants were analyzed by frequency and percentages.

Qualitative data

The data gathered through the open-ended question were 
analyzed using content analysis method for both groups 
of student teachers. During content analysis, sub-themes 
were identified through coding. The coding process 
was administered by a qualitative analysis expert. An 
inter-coder reliability analysis was conducted, based on 
the codes and sub-themes found during content analy-
sis. The formula of Miles and Huberman (1994), Reli-
ability = [Agreement/(Agreement + Disagreement)] × 
100, was used and inter-coder reliability between the 
researcher and the expert was found to be 91%. Qualita-
tive data results were presented using both descriptive 
statistics and the quotations extracted from the responses 
of participants. Names of the participants in the study 
were kept confidential and in their place alternate names 
were used in presenting the quotes.

Results

This section presents the results for each research question 
separately.

Attitudes of trainee teachers—program wise

Results relating to attitudes of trainee teachers at univer-
sity-based and ATC programs are presented in Table 2.

As can be seen in Table  2, the mean scores of univer-
sity-based trainee teachers are significantly higher than the 
scores of trainee teachers at ATC program.

Fig. 1  Path diagram of the items to the scale

Table 2  Attitudes of trainee teachers—program wise

Group N Mean rank Sum of ranks U P

University based 208 215.79 44884.50 18451.500 0.05
Alternative certi-

fication
200 192.76 38551.50
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Attitudes of university-based trainee teachers—gender 
wise

As can be seen in Table  3, the mean scores of females 
are significantly higher than males toward the teaching 
profession.

Attitudes of university-based trainee teachers—
department wise

It can be seen from Table 4 that the attitude scores of trainee 
teachers at university-based teacher education programs 
differ significantly among departments. When the mean 
scores are analyzed, the total mean (x = 127, 30) is well 
above the scale’s mean score (x = 102). It can be concluded 
that university-based trainee teachers have highly positive 
attitudes toward the teaching profession. The highest mean 
scores belong to classroom teaching (CT) (x = 139, 71), 
preschool teaching (PT) (x = 135, 69), and teaching men-
tally handicapped (TMH) (x = 128, 75) and the lowest to 
computer education and instructional technology (CEIT) 
(x = 111, 76), social sciences teaching (SST) (x = 117, 29), 

guidance and psychological counseling (GPC) (x = 123, 56) 
programs. According to the results of the LSD test, signifi-
cant differences were found between CT and GPC, CT and 
CEIT, and CT and SST all in favor of CT program as well 
as differences between CEIT and PT, and CEIT and TMH 
programs in favor of PT and TMH programs.

Reasons for university-based trainee teachers choosing 
the teaching profession

Results regarding the reasons are presented for each pro-
gram of study in Table 5.

In GPC program, one student teacher stresses that 
she chose this department because there are numerous 
job opportunities. She stressed that they can easily be 
appointed to government schools as counselors, and so they 
do not feel the stress of finding a vacant position as many 
other department graduates do. Thus, the student empha-
sizes the dominance of extrinsic motivators.

In CEIT program, one student teacher puts forward that 
he graduated from a computer program of a vocational high 
school. For this reason, extra scores were added to his over-
all score in the university exam. While he always wanted to 
be a computer engineer, his scores were good enough only 
for enrolling in this program which signifies an extrinsic 
motivation perspective.

In PT program, one student teacher says that she loves 
children and teaching them. She is very happy when chil-
dren learn something new and she considers this as “Chil-
dren’s’ happiness is my happiness.” She thus puts forward 
the heavy emphasis of intrinsic motivators.

In CT program, one student teacher asserts that children 
are our future and we need to help them in every possible 
way to make them more productive and successful indi-
viduals. Thus, she emphasizes the dominance of intrinsic 
motivators.

In SST program, a student teacher claims that it is not 
the money or other financial benefits that drew her into 
this profession. She said that teachers’ salaries are not 

Table 3  Attitudes of university-based trainee teachers—gender wise

Group N Mean rank Sum of ranks U P

Male 79 91.65 7240.00 4080.000 0.16
Female 129 112.37 14496.00

Table 4  Attitudes of university-based trainee teachers—department 
wise

Source of vari-
ation

Sum of squares df Mean square F P

Between groups 19809.174 5 3961.835 5.057 0.000
Within groups 158256.744 202 783.449
Total 178065.918 207

Table 5  Reasons for university-based trainee teachers choosing the teaching profession

Program Number of 
respondents

Intrinsic motivators Extrinsic motivators Main determining factor

GPC 23 43% (f = 10) 57% (f = 13) Working and employment conditions
CEIT 28 21% (f = 6) 79% (f = 22) Scores obtained in university entrance and 

placement exams
PT 39 61% (f = 24) 39% (f = 15) Personal characteristics and motivation to teach
CT 39 77% (f = 30) 23% (f = 9) Personal characteristics and motivation to teach
SST 29 59% (f = 17) 41% (f = 12) Personal characteristics and motivation to teach
TMH 31 74% (f = 23) 226% (f = 8) Personal characteristics and motivation to teach
Total 189 58% (f = 110) 42% (f = 79)
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enough in our country for a good living standard but still 
she is happy to choose this department because she likes 
teaching to young people stressing intrinsic motivation 
more on teaching.

Taking all the university-based teaching programs 
into account, then, it can be observed that intrinsic moti-
vators overall are thus more dominant in career choice 
among university-based teacher trainees at the faculty of 
educational sciences.

Attitudes of ATC trainee teachers—gender wise

As can be seen in Table  6, the mean scores of females 
are significantly higher than males toward the teaching 
profession.

Attitudes of ATC trainee teachers—faculty wise

Results regarding the faculty type on determining atti-
tudes of trainee teachers at ATC programs toward the 
teaching profession are presented in Table 7.

As can be seen in Table  7, the mean scores of fac-
ulty of arts and sciences graduates are significantly 
higher than other faculty graduates toward the teaching 
profession.

Reasons for ATC trainee teachers choosing teaching 
profession

Results regarding the reasons are presented for each pro-
gram of study in Table 8.

A graduate of faculty of arts and sciences explains that 
when he was jobless after graduating from the university, 
he had to find a regular job and the best possible option to 
do so was to become a teacher by getting a teaching certifi-
cate in a short time.

A graduate of faculty of nursery stresses that she had to 
work at a hospital as a nurse for 5 years, and working con-
ditions at the hospital was very difficult; thus, she decided 
to become a teacher by a fast track route.

Taking all the ATC programs into account, then, it can 
be observed that extrinsic motivators overall are thus heav-
ily dominant in career choice among ATC trainee teachers.

Discussion

Considering that the majority of trainee teachers across the 
country are educated in university-based teacher prepara-
tion programs, it is promising that trainee teachers in these 
programs have higher positive attitudes toward the pro-
fession. In a study conducted by Yıldırım and Ok (2002), 
ATC trainee teachers were found to be unmotivated toward 
teaching and to lack the necessary preparation to enter the 
teaching profession. In another study by Darling-Hammond 
et  al. (2002), it was found that ATC trainee teachers had 
reduced confidence and efficacy, as well as lacked com-
mitment toward teaching. In looking at these studies and 
the present research results, it can be concluded that the 
attitudes of ATC-based trainee teachers have not changed 
significantly over time. Thus, the student teacher popula-
tion of ATC programs in Turkey are problematic in terms 
of attitudes and heavy dominance of extrinsic motivators 
signify that the profession will turn into a technical exper-
tise that the liberal economic paradigm blesses rather than 
a sophisticated endeavor with intrinsic drives. In the study, 
females had better attitudes toward the teaching profession 
than males, which support the findings of certain other 
studies (Üstüner et  al. 2009; Maliki 2013). The teaching 

Table 6  Attitudes of ATC trainee teachers—gender wise

Group N x̄ Sd t P

Male 47 114.61 28.46 −2.61 0.010
Female 153 125.41 23.51

Table 7  Attitudes of ATC trainee teachers—faculty wise

Group N Mean rank Sum of ranks U P

Faculty of arts 
and sciences

145 105.85 15348.00 3212.000 0.034

Other faculties 55 86.40 4752.00

Table 8  Reasons for ATC trainee teachers choosing teaching profession

Program Number of respond-
ents

Intrinsic motivators Extrinsic motivators Main determining factor

Faculty of arts and 
sciences

112 38% (f = 42) 62% (f = 70) Working and employment conditions

Other faculties 55 25% (f = 14) 75% (f = 41) Working and employment conditions
Total 167 34% (f = 56) 66% (f = 111) Working and employment conditions
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profession, in fact, has long been considered in the Turk-
ish society as appropriate and attractive to women. Work-
ing hours and a steady job income would make the teach-
ing profession attractive for women, but Turkey also needs 
highly qualified male teachers. Attracting more male teach-
ers into the profession will contribute to wipe away the pro-
fession’s stereotype image of a woman’s job.

In addition, results of the current study show that there 
are significant attitudinal differences among university-
based trainee teachers according to their departments. The 
highest attitude scores belong to CT, PT, and TMH pro-
grams, whereas the lowest scores belong to CEIT, SST, 
and GPC programs. As CT and PT are two cornerstone 
programs of teacher education, high attitude scores in these 
programs signify optimistic prospects toward the teach-
ing profession. However, reasons of lower attitude scores 
of TMH, CEIT, and GPC programs need to be deeply ana-
lyzed, and measures to increase their attitude levels have to 
be immediately taken.

With regard to university-based trainee teachers’ motiva-
tions for choosing the teaching profession, they were found 
to emphasize intrinsic motivators (58%) more than extrin-
sic motivators (42%). It can also be observed that the pro-
grams with higher positive attitudes toward the profession 
are the ones in which the highest levels of intrinsic motiva-
tors exist. Conversely, programs with lower attitude scores 
are ones that include higher levels of extrinsic motivators. 
Thus, the results of this research confirm the theory of goal 
contents in that student teachers who rely on intrinsic val-
ues more rely on relationships, personal development, and 
community, whereas student teachers who rely on extrinsic 
values more rely on financial gains. Consequently, educa-
tion faculties need to develop their curriculum to improve 
the affective dimensions including attitudes rather than 
concentrating solely on the cognitive outcomes.

Aside from this, this study also found that ATC trainee 
teachers’ attitudes significantly differed based on their gen-
der and faculty. In this group, females again held better atti-
tudes toward the teaching profession. In addition, graduates 
of arts and sciences faculties had better attitudes toward the 
profession than the graduates of other faculties. Concerning 
the motivators of ATC trainee teachers to choose the teach-
ing profession, it is evident that they are motivated pre-
dominantly by extrinsic motivators in their career choice, 
which may be a reason for their having less positive attitude 
scores toward the teaching profession. Thus, the results of 
this research also confirm the theory of goal contents in 
that student teachers of ATC, who rely more on extrinsic 
goals, are especially concerned with money and status.

Numerous previous studies support the results obtained 
in this research, especially those related to ATC programs. 
Bastick (2000) found intrinsic motivators to predominate 
in career decisions within developed countries, while Low 

et  al. (2011) concluded that intrinsic motivators are the 
major driving factors of career choice in Singapore and 
Finland. For university-based trainee teachers, the overall 
picture is more promising; thus, the level of intrinsic moti-
vators requires significant improvement in ATC.

Conclusion

As a result of this research, it was found that university-
based trainee teachers have better attitudes than ATC 
trainee teachers toward the teaching profession. Consider-
ing that the main bulk of teachers in Turkey is comprised 
of graduates from university-based teacher education pro-
grams, this appears promising for the future of the coun-
try. It was further found that female trainee teachers in both 
groups had better attitudes toward the teaching profession. 
Regarding the departments of university-based trainee 
teachers, it was revealed that trainee teachers in CT and PT 
programs had higher levels of positive attitudes compared 
to trainee teachers in CEIT and GPC programs. As for the 
motivators affecting the career choices of trainee teachers, 
it was found that university-based trainee teachers empha-
sized intrinsic motivators more, whereas ATC trainees 
mainly emphasized extrinsic motivators. Among the ATC 
trainee teachers, other faculty graduates even emphasized 
extrinsic motivators more than graduates of arts and sci-
ences faculties.

When the findings of the research are analyzed in the 
frame of the dominant economical and ideological para-
digms, it could be asserted that high levels of intrinsic 
motivators such as the desire to be beneficial to society 
signify solidarist and socialist principles of the social state 
paradigm, whereas high levels of extrinsic motivators such 
as the competition for the university exam scores, the desire 
to earn more money in the profession, or flexibility of the 
working hours signify the consumerist, ambitious, and ego-
centric qualities of the liberal capitalist paradigm. In this 
sense, it could be asserted that in Turkey, university-based 
teacher education programs in which the attitude scores of 
trainee teachers and intrinsic motivators are higher carry on 
social state paradigm, whereas ATC programs in which the 
attitude scores of trainee teachers are lower but extrinsic 
motivators are higher demonstrate the qualities of the lib-
eral capitalist paradigm.

Recommendations

Teacher education policy needs to be strengthened in 
Turkey to ensure that all trainees internalize a greater 
amount of intrinsic motivators. Immediate meas-
ures must be taken especially concerning ATC trainee 
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teachers so as not to face problematic issues in the 
future. The curricula of university-based teacher educa-
tion institutions need to be further developed in terms of 
their affective dimension, especially in CEIT and GPC 
programs, which have shown lower attitude scores. In 
addition, if ATC programs will continue to be imple-
mented, their structure should be strengthened in terms 
of curriculum and a better supply–demand analysis 
for new entrants needs to be initiated. In this regard, a 
new ATC model for Turkey could be offered. If trainee 
teachers are to be certified for different periods, such as 
a 2-year internship certificate, a 3-year supplementary 
certificate, a 5-year initial certificate, and a continuously 
valid professional certificate just like in USA certifica-
tion system, then trainee teachers at both programs in 
Turkey will have to develop their teaching skills over 
time. This may ensure the sustainability of professional 
development for especially ATC-based teacher train-
ees. Furthermore, the implementation of ATC should 
be ended for the graduates of other faculties than that 
of arts and sciences, such as the administrative sciences 
or nursery faculties, because allowing these graduates 
to become teachers via two-semester fast track courses 
is damaging the respectability of the profession among 
the society by creating such an image that anyone with a 
two-semester training can become teachers easily.

As stated, a new paradigm tries to eliminate the foun-
dations of the previous paradigm. In this case, it is typi-
cal for the liberal capitalist paradigm of the 2000s to 
focus on individualism rather than social and collectivist 
values of the society. However, individuals who do not 
believe in the ideals and respectability of the teaching 
profession should not be allowed to become teachers, 
and the state should not allow this for the sake of finan-
cial benefits or populist policies. It could be reasonable 
to offer ATC programs to individuals with higher levels 
of intrinsic motivators, but in this case, the programs 
offered should be comprehensive like in the Singapore 
and New York cases (Aksoy and Gözütok 2014) and 
should not be limited to a fast track route of 6  months 
course emphasizing technical aspects of the profession. 
What is more, despite the dominant paradigm, it should 
not be forgotten that the teaching profession requires 
solidarity and nationalist values. Without realizing and 
emphasizing the divine values and the respectability of 
the teaching profession, it would be impossible to raise 
a new generation of teachers with high levels of intrin-
sic motivation and the result could be having an army of 
technicians aiming to earn more money or have a more 
comfortable life rather than intellectuals who believe 
in contributing to and making a change in the lives of 
students.

Limitations

Participants of this study comprise all voluntary trainee 
teachers at the faculty of educational sciences at Ankara 
University, Turkey. Although it represents the data gath-
ered from one university, the dataset is very large and 
Ankara University was chosen to be a good representative 
of all the education faculties in Turkey with its crowded 
student population from various socio-economic and aca-
demic backgrounds. In addition to that, participants in the 
two groups differ in their age and academic backgrounds 
as well as teaching credentials. Further research could be 
implemented by incorporating data gathered from differ-
ent universities in other countries. In addition, a valid and 
reliable scale or inventory could be developed to measure 
the direct and indirect effects of social and economic para-
digms on the attitudes of trainee teachers.
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