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Abstract—This study examined the career motivations of pre-service English teachers at a state university in
Turkey. For data collection, an adapted version of the Factors Influencing Teaching Choice Scale was used
and 207 pre-service teachers were surveyed. The findings revealed that social utility and intrinsic values of
teaching were important career motivations for the participants which were followed by ability related beliefs.
Both male and female participants were more intrinsically and socially motivated, while male participants had
higher ratings for job security and employment possibilities. There was not a statistical difference between
first and fourth graders’ career motivations.
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. INTRODUCTION

Personal and professional characteristics of good teachers have been vastly stated in research on teacher education
(see for example Larsen-Freeman and Long, 1991; Bailey, 1985; Miller 1987; Prodromou, 1991; Scrivener, 1994).
However, what knowledge, beliefs, motivations, and background experience they bring to their roles as teachers are
also worth studying since such studies help teacher educators better understand who their students are and they also
offer new insights into teacher education process and curriculum development (Brookhart and Freeman, 1992).

In literature on pre-service education, there is also a growing body of research on the attractors affecting the choices
people make to pursue a career in teaching. All around the world this issue has gained importance for it is becoming
increasingly difficult to motivate young people to the teaching profession as well as keeping the trained force within the
profession (Watt and Richardson, 2007; Taylor, 2006; Moran et al., 2001). Moreover, as it is stated by Watt et al.
(2007), students’ personal beliefs, preconceptions and reasons for choosing teaching as a career shape their “aspirations
for professional engagement and the trajectory of their career development” (p.155).

In the Turkish context studies on teacher career motivations have also gained momentum for the last decade. Several
studies have been conducted to understand the profiles of Turkish pre-service teachers from specific teaching programs
such as pre-school, elementary school, mathematics and biology teaching departments (see Kabadayi, 2008; Saban,
2003; Kiling and Mahiroglu, 2009; Aksu et al. 2010; Ozsoy et al., 2010). This endeavor to provide insights into
different subject areas is also the concern of the researchers of this current study. Thus, this study aims to identify those
career motivations prevalent among pre-service English language teachers.

A. A Brief Look at Types and Theories of Career Motivations

The motives for selecting teaching as a career are various. Research studies mainly indicate three basic types or
categories of motives for selecting teaching as a career: a. extrinsic motives such as salary, lengthy holidays; b. intrinsic
motives such as interest, personal experience, and intellectual fulfillment, and c. altruistic motives as wanting to
contribute to the growth of another individual (Moran et al., 2001; Brookhart and Freeman, 1992).

Apart from these traditional conceptualizations, starting from 1950s, several theories of career choice have been
developed. One of the earliest ones is Super’s self-concept theory (1953) which drew upon the role of individuals’
perception of self in choosing a career. According to the theory, the question “Who I am?” is a key factor that plays a
determinative role in individuals’ choosing a profession. Holland (1959), on the other hand, named this factor as “self-
knowledge” and claimed that a good occupational choice depends not only individuals® accurate self-knowledge but
also accurate occupational knowledge. In other words, besides developing self-awareness, individuals should also be
knowledgeable about the characteristics of the occupation so as to generate an idea whether it is suitable for them.
Another theory proposed by Gottfredson (1981) asserts that career choice is determined by two variables, that is,
sextype rating and prestige level, which means that people choose particular occupations by examining features of that
job regarding its suitability to their gender and its level of prestige.
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In addition to these, self-efficacy, a construct first proposed by Bandura (1986), is also considered as an important
source of motivation in decision-making process since individuals’ perception of their ability to perform an occupation
determines whether they will choose that occupation or not.

Yet, some other research studies have looked into theories of motivation in an attempt to identify basis in the career
selection process. Drawing upon expectancy-value theory, one of the cognitive theories of achievement motivation,
some of these studies suggest that expectations of success and the subjective value of the task are major determinants of
motivation for academic choices as well as career choices (Wigfield and Eccles, 2000; Richardson and Watt, 2005;
Eggen and Kauchak, 2007). Expectancy for success is influenced by two factors: perceptions of task difficulty and
beliefs about one’s abilities. That is, it is likely that when people perceive a task as easy, they will put more effort in
completing it and similarly people with positive self-concept of ability will have higher expectations of success and
therefore be more willing and motivated to invest time and energy into a task. Task value, on the other hand, is
influenced by four factors namely intrinsic values, utility value, attainment value and cost. Intrinsic values refer to the
pleasure one takes from doing a task, while utility value refers to the usefulness of a task for the individual’s future.
Attainment value is related to the importance of doing well on the task. Lastly, cost is what the individual has to
sacrifice to carry out the task, as well as the effort required to complete it (Eggen and Kauchak, 2007; Richardson and
Watt, 2005; Watt and Richardson, 2007).

Taken together, this brief discussion of theories illustrates the fact that individual’s career motivations can be
explained in a variety of ways depending on one’s approach to the issue. Similarly, the literature review of some studies
carried out around the world and documented below also supports these different perspectives taken while interpreting
the motives behind teachers’ career choice.

B. Choosing Teaching as Career

Studies related to the motives lying behind choosing teaching as a career abound in literature. Using both qualitative
and quantitative techniques for investigation, majority of them base their interpretations on the traditional classification
of intrinsic, extrinsic and altruistic attractors. For example, Hayes (1990 cited in Moran et al., 2001) found that in a
cohort of American students entering teaching altruistic reasons such as making a positive difference in the lives of
children were more significant. Similarly, Stiegelbauer (1992 cited in Fullan, 1993) reported that in her study with
Canadian prospective teachers, the need to make a difference to students and society as well as the desire to be role
models for students emerged as the main themes for entering the profession. Hammond (2002), in a small scale study
including trainee teachers of information and communication technology, found that trainees frequently drew upon their
own past experience of teaching as well as their own interest to explain their career choice. On the other hand, in their
comparative study of Norwegian and British pre-service teachers, Kyriacou et al. (1999) reported that the participants
rated “enjoying teaching” and “enjoying working with children” higher than the other factors, placing more emphasis
on intrinsic reasons. Yet, in another study, Sinclair (2008) found that prospective teachers are multi-motivated. In her
study, the primary pre-service teachers stated to have the necessary qualities and attributes to be teachers and to work
with children as their basic sources of motivation to become teachers besides the factor that they found teaching
intellectually stimulating. As can be seen, it is difficult to generalize the reasons why students choose teaching as a
career. The variety in their responses may be due to the cultural, social, and economic contexts they live in (Kyriacou et
al., 1999) as well as the subject areas they will teach.

In another study, Watt and Richardson (2007), on the other hand, used a comprehensive scale named Factors
Influencing Teaching Choice (FIT-Choice), which they developed (Richardson and Watt, 2006) heavily relying on the
expectancy-value theory. They conducted the study with pre-service teachers enrolled in three Australian universities
and found that perceived teaching abilities, the intrinsic value of teaching and the desire to make a social contribution
were the highest rated motivations.

As stated in the introduction, in Turkey not many studies have been conducted. Those undertaken, however, present
different results. For example, in one of the earlier studies Saban (2003) found that prospective elementary school
teachers considered altruistic reasons to be more important and the extrinsic ones such as getting a secure job and a
steady monthly income as more influential than intrinsic reasons in their career choice. In another study, Girb{z and
SUin (2004) reported that prospective biology teachers were primarily motivated by their love for biology, while they
rated the extrinsic motive of “job security” as the second reason for choosing teaching career. Similarly, Kiling and
Mahiroglu’s study on biology pre-service teachers yielded the same results (2009). According to the findings of a
qualitative study carried out by Boz and Boz (2008), prospective chemistry and mathematics teachers were influenced
by both intrinsic and extrinsic values emphasizing that especially prior positive experience with the subject itself and
teachers play a determining role on the choice of teaching career. In a large scale study Aksu et al. (2010) investigated
the profiles of prospective teachers from different teaching programs and found that more than half of the students
voluntarily chose to become teachers. On the other hand, the same group of participants reported more extrinsic reasons
such as job security, flexible hours and holidays as well as the possibility of “engaging in a secondary employment” as
motives that led them to select teaching for a profession. Ozsoy et al. (2010) also conducted a large scale study
comprising pre-service teachers from four universities and found that the majority of the participants chose teaching not
as a “fallback” career, i.e. a last-resort one, but because it was their ideal to teach. Based on this sample of studies done
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in Turkey, it could be concluded that Turkish prospective teachers of different subject areas are primarily led by
intrinsic and altruistic reasons but also heavily affected by extrinsic factors such as job security and regular income.

However, there has been a dearth of research on the career motivations of prospective English language teachers.
Therefore, this study, addressing this gap in research, is an attempt to contribute to our understanding of why this
particular group chooses to become teachers with its focus on pre-service English teachers. It is hoped that the results
and implications will contribute to the growth of existing literature on the issue and help teacher educators, curriculum
developers and policy makers better understand and improve the quality of pre-service teacher education.

C. Becoming an English Teacher in Turkey

There are two types of secondary schools, general and vocational-technical, that educate those students who wish to
pursue a career in language teaching in Turkey. General secondary schools encompass four years of schooling including
two phases: common and division-based education. In the first phase, which lasts a year, all students take compulsory
common courses such as Turkish Literature, Mathematics, Physics, History, English etc. The second phase comprises
division courses that students have to take depending on their decisions about the field of study they would like to
pursue. There are four main types of divisions: Positive sciences, social sciences, Turkish-Mathematics and Foreign
Language. This selection might be considered as a turning point in a student’s career because they can only prefer
departments pertaining to their divisions of graduation while entering university. In this respect, foreign language
departments of universities can be preferred by those students who graduate from language divisions of secondary
schools.

On the other hand, vocational schools which are called Anatolian Teacher Training High Schools also train students
for faculties of education through providing pedagogical courses during their secondary education. For that reason,
these students are given extra credits in University Entrance Exam on condition that they choose a career in teaching.
Within the selection process, firstly, students take Student Selection Examination (OSS) which is centrally administered
by Student Selection and Placement Centre (OSYM) and secondarily, The Foreign Language Examination (YDS).
While the former refers to students’ proficiency in the Turkish language, using social science concepts and their
mathematical abilities, the latter is concerned with students’ English proficiency (OSYM, 2006). The English test
contains one hundred multiple-choice items covering vocabulary, grammar and reading skills. After the announcement
of scores, the prospective university students fill in a preference form and according to their rankings and percentiles
enrol in universities.

The entrance age range among Turkish university students does not show variety since as a developing country,
career switching or doing another major is not a common phenomenon in Turkey. For this reason, after completing
secondary education at the age of 17 or 18 students become eligible candidates for English language teaching
departments of faculties of education and they usually complete their undergraduate studies within four or five years
time.

However, being an English language teacher in Turkey is not limited to students who graduate from English
language teaching departments. Graduates of six other departments functioning under faculties of Science and Letters
are also entitled as English language teachers provided that they complete a pedagogical formation course which aims
to compensate graduates’ lack of knowledge about teaching. To clearly depict the case in Turkey the following figure is
provided (see Figure 1).
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Figure 1. Paths to becoming an English teacher in Turkey
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Il. THE STUDY

A. Research Problem and Questions

The main purpose of this study is to gain insight into the factors influencing people’s decisions who choose teaching
English as a career. In relation to this purpose, thus, this study seeks answers to the following questions:

1. What are the career motivations of pre-service English language teachers?

2. Is there a relationship between pre-service English language teachers’ career motivations and their gender?

3. Is there a relationship between pre-service English language teachers’ career motivations and their grade levels?

B. Methodology

This study follows a quantitative methodology within a theory-based approach tapping Watt’s and Richardson’s
(2007) conceptualization to interpret career motivations of pre-service English language teachers in Turkey. The survey
method was taken up as the main methodology since gathering data from a relatively large number of cases was
required and the survey methodology enables researchers to gather information that people are able to report about
themselves, such as their beliefs and motivations (Best and Khan, 2006; Mackey and Gass, 2005).

C. Setting and Participants

The study took place at Canakkale Onsekiz Mart University in the spring term of 2008-2009 academic year. The
participants were students at ELT Department at the Faculty of Education. 207 students were invited to join the study
all of whom voluntarily agreed to participate and the final sample consisted of 207 first and fourth grade pre-service
teachers. The following table shows the personal characteristics of the sample (see Table 1).

TABLE 1.

PARTICIPANTS’ DEMOGRAPHIC CHARACTERISTICS.
Characteristics f %
Class
First 104 50.2
Fourth 103 49.8
Gender
Male 38 18.4
Female 169 81.6

As seen in the table, 104 (50 %) of the participants were first and 103 (49.8) of them were fourth grade learners. Of
these while a majority was female prospective teachers (81.6 %) only 38 (18.4 %) of them were male pre-service
teachers. The prevailing construction of teaching in Turkey as well as around the world is that of a feminized
occupation. Thus, the finding here also confirms that entering teacher candidates are typically female, which is also
evidenced in the studies of Aksu et al. (2010), Saban, (2003), and Watt and Richardson (2007).

D. Instruments

To collect the data a two- part questionnaire was prepared. The first part asked for demographic information such as
age, gender, status of study. In the second part, an adapted version of the Factors Influencing Teaching Choice (FIT-
Choice) Scale (Watt and Richardson, 2007) with 23 items that were grouped under 6 subscales was used. In this part a
prefacing statement to all items was written: “I chose to become a language teacher because...” and the respondents
were asked to rate the importance of each factor on their choice of teaching as a career on a seven- point Likert scale
with the anchors ranging from not al all to extremely. The questionnaire was completed in a class hour. No difficulties
were reported by the respondents who filled out the survey instruments fully without causing any data loss.

The adaptation of the FIT-choice scale

The FIT-Choice scale was originally grounded in the expectancy-value theory of motivation. However, it not only
reflects the principal aspects of this theory but also draws upon social cognitive theory and the literature on teacher
education and career choice (Richardson and Watt, 2006).

The original scale includes 3 main parts designed to elicit data about the motivations for teaching, perceptions about
the profession and career choice satisfaction. The scale related to career motivation includes the “intrinsic values”
(individuals’ interest in and desire to teach), “personal utility values” (reasons related to job security, time for family,
job transferability), “social utility values” (individuals’ desire to shape future of children/adolescents, enhance social
equity, make social contribution, work with children/adolescents), “self perceptions of individuals’ own teaching
abilities”(individuals’ perceptions of their teaching abilities), “fallback career choice” (individuals’ selection of teaching
as a career because they have not been accepted into their first choices), “socialization influences” (prior teaching and
learning experiences, peers’ or parents’ influence on their decisions) subscales (Richardson and Watt, 2006; Watt and
Richardson, 2007).

While adapting the instrument, both for the purpose of this particular study and also due to certain contextual reasons
some of the items in this scale were rewritten while some of them were left out. For instance, since the FIT-Choice scale
was not particularly developed to gather the career motivations of English language teachers, the terms “language” and
“language teacher” were included to the items wherever appropriate. It was thought that in this way the items would
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make more sense to the respondents who were language teacher candidates. Therefore, for example, item 21 in the
original scale which stated “I have the qualities of a good teacher” was turned to “I have the qualities of a good
language teacher”. As for the exclusion of some of the items, for example, the group of items put under the factor of
job transferability that read “teaching will be a useful job for me when travelling” or “A teaching job will allow me to
choose where I wish to live” were excluded since they are not applicable for Turkish foreign language teachers who are
non-native speakers of English and therefore barely travel around the world to teach English. After these adaptations,
the scale was given its final form including 23 items with two negative ones, which were all in English. One item to
check the consistency of the respondents was added which asked them to give the same response that they previously
gave to a different item. The Pearson’s Correlation analysis conducted between these items revealed a high positive
correlation (r=.979, p<.01).

The adapted version of the scale was pilot tested with a group of 165 pre-service English teachers not participating in
the main study and pre-service German teachers who checked the clarity of the items. According to their feedback some
minor changes were made in the wording of the statements. After the data was collected, its reliability analysis was also
carried out. The following table presents the findings (see Table 2).

TABLE 2.
RESULTS OF THE RELIABILITY ANALYSIS FOR THE FIT-CHOICE SCALE FACTORS
Factors Alpha values
Self-perception .78
Intrinsic Values 71
Personal Utility .85
Social Utility .88
Socialization Influences .76
Fallback Career .83

As the table shows, for all the factors the analysis yielded high reliability values.

I11. FINDINGS AND DISCUSSION
Below the findings are presented in relation to the research questions.

A. Research Question 1. Career Motivations of Pre-service English Language Teachers

The preliminary data analysis revealed that participants had moderately high level of career motivations (Mean= 4.82;
SD=.89). When the mean ratings for each item are studied, it is seen that participants placed a high value on their liking
teaching more than the other reasons (Mean=5.69; SD=1.52), which indicates that they were more intrinsically
motivated in their career choice. However, the following 4 top rated reasons are those related to altruistic motivations,
all placed under social utility value in the scale. These are; “teaching will allow me to shape child and adolescent
values”, “Teaching will allow me to influence the next generation”, “Teaching will provide me to provide service to
society” and “teachers make a worthwhile social contribution”. These findings were in line with the findings of
Stiegelbauer (1992 cited in Fullan, 1993), GUbik and SU(n (2004) and Saban (2003) who also reported that intrinsic
motivations as well as those related to making contributions to the lives of others and society were the major attractors
for entrant teachers. Similarly, Watt and Richardson (2007) in their study with a cohort of pre-service teachers from 3
Awustralian universities using the FIT-Choice scale also pointed to the same motivators as being the most important ones.

The least influential reason for participants’ career choice, on the other hand, was choosing teaching as a fallback
career. The items “I was not accepted as into my other career choices” and “I chose teaching as a last resort career”
were indicated as the least influential factors which were followed by social influences of other people around them.
However, it should be noted that while participants rated those motivators related to social influences by other people
around them such as their parents low (Mean= 3.10; SD=2.04), they reported “having good teachers as role models” as
more influential in their choice for teaching career (Mean=5.29; SD= 1.72), a case which has been emphasized in other
studies as well (see for example Stiegelbauer, 1992 cited in Bastick, 2000; Boz and Boz, 2008; Aksu et al. 2010).

The data was submitted to further descriptive analysis to understand participants’ overall career motivations in
relation to the sub factors of the scale. Table 3 below presents the mean ratings for each motivation.

TABLE 3
MEAN VALUES FOR FACTORS INFLUENCING TEACHING CHOICE

Career Motivations Mean SD

Social Utility Values 5.2895 1.16550
Intrinsic Values 5.2657 1.52310
Self -perceptions 4.9348 1.28730
Personal Utility Values 4.2842 1.36073
Socialization Influences 4.2126 1.23967
Fallback Career 1.8267 1.57552

While the highest rated motivations for choosing teaching as a career included social utility, the intrinsic value of
teaching and participants’ perceived teaching abilities, choosing teaching as a fallback career was the lowest rated
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motivation. This finding is especially interesting since there are studies evidencing that students choose teaching as a
last resort career (see Yong, 1995; Klassen et al., 2011). However, the findings of this particular study and several
others (see Aksu et al., 2010; Ozsoy et al., 2010; Watt and Richardson, 2007) did not provide support for this opinion.

B. Research Question 2. Career Motivations of Pre-service English Teachers in Relation to Gender

The second research question sought answers for the question what career motivations participants had in relation to
their gender and whether these were significantly related. The initial descriptive analysis showed that female
participants reported intrinsic career value “I like teaching” as their top motivation for choosing teaching as a career,
followed by social utility values and socialization influences (prior positive learning and teaching experience). These
findings were consistent with those reported by Saban (2003), who also found that female students had more altruistic
and intrinsic motivations than males. The analysis also revealed that the lowest rated motivations for female participants
were fallback career, social influences of other people around them. In this group, items “As a teacher I will have
lengthy holidays” and “I will have a short work day” which refer to bludging under the personal utility values scale
received lower ratings. The male participants, similarly, placed more value on social utility values followed by intrinsic
career values. However, among the top rated 9 items those related to job security (Item 6) and employment
opportunities (Item 14) also received higher ratings by male participants (Mean=5.10, SD=1.73; Mean=5.03, SD=1.74
respectively). This finding is also congruent with those in other studies (Bookheart and Freeman, 1992; Saban, 2003;
Richardson and Watt, 2006; Kiling and Mahiroglu, 2009).

The overall results of the initial descriptive statistics with the mean ratings for gender differences are presented in the
table below.

TABLE 4
GENDER DIFFERENCES FOR CAREER MOTIVATIONS.
Factors Gender Mean SD
Intrinsic Values Female 5.3313 1.53681
Male 4.9359 1.28681
Social Utility Values Female 5.3126 1.17895
Male 5.1410 1.16115
Self —perceptions Female 4.9663 1.29234
Male 4.7692 1.28681
Personal Utility Values Female 4.2536 1.37318
Male 4.5556 1.26082
Socialization Influences Female 42193 1.25192
Male 4.2244 1.24710
Fallback Career Female 1.8037 1.54304
Male 1.9231 1.72268

However, as displayed in Table 4, the independent samples t-test analysis revealed no statistically significant
differences between the gender of the participants and their career motivations (p>.05). Similarly, Kiling and Mahiroglu
(2009) pointed out that the biology student teachers in their study did not report gender based career motivations. This
is also supported by Richardson and Watt’s study (2005) investigating factors influencing career choice at an Australian
University. Out of five different factors as social status, career fit, prior considerations, financial reward and time for
family, the only significant difference was about prior considerations. In that vein, Johnston et al.’s study (1999) in
British context revealed that male and female primary teacher trainees are in agreement about factors influenced their
decisions to enter teaching profession, namely, perceived job satisfaction, contribution to society, imparting knowledge,
job security, mentally stimulating work, good holidays, respectable job, family approval, status and promotion
prospects. However, they elucidated significant gender difference about two factors as working with children and salary,
which showed that males placed less emphasis on the importance of working with children but more emphasis on salary.

The results of these studies illustrate that, although males and females are reported to be in the same line about the
effects of the majority of aforementioned factors, further empirical studies are required to understand the place of
gender as the factor influencing individuals’ reasons for entering teaching as a profession.

As for the grade differences, the mean ratings were also calculated and put in the table below.
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TABLE5
GRADE DIFFERENCES FOR CAREER MOTIVATIONS.
Factors Grades Mean SD
Intrinsic Values First 5.2374 1.34802
Fourth 5.0245 1.23757
Social UtilityValues First 5.2066 1.26200
Fourth 5.3490 1.09098
Self —perceptions First 4.8283 1.34802
Fourth 5.0245 1.23757
Personal Utility Values First 42111 1.42625
Fourth 4.4062 1.28725
Socialization Influences First 4.1052 1.20159
Fourth 4.3366 1.29200
Fallback Career First 1.7374 1.52252
Fourth 1.9216 1.63311

As Table 5 illustrates, first graders rated intrinsic values, social utility values and self-perceptions of language and
teaching abilities higher than the other ones. In line with the former group, fourth graders also rated intrinsic values,
social utility values higher than the others as the other two sources of motivations, namely personal utility values and
socialization influences, were rated in between. However, while the 1% graders indicated intrinsic values as the main
sources of their career choice, the 4™ graders showed social utility values as more influential. This difference in
perception might be due what prospective teachers experience during their teacher education. While they enter the
faculty being only concerned about what they enjoy doing, through years of study and teaching experience during
School Experience and Practicum courses they start observing how teaching is socially important. Certainly, to be able
to determine whether such changes in perceptions do occur or not, longitudinal studies should be conducted.

Not surprisingly, the fourth graders also indicated those factors related to their self-perceptions of abilities in teaching
and language as more influential in their career choice. This difference in perceptions may also be related to the effect
of training at the faculty as explained above. Literature also points out that especially teaching experience has an effect
on the self-efficacy perceptions of pre-service teachers (Eslami and Fatahi, 2008).

Lastly, for both grade levels, fallback career was the lowest rated career motivation. Similar to gender, the
independent samples t-test analysis yielded no statistically significant differences between the grade levels and sub
dimensions of career motivations (p>.05).

IV. CONCLUSIONS AND IMPLICATIONS

This study aimed to obtain insights into career motivations of pre-service English language teachers in a particular
university in Turkey. Overall, the sample in this study featured high levels of career motivations. Therefore, it could be
concluded that in terms of occupational motivations these student teachers were enthusiastic to enter teacher education.

The mean values for the sub dimensions of social utility, intrinsic values, self-perceptions, personal utility values and
socialization influences being moderately high, on the other hand, indicate that reasons for entering teaching for this
sample are multi-faceted as stated in another study by Sinclair (2008). Most noticeably, the motives for selecting
teaching career in this cohort were headed by social utility values and intrinsic career values. As it was documented by
several researchers such as Yong (1995), Bastick (2000) and Klassen et al. (2011) especially in developing countries the
reasons given for the motives to enter teaching emphasize extrinsic attractors in comparison to English speaking
metropolitan countries where intrinsic and altruistic motivations are reported as the main sources of career motivations.
As Yong (1995) reported, “extrinsic” entry career motives of pre-service teachers may undermine their long-term
commitment to teaching. Thus, the overall findings of this current study could be interpreted as positive and promising
not only for pre-service English language teacher education which aims to train quality teachers but also for but also
schools where these prospective teachers will find job opportunities after graduation. Yet, whether these motives are
shared by other prospective teachers or not needs to be researched involving larger samples from different universities
to be able to elaborate more on the results obtained here.

Of particular note in this study was the finding that the choice of teaching career was a voluntary one rather than a
fallback career, which contradicts the general public opinion that teaching is a poor choice. Although the data in this
study came from only one English language teaching department in Turkey, several other studies conducted with
different subject area pre-service teachers with similar findings (see for example Aksu et al., 2010; Ozsoy et al., 2010)
seem to support the suggestion that this result may be considered as a sign of raising standards in teacher education with
regard to career choice decisions in Turkey.

Together with the fallback career, parents’ and other people’s such as friends’ influence was the other attractor which
was found to be rated low by the participants. As opposed to this finding, however, the prospective teachers in this
study reported the influence of prior teachers as role models as one of the main reasons for their career choice.
Literature is replete with studies that have shown time and again that teacher is the “most influential school-related
force in student achievement” (Stronge, 2007, p. X). Similarly, having positive teacher role models also appears to be a
significant factor for career choice decisions (Stiegelbauer, 1992 cited in Bastick, 2000). It is already known that skilled
and qualified teaching workforce can influence young people’s lives by portraying images of good teaching and
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demonstrating good professional and personal traits. This fact, therefore, emphasizes the need to supporting practicing
teachers by providing them with opportunities for professional as well as personal development through in-service
training and other academic activities. This, in return, calls for more strategic and long term planning and investment by
Ministries of Education.

As for the relationship between gender of the participants and career motivations no statistically significant
difference was found in this study. Both groups in differing degrees put emphasis on the influence of those motives that
come under the sub dimensions of intrinsic, social utility values and self-perceptions, although female participants were
observed to have higher ratings. On the other hand, male participants perceived those motives related to the other three
sub dimensions, personal utility values, socialization influences and fallback career as slightly more influential on their
choice of career than female participants. Although not found statistically significant, male participants’ emphasis on
financial rewards of the occupation suggests that “economic survival maybe a far more relevant issue than self-
realization” (Fitzgerald and Betz, 1994, p.104) or any other higher order, altruistic motives. Especially those reasons
such as job security, steady income, and lengthy holidays seem to be regarded more by males, which is not surprising
for the Turkish context where economic uncertainties cause many people to lose their jobs especially in private sector
where teachers are left with no legal protection against the hiring and firing policies of these institutions (Aksu et al.,
2010).

Similar to gender, this current study did not find a significant difference between grade levels and career choice
motivations of the participants. One of the reasons for looking into the 1% and 4™ grade prospective teachers’
motivations in this study was to see whether training has an effect on their perceptions. As the findings suggest, except
intrinsic values, the 4™ graders rated all other sources of career motivations higher than the first graders did, which
might indicate a shift in view due to the training prospective teachers receive. However, to be able to make definite and
reliable conclusions they should be observed and studied all through their years of education, which is an implication
for further research.

The impact that career choice has on people is a long-term one and an unwilling choice may lead to low academic
achievement during pre-service education. Since the quality of pre-service teacher is closely related to the motivations,
beliefs, attitudes and perceptions of prospective teachers, understanding these established psychological constructs
gains importance. Only with such an insight could it be possible to develop training programs and attempt to change
their entering beliefs. While doing so we should not forget that these ideas and beliefs once set determine the practices
of teachers in real classrooms.

An unwilling choice of career not only jeopardizes the quality of teacher education but also is reflected in
dissatisfaction and early burnout in future career (see for example Kan, 2008; Dolunay, 2002). Therefore, young people
who choose to be teachers primarily because they are inspired by those factors such as their love for children and
teaching or by the motive to help others grow may be considered as indicators of better induction into future roles. Yet,
in the Turkish context it is not the sustainable employment but a lack of commitment to teaching and efforts for
professional development which form the basis of teacher-related problems. As this study revealed high levels of entry
career motivations supporting the similar findings of different studies, then probably more should be done to investigate
how and why these highly motivated individuals lose their enthusiasm to teach and stay up-date. This issue calls for
following graduates once they start teaching and investigating those reasons lying behind their burn-out.

Lastly, it should be noted that there are limitations that pertain to the data set in this study. To begin with, this study
examined the career motivations of pre-service English teachers enrolled in a department of a particular state university
in Turkey. As such being the case, the findings cannot be said to depict the full picture of all pre-service teachers’ career
choice motivations. Therefore, similar studies comprising different samples from different English Language Teaching
departments should be conducted to better understand the career motivations of prospective English language teachers.
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