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ABSTRACT 

 
This study investigated the motivation to teach and planned persistence of pre-service 

teachers during two phases of their student teaching experience by using a mixed 

methods study design.  The quantitative design sought to evaluate if the motivation and 

planned persistence of pre-service teachers changed during the course of the supervised 

student teaching experience.  The qualitative design endeavored to explore if the context 

of the student teaching placement impacted the motivation and planned persistence of 

pre-service teachers over time.  The study was conducted at a diverse urban university 

with students who were completing their teacher-training program at either the graduate 

or undergraduate level.  The results indicated that pre-service teachers were similarly 

motivated by several complex factors at both the beginning and end of student teaching.  

Additionally, the study participants revealed that the school context was influential in 

their motivation to teach and planned persistence in the profession.  Additional analyses 

conducted indicated that prior teaching and learning was more important to participants 

in the middle and secondary education programs than in the early childhood education 

program and that certain motivational factors were more significant for female study 

participants than male.   
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CHAPTER 1 

 
INTRODUCTION 

 
 

Teacher turnover has a profound impact on students in both public and private 

schools.  In fact, Ingersoll (2001) labeled teaching a “revolving door profession” because 

of the magnitude of educators entering and leaving the profession annually.  Boe, Cook, 

and Sunderland (2008) defined teacher turnover as “major changes in a teacher’s 

assignment from one school year to the next” (p. 8).  Research suggests there are a 

variety of causes of teacher turnover, including personal, such as health or familial-

related, organizational, such as job transfer or loss, and career-related, such as job 

dissatisfaction or promotion (Bruinsma & Jansen, 2010; Ingersoll, 2001).   Despite the 

assertion that a precise and universal method of measuring and reporting teacher turnover 

is currently unavailable, it is clear that this phenomenon affects schools unequally.  

Typically schools serving increased populations of low-income, minority, and low-

achieving students, teachers of mathematics and science, and small private schools 

experience higher rates of turnover than their counterparts (Boe et al., 2008; Ingersoll, 

2011; Ingersoll & May, 2012; Ronfeldt, Loeb, & Wyckoff, 2013). 

Teacher turnover has been linked in the literature to many outcomes, such as the 

costs to the educational institution as it relates to personnel and financial matters, the 

negative influence on student achievement, and the direct effect on teacher shortages, 

particularly in the subjects of mathematics and science (Boe et al., 2008; Ingersoll & 

May, 2012; Ronfeldt et al., 2013).  Initiatives to curb this phenomenon have shown 

varying levels of success.  These initiatives attempt to attract and retain teachers to the 

profession who are at once highly qualified, motivated, and committed to teaching.  The 
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National Commission on Teaching & America’s Future (2003) recommended strategies 

such as creating smaller schools, increasing compensation, and/or offering federal 

financial incentives to teachers (as cited by Boe et al., 2008).  Other strategies look to 

increase the pool of qualified teacher candidates who are eligible to work in schools each 

year by targeting recruitment efforts (Ingersoll, 2001). 

Yet another strategy to decrease the amount of teacher turnover is to increase the 

support and guidance of pre-service teachers as they matriculate through their teacher 

training programs.  Al-Weher and Abu-Jaber (2007) asserted that the process of how best 

to train teachers is “one of the most controversial issues among educational theorists 

worldwide” (p. 241).  Particularly in the United States, policy makers have been 

influential in changing the variety of teacher-training programs available to aspiring 

educators  as they wrestle with the issue of how best to prepare teachers (Darling-

Hammond, 2010; Imig, D. & Imig, S., 2007). 

Statement of Problem 

With increases in teacher turnover, shortages of qualified teachers in certain 

school settings and within specific academic disciplines, Watt and Richardson (2008) 

reported that the increase in the use of empirical studies to shed light on pre-service 

teachers’ motivation to pursue and persist in the teaching profession is currently an 

international trend in education.  Given this inclination, it seems that the study of pre-

service teachers’ motivation and planned persistence to teach in the various school 

contexts that comprise the complex landscape of American schools is of paramount 

importance. 
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The choice to enter teacher education programs has not been an attractive one for 

students in recent years with some countries experiencing drastic declines in teacher 

education candidates and a subsequent decline in teachers entering the profession 

(Löfström & Poom-Valickis, 2013; Ramsay, 2000 [in Richardson & Watt, 2006]).   

Richardson and Watt (2005) suggested this tendency might be due to poor ideas held by 

students and the public about the teaching profession (as cited by Bruinsma & Jansen, 

2010).   

Although the importance of teacher training programs in providing students with 

the pedagogical and experiential foundation to enter the teaching profession is well 

documented, equally well documented is the phenomenon of teacher attrition— teachers 

leaving the profession in large numbers early in their careers.  The issue of teacher 

attrition has greatly affected novice teachers (Durksen & Klassen, 2012; Klassen & Chiu, 

2011; Löfström and Poom-Valickis, 2013; Rots, Vlerick, & Vermeulen, 2007).   

Researchers have cited many reasons for the attrition of new and novice teachers from the 

profession.  Rots et al. (2007) asserted that attrition has its foundations in “initial teaching 

commitment and the quality of early teaching experiences” (p. 544).  Other reasons 

include conflicts between the expectations and realities of the teaching experience for 

student teachers and practicing teachers (Löfström & Poom-Valickis, 2013).   

For aspiring teachers, the supervised student teaching experience is a critical time 

period in their development as learners and professionals.  It is the first time that students 

are forced to negotiate the transition from behind the desk to in front of the classroom—

from student to teacher.   Known by different designations—supervised student teaching 

experience, practicum experience or apprenticeship—the influence of student teaching on 
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pre-service teacher education and its subsequent impact on teacher retention is 

documented in the literature (Darling-Hammond, Hammerness, Grossman, Rust & 

Shulman, 2005; Durksen & Klassen, 2012; Rots et al., 2007). 

It has been argued that the student teaching experience causes pre-service teachers 

to constantly reassess their commitment to the teaching profession and, consequently, 

their motivations and emotions fluctuate over the duration of the student teaching 

experience (Durksen & Klassen, 2012; Sinclair, Dowson, & McInerney, 2006).  

Moreover, Bruinsma and Jansen (2010) claimed that pre-service teachers’ motives 

determine whether they stay or leave the profession, thus affecting greatly the high 

attrition rate experienced by new and novice teachers today.  Little is known about 

changes to pre-service teachers’ commitment and motivation over time, hence more 

studies are needed to investigate, among other things, teaching motivations and career 

commitment for pre-service teacher candidates (Richardson & Watt, 2006; Sinclair, 

2008).  Attracting and retaining the right teacher candidates to the profession is key—

teachers who are highly motivated to teach and committed to their profession.  Therefore, 

examining changes in the commitment and motivation of pre-service teachers to the 

teaching profession over the course of their student teaching experience has implications 

for teacher training programs, pre-service teacher candidates, and the future of the 

teaching profession.  

Purpose of the Study 

The current study investigated the motivation to teach and planned persistence of 

pre-service teachers during two phases of their student teaching experience.  Students 

participating in their supervised student teaching experience during the spring 2015 
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semester were given the Factors Influencing Teaching Choice (FIT-Choice) Scale (Watt 

& Richardson, 2007) along with the Professional Engagement and Career Development 

Aspirations (PECDA) Scale (Watt & Richardson, 2007) at the beginning and end of their 

student teaching experience.  Together, these instruments attempted to measure the 

planned persistence in the teaching profession and the motivation to teach at each of the 

two time periods evaluated.  Since the study collected the same data at two time points 

during the student teaching experience, an investigation into changes in the motivation to 

teach and planned persistence of pre-service teachers was conducted.  Further, the study 

endeavored to explore if the context of the student teaching placement impacted the level 

of motivation and planned persistence of pre-service teachers over time.  This was 

investigated through the use of a semi-structured interview protocol that investigated the 

motivation and planned persistence of pre-service teachers, but which also explored how 

the context of the student teaching placement impacted the motivation and planned 

persistence of the pre-service teachers at the end of their student teaching experience. 

The research used a mixed methods study design.  This allowed an investigation 

of the changes in pre-service teachers’ motivation to teach and planned persistence in the 

teaching profession during the supervised student teaching experience.  It also allowed an 

investigation into the characteristics of the school contexts that have the greatest impact 

on changing pre-service teachers’ motivations to teach and planned persistence in the 

teaching profession. 

The FIT-Choice Scale was used in conjunction with the PECDA Scale to assess 

the motivation and planned persistence of pre-service teachers. Helen Watt and Paul 

Richardson (2008) developed both scales.  The FIT-Choice Scale was constructed to 
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evaluate individuals’ primary motivations to teach and to quantify and compare 

motivations across individuals in various contexts (Watt & Richardson, 2012).  It 

contains three subscales, “Influential Factors,” “Beliefs About Teaching,” and “Your 

Decision to Become a Teacher.”  The survey contains 75 items.  The PECDA contains 

seventeen items that measure participants’ planned effort, planned persistence, 

professional development, and leadership aspirations (Watt & Richardson, 2008).  This 

scale was originally created by Richardson and Watt (2008) as a multidimensional 

instrument to measure the constructs above (Watt, Richardson, & Wilkins, 2014).  

Research Questions 

 The present study will used a mixed methods research design to investigate the 

following questions: 

1. Does the motivation for pre-service teachers change over time during the course 

of their supervised student teaching experience? 

2. Does the planned persistence for pre-service teachers change over time during the 

course of their supervised student teaching experience? 

3. What is the role of the context of the supervised student teaching placement on 

the motivation and planned persistence of pre-service teachers? 

Definition of Terms 

Attrition- One of three components of teacher turnover or major changes in a teacher’s 

annual teaching assignment.  Attrition specifically refers to the phenomenon of leaving a 

teaching position for any of a number of reasons (Boe et al., 2008). 

Clinical experiences- Guided, hands-on, practical applications and demonstrations of 

professional knowledge of theory to practice, skills, and dispositions through 
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collaborative and facilitated learning in field-based assignments, tasks, activities, and 

assessments across a variety of settings (Council for the Accreditation of Educator 

Preparation Glossary, 2010). 

Clinical practice/supervised student teaching- Student teaching or internship 

opportunities that provide candidates with an intensive and extensive culminating field-

based set of responsibilities, assignments, tasks, activities, and assessments that 

demonstrate candidates’ progressive development of the professional knowledge, skills, 

and dispositions to be effective educators (Council for the Accreditation of Educator 

Preparation Glossary, 2010). 

Cooperating teacher- Certified teacher who works individually with the student teacher 

during the supervised student teaching experience to model, mentor, and evaluate the 

student teacher and to orient her to the teaching profession and the school context 

(Council for the Accreditation of Educator Preparation Glossary, 2010). 

Expectancy-value theory- A theory of achievement motivation which argues that 

individuals’ choice, persistence, and performance can be explained by their beliefs about 

how well they will do on a task and how much they value the task (Wigfield & Eccles, 

2000). 

Factors Influencing Teaching Choice (FIT-Choice) Scale- Scale developed by Watt and 

Richardson (2007, 2008) that presents a theoretical model based on modern expectancy-

value theory that measures individuals’ motivations for choosing teaching as a career and 

explores correlates and consequences of motivational dimensions. 

Field experiences- Early and ongoing practice opportunities to apply content and 

pedagogical knowledge in P-12 settings to progressively develop and demonstrate their 
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knowledge, skills, and dispositions (Council for the Accreditation of Educator 

Preparation Glossary, 2010). 

Motivation- Defined in the literature as what moves individuals to do something—it 

requires energy and activation toward achieving one’s potential or goals (Ryan & Deci, 

2000; Sinclair, 2008).   

Professional Engagement and Career Development Aspiration (PECDA) Scale- A scale 

originally created by Watt and Richardson(2008) as a multidimensional instrument to 

measure the constructs of planned effort, planned persistence, professional development, 

and leadership aspirations of beginning teachers. 

Planned persistence- The anticipated commitment towards pursuing a career in teaching 

that an individual demonstrates early in her career. 

Pre-service teacher- An individual who is matriculating in a university teacher 

preparation program (Council for the Accreditation of Educator Preparation Glossary, 

2010). 

Student teacher- An individual who is participating in the formal clinical experiences at 

the completion of their formal university teacher preparation program (Council for the 

Accreditation of Educator Preparation Glossary, 2010). 

Teacher turnover- Major changes in a teacher’s assignment annually.  Boe et al. (2008) 

suggest three components of this phenomenon, attrition, change in teacher preparation, 

and relocation. 

University Coach- Individual who serves as the student teacher’s guide, mentor, chief 

evaluator and primary liaison between the university and school where student teaching 

occurs  (Council for the Accreditation of Educator Preparation Glossary, 2010). 
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Delimitations and Limitations of Study 

Although this study advances research in the area of pre-service teacher 

motivation and planned persistence to the teaching profession over time, there are 

limitations that exist.  Specifically, the quantitative study is limited by the use of a 

convenience sampling procedure, the use of the self-report surveys, and by the research 

design of the study, generally. 

The research study would be enhanced if a randomized sampling technique were 

used.  This would enable the study results to be generalized beyond the scope of the 

proposed research setting.  Additionally, the use of self-report instruments such as the 

FIT-Choice Scale and PECDA Scale reduces the validity of the study.  Participants may 

provide biased responses that reflect socially desirable replies to the survey prompts.  

Neither of the instruments used, the FIT-Choice scale nor the PEDCA scale, uses a 

Crowne Marlowe Scale to screen for socially desirable responses. 

The longitudinal design of the study, which endeavors to evaluate the same 

participants at two points in time, has some distinct limitations as well.  First, this design 

may succumb to sample attrition where participants who responded to the survey at Time 

1 do not respond to the survey at Time 2, thus voiding their contribution to the study.  

Additionally, the use of identical surveys on more than one occasion may result in the 

activation of specific testing effects such as instrument decay, boredom, or practice since 

the participants will have already been exposed to the questions (Agnew & Pyke, 2007).   

Surveys historically have a low response rate.  Often, they are subject to non-

representative samples and inherent biases in the instrument (Krosnik, 1999).  Online 

surveys have some specific characteristic limitations including limits on space available 
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to store online data, limitations on the time available for the participants and researcher to 

access the survey and data, and the cost of online survey tools that provide access to the 

survey and data to the participants and researcher (Wright, 2005). 

Qualitative research methods in general, and the use of the semi-structured 

interview in particular may also limit the generalizability of the study’s findings.  This 

method is subject to the interpretation of the researcher, and as such, the biases that the 

researcher brings to her interpretation of the data collected from the interview participants.  

Moreover, as some of the questions are retrospective, requiring participants to recall 

experiences and feelings three months prior to the interviews, their responses are subject 

to recall bias. Finally, the purposive sampling technique used to select the qualitative 

study participants also serve as a limitation to the study and to the generalizability of the 

findings.   

The potential pool of candidates represents pre-service teachers who participated 

in their supervised student teaching experience in the spring semester.  Although student 

teaching opportunities exist in the fall semester, the majority of students who have 

matriculated in the College of Education at the university participate in their supervised 

student teaching experience during the spring semester of their senior year.  This serves 

as a limitation as traditional year-long classes are in the middle of their academic year 

when student teaching begins.  The cooperating teacher and the class have norms and 

routines that are well-established by January, and student teachers can often be seen as 

disruptive to these established routines and in turn, have difficulty establishing their 

authority in the classroom.  



 
 

 

11 
Finally, the inability to connect the data between the study participants’ initial and 

final responses required less robust statistical analyses to be performed on the data.  The 

study would be enhanced by connecting the data for individual students in order to more 

closely examine differences for each individual across his or her student teaching 

experience.  

Significance of Study 

 The present study is significant in that it will illuminate the motivational factors 

that influence pre-service teachers to pursue a career in teaching at the completion of 

their university academic coursework and at the beginning of their supervised student 

teaching experience.  Although previous studies have examined the motivational factors 

influencing pre-service teachers at various points in their university training, few have 

attempted to examine changes in the motivational factors influencing teachers over time, 

particularly during their supervised student teaching experience.  Additionally, there are 

limited studies that provide an insight into the planned persistence of pre-service 

teachers.  This study will go beyond evaluating the initial levels of planned persistence, 

as it endeavors to examine this construct over time as well.   

 Beyond its applicability to the education community generally, this study is also 

relevant to the university context in which the participants are matriculating, specifically.  

Identifying the particular types of motivations that influence pre-service teachers to 

pursue a career in teaching can help advisors and professors alike determine the most 

effective approach to mentoring, guiding, advising, and placing individuals into the most 

appropriate clinical supervision site as they begin their foray into the teaching profession.  

This is particularly important, especially if it is determined that certain types of pre-
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service teachers are more malleable than others with regard to their motivation and 

planned persistence in the profession.  Moreover, by examining planned persistence, this 

study will contribute to the existing literature on teacher turnover as it may offer a way to 

identify which individuals are more likely to (1) enter the teaching profession following 

their formal university training, (2) remain in the teaching profession beyond their novice 

teaching experience, or (3) leave the teaching profession during their novice teaching 

experience. 

Theoretical Framework 

The present study uses the modern expectancy-value theory as the theoretical 

framework to understand the issues of changing motivation and commitment in pre-

service teachers during their supervised student teaching experience.  Modern 

expectancy-value theory is one of a group of several theories situated in the achievement 

motivation field.  Achievement motivation theorists attempt to explain individuals’ 

relationships with achievement tasks, specifically, their choice of, persistence in, 

performance on, and ambition in said achievement tasks (as cited in Wigfield & Eccles, 

2000; as cited in Wigfield & Eccles, 2002).  Contemporary achievement motivation 

theorists argue that the belief about how well they perform on a task, along with the value 

that individuals associate with a task, explain their choice, persistence, and performance 

of  an achievement task (Wigfield & Eccles, 2000; Wigfield & Eccles, 2002). 

 Situated in the traditions of achievement theorists, the first expectancy-value 

theory model was developed by Atkinson (1957, 1964, 1966) whose model endeavored to 

justify various achievement-related behaviors (Wigfield & Eccles, 1992; Wigfield & 

Eccles, 2005).  Based upon the work of Atkinson (1957, 1964), Eccles et al. (1983) 
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initially developed the modern expectancy-value theory to link achievement performance, 

persistence, and choice to expectancy-related and task value beliefs of adolescents in the 

domain of math achievement (Eccles et al., 1983; Wigfield & Eccles, 2000).  The work 

of Eccles et al. (1983) differs from Atkinson (1957, 1964) in four significant ways 

outlined below: 

First, both the expectancy and value components are defined in more elaborate 
ways and are linked to a broader array of psychological and social/cultural 
determinants. Second, the model has been tested in real-world achievement 
situations rather than with the laboratory tasks often used to test Atkinson's 
theory. Third, the model was initially developed to explain gender differences in 
children's choices of whether or not to continue to take mathematics courses in 
high school and beyond. Fourth, research stemming from the model has addressed 
the issue of how children's expectancies and values develop and how they are 
influenced by experiences in the home and at school (Wigfield, 2005, Section 3) 
 
Additional differences of the most recent iteration of the modern expectancy-

value theory include (1) the assumption of a positive relationship between expectancies 

and values and (2) a direct influence of expectancies and values on performance, 

persistence, and task choice (Eccles & Wigfield, 2002).  The model is also used in a 

variety of other domains to study the influence of gender differences in beliefs and 

values; specifically, how these differences affect performance and choice in other 

academic disciplines, sports, and other types of careers (Fredericks & Eccles, 2002 as 

cited in Watt & Richardson, 2007; Watt, 2002, 2006 as cited in Watt & Richardson, 

2007; Wigfield, 2005). 

 Largely, expectancy-value theorists propose that expectations of success and the 

subsequent values placed on tasks are a significant motivating force behind academic 

choices, with social and experiential perceptions playing a less significant, but important 

role (Watt & Richardson, 2007).  In the Eccles et al. (1983) model, expectancies and 
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values are influenced by task-specific beliefs (perceptions of competence, task difficulty, 

personal goals and self-schema) and social cognitive variables are influenced by an 

individual’s perception of others’ attitudes and expectations (of them), affective 

memories and interpretations of prior achievement (Eccles & Wigfield, 2002).  Eccles 

and Wigfield (2002) assumed that “task perceptions and interpretations of past outcomes 

are…influenced by socializer’s behavior and beliefs and by cultural milieu and unique 

historical events” (pp. 118-119).   

 The Eccles et al. (1983) model delineated four parts of task-value based on the 

importance an individual places on the specific task: (1) attainment value (the importance 

of doing well), (2) intrinsic value (the enjoyment of the task or interest in the subject), (3) 

utility value (the relationship to future or career goals) and (4) cost (negative aspects of 

task engagement—performance anxiety, success, failure, lost opportunities, sacrifices 

made, emotional costs, and effort expended) (Eccles & Wigfield, 2002; Richardson & 

Watts, 2007; Wigfield, 2005, Wigfield & Eccles, 2005).  Subsequent research has 

determined that in addition to the uses outlined above, the Eccles et al. (1983) model of 

expectancy value can also predict career choices (Eccles et al., 1998). 

 Using the model developed by Eccles et al. (1983), Watt and Richardson (2007) 

proposed a new integrative model, The Factors Influencing Teaching Choice (FIT-

Choice) model, which is relevant in the domain of career choice, particularly as it relates 

to an individuals’ choice to pursue a career in teaching (see Figure 1).  In the FIT-Choice 

model, instead of the higher order factors previously identified by Eccles et al. (1983), 

namely expectancy/ability beliefs, subjective task value and perceived task difficulty, 

Watt and Richardson (2007) retitled the factors that predict choices as self (perceptions), 
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value, and task perceptions, respectively, to more accurately describe these variables as 

they pertained to the domain of a career choice in teaching.   

 

Figure 1.  Empirically validated model of the theoretical model for the FIT-Choice Scale.  
Adapted from “An Introduction to Teaching Motivations in Different Countries:  
Comparisons Using the FIT-Choice Scale,” by H.M.G. Watt and P.W. Richardson, 2012, 
Asia-Pacific Journal of Teacher Education, 40(3), p.187. Copyright 2012 by Australian 
Teacher Education Association. 
 
 The self-perceptions of ability construct targeted individuals’ perceptions of their 

teaching abilities.  The value construct mapped closely to the relative expectancy-value 

constructs, using intrinsic values to measure individuals’ interest in and desire for a 

career in teaching, subjective attainment values to measure the scope of how important 

the tasks are relative to personal goals and social utility values to measure the extent to 

which individuals’ decisions are influenced by a need to make a social contribution and 

give back to society (Watt & Richardson, 2007).  The subjective attainment values were 
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renamed personal utility values and included three other constructs, namely, time for 

family, job security, and job transferability.  Similarly, the social utility construct was 

further developed to include four other components: make a social contribution, enhance 

social equity, shape future of children/adolescents, and work with children/adolescents.   

 The task-perceptions construct was divided into two components: task demand 

and task return, which related to the expectancy-value model construct of cost.  The 

researchers further defined task demand with two components: expert career to assess the 

perception of teaching as a career requiring special training and knowledge and high 

demand to asses the perception that the career is taxing emotionally, physically, and 

requires hard work (Watt & Richardson, 2007).  Task return was further defined by three 

components:  social status, teacher morale, and salary to assess individuals’ judgments 

on the perceived respect and status of teaching, morale and societal valuation, and 

compensation, respectively. 

 A final construct, fallback career, assessed whether individuals chose to teach or 

came to teaching for other, less desirable reasons (Watt & Richardson, 2007). Also within 

the FIT-Choice model, Watt and Richardson (2007) argued that antecedent socialization 

constructs—both positive and negative—influence the decisions of individuals to pursue 

or eschew a career in education.  The researchers further defined the constructs that 

positively influenced career decisions in education as (1) prior teaching and learning 

experience to identify specific positive experiences that previously occurred and (2) 

social influences to identify positive influences of significant family members, friends 

and colleagues; to identify negative influences that dissuade individuals from pursuing a 
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career in teaching, the social dissuasion construct was developed (Watt & Richardson, 

2007).  

 The integrative model developed by Watt and Richardson (2007, 2008) and 

described above provided the framework for the development of the Factors Influencing 

Teaching Choice (FIT-Choice) Scale.  This scale will be described in more detail within 

subsequent sections of this study.   
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CHAPTER 2 

 
REVIEW OF LITERATURE 

 
 

The present study purposes to investigate changes in motivation and planned 

persistence of pre-service teachers at two time points—the beginning and end—of their 

formal student teaching experience.  This chapter provides review of relevant and related 

research and is intended to provide a foundation for understanding the current study.  

Teacher turnover and teacher attrition in the United States will be discussed, with a focus 

on attrition rates for beginning teachers.  Section two will provide a review of research on 

teacher preparation, with a focus on traditional teacher education programs.  Section three 

will discuss research on the supervised student teaching experience.  Finally, sections 

four and five will review studies that examine the motivation to teach and the 

commitment to the teaching profession for pre-service teachers, respectively.  In the 

dissertation, the existing sections of the literature review for the current proposal will be 

reexamined.  Additionally, the literature in the areas of motivation, particularly 

expectancy-value theory and teacher motivation, as well as the current research on the 

FIT-Choice and PECDA scales as they relate to teacher motivation and planned 

persistence will be reviewed.  

Teacher Turnover and Teacher Attrition 

 This section will review the phenomenon of teacher turnover.  First, the construct 

will be defined and various types of teacher turnover presented in the current literature 

will be discussed.  Next, the causes of teacher turnover in American schools will be 

presented with a brief discussion on the issues related to the accurate and universally 

accepted practices of reporting annual teacher turnover statistics.  Then the various costs 
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associated with teacher turnover will be presented.  Finally, the section will conclude 

with an in-depth discussion of a particular type of teacher turnover, attrition. 

Teacher turnover has been defined as “major changes in a teacher’s assignment 

from one school year to the next” (Boe et al., 2008).  Teacher turnover has become an 

issue for schools the world over, but particularly for schools in the United States.  

Although perceived as a ‘public school problem,’ in actuality, small private schools 

experience higher turnover rates than all other types schools (Ingersoll, 2001).  Turnover 

rates are typically higher in schools that serve large numbers of students characterized as 

low-income, minority, and low-achieving, and are also higher in specific subject areas, 

such as math and science (Ingersoll & May, 2012; Ronfeldt et al., 2013).  Ingersoll 

(2001) reported that urban public schools experience slightly higher rates of teacher 

turnover than their suburban and rural counterparts. 

 The literature suggests several reasons for the phenomenon of teacher turnover.  

In their examination of teacher turnover, Boe et al. (2008) identified three categories of 

turnover that occurs annually: teachers who (1) leave the profession (attrition), (2) move 

to a different school [within the same district] (teacher transfer or migration), and (3) 

teach a new preparation [a new grade or subject area].   Ingersoll (2001) argued that the 

phenomenon of teacher turnover was significant and called the profession a “revolving 

door” because of the massive numbers of teachers moving in and out of the workforce 

annually.  Conversely, he categorized reasons for teacher turnover as (1) organizational 

(enrollment increases, staffing cutbacks, school closings, and reorganizations) and (2) 

personal (teacher retirements, pregnancies, child-rearing, health problems, family moves, 

job dissatisfaction, or career changes) (Ingersoll, 2001).   
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The accurate reporting and interpreting of teacher turnover rates has also come 

into question.  Researchers Boe et al. (2008) claimed that there were “fundamental 

[flaws] with reporting, interpret[ing], and apply[ing] teacher turnover statistics,” and 

subsequent misrepresentations about the annual teacher turnover figures (p. 8).  Similarly, 

Ingersoll and May (2012) argued that little attention has been paid to the “costs and 

benefits, functions and dysfunctions of the turnover of teaching employees in the 

education sector” (p. 436). 

 Teacher turnover comes at a great cost to schools and districts.  The exorbitant 

costs of teacher turnover are said to have an influence on the organization, its finances, 

and the educational achievement of schools and districts (Boe et al., 2008; Lin et al., 

2012).  Lin et al. (2012) specify the financial costs as including money spent in 

“recruitment, hiring, induction, professional development, benefits and unemployment 

expenses” (p. 228).  Organizational costs include the loss of institutional memory that 

occurs when veteran and/or experienced teachers leave the organization through 

retirement, resignation, or reassignments (Ronfeldt et al., 2013).  Interestingly, Ronfeldt 

et al. (2013) reported that some turnover may be beneficial to the organization, 

particularly when ineffective teachers leave the organization.   

Using data from the New York City Department of Education and the New York 

State Education Department, researchers Ronfeldt et al. (2013) argued that the 

educational cost of teacher turnover has a far-reaching and harmful influence on student 

achievement.  Specifically, the results showed that teacher turnover “ has a significant 

and negative effect on student achievement… and is particularly harmful to achievement 

for low-performing and Black students” (p. 30), they also revealed that teacher turnover 
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negatively affected students of teachers who remained in the school just as it affected 

students of teachers who left the school (and were assigned a new teacher) (Ronfeldt et 

al., 2013). 

Of all the reasons offered for high teacher turnover rates, teacher attrition has 

garnered the most attention (Boe et al., 2008).  The high attrition rates amongst teachers 

have been attributed to many factors, including a disconnect between the experiences of 

supervised student teaching and the initial professional experiences of new and novice 

teachers  (Fokkens-Bruinsma & Canrinus, 2012).   Lin et al. (2012) reported a negative 

perception of teaching as compared to other professions as another reason for teacher 

attrition (as cited in Ingersoll, 2007).  Still other reasons that have been reported in the 

literature include the retirement of veteran staff members and the early resignation of new 

and novice teachers due to job dissatisfaction, career changes, and the quality of the first 

teaching experiences  (Ingersoll, 2001; Rots et al., 2007; Sinclair et al., 2006). 

 The effects of attrition are particularly impactful when the loss involves the 

departure of teachers prior to the age of retirement, especially in the population defined 

as new and novice teachers (Boe et al., 2008; Ingersoll & May, 2012; Lin et al., 2012).  

Using data from the National Commission on Teaching and America’s Future (2009) 

Klassen and Chiu (2011) reported that “the attrition rate for beginning teachers has been 

rising for over a decade” and that “up to a third of new teachers leave the profession in 

their first three years,” (p. 114).  Using the Teacher Follow-Up Survey from the Schools 

and Staffing Survey, Boe et al. (2008) reported that an estimated 25.5% of teachers left 

within the first three years, 32% during the first four years, and 38.5% during the first 

five years of teaching, respectively.   The literature offers many reasons for attrition 
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amongst new and novice teachers.  Fokkens-Bruinsma and Canrinus (2012) argued that 

attrition rates amongst novice teachers are “partly attributed to the discrepancy in 

experiences during teacher education and the actual work of teaching afterwards” (p. 

249) (as cited in Flores, 2001).    

Teacher Preparation 

 Although teacher education historically has meant “pre-service teacher 

preparation” prior to joining the workforce, contemporaneous definitions are inclusive of 

continuous professional development that occurs once teachers leave their formal teacher 

education programs and addresses the educational and development needs that span their 

careers (Burke, 1987 [as cited in Al-Weher & Abu-Jaber, 2007]).  Currently, there is a 

universal demand for high quality teachers and a widely accepted belief in the premise 

that the continued success of any society is predicated on high quality teachers and 

teaching (Imig, D. & Imig, S., 2007; Richardson & Watt, 2006).  Unfortunately, 

attracting and retaining highly qualified and effective teachers has also become a 

universal issue.  This is especially true for certain academic disciplines at the secondary 

school level—mathematics, science, computer science, and foreign languages—and in 

early childhood education (Richardson & Watt, 2006).    Many reasons have been cited in 

the literature for the decline in qualified teaching candidates, including (1) a perceived 

increase in job requirements and subsequent decrease in rewards, (2) a declining interest 

in teaching as a career, (3) unrealistic views of the teaching profession, and (4) 

discrepancies between supervised student teaching experiences and actual classroom 

experiences (Löfström & Poom-Valickis, 2013; Richardson & Watt, 2006). 
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In the United States, the issue of teacher quality is a top policy issue with policy 

makers serving as the driving force behind efforts to reform teacher preparation 

programs, even going as far as to create educational policy and legislation that includes 

strategies and initiatives, like “troops-to-teachers,” “Teach for America (TFA),” and a 

variety of fast-track or alternate-route certification programs, targeted at increasing the 

number of teachers who are prepared to teach (Imig, D. & Imig, S., 2007; Ingersoll, 

2001).  Darling-Hammond (2010) noted, “the past two decades have witnessed a 

remarkable amount of policy directed at teacher education and an intense debate about 

whether and how various approaches to preparing and supporting teachers make a 

difference” (p. 36).  As the demand for more qualified and effective teachers has 

increased, so, too, has the demand for changes to how teachers are sufficiently prepared 

for the realities of the classroom through teacher education programs (Imig, D. & Imig, 

S., 2007) 

The past three decades have seen drastic changes in teacher education programs.  

Historically, programs have been criticized for being heavily based in theory and for 

presenting students with a disconnected curriculum that offered little opportunity to apply 

theory into practice (Darling-Hammond, Hammerness, Grossman, Rust, & Shulman, 

2005; Hammerness, 2006).  Contemporary programs have experienced structural and 

substantive changes that provide teacher candidates with a curriculum that is at once 

coherent, cohesive, and founded in practical best-practice methods for teaching and 

learning (Darling-Hammond et al., 2005; Hammerness, 2006; Imig, D. & Imig, S., 2007). 

Successful formal teacher education programs introduce and model effective 

pedagogical and classroom management skills and strategies while providing 
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opportunities for applying theory-into-practice or developing mastery experiences 

through a clinical practicum, widely referred to as the supervised student teaching 

experience (Chambers & Hardy, 2005; Tuchman & Isaacs, 2011).  Whether offered at the 

undergraduate or graduate level, the hallmark of these programs is their extensive and 

intensive study of and/or participation in (1) academics, (2) pedagogy, and (3) supervised 

practicum experiences that allow prospective teachers to learn “in and from practice” 

(Darling-Hammond, 2005, p. 237; Darling-Hammond et al., 2005, p. 441). 

The importance of teacher education programs in the development of effective 

and quality teachers cannot be understated.  In their study of the role of teacher training 

on the development of student teachers’ beliefs, Löfström and Poom-Valickis (2013) 

argued that the beliefs about the role of teachers by pre-service candidates are as 

important as the type of  motivation expressed by said candidates.   

In their study of Jewish day school teachers in the United States with varying pre-

service teaching training and experiences, Tuchman and Isaacs (2011) found that teacher 

training programs were effective in preparing teachers for classroom instruction.  

Moreover, the authors argued the effects of teacher training were immediate and 

enduring—impacting teachers throughout the duration of their careers (Tuchman & 

Isaacs, 2011).   

Supervised Student Teaching Experiences 

 The end of most teacher preparation programs affords pre-service teachers the 

opportunity to practice their newly acquired theoretical skills and knowledge of teaching 

pedagogy under the direct supervision of a practicing teacher and a university supervisor.  

This experience is known by many names, including supervised student teaching 
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experience, clinical teaching experience, teaching practicum, apprenticeship, initial 

teaching training or teaching practice (Durksen & Klassen, 2012).  The supervised 

student teaching experience (SSTE) signifies the end of professional training prior to 

embarking upon a career in the teaching profession, it has been considered the most vital 

element of teacher education, and thus is a standard practice for most teacher education 

programs (Cuenca, 2011; Darling-Hammond et al., 2005; Fives, Hamman, & Olivarez, 

2007; Pungur, 2007).    

 The SSTE is critical in the development of pre-service teachers.  Cuenca (2011) 

argued that “how student teachers learn about the knowledge and skills needed to teach 

and the situation in which they learn to teach are inextricably linked, shaping how student 

teachers ultimately understand the work of teaching” (section 2).  Similarly, Darling-

Hammond et al. (2005) based their argument in modern learning theory when they 

asserted that “expertise is developed within specific domains and learning is situated 

within specific contexts where it needs to be developed and from which it must be helped 

to transfer” (p. 403).  Student teachers have been characterized as “having high 

expectations, knowledge of current pedagogy and a heightened desire to meet the needs 

of their students…cooperating teachers and student-teaching supervisors” (Fives, 

Hamman, & Olivarez, 2007, p. 916).   

 The SSTE typically spans the course of one semester, and provides pre-service 

teachers the opportunity to work with veteran teaching staff and a university supervisor 

as the students continue their development as teachers in an actual classroom 

environment.  The literature provides evidence of the importance of this experience in not 

only helping pre-service teachers to grow in their content and pedagogical knowledge, 
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but in impacting teacher retention, career expectations, motivation, commitment to teach, 

and teaching efficacy  (Durksen & Klassen, 2012; Rots, Vlerick & Vermeulen, 2007; 

Tuchman & Isaacs, 2011).  Researchers Durksen and Klassen (2012) argued that the shift 

from student to teacher during this period epitomizes a “psychological metamorphosis” 

(p. 32).  In at least one study, Chamber and Hardy (2005) concluded that supervised 

student teaching experiences that last for more than one semester have no significant 

impact on important teaching outcomes such as management styles and self-efficacy, thus 

calling for the continuation of one-semester SSTE (p. 7). 

 Caires et al. (2010) considered the SSTE a “high-stakes experience” because of 

the ability to enhance or restrict access to a teaching position depending upon a student’s 

un/successful experience (as cited in Durksen & Klassen, 2012).  Pre-service teachers 

have lauded the importance of the SSTE for providing opportunities to teach in actual 

rather than simulated learning environments (as cited in Rots, Vlerick, & Vermeulen, 

2007, p544). Unfortunately, the literature also revealed that all supervised student 

teaching experiences are not created equally.   

 The archetypal SSTE involves intense coaching and scaffolding of learning 

throughout the semester, with the student teacher gradually given increasing 

responsibilities for the planning, implementation, and evaluation of instruction and 

learning.  Some experiences miss the mark and may not provide the type of support, 

encouragement, and opportunities for growth that others do (Fives, Hamman, & Olivarez, 

2007).  Darling-Hammond et al. (2005) reported the stark reality of supervised student 

teaching experiences as:  

highly variable both within and across programs, depending on how cooperating 
teachers are recruited, whether and how the process is guided, and what the 
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expectations are for performance by both the novice and cooperating teachers.  
The experience can range from the most passive version of student teaching in 
which the prospective teacher sits in the back of a classroom and simply observes 
and…to a kind of ‘trial by fire’ in which the student teacher takes over a more 
experienced teacher’s classroom immediately and teaches alone…(p.409) 
 
What is clear from the literature is that student teachers who were most confident 

in their SSTE reported high-quality, high-guidance interactions with their cooperating 

teachers and varied experiences that improve teaching competency and efficacy (Fives et 

al., 2007; Tuchman & Isaacs, 2011).  Moreover, as reported by Darling-Hammond et al. 

(2005), the nature of the support that pre-service teachers receive during the SSTE is 

critical for their continued growth as teachers (p. 411). 

Initial and Changing Motivations to Teach for Pre-Service Teachers 

 Motivation has been defined in the literature as what moves individuals to 

perform an action—it requires energy and activation toward achieving one’s potential or 

goals (Ryan & Deci, 2000; Sinclair, 2008).  Ryan and Deci (2000) argued that motivation 

varies according to the type and magnitude.  Applied to teaching and teacher education, 

Sinclair (2008) stated “motivations may, therefore determine what attracts individuals to 

teaching, how long they remain in their initial teacher education courses and 

subsequently the teaching profession, and the extent to which they engage with their 

courses and the profession.” (p. 80). 

 Although not every individual expresses a similar motivation to teach, research 

has shown that there are common motivations expressed amongst pre-service teachers 

(Chuan, 2013; Sinclair, 2008).  Researchers differ on how to categorize the factors that 

motivate individuals to teach.  For example, Sinclair (2008) argued that individuals are 

motivated to teach by one of ten factors, while others have argued for a simpler two-
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factor categorization of motivations to teach—intrinsic and extrinsic motivation (Chuan, 

2013). 

 Sinclair’s (2008) ten factors of attraction to teaching include “love of or desire to 

work with and benefit students, altruism, influence of others, perceived benefits and/or 

convenience of teaching, ‘calling’ to teach, love of teaching or a subject, desire for a 

career change, perceived ease of entry into major, and status” (p. 81).  Ryan and Deci 

(2000) defined intrinsic and extrinsic motivation as “the doing of an activity for its 

inherent satisfaction rather than for some separable consequence” and “[the doing of an] 

activity… in order to attain some separable outcome” (p. 56).  More specifically, intrinsic 

motivation influences individuals to act for the challenge or fun of achieving a goal rather 

than to avoid external pressures or accumulate certain rewards (Ryan and Deci, 2008).  

Most of the studies on teacher motivation have been conducted in the United States and 

have concluded that intrinsic, extrinsic, and altruistic motivations are important 

motivating factors that influence teachers to enter and remain in the teaching profession 

(Watt & Richardson, 2008).  

In his study of the motivation and commitment of pre-service teachers, Sinclair 

(2008) found that following the practicum experience, study participants were more 

motivated, committed, and enthusiastic about teaching.  Moreover, he concluded that pre-

service teachers were more likely to enter the profession because of intrinsic rather than 

extrinsic motivations (Sinclair, 2008). 

Similarly, in his research of pre-service teachers, Chuan (2013) found that study 

participants were attracted to teaching, in large part, because of intrinsic factors, but that 

the type of motivation varied by gender and by age.  Specifically, older teachers 
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emphasized extrinsic factors more and females placed more emphasis on certain intrinsic 

factors than males. Again, using pre-service teachers as study participants, Sinclair et al., 

(2006) found that participants in their first semester of teacher education reported strong 

intrinsic motivations toward pursuing a career in teaching, specifically motivations 

included working with children, worth of teaching, intellectual stimulation and helping 

others.  Likewise, Manuel and Hughes (2006) found that a cohort of pre-service teacher 

education students in Australia were motivated to teach for three reasons “the quest for 

personal fulfillment, the desire to work with young people to make a difference in their 

lives and the opportunity to continue a meaningful engagement with the subject of their 

choice” (p. 20). 

Intrinsic motivation factors have been reported as being more desirable because of 

their potential to be more consistent and stable over time (Sinclair, Dowson, & 

McInerney, 2006).  In their study of pre-service teachers, Bruinsma and Jansen (2010) 

found that intrinsic motives were related to positive experiences with teaching and 

teacher education program quality while extrinsic motives were related to negative 

experiences with teaching and a subsequent decrease in anticipated time in the 

profession.  In their review of initial motivations for Chinese and American pre-service 

teachers, Lin et al. (2012) found that both cohorts expressed similar initial motivations 

toward pursuing a career in teaching, suggesting that types of motivations between 

teachers may be more similar regardless of differences geographically and 

philosophically. 

Fokkens-Bruinsma and Canrinus (2012) looked at the motivational differences 

between two cohorts of Dutch pre-service teachers, one at the beginning, and one at the 
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end of the teacher education programs.  The researchers concluded that changes in 

motivation at the start of the teacher education program and the end of the program were 

positively related to the pre-service teachers’ levels of affective commitment, a factor that 

is important in deciding to stay in the profession (Fokkens-Bruinsma & Canrinus, 2012). 

Initial and Changing Commitment to Teach for Pre-Service Teachers 

 Klassen and Chiu (2011) asserted that “commitment takes many facets with 

various work-related targets, including commitment to the organization, occupation, 

union or work group” (as cited in Hackett et al., 2001) (p. 114).  Rots et al. (2007) 

defined teaching commitment specifically as “a teacher education graduates’ degree of 

psychological attachment to the teaching profession” (p. 546) (as cited in Colardarci, 

1992).    Commitment to teaching, therefore, can be inclusive of an individual’s 

attachment to her career and/or to her school context. 

 In their review of occupational commitment for practicing and pre-service 

teachers, Klassen and Chiu (2011) found that (1) several factors influenced teachers’ 

decisions to remain in and to enter the teaching profession and (2) practicing teachers had 

lower levels of occupational commitment than pre-service teachers.  Similarly, Rots et al. 

(2007) confirmed their expectations that teaching commitment was related to graduating 

teacher candidates’ entrance into the teaching profession, confirming previous research 

about the relationship between commitment and retention to/entrance into the profession 

and the importance of teacher education for pre-service teachers. 

 In their study of pre-service teachers during their SSTE, Durksen and Klassen 

(2012) found that pre-service teachers experienced changes in their levels of 

commitment, specifically, initial high rates of commitment decreased drastically during 
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the SSTE, only to increase toward the end of the experience.  Also studying pre-service 

teachers (predominantly female students in their first semester of coursework), Sinclair 

(2008) found that students experienced an increase in their level of commitment 

following their practicum experience. 

 The literature suggests that commitment for pre-service teachers is not fixed, but 

changing throughout various segments of their teacher education program.  Particularly 

during the SSTE, pre-service teachers experience fluctuations in their levels of 

commitment throughout the semester-long experience.  The literature also suggests that 

level of commitment, among other things, influences the decisions of pre-service teachers 

to pursue a career in the teaching profession following graduation.  

Summary 

 The number of studies contributing to the body of literature on the phenomenon 

of teacher turnover and on the topic of teacher preparation is significant.  Teacher 

turnover, in particular, attrition, is having deleterious effects on student achievement and 

is negatively impacting educational organizations, including their finances as they recruit 

and train new professionals, and the overall organization as they lose institutional 

memory and veteran staff members, many of whom are more skilled in pedagogy and 

content knowledge. 

 Teacher training programs, specifically quality teacher training programs, have 

been linked to decreasing teacher attrition and increasing the number of teacher 

candidates who enter the teaching profession annually.  Of import is the supervised 

student teaching experience, which allows pre-service teachers to experience the 
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profession with the assistance of a cooperating teacher and a university supervisor and to 

gain important skills and knowledge outside the confines of their university classrooms.   

 A significant number of studies have looked at the commitment and motivation 

for pre-service teachers.  Most have looked at one or the other factor as it relates to 

teacher attrition and entrance into the teaching profession at various time points during 

their university training.  Others look at multiple cohorts of pre-service teachers, some at 

the beginning of their university training and some at the end of their supervised student 

teaching experience.  Several countries have shown an interest in understanding 

motivation as it relates to pre-service teachers’ decisions to enter and remain in the 

teaching profession (OECD, 2005 as cited in Watt & Richardson, 2008).  Further, there is 

a gap in the literature on changes in motivation and commitment for pre-service teachers, 

particularly student teachers over time while they are participating in their supervised 

student teaching experience.  This study attempts to address this issue by looking at the 

changes in motivation and planned persistence for a diverse population of pre-service 

teachers during their supervised student teaching experience. 
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CHAPTER 3 

METHODS 

 
Introduction 

 The primary purpose of this study was to investigate the changes in motivation to 

teach and planned persistence in the teaching profession for pre-service teachers over 

time.  The study used a mixed methods study design, and as such, employed both 

quantitative and qualitative research approaches.  The quantitative design used two 

instruments, the Factors Influencing Teaching-Choice (FIT-Choice) Scale and the 

Professional Engagement and Career Development Aspiration (PECDA) Scale to 

evaluate the motivation to choose a career in teaching and the planned persistence in the 

teaching profession for pre-service teachers, respectively.  The qualitative design used a 

semi-structured interview to more fully understand the participants’ motivations to teach 

and planned persistence to the teaching profession and to discern what effect, if any, the 

student teaching context had on changing the motivation and commitment for pre-service 

teachers. 

Role of Researcher and Ethical Issues 

 As a certified secondary education teacher, I know full well the challenges and 

opportunities that participating in the supervised student teaching experience provides for 

pre-service teachers.  As a career educator, I am also familiar with the changes in 

motivation and commitment to the profession that occur during the course of an 

individual’s career.  In my role as a researcher, particularly when conducting the semi-

structured interviews, it was important for me to suspend my own experiences as a 
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student teacher and a career educator so that I could carefully interpret the lived 

experiences of the participants who took part in the study. 

 Similar to all research, the present study presented specific ethical issues that 

needed to be addressed throughout.  The nature of the study, specifically, the use of 

online surveys for the quantitative approach and the semi-structured interviews for the 

qualitative approach, involved minimal risk to the study participants.  However, all 

phases of the study were conducted with the prior approval of the Institutional Review 

Board.  Participants were provided with an informed consent protocol that described for 

them the nature of the study, the inherent risks and benefits associated with participation, 

and the ability to withdraw themselves form the study at any time (Agnew & Pyke, 

2007).  Additionally, all information that could positively identify participants was kept 

confidential.  A coding process was used for the semi-structured interviews such that the 

identities of the participants and the school that he/she completed the supervised student 

teaching experience in was not revealed.    

Setting 

 The study was conducted during the Spring 2015 semester at a large urban public 

university comprised of a diverse student population.  Study participants were pre-service 

teacher education students who were beginning their supervised student teaching 

experience.  Students were placed in a variety of school contexts that were representative 

of many public schools within the United States.  Participants fulfilled their student 

teaching requirement in various levels—elementary, middle, or high school within urban 

or suburban districts in and around a metropolitan area.  The participants were 

matriculated students in good academic standing with the College of Education and 
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anticipated completing their student teaching requirement at the end of the Spring 2015 

semester.   

Quantitative Design 

 A convenience sample of pre-service teachers participating in their teaching 

seminar class prior to beginning their supervised student teaching experience served as 

the pool of possible study participants.  Participants volunteered to take part in the study 

and were given modified versions of the FIT-Choice Scale (See Appendix B) and the 

PECDA (see Appendix C) as pre- and post-surveys to measure their initial and final 

motivation to teach and planned persistence in the teaching profession.  For the present 

study, the FIT-Choice Scale was modified such that the “Beliefs About Teaching” 

subscale (section C) was omitted.  The PECDA was modified to omit the “Professional 

Development Aspirations” subscale (Section E).  In both instances, the decision to omit 

the subscales was made to limit the overall length of the surveys since neither of these 

constructs was being evaluated through the research questions investigated.   

Participants 

 The population from which the study sample was derived is the group of pre-

service teachers who had successfully applied to and been accepted into the College of 

Education’s student teaching program.  The participants represented those individuals 

from the sample who self-selected into the present study and completed both the initial 

and follow-up surveys.  The pre-service teachers matriculated in an undergraduate or 

graduate degree program in either (1) early childhood education (Pre-K-4), (2) middle 

grades education (4-8), or (3) secondary education (7-12), (4) TUTeach (math and 

science certification), or (5) Special Education 4+1.   Specifically, the participants 
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represented those individuals from the sample population who self-selected into the study 

and who completed the initial and follow-up online questionnaires.  Participation in the 

study was incentivized with the opportunity to receive a $75USD gift card for completing 

the questionnaires in the first two phases of the study.   

Instruments 

 The FIT-Choice Scale was developed to measure the motivations influencing pre-

service teachers to choose a career in teaching.  It asked participants to respond to 57 

items pertaining to motivation factors, perceptions about the teaching profession and 

career choice satisfaction (Watt & Richardson, 2008).  Psychometric properties of the 

FIT-Choice scale were first evaluated in studies conducted with pre-service teachers in 

Australia (Richardson & Watt, 2006; Watt & Richardson, 2007).  A cross-cultural 

validation study was conducted to empirically validate its use for international samples 

including participants from United States, Germany and Norway (Watt, Richardson et al., 

2012).  

 Watt and Richardson (2007) used the modern expectancy-value theory as the 

foundation for developing the FIT-Choice model, which is an integrative theoretical 

model that is used in the context of choosing teaching as a career.  The scale has three 

main sections, entitled       “Influential Factors,” “Beliefs about Teaching,” and “Your 

Decision to Become a Teacher,” respectively.  The scale begins with an open-ended 

question that asks participants to “briefly state your main reason(s) for choosing to 

become a teacher” (Watt & Richardson, 2004). 

The “Influential Factors” section includes 54 questions that ask participants to 

rate the importance of various influences on their choice to pursue a career in teaching on 
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a scale from 1 (not at all important) to 7 (extremely important).  Some of the items in this 

section map onto the higher order factors of personal utility value and social utility value.  

Specifically, the theorized constructs of job security, time for family, job transferability 

are first-order constructs that comprise the personal utility value factor.  The theorized 

first-order constructs of shape future of children/adolescents, enhance social equity, make 

social contribution, work with children/adolescents comprise the higher order factor 

social utility value.  This section also included items that corresponded to the theorized 

constructs of perceived teaching ability, intrinsic career value, fallback career, and to the 

antecedent socialization influences of prior teaching and learning experiences, and social 

influences (Richardson & Watt, 2007; Watt & Richardson, 2006).  Table 3.1 shows the 

FIT-Choice Scale survey items for each of the three subscales grouped by higher-order 

factors and then by first-order constructs. 

The “Beliefs about Teaching” section asked participants to evaluate fifteen 

statements related to their perceptions about the teaching profession on a scale of 1 (not 

at all) to 7 (extremely).   Some of these items mapped onto the higher order factors of 

task demand and task return.  Specifically, the theorized first-order constructs of career 

expertise and task difficulty corresponded to the higher order factor of task demand.  The 

theorized first-order constructs of social status and teacher morale, and good salary 

corresponded to the higher order factor of task return (Richardson & Watt, 2007; Watt & 

Richardson, 2006).   

Finally, the “Your Decision to Become a Teacher” section asked participants to 

evaluate six questions that consider their satisfaction with their choice of a career in 

education and the influence of others on their career choice on a scale of 1 (not at all) to 
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7 (extremely).  These items correspond to the theorized constructs of social dissuasion 

and satisfaction with choice and were unrelated to any higher order constructs 

(Richardson & Watt, 2007; Watt & Richardson, 2006).   

 The Fit-Choice scale was originally validated using two cohorts of first year pre-

service teacher education majors from a large urban university in Sydney, Australia (Watt 

& Richardson, 2007).  Cohort 1 was composed of undergraduate level Bachelor of 

Education (BEd) majors and cohort 2 was composed of graduate level Master of 

Teaching (MTeach) majors.  The scale validation study was replicated the following year 

with cohorts 3 and 4 of  BEd and MTeach students, respectively, who were enrolled at 

another similarly situated university in Sydney, Australia.  Exploratory factor analysis 

(EFA) was used to assess the factorial structure for first-order factors of the survey results 

from the BEd students in cohort 1 and the resulting factor structure was used to evaluate 

the MTeach candidates in cohort 2.  Next, the researchers established both convergent 

and divergent construct validity of the first-order factors of both BEd and MTeach 

candidates in cohorts 1 and 2 by conducting a confirmatory factor analysis (CFA) (Watt 

& Richardson, 2007).  Nested CFA was used to establish convergent and divergent 

construct validity for both first-order and higher order factors and the same analyses were 

repeated on cohorts 3 and 4 in order to establish reliability and validity in another 

independent sample (Watt & Richardson, 2007). 
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Table 1 

FIT-Choice Scale Subscales and Items 

Higher-Order Factor Factor Sample survey items 
Part B:  Influential Factors 
Subscale 

 Item Stem:  “I Chose to 
become a teacher 
because…” 

N/A Ability teaching is a career suited to 
my needs. 

N/A Intrinsic career value I am interested in a career in 
teaching. 

N/A Fallback career I chose teaching as a last-
resort career. 

Personal utility value Job security teaching will be a secure job. 
 Time for family teaching hours will fit with 

the responsibilities of having 
a family. 

 Job transferability 
 

 
 

Social utility value Shape future of 
children/adolescents 

Teaching will allow me to 
have an impact on 
children/adolescents 

 Enhance social equity Teaching will allow me to 
work against social 
disadvantage. 

 Make social contribution Teachers make a worthwhile 
social contribution. 

 Work with 
children/adolescents 

I want a job that involves 
working with 
children/adolescents. 

N/A Prior teaching and learning 
experience 

I have had inspirational 
teachers. 

N/A Social influences My family thinks I should 
become a teacher. 

Part C:  Beliefs about 
Teaching Subscale 

  

Task demand Expertise Do you think teaching 
requires high levels of expert 
knowledge? 
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Table 1 (continued) 
Higher-Order Factor Factor Sample survey items 
 
 Difficulty Do you think teaching is 

hard work? 
Task return Social status Do you believe teaching is a 

well-respected career? 
 Salary Do you think teachers earn 

a good salary? 
Part D:  Your Decision to 
Become a Teacher Subscale 

  

N/A Social dissuasion Did others influence you to 
consider careers other than 
teaching? 

N/A Satisfaction How satisfied are you with 
your choice of becoming a 
teacher? 

 
Note.  Adapted from “Motivations, perceptions, and aspirations concerning teaching as a 
career for different types of beginning teachers,” by H.M.G. Watt and P.W. Richardson, 
2008, Learning and Instruction, 18, p. 415.  Copyright 2008 Elsevier Ltd. 
 
 Watt et al. (2012) provided the first cross-cultural validation study of the FIT-

Choice Scale in their work with teachers from Australia, Germany, Norway, and the 

United States.  The participants from the United States and Australia represented 

beginning teacher education candidates while the participants from Germany and Norway 

represented teacher education candidates at various stages of their academic training 

(Watt et al., 2012).  Modifications to the survey were made to adjust for (1) motivation 

factors that did not apply to all settings, (2) to enhance subscale reliabilities, (3) the 

mistranslation of a word in the German edition of the survey, and (4) items that were not 

developed at the time of the survey administration in Australia (Watt et al., 2012).  The 

modifications resulted in “strong factorial invariance [that] implied …scale constructs 

were generaliseable (sic) within each of the settings from which we had obtained 
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samples, that sources of bias and error were minimal, and that cross-sample differences 

did not affect the constructs’ underlying measurement characteristics” (Watt et al., 2012, 

p. 801).  Table 3.2 shows the factor solutions for the motivations subscale and Table 3.3 

shows the factor solutions for the perceptions subscale, both shown with modifications 

and adjustments for the diverse international samples represented in the study.  The 

“Perceptions About Teaching Subscale” was not administered to the Norwegian sample; 

therefore, this sample is not represented in the validation and reliability study results for 

the perceptions subscale (Watt et al., 2012). 

Commitment to the teaching profession was measured using the Professional 

Engagement and Career Development Aspirations (PECDA) scale also developed by 

Watt and Richardson (2008).  This survey contained seventeen items that measure 

participants’ planned effort, planned persistence, professional development, and 

leadership aspirations (Watt & Richardson, 2008).  EFA was used to establish the 

reliability and validity of the PECDA scale.  The analysis determined the instrument 

demonstrated “good reliability (α < 0.90) and construct validity” (Watt & Richardson, 

2008).  Table 3.4 shows the survey items and the Cronbach’s alpha reliabilities for the 

PECDA.  As items 12 and 9 from the Career Choice Satisfaction Subscale of the PECDA 

survey are identical to items D3 and D5 from the “Your decision to become a teacher” 

subscale of the FIT-Choice Scale, these items will not be used in the current study. 
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Table 2 
 
Modified FIT-Choice Scale Motivation Subscale Factor Solutions, Cronbach’s alpha, 
and Survey Items  
 

Higher 
Order 
Factor 

Factor Alpha 
Aust./U.S./Germ./Norway 

Survey 
Items 

Sig. 
(p<.05)a 

N/A Perceived teaching 
abilities 

.831/.778/.805/.753 B5, B19, 
B43 

abcdef 

N/A Intrinsic values .721/.701/.717/.786 B1, B 7, 
B12 

abcde 

Personal 
utility 
value 

Job security .839/.818/.893/.823 B14, B27, 
B38 

ade 

 Time for family .836/.791/.881/.765 B2, B16, 
B29 

ac 

Social 
utility 
value 

Enhance social 
equity 

.843/.873/.767/.780 B36, B49 abcef 

 Make social 
contribution 

.823/.796/.806/.752 B6, B20, 
B31 

abcef 

 Work with 
children/adolescents 

.895/.895/.912/.909 B13, B26, 
B37 

acdef 

N/A Prior teaching and 
learning experience 

.874/.860/.875/.836 B17, B30, 
B39 

abcef 

N/A Social influences .815/.883/.854/.854 B3, B24, 
B40 

acdf 

Note.  The first indicator of each construct was fixed to 1 to establish the factor metric. 
Adapted from “Motivations for choosing teaching as a career:  An international 
comparison using the FIT-Choice scale,” by H.M.G. Watt, P.W. Richardson, U. 
Klusmann, M. Kunter, B. Beyer, U. Trautwein, and J. Baumert, Teaching and Teacher 
Education, 28, p. 800.  Copyright 2012 Elsevier Ltd. 
a a denotes U.S. significantly different from Australia, b denotes U.S. significantly 
different from Germany, c denotes U.S. significantly different from Norway, d denotes 
Australia significantly different from Germany, e denotes Australia significantly different 
from Norway, f denotes Germany significantly different from Norway. 
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Table 3 
 
Modified FIT-Choice Scale Perceptions Subscale Factor Solutions, Cronbach’s alpha, 
and  
Survey Items  
 

Higher 
Order 
Factor 

Factor Alpha 
Australia/U.S./Germany 

Survey Items 

Task 
demand 

Expert career .732/.696/.802 C10, C14 

 High demand .730/.655/.740 C2, C7, C11 
 

Task return Social status .904/.875/.870 C4, C8, C9, 
C12, C13 

 Salary .929/.898/.941 C1, C3 
N/A Social dissuasion .680/.691/.745 D2, D4, D6 
N/A Satisfaction .923/.943/.933 D3, D5 

Note.  The first indicator of each construct was fixed to 1 to establish the factor metric 
and in the case of “social dissuasion” gammas were constrained to equally contribute. 
Adapted from “Motivations for choosing teaching as a career:  An international 
comparison using the FIT-Choice scale,” by H.M.G. Watt, P.W. Richardson, U. 
Klusmann, M. Kunter,B. Beyer, U. Trautwein, and J. Baumert, Teaching and Teacher 
Education, 28, p. 800.  Copyright 2012 Elsevier Ltd. 
All paired comparisons statistically significant (p < .05). 
 
 Watt and Richardson (2007) established support for the use of the FIT-Choice 

Scale combined with the PECDA Scale to evaluate the career choice and commitment for 

pre-service teachers.  Specifically, they identified the “the importance of these 

motivational factors in influencing beginning teachers’ subsequent commitment and 

engagement with teaching as a career” in their work that evaluated the motivations and 

beliefs of pre-service teachers entering teacher training programs and the same teachers 

upon their exit from their degree program (Watt & Richardson, 2007, p. 195).  Further 

analysis indicated a correlation between motivations for and beliefs about teaching and 

the five outcome variables assessed in the PECDA scale.  Table 3.5 shows the 
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correlations between the entry motivations and beliefs and the exit teaching engagement 

and career development aspirations. 

Table 4 
 
Correlations between entry motivations and beliefs and exit teaching engagement and 
career development aspirations 
 
 Exit teaching engagement and career development aspirations 
Entry Motivations 
and beliefs 

Planned 
effort 

Professional 
development 
aspirations 

Planned 
persistence 

Leadership 
aspirations 

Satisfaction 
with choice 

Entry motivations      
  Intrinsic value .23** .16* .37** .27** .33** 
  Job security -.02 -.01 -.05 -.02 -.11* 
  Time for family -.05 -.09 -.04 -.04 -.08 
  Job transferability -.04 -.09 -.16* -.04 -.08 
  Shape future .15* .10 .20** .10 .18** 
  Enhance social     
equity 

.05 .10 .17** .14* .09 

  Make social 
contribution 

.09 .12** .17** .10+ .15* 

  Work with 
children/adolescents 

.21** .21** .31** .24** .29** 

  Perceived ability .19** .16* .30** .22** .23** 
  Prior teaching and 
learning 

.12+ .16* .29** .26** .18** 

  Social influence .05 .07 .09 .19** .03 
  Fallback career -.17** -.18** -.29** .04 -.38** 
Entry beliefs      
  Expert career .14* .13* .13* .12+ .07 
  High demand .10 .08 .03 -.02 -.00 
  Social status .12+ .08 .19** .04 .08 
  Salary .02 -.01 .03 -.07 -.02 
  Social dissuasion -.06 -.05 -.05 .08 .03 
  Satisfaction with 
choice 

.23** .21** .45** .21** .43** 

Note.  Listwise N = 258. 
Adapted from “Motivational factors influencing teaching as a career choice:  
development and validation of the FIT-Choice Scale,” by H.M.G. Watt and P.W. 
Richardson, 2007, The Journal of Experimental Education, 75(3), p. 194.  Copyright 
2007 Heldref Publications. 
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Procedure 

 Permission to evaluate pre-service teachers was granted by Dr. Juliette Cursi, 

Director of School and Community Partnerships for the College of Education during the 

Spring 2014 term. The study will be introduced to the prospective candidates in three 

ways.  First, after acceptance of the research proposal by the dissertation committee and 

the Institutional Review Board (IRB), an email was sent at the beginning of the semester 

to all students who had applied and been accepted into the university’s student teaching 

program.  The email introduced the study and provided a link for students to complete the 

initial survey online.  Second, the researcher attended the Student Teacher Orientation, a 

meeting for all undergraduate and graduate pre-service teachers who were going to be 

student teaching during the spring 2015 semester to introduce the research.  An email 

with the link to the survey was resent to all students.  Third, the researcher sought the 

assistance from the university chapter of Kappa Delta Pi, an international teaching honor 

society.  Specifically, the researcher asked the organization to email its members to 

inform any current student teachers about the opportunity to participate in the study.   

Participants who completed the survey were able to opt-in to the study and were 

informed of their ability to withdraw from the study at any time.  They were also 

informed of the demographic information being collected and the opportunity for 

participating in the follow-up surveys and the semi-structured interviews at the end of the 

semester.  Participation was incentivized by the opportunity to win a $75USD gift card 

for completing both the initial and follow up surveys.   Participants had until January 31, 

2015 to take the initial survey.   
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The follow-up survey was sent to the participants who opted-into the study by 

completing the initial survey.  The FIT-Choice and PECDA surveys was emailed April 1 

and students had until April 17 to complete the survey. Participants who completed the 

follow-up survey were asked for permission to contact them in order to participate in the 

qualitative study, which consisted of a semi-structured interview. 

Qualitative Design 

 The qualitative design consisted of a semi-structured interview of volunteer 

participants selected from a subset of those student teachers who participated in both the 

initial and follow-up surveys administered for the quantitative portion of the study.  The 

purpose of all interviews in qualitative research is the same—to gather information from 

an individual about a particular topic or phenomenon that he or she has experienced 

(Lichtman, 2013).  To that end, the semi-structured interviews provided a flexible 

structure with which to gather information on the experiences and perspectives of the 

interviewees through the use of pre-determined, yet open-ended questions (Ayres, 2008; 

Mason, 2004).  The fluid nature of the semi-structured interview allowed for varied 

responses from the interviewers and for additional questions to be posed organically as 

new topics and issues arose throughout the discussion (Morgan, 2014).  It also allowed 

the interviewer to vary questions that were posed to each interviewee, as the situation 

warranted (Lichtman, 2013).  The semi-structured interview for the present study used 

specific topics/themes as well as broad questions based upon the work of Moustakas 

(1994).  
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Participants 

A purposive sampling technique was used to select participants from the subset of 

students who volunteered to take part in both the initial and follow up the quantitative 

studies and who communicated an interest in participating in a follow up interview 

through a question posed on the follow up survey.  An attempt to interview at least one 

representative from each of the teacher education programs offered by the university was 

made.  The participants in the present study do not represent all of the teacher education 

programs.  They each graduated from one of four teacher education programs:  

TUTEACH, Early Childhood/Elementary Education, Middle Grades Education, and 

Secondary Education.  Each program will be will be described in detail in the qualitative 

results section below.  The researcher met with each participant to conduct a semi-

structured interview.  Questions were developed by the interviewer in order to determine 

the effect to which the supervised student teaching experience influenced the motivation 

to teach and planned persistence in the teaching profession during the course of the 

supervised student teaching experience. 

Instruments 

 The interview protocol was developed from a series of topics and themes that 

allowed for a more in-depth investigation than the use of the two surveys used in the 

qualitative design afforded.  The topics and themes were based upon selected constructs 

presented in the FIT-Choice and the PECDA Scales.  Other questions were based upon 

Moustakas’ (1994) work  (see Appendix D).  Specifically, the interview protocol had 

fourteen questions that asked the interviewees to share their lived experiences as a 

student teacher in their specific school context.  The questions covered five major topics:  
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Demographic/Background Information, Initial motivation to teach/commitment to the 

profession, Student teaching experiences/school context, Final motivation to 

teach/commitment to the profession, Final perspectives on the teaching profession.  The 

nature of the semi-structured interview allowed for variation from these topics as the 

interviews progressed.   

Procedure 

Participants who completed both surveys composed the pool of potential 

candidates to be interviewed for the qualitative portion of the study.  Participation was 

incentivized with the chance of winning a $75 USD gift card for participation in all 

phases of the study.  Students were informed of the opportunity to participate in the semi-

structured interviews via email through the university email system.  Names and email 

addresses of qualifying students (those who had completed the survey at the beginning 

and end of their student teaching experience) were provided to the researcher and 

students were contacted individually to set up an interview at a date, time and place that 

was convenient to both parties.  The interviews were conducted at the beginning of May 

in order to meet with the interviewees prior to their departure from the university upon 

their graduation. 

Data Analysis 

 Data collected from the structured interviews was analyzed simultaneously and in 

a circular pattern of gathering and analyzing data (Lichtman, 2013).  A generic approach 

to coding was utilized to identify concepts from the raw data.  Specifically, a six-step 

process was followed.    

 Step 1:  initial coding 
 Step 2:  revisit initial coding 
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 Step 3:  developing an initial list of categories 
 Step 4:  modifying initial list based on additional rereading 
 Step 5:  revisiting your categories and subcategories 
 Step 6:  moving from categories to concepts 
 (Lichtman, 2013) 
  

Once the raw data was coded and categorized and major concepts were identified, 

these concepts were presented in the discussion section.  Figure 2 provides a visual model 

of the data analysis process for qualitative data.  Specifically, it graphically represents the 

procedure that will be used to go from the broad codes revealed through the semi-

structured interviews to the more specific concepts that are created through the data 

analysis process.  During the data analysis process, a codebook was developed that 

defined each code for accuracy and use and documented the concepts that recurred and 

had relevance to the present study (La Pelle, 2004). 

 Figure 2.  Visual model of data analysis for qualitative data.  

 

Concepts

Categories

Codes
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Potential Additional Analyses 

There were many potential analyses that could performed, all of which were 

dependent upon which participants took part in the study.  For example, the data 

presented a systematic way to look at the student teaching placement site and its effect on 

the motivation and planned persistence of pre-service teachers.  Schools could be 

categorized in many possible ways:  high-achieving versus low-achieving, suburban 

versus urban, and primary versus secondary. 

Finally, by linking the data in the present study to the data collected in the student 

teacher questionnaire provided to all student teachers by the university, relationships 

between both sets of data could be analyzed, particularly if the participants in the current 

study are representative of the population of student teacher in the Spring 2015 semester.    
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CHAPTER 4 

 
RESULTS 

 
 

The purpose of the present study was to investigate the motivation to teach and 

planned persistence of pre-service teachers during the beginning and end of their 

supervised student teaching experience during the spring 2015 semester.  The Factors 

Influencing Teaching Choice (FIT-Choice) Scale (Watt & Richardson, 2007) along with 

the Professional Engagement and Career Development Aspirations (PECDA) Scale (Watt 

& Richardson, 2007) were administered at the beginning and end of the spring 2015 

semester student teaching experience for study participants to measure their planned 

persistence in the teaching profession and their motivation to teach at each of the two 

time periods evaluated.  Finally, the study also endeavored to explore if the context of the 

student teaching placement impacted the level of motivation and planned persistence of 

pre-service teachers over time as investigated through the use of a semi-structured 

interview of pre-service teachers.  

The results of the study are presented below in two sections.  The first section 

reports the results of data analysis for the quantitative study, which used the Factors 

Influencing Teaching-Choice (FIT-Choice) Scale and the Professional Engagement and 

Career Development Aspiration (PECDA) Scale to evaluate the motivation to choose a 

career in teaching and the planned persistence in the teaching profession for pre-service 

teachers, respectively.  The second section reports the results of data analysis for the 

quantitative design which used semi-structured interviews to more fully understand the 

participants’ motivations to teach and planned persistence to the teaching profession and 
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to discern what effect, if any, the student teaching context had on changing motivation 

and commitment for pre-service teachers. 

Results of Quantitative Data Analysis 

The quantitative data were collected from a subset of the sample of student 

teachers during the 2015 spring semester who completed both the initial and follow-up 

FIT-Choice and PECDA surveys.  Following is demographic information on the College 

of Education student teachers during the spring 2015 semester in addition to the 

demographic information for participants in the present study.   

Within the College of Education, demographic information is based upon self-

reported identification information provided by the individual students.  As shown in 

Table 4.1, 13.8% of students in the College of Education identified as male and 68.2% as 

female.  More than half of the College of Education students or 56.3% identified as 

Caucasian. The next largest race represented is African American, of which 15.4% of 

student teachers self- identified.  A small number of students identified as Asian and 

Hispanic.  These students represented 3.3% and 4.2% of the total number of student 

teachers, respectively.  

The majority of College of Education students matriculate in the Early Childhood 

Program.  These individuals represented 68.3% of all students during the spring 2015 

semester.  The next largest group of students was from the Secondary Education 

program, composing 28.3% of the population.  Only 3.4% of student teachers were from 

the Middle Grades Program. 
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Finally, the majority of students were traditional students, representing 

undergraduate education majors.  These students made up 87.3% of the teacher education 

population, while graduate students composed 12.7% of the teacher education population. 

There were 142 eligible students enrolled in the student teaching program for the 

spring 2015 semester. Of these students, 76.9% identified as female and 23.1% identified 

as male.  The majority of student teachers were Caucasian.  This group represented 

86.5% of the student teachers.  African American and Asian students both composed 

5.8% of the population and Hispanic students represented 1.9% of the population. 

The majority of student teachers, or 48.5% represented the Secondary Education 

program.  Early Childhood majors represented 44.2% of the population and Middle 

Grades majors represented 7.3% of the population of student teachers. 

Table 5 
 
Demographic Information for the Teacher Education Program and the Study Sample 

Demographic Variable Sample (%) Teacher Education Program 
(%) 

Gender 
Male 
Female 

 
23.1 
76.9 

 
31.8 
68.2 

Race 
White 
African American 
Asian 
Hispanic 

 
86.5 
5.8 
5.8 
1.9 

 
56.3 
15.4 
3.3 
4.2 

Program 
Early Childhood 
Middle 
Secondary 

 
44.2 
7.3 
48.5 

 
68.3 
3.4 
28.3 

Level 
Undergraduate 
Graduate 

 
93.3 
6.7 

 
87.3 
12.7 
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The majority of student teachers were traditional students who were completing 

their undergraduate degree while student teaching during the spring 2015 semester.  This 

group composed 93.3% of the sample of student teachers, while 6.7% were graduate 

students.  Table 4.1 provides the demographic information for both the College of 

Education students and the sample of student teachers during the spring 2015 semester. 

Research Question #1 

Table 6 
 
Means of Motivational Factors at the Beginning and End of Student Teaching 

First-Order Factor Higher-Order 
Factor 

Mean (Standard 
Deviation): 

Beginning of Student 
Teaching 

Mean (Standard 
Deviation): 

End of Student 
Teaching 

Perceived Teaching 
Ability 

 5.89 (1.15)          6.18 (.82) 

Intrinsic Value  6.33 (1.13)          6.51 (.70) 
Job Security  4.95 (1.42) 4.61 (1.42) 
Time for Family  4.17 (1.46) 3.72 (1.50) 
 Personal Utility 

Value 
4.56 (1.21) 4.16 (1.27) 

Enhance Social Equity  5.18 (1.58) 5.32 (1.62) 
Social Contribution  6.01 (1.24)          6.25 (.95) 
Work with 
Child/Adoles. 

 5.58 (1.64) 5.72 (1.38) 

 Social Utility 
Value 

5.60 (1.25) 5.76 (1.15) 

Prior Teaching/Learning 
Exp. 

 5.80 (1.39) 5.79 (1.39) 

Social Influences  4.01 (1.98) 4.38 (1.83) 
Social Dissuasion  3.56 (1.77) 3.65 (1.58) 
Satisfaction  6.07 (1.17) 6.27 (1.19) 
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 The first research question asks “does the motivation for pre-service teachers 

change over time during the course of their supervised student teaching experience?”  

Data were collected from study participants’ responses to the FIT-Choice scale at the 

beginning and end of the Spring 2015 semester to investigate this question.  The means 

for the first- and higher-order factors for the beginning and end of student teaching are 

reported in Table 4.2.    

Research Question #2 

 The second research question asks “does the planned persistence for pre-service 

teachers change over time during the course of their supervised student teaching 

experience?”  Data were collected from study participant’s responses to the PECDA scale 

at the beginning and end of the spring 2015 semester to investigate this question.  The 

means for the first order factors for the beginning and end of student teaching are 

reported in Table 4.3.    

Table 7 
 
Means of Planned Persistence Factors at the Beginning and End of Student Teaching 

First-Order 
Factor 

Mean (Standard 
Deviation): 

Beginning of 
Student Teaching 

Mean (Standard 
Deviation): 

End of Student 
Teaching 

Planned Effort 6.70 (.53) 6.74 (.47) 
Planned 
Persistence 

5.78 (1.3)  5.71 (1.32) 

Leadership 
Aspirations 

4.86 (1.5) 4.61 (1.5) 

 
To analyze whether students changed during student teaching, a two-group 

MANOVA was conducted on all of the scales.  The MANOVA was not significant nor 

were the univariate results significant.   
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Secondary Analyses 

 The data collected for the present study allowed additional secondary analyses to 

be performed.  Specifically, these demographic comparisons looked at differences 

between grade point average, race, educational program, and gender.  Separate samples t-

tests, ANOVAs or correlations were computed on each of the scales for the demographic 

variables specified above.   

 To compare the grade point average (GPA), each of the scales was correlated to 

the students’ GPA; however; none of the correlations was significant.  ANOVAs were 

conducted to compare the study participants by race; as before, none of these 

comparisons was statistically significant. 

 The study sample was divided into Early Childhood Education (ECE) and all 

other programs (Middle and Secondary Education [MSE]). For the first-order factor of 

prior teaching and learning experience, students in the middle and secondary education 

programs had a significantly higher mean (ECE = 15.64; MSE = 19.39, p = .001, 𝜂!! = 

.144). 

 Finally, there were three higher-order factors where there were significant 

differences between participants who identified as male and female.  The results of the 

one-way ANOVA are reported in Table 4.4. 

As shown in Table 4.4, female student teachers had higher means on all of the scales 

where there were significant differences.  In all three cases, the differences either 

approached (Intrinsic Value) or met the criterion for a larger effect size. 
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Table 8 

One-Way ANOVA Comparing Males and Females 

First-Order 
Factor 

Means for 
Males 

Means for 
Females 

Significance 𝜂!! 

Intrinsic Value 11.67 13.23 .026 .094 
Social 

Contribution 
16.27 18.01 .044 .193 

Prior Teaching 
and Learning 
Experiences 

24.32 27.26 .032 .155 

 

Results of Qualitative Data Analysis 

Four students who participated in both the initial and follow-up surveys were 

selected to participate in semi-structured interviews for the qualitative study.  A 

purposive sampling technique was used to select the participants and an attempt to 

interview students representative of the various teacher training programs offered at the 

college was made.  Students were interviewed at the completion of their supervised 

student teaching experience.  The timing of the semi-structured interviews and the nature 

of some of the questions required the participants, in some instances, to recall 

experiences from the beginning of the semester. Demographic information about each of 

the student participants follows in the subsequent section.  The names of the participants 

have been changed to protect their identity and to preserve anonymity.   

Demographic Background 

 Tracy is a fifth-year senior who graduated in May 2014 from the University (see 

Appendix E).  Tracy identifies as a Caucasian female and grew up in a middle-class 

suburban community not far from where the college is located.  Tracy was a full-time 

student who was 26 years of age at the time she completed her student teaching 
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requirement.  Tracy ultimately matriculated in the College of Education’s Early 

Childhood/Elementary Education program and graduated with a Bachelor of Science in 

Education Degree and a minor in Theater.  Students begin matriculating into the 

university’s Early Childhood/Elementary Education program during their sophomore 

year and take three years of coursework culminating in a student teaching experience.  

Coursework is designed to provide students with the foundation in teaching students ages 

3 – 9 and is focused on five main areas: cognitive, social and emotional development, 

language and literacy, special needs, English Language Learners, and teaching and 

learning in urban environments (http:// http://education.temple.edu/undergradteach/early-

childhood-education-program-prek-4th-grade). 

Tracy began her undergraduate curriculum in the original Teacher Education 

program, but then switched to the Theater program.  After contemplating career options, 

she switched back to education, but had to begin her certification program anew as the 

original education program that she pursued was no longer offered at the university.  Her 

state certification allows her to teach Pre-K through grade 4. 

 Ava was a fifth-year senior who transferred to the college from another institution 

in the spring 2012 semester (see Appendix F).  Ava identifies as a Caucasian female and 

grew up in an affluent suburban community in the Southeastern part of the state.  Ava 

was 21 years of age at the time she completed her student teaching requirement.  Ava 

matriculated in the College of Education’s Secondary Education program with a 

concentration in English and graduated with a Bachelor of Science in Education Degree 

with a minor in English.   
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 The university’s secondary education program provides students with a major in 

one of five academic disciplines: mathematics, science, world languages, English, or 

social studies.  Students simultaneously earn their teacher certification by enrolling in 

courses that teach pedagogy and adolescent development 

(http://education.temple.edu/undergradteach/secondary-education-grades-7-12). 

 Helen was a senior who transferred to the college in the fall of 2011 (See 

Appendix G).  Helen identified as a Caucasian female and grew up in a suburban 

community in a neighboring state.  Helen was 21 years of age at the time she completed 

her student teaching requirement.  She matriculated in the College of Education’s Middle 

Grades Education Program with a concentration in math and language arts.   

 Similar to the early childhood program, the coursework in the university’s middle 

grades program is focused in five different areas:  cognitive, social, and emotional 

development, literacy across the content areas, students with special needs, English 

language learners, and teaching and learning in urban environments.  Unique to the 

middle grades education program in the option for students to have a dual or single 

academic concentration upon graduation.  Dual concentration programs are offered in:  

language arts and mathematics, language arts and science, and mathematics and science.  

Single concentrations are offered in English/language arts and reading, mathematics, 

science, and social studies (http://education.temple.edu/undergradteach/middle-grades-

education-grades-4-8).   

 Joyce was a senior who identified as a Caucasian female (see Appendix H).  

Joyce grew up in a rural community in the western part of the state.  She was 21 at the 

time she completed her student teaching.  Joyce matriculated in the TUTEACH program 
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with a major in Chemistry with Teaching, allowing her to teach secondary school 

chemistry upon successful completion of her undergraduate degree and passing the 

PRAXIS exam.  The TUTEACH program is designed to address the shortage of qualified 

STEM teachers by offering a path to certification for students that allows them the option 

of pursuing a degree in any of the natural science or math fields while simultaneously 

earning their teacher certification.  Candidates have early practical teaching experiences 

and limited, but focused coursework on pedagogical approaches to teaching science or 

math at the secondary education level and can begin taking courses as early as their 

freshman year.  The program differs from traditional teacher certification programs 

because it emphasizes content knowledge over pedagogy, management, and adolescent 

development (http://education.temple.edu/undergradteach/secondary-education-grades-7-

12), but provides opportunities to engage with secondary education students early in the 

program and in a variety of ways that extend beyond the classroom.  The TUTEACH 

coursework requirements can be completed in four semesters, with additional time 

needed for the student teaching experience. The program provides students with the 

option to pursue a career in education or industry upon graduating 

(http://stem.cst.temple.edu/tuteach.html). 

Data Analysis 

The semi-structured interviews for each of the participants was recorded with 

their permission and then transcribed to analyze the data for concepts or themes that 

emerged. Microsoft Word was used to record the transcribed recordings from the 

interviews.  The comments feature was used to begin the process of coding the raw data.  

The research questions investigated by this study  were further explored using the results 
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of qualitative data.  In the following section, the topics and themes that were revealed 

through the data analysis process along with supporting statements from the interviews 

will be detailed as they relate to each of the research questions.  Further, the topics and 

themes revealed through the semi-structured interviews will be related to the higher-order 

factors and first-order constructs that compose the FIT-Choice and PECDA subscales 

used in the qualitative study.   

Research question #1 

  Research question #1 asks “does the motivation for pre-service teachers change 

over time during the course of their supervised student teaching experience?”   In their 

psychometric scale validation study, Watt and Richardson (2007) determined the 

influence each assessed factor had on participants’ motivation to become teachers in part 

by evaluating how far above the midpoint the mean of each factor was.  Using this 

criterion, the most influential factors, those with means above 5 on the 7-point Likert 

scale in the validation study, were perceived teaching ability, intrinsic career value, shape 

future of children/adolescents, make social contribution, work with children/adolescents, 

and prior teaching and learning experiences (Watt & Richardson, 2007).   Several factors 

were considered to have less influence on participants’ decisions to become teachers in 

both groups evaluated in the psychometric validation study.  These were fallback career, 

time for family, job transferability, social influences, social dissuasion, social status, and 

salary.  Similarly, the higher order factors of personal utility value and task return were 

not considered highly influential to participants’ decisions due to values less than “5” on 

the Likert-scale (Watt & Richardson, 2007). 
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Data analysis for the current sample revealed three themes shared by three out of 

the four participants that were related to the first-order constructs revealed in the work of 

Richardson and Watt (2007). The themes were: intrinsic career value, prior teaching and 

learning experiences, the higher-order factor of social utility value, in order of importance 

based upon how often each topic or theme emerged.  Additionally, four topics of interest 

also related to the higher order and first-order constructs presented in Watt and 

Richardson (2007) were revealed by some of the participants as they discussed their 

initial and final motivation to teach.  These topics were perceived teaching ability, salary, 

fallback career, and social utility value.  

The analysis will be grounded in the work of Watt and Richardson using 

statements from the participants to substantiate the relationship to the higher-order and 

first-order factors described in Watt and Richardson (2007)..  The participants’ responses 

for their motivation at the beginning of their student teaching experience will be 

discussed first and their motivation at the end of the student teaching experience will be 

described at the end of this section. 

Initial Motivation 

Intrinsic career value. Watt and Richardson (2007) assessed participants’ 

intrinsic value through evaluating their “interest in and desire for a teaching career.”  

Three test items in the Influential Factors subscale of the FIT-Choice Scale asked 

participants to evaluate this construct, specifically, “I am interested in teaching (B1)”, 

“I’ve always wanted to be a teacher (B7)”, and “I like teaching (B12)”.  Consistent with 

Watt and Richardson (2007), participants in the quantitative portion of the current study  

rated intrinsic value as the most influential factor at the beginning of their student 
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teaching experience (M = 6.33) in the present study.  During the semi-structured 

interviews, three of the four participants expressed that they always knew they wanted to 

teach from an early age.  Tracy realized in elementary school that she wanted to be a 

teacher and related this to her personality traits and birth order. 

I wanted to be a teacher probably, we have, like writing from school and 

stuff where I said I wanted to be a teacher from, like 8.  Um, it, it’s, I’m 

the oldest of four kids, um it sort of fits in with my constructive bossiness.  

I’m like a really bossy person and like, it fits, it works.   

Similarly, Helen shared her desire to teach from an early age and also related it to 

shared experiences that she had with a younger sibling. 

um I’ve always loved teachers, cause I’ve always wanted to be a teacher, 

so ever since I was five years old, that’s what I knew that I wanted to do.  

It was just always a question of what grade, and my middle school 

teachers was, were the ones who had the most impact on me so I wanted to 

be a middle school teacher 

Ava also expressed an innate desire to teach from an early age, which she 

felt was an influence common to many teachers. 

I always wanted to be a teacher since I was a kid. I feel like most teachers 

say that, um, and I think that a lot of teachers just have this kind of like 

innate, ah, desire to do this.   

Prior teaching and learning experiences  

 Watt and Richardson (2007) based the prior teaching and learning experiences 

factor in the literature that highlights the importance of positive school experiences that 
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teachers had over the course of their academic careers.  Three test items were used to 

evaluate this construct, “I have had inspirational teacher (B17)”, “I have had good 

teachers as role-models (B30)”, and “I have had positive learning experiences (B39).” In 

the present study, prior teaching and learning experiences was the fifth most influential 

factor (M = 5.81) at the beginning of the student teaching experience in the quantitative 

study.  During the semi-structured interview, one participant, Helen revealed that her 

middle school experiences, in particular, were the most influential for her. 

…my middle school teachers was, were the ones who had the most impact 

on me so I wanted to be a middle school teacher...I couldn’t really think of 

anyone specific about teaching, but middle school really did, there were a 

few of my middle school teachers that I would say make--helped me to 

make that decision of what grade I wanted to teach. 

Similarly, Ava had positive school experiences that helped to cement her desire to 

become a teacher. 

I always did well in school, and I always, like really respected my 

teachers, and that partly could come from the fact that my mom is a 

teacher.  So, I think that’s another big factor in my own, um, experience 

going through school, and like, I feel like I knew a lot of the like behind 

the scenes things about teachers that other students didn’t know.   

Tracy had several unique opportunities to teach during her middle school and high school 

years that influenced her decision to teach.  In middle school, her experiences as a teen 

aid stood out to her.  
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Even from when I was in 7th or 8th grade, at my Hebrew school, you can 

be sort of a teen aid.  So, I was doing that for years.  Throughout, as soon 

as I graduated high school, I got a job teaching Hebrew School.  So I’ve 

been teaching, now I teach five days a week.  You know, like afternoons, 

and weekends.   

Tracy’s senior project in high school was the most influential to her decision. 
 

My senior year of high school…you can do this, like um, a senior project 

where you get the last two periods off of your day and you can go well 

sort of intern.  And I worked at the local middle school, which, usually, I 

mean, what would you do with a high school senior?  Like, you’d have 

them organize your things, make copies, like tutor a kid whatever, and I 

worked with um, a music teacher, who had actually been my student 

teacher when I was in fourth grade.  Yeah, cool.  And he had me, so first I 

observed, and then I, like he would teach a lesson, and then I would teach 

the same lesson to the next group of kids.  And then he, we’d 

collaboratively wrote lesson plans for the rest of the year, like unit plans 

and stuff and I taught…[when he was absent]I would go to the middle 

school all day.  I don’t know how I got out of high school, I don’t know 

what my mom did, but all day I would be at the middle school and 

teaching his classes.  There would be a sub in the corner, because I’m 17, 

but I was teaching all day and it was an amazing experience. 

Social influence. The social influence construct was based in the literature that 

other individuals can influence teachers’ choice of a profession (Darling-Hammond & 
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Scalan, 1996 as in Watt & Richardson, 2007).  This construct was assessed by three test 

items, “My friends think I should become a teacher (B3)”, “My family thinks I should 

become a teacher (B24)”, and “People I have worked with think I should become a 

teacher (B40)”.  In the quantitative portion of this present study, this construct was the 

one of the least influential factors (M = 4.02), only slightly preceding social dissuasion 

(M = 3.89) in its influence on participants’ motivation to become a teacher.  Three of the 

participants spoke of the influence of significant others on their decision to become a 

teacher. 

Joyce had experiences helping others in high school who commented on her 

abilities to teach. 

But I remember in high school, I had one or two friends who were like, 

you should be a teacher.  And I was like, ‘what are you talking about? 

Whatever, I’m going into science’.  And then, we had that at the 

orientation TUTEACH, and I thought, you know, why not, we’ll try it.   

Similarly, Ava’s and Tracy’s family and friends encouraged them and influenced their 

decisions to pursue their careers in teaching.  Tracy commented that “I wanted to be a 

teacher and everybody was like, ‘sure, go for it!’ and it seemed like a great gig, and I was 

like yeah, why not?”  Ava shared some of the comments from the significant others in her 

life.  “People told me forever, like, ‘oh you would be a great teacher, like, you should do 

that’. And that, what, that didn’t, that wasn’t like, ‘oh, ok, I don’t know what else to do, 

so everyone’s telling me to do this, so I’ll be a teacher, but it did like, affirm for me, like, 

‘oh, I think, I think this would be a good fit for me and my personality.’” 
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 During the semi-structured interviews, the topics described below were 

discussed by one or more participants.  These topics—perceived teaching ability, 

salary, fallback career, and social utility value—are related to the first-order and 

higher order constructs presented in Watt and Richardson (2007). 

Perceived teaching ability  

 Perceived teaching ability was closely related to the Expectancy-Value Theory 

construct of self perceptions of ability (Watt & Richardson, 2007).  This factor was 

assessed by three survey items, “I have the qualities of a good teacher (B5)”, “I have 

good teaching skills (B19)”, and “Teaching is a career suited to my abilities (B43).”  In 

the present qualitative study, this factor was the fourth most influential factor at the 

beginning of student teaching (M = 5.89).  During the semi-structured interviews, one 

participant, in particular, had high quality previous experiences that helped to influence 

her perception of her abilities.  Tracy felt confident in her abilities to teach. 

So, I’ve been teaching Hebrew school for 8 years.  So, I guess I’ve always 

sort of seen that end of it.  You’re making lesson plans but I thought it was 

really cool, that depending on what, sort of who your teacher is and who 

they are as a person and what they’re doing with you, you learn such 

vastly different things.  Even if it’s the same curriculum, like you can have 

such wildly different experiences. 

Joyce was not initially interested in teaching, but once she started to take more 

education courses, she began to have more confidence in her abilities. 
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I later realized that pharmacy wasn’t really the way I wanted to go and I 

kept going with teaching, like ‘this is, this isn’t bad, I like it,’ and as you 

further get into it, it’s like, ‘I’m not bad at this.’ This could be an option. 

Salary. The salary construct assessed whether participants believed the monetary 

reward for teaching was influential to their motivation to teach.  This was assessed by 

two items in the psychometric scale validation study, but these items were eliminated 

from the present study quantitative study.  During the semi-structured interviews, one 

participant did comment on the salary potential for teachers as being a motivating factor 

in her decision.  Tracy, who began her undergraduate degree in the College of Education, 

left to pursue a degree in Theater.  She commented that she returned to the College of 

Education because “I considered quitting.  Um, especially since I had finished a theater 

degree except for like, I needed to take Acting 1 and Art History and that was it, but the 

difference between what I can make with a degree in teaching and a degree in theater is 

like, one I’ll be employed and the other I won’t, so…” 

Fallback career. Fallback career assessed the degree to which teaching was a 

default career with participants choosing teaching because they were undecided about a 

career path or were not accepted into their desired major at university (Watt & 

Richardson, 2007).  Three items assessed this construct, “I was unsure of what career I 

wanted (B11)”, “I was not accepted into my first-choice career (B35)”, and “I chose 

teaching as a last resort career (B48)”.  This topic was true for only one of the study 

participants.  Joyce shared that she did not initially enter college to become a teacher.   
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So, I came to Philadelphia because I wanted to go to pharmacy school.  

And then over the freshman year, I realized that pharmacy school was not 

the way. 

But during orientation, we had TUTEACH come in and talk to us.  And 

while I’m this pre-pharm. Kid, I’m like, ‘I’ll try TUTEACH, you never 

know, it could be a good back burner thing.”  And, I later realized that 

pharmacy wasn’t really the way I wanted to go and I kept going with 

teaching, like ‘this is, this isn’t bad, I like it,’ and as you further get into it, 

it’s like, ‘I’m not bad at this.’ This could be an option. 

Social Utility Value 

 Watt and Richardson (2007) identified the higher order factor of Social Utility 

that was comprised of several first-order factors, specifically shape future of 

children/adolescents, enhance social equity, make social contribution, and work with 

children/adolescents.  In the present study, this factor was the third most influential in 

motivating participants to teach (M = 6.02).  Only one participant in the qualitative study, 

however; spoke of this factor as being influential to her decision.  Joyce spoke about a 

negative experience in high school that influenced her to be a different type of teacher for 

future generations. 

I can’t say I had too many high school teacher heroes.  I had, I actually 

had teachers that were bad.  I had an Algebra teacher that told my class to 

not go to college because we’d be wasting our parent’s money because we 

did not hand in our homework that day.  Um, and she was just really awful 
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at her job too.  So, it was the ‘I want to make it so that those teachers no 

longer exist’. 

Four themes emerged with regard to the final motivation to teach for the 

participants included in this qualitative study.  These themes included perceived 

teaching ability, intrinsic career value, and work with children/adolescents. One 

participant stated that her motivation had not changed and was still consistent 

with what she felt at the beginning of the semester. 

Final Motivation 

Intrinsic Career Value  

When asked about their final motivation to teach, a theme emerged for 

three of the participants in the qualitative study. When asked about their 

motivation to teach at the end of the student teaching experience, Tracy, Ava, and 

Helen shared that their motivation remained unchanged.  Tracy offered, “I still 

love what I’m doing.  I still, you know, every day is really exciting and different.  

Even when, you know, one day is terrible, because, you know every day is great, 

it’s still a bit like, the next day is going to be better.  And yeah, I can absolutely 

see myself doing this for the rest of my life.” 

Similarly, Ava felt that teaching was something that she knew she wanted to do 

and was encouraged to do by her family.  Finally, Heather also maintained that 

teaching was something that she always wanted to do, but the experience helped 

her to focus on the specific age of students that she wanted to work with.  When 

asked about her motivation to teach at the conclusion of student teaching, Helen 
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expressed a motivation influenced by her desire to work with middle school 

students.   

So, I want to teach because, well, I want to teach middle school because I 

feel like middle school is the biggest time of change for students because 

they’re going through all like adolescent changes and whatever.  And I 

just feel like that’s the time when the parents aren’t as like on top of you 

as they were in elementary school, like making you do your work, like 

making sure you go to school everyday.  Making sure you do this, this and 

this. So I think teachers have that influence where students decide if 

school is still important to them or not and if they’re going to continue to 

try in high school and go onto college, and you know still want that 

education.  So, I want to be able to help kids decide that school is still for 

them even when their parents aren’t still like (smacks hand twice) on top 

of them like they’re little kids.   

Perceived Teaching Ability 

 One participant expressed a change in her final motivation to teach that 

was based in an improved perception of her ability to teach.  “I think my final 

motivations are that I realize now that I’m not bad at this, I’m pretty good and 

they actually seemed to learn something.  They really liked the way I taught it, I 

guess I had a positive outlook, I guess I tried my best to really make it about class 

and not about ‘oh I had a crappy day so I’m bringing it into the classroom.’”  

Table 4.5 reports the themes regarding initial and final motivation that were 

revealed through the qualitative study participants. 
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Table 9 

Initial and Final Motivating Factors of Qualitative Study Participants 

Initial Motivating Factors Final Motivating Factors 

Intrinsic career values  Intrinsic career value 

Prior teaching and learning experiences Perceived teaching ability 

Social influences 
 

 

Research Question #2 

  Research question #2 asks “does the planned persistence for pre-service teachers 

change over time during the course of their supervised student teaching experience?”  

In the present study, the factors on the PECDA scale were evaluated in a similar manner 

to that of the FIT-Choice Scale.  Each factor was evaluated by how far above the mid-

point on the 7-point Likert scale the mean of each factor is.  Using this criteria, in the 

quantitative study, at the beginning of student teaching, the sample had scores above the 

mean for planned effort (M = 6.70) and planned persistence (M = 5.78) and below the 

mean for leadership aspiration (M = 4.86).   

 Data analysis from the qualitative data offered some insights into the participants’ 

initial and final thoughts on their planned persistence within the teaching profession.  No 

concise theme emerged, but the interviews revealed that the study participants had very 

different and complex ideas about their careers when asked to think about their planned 

persistence both at the beginning and end of the supervised student teaching experience.   

Initial Planned Persistence 
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When asked to talk about their planned persistence at the beginning of the semester, 

Helen and Ava both shared that they were committed to the idea of pursuing a career in 

teaching and planned to stay in the profession for the course of their careers.   Helen 

commented, “I was very committed to it.  I mean, even in my like, practicums before 

hand we only taught like a few lessons each semester, but like, I worked really hard on 

them, and always wanted every lesson to be great, so, yeah, I was very committed to 

wanting to teach. “  

Unlike Heather, Ava shared that although she always wanted teaching to be her 

career, she had trepidations about thinking about her career in the long-term. 

..but, on the same end, thinking about thinking about like, ‘Oh, I’m going 

to be doing this for like thirty years’, you know, that is daunting and um, 

you know I hope that, that will be the case, and I will enjoy it, and I won’t 

even think about that mass amount of time, but, um, you know, I’m al-, 

sometimes, I’m do think, like you know, ‘oh, well, I haven’t gone to grad 

school yet’ and if I really wanted to change, then I would, but, you know, I 

don’t think I’m far enough in to say, or make that judgment. 

Tracy and Joyce were not as sure about their planned persistence and 

commitment to the teaching profession at the beginning of their supervised 

student teaching experience.  Although Tracy always wanted to be a teacher, she 

did not plan to begin her career right after college.  She offered that she is now 

rethinking that decision, but does not plan to have a traditional teaching job for 

the time being. 
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... au pairing seemed like a great gig, so, when I graduated college, I 

wanted to au pair my way around Europe.  But, it turns out they only 

accept you until you’re about 26.  So, because I took longer in college, 

that’s out, but now I’m actually, I have a job for next year teaching 

English in Seoul in Korea, which I’m pretty excited about…I guess I had 

initially, I thought that I would, you know, travel through babysitting and 

au pairing and then come back and have my own classroom, probably in a 

suburban district somewhere and just teach elementary school for the rest 

of my life.  But now, I’m looking at the idea of traveling and 

teaching…for ESL, you know they are one year gigs, so you’re not 

committed forever until further notice, it’s very clearly like a 12 month 

contract, so you can country hop or school hop or whatever. 

Similarly, Joyce does not plan to begin her career in teaching immediately 

after college.   Instead, she hopes to use her Chemistry degree in the 

business/industry sector and begin her career in education after she has a family.   

See, the uh, the goal in life if you have your, I try to have my things 

figured out way ahead of schedule, it’s just who I am.  I thought that I was 

going to be in Chemistry because I still have my degree in Chemistry and 

going into the Chemistry field and then once it came to be like baby time, 

um, you got to be there for them when they come home from school, so I 

thought that I should go into teaching afterwards…and I’m still on that 

fence because I have to apply everywhere and anywhere, so it’s really who 

wants me more.  
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At the end of the student teaching experience, participants still rated 

planned effort (M = 6.74) and planned persistence (M = 5.71) above the mean and 

leadership aspirations (M = 4.61) below the mean.  The participants’ reflections 

on their persistence in the teaching profession during the semi-structured 

interviews did, however, change for some of them.   

Final Planned Persistence 

When asked about her planned persistence in the teaching profession at 

the end of her student teaching experience, Joyce shared that there were some 

factors holding her back from pursuing a career in education with certainty, even 

after first pursuing a career in business/industry that allowed her to use her 

Chemistry degree.  

…Like education’s going to happen, it will. Unless I get somewhere in 

Chemistry where I’m making so much I can’t turn that down.  So I think 

my, it’s more that two things holding me back from teaching are that over 

the grand course of time, you really don’t make that much and that a lot of 

people don’t see teachers as a very high quality—I think that was one of 

your questions—it’s just not a respected profession.  That really upsets me 

because there’s so much work in it.  And it’s literally the future.  And I 

don’t understand why people act that way. Or that, like I know somebody 

told me—somebody’s whose never taught before—told me how to teach, 

just get out!  Like, half a board of trustees for education and stuff have 

never even touched a classroom before. That’s, that doesn’t make any 
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sense to me.  So I think maybe it’s just a broken social system that kind of 

holds me back from that. 

Helen’s student teaching experience influenced her change in planned persistence 

within the teaching profession.  At the end of the semester, she expressed doubts about 

the profession that she was initially so committed to.  “I’m not as positive anymore.  Just 

because of that experience, but it’s still like something I do really want to do, and I feel 

like once I get a job, and start, I’ll like, it’ll be reaffirming to me that it’s still what I want 

to do. I just need another experience that’s better before I can say, like, definitely, but I 

do think it’s still what I want to do.” 

Tracy also expressed uncertainty about her planned persistence in her career in 

education, particularly as it related to returning to the United States to pursue a more 

traditional career in teaching. “it’s sort of up in the air… I mean I’m certainly not going 

just for one year…I’m going certainly as far as I can think into the future.  My family 

thinks that probably I’m going to come back someday so, they plan on keeping some of 

my stuff in storage.  We’ll see what happens.” 

Only Ava shared that she did not feel that her planned persistence in the teaching 

profession had changed after her student teaching experience.   “Um, I don’t think so, 

um, but the one thing that I do, you know my student teaching placement was so great.  

And I wonder if I were in a school that was much different, that didn’t have so much 

support and you know such awesome students, like, would I like this?  And I would 

obviously like to think I would, but it’s hard to know when you’re not in that situation, 

so, that’s kind of a question that I might have to come back to like in five years or 

something.” 
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Research Question #3 
 

Research question #3 asks, “What is the role of the context of the supervised 

student teaching placement on the motivation and planned persistence of pre-service 

teachers?” During the semi-structured interviews, each candidate was asked to reflect 

upon how the context of their student teaching experience affected their motivation and 

commitment to the profession. 

Helen shared that the negative classroom experience that she had with her student 

teacher impacted her motivation and planned persistence in the teaching profession, but 

that the school environment, itself, was desirable and an environment in which she would 

like to work in the future. 

…I do really like that school, I was actually there for a practicum the 

semester before with a different teacher.  And he was like amazing.  Like 

the best teacher I’ve ever seen in any of my practicums.  So that kind of 

gave me like that little boost.  And I would even talk to him like during 

my student teaching, and he would like, help me when I was struggling 

and whatever, and all the other teachers in the school are really close and, 

um, like they help each other once a week…every other week they have 

something called grade group, so the teachers in each grade meet for like a 

period, and like discuss what they’re doing um for the next two weeks and 

like help each other, so I think the ca-environment of the school itself was 

really good.  I do really like the school, so…yeah, I think the school in 

general, I like would love to be part of an environment like that, so, yeah.  
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The classroom experience itself…maybe not so much, but the school 

environment was what I would expect being in a school. 

Helen also shared that, through constant reflection, she was able to come 

to a place where she wanted to try teaching, but that she had moments of doubt 

along the way.   

It was stressful, but it was definitely a good learning experience, so yeah.  There 

were many times I was like, ‘oh I don’t want to go today’, but, you know, I 

learned a little bit each day of what to do or maybe what not to do and so I took 

all that with me and for the past, like week and a half, I’ve been reflecting on 

everything and thinking like, alright, in my classroom, I’m going to do this.  I’m 

going to set up this system because my teacher didn’t have it and I know that we 

should have, so, it was a good learning experience for me. 

 Ava and Tracy both felt the school context positively influenced their 

motivation and planned persistence within the teaching profession.  Ava 

wondered if the inverse would be true, that is, if she had a negative experience 

student teaching if she would remain committed to being a teacher.  Tracy felt 

confident that the school context was influential in her motivation to teach.  She 

was certain about this because she had negative experiences in schools during 

various field placements that made her question this choice.  She shared one 

experience during the interview. 

…I think if I had been placed in, there wasn't a single day where I thought, 

‘man, I don’t know what I’m getting myself into.’  Or I don’t want to do 

this.  Um, I think if I’d been placed somewhere that was more difficult, I 
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might have felt that way.  There certainly there have been field placements 

where I’ve felt like that.  Um, I want this semester that you take the ESL 

course, I was in a second grade classroom and the teacher was a total 

whack job.  I don’t think she taught a single actual lesson the entire year.  

It was the spring semester, and we taught an organized lesson, um my co-

practicum person and I, and I think it was, the first beginning to end lesson 

the kids had ever seen.  Um, which is ridiculous, and she had been there 

for years.  Um, we spent most of our time there cleaning out her closets 

because she kept pushing us towards that. And I feel, I feel if I had been in 

that classroom as a student teacher, I might have been willing to quit. 

 I don’t know if it had any impact [on my commitment to the profession].  

I mean, I’ve been pretty committed, and I’m still pretty committed, so… 

Joyce felt that her positive experiences in her school context influenced 

her motivation to teach and planned persistence in the profession.  It even made 

her reconsider pursuing a career that uses her Chemistry degree first before 

pursuing a teaching career. 

I think because SLA is a very new school that it would be really hard to 

get into a regular school now because I’ve only been taught project base 

now for a long time.  I know traditional and I kind of hate traditional.  It 

just rubs me the wrong way.  That’s, that’s all I got in high school was 

traditional.  I didn’t know there was anything else until I got into college 

and education classes.  It’s just read the text book, answer the questions, 

answer more questions, test, and regurgitate information and repeat.  Just, 
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not the way to do it.  So I think if I were to get into another school I would 

have to somehow make it that I could do more project based—it doesn’t 

have to be totally project based…but, it, I couldn’t do just textbook test.  

That’s not the way I am…I wish I could teach at SLA.  They have a sister 

school, but they unfortunately opened up, like they accepted another 

person right before I was done student teaching, like, ‘No!, so close.  But I 

think I would, I would be checking out the charter schools before anything 

else, and if, I think it’s that I know I’m a good teacher in that particular 

setting, but it’s not my end all be all.  If I can’t do it the way I want to, or 

something like that, then it’s not for me then. Because, I don’t know, I 

can’t do tests.   

Table 4.6 reports the participants’ responses related to their planned persistence in 

the teaching profession. 

Table 10 
 
Initial and Final Planned Persistence of Qualitative Study Participants 
 
 Initial Planned 

Persistence 
Final  
Planned Persistence 

Ava Very committed to 
persisting in teaching 

No change in planned 
persistence 

Helen Very committed to 
persisting in teaching 

Uncertain about planned 
persistence due to 
experiences student 
teaching 

Joyce Uncertain about 
persistence in the 
teaching profession 

Teaching will be a 
fallback career  

Tracy Uncertain about 
persistence in the 
teaching profession 

Uncertain about planned 
persistence in teaching 
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CHAPTER 5 

 
DISCUSSION AND CONCLUSIONS 

 
 

The present study attempted to explore the changes in motivation and planned 

persistence of student teachers that occurred during the course of the supervised student 

teaching experience.  The research used a mixed methods study design to explore if the 

context of the student teaching placement impacted the motivation and planned 

persistence of pre-service teachers over time through the use of semi-structured 

interviews.  This chapter presents a discussion of the results as related to the present 

study and the conclusions of the research, inclusive of recommendations for the 

institution, the field of teacher preparation, and future research. 

Discussion 

The discussion section will be presented as it relates to the three research 

questions that guided this study.  The research questions investigated were: (1) Does the 

motivation for pre-service teachers change over time during the course of their supervised 

student teaching experience? (2) Does the planned persistence for pre-service teachers 

change over time during the course of their supervised student teaching experience?  (3) 

What is the role of the context of the supervised student teaching placement on the 

motivation and planned persistence of pre-service teachers? 

Research Question 1 

 Research question #1 asked if the motivation for pre-service teachers changed 

over time during the course of the supervised student teaching experience.  In their 

psychometric scale validation study, Watt and Richardson (2007) determined the 



 
 

 

82 
influence each assessed factor had on participants’ motivation to become teachers in part 

by evaluating how far above the midpoint the mean of each factor was.  Using this 

criterion, the most influential factors, those with means above “5” on the 7-point Likert 

scale in the validation study, were perceived teaching ability, intrinsic career value, shape 

future of children/adolescents, make social contribution, work with children/adolescents, 

and prior teaching and learning experiences (Watt & Richardson, 2007).   Several factors 

were considered to have less influence on participants’ decisions to become teachers in 

both groups evaluated in the psychometric validation study.  These were fallback career, 

time for family, job transferability, social influences, social dissuasion, social status, and 

salary.  Similarly, the higher order factors of personal utility value and task return were 

not considered highly influential to participants’ decisions due to values less than “5” on 

the Likert-scale (Watt & Richardson, 2007). 

 In the current sample, the quantitative analyses revealed that there was no 

significant difference in the changes in motivation of the pre-service teachers at the 

beginning and end of the student teaching experience.  The MANOVA was not 

significant nor were the univariate results significant.  Using the criterion put forth by 

Watt and Richardson (2007), in the present study, the factors that scored above the mean 

for the pre-service teachers at the beginning of the semester were: intrinsic value, 

satisfaction, social contribution, perceived teaching ability, prior teaching and learning 

experience, social utility value, work with children/adolescents, and enhance social 

equity.  Job security, personal utility value, and time for family were just slightly below 

the mean with averages of 4.95, 4.56, and 4.17 respectively.   
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 At the end of the semester, the student teachers ranked the first nine factors in the 

same order.  Intrinsic value, satisfaction, social contribution, perceived teaching ability, 

prior teaching and learning experience, social utility value, work with 

children/adolescents, and enhance social equity were all rated above the mean.  Job 

security, social influences, and personal utility value were all slightly above the mean 

with values of 4.61, 4.38, and 4.16 respectively. 

 The motivational factors in the present sample are consistent with the 

motivational factors with the highest influence in the psychometric study performed by 

Watt and Richardson (2007).  Specifically, participants rated perceived teaching ability, 

intrinsic career value, shape future of children/adolescents, make social contribution, 

work with children/adolescents and prior teaching and learning experiences as 

motivational influences in the study conducted by Watt and Richardson (2007).  At 

university 1, pre-service teachers rated enhance social equity above the mean of “5” and 

at the university “2”, below the mean, indicating this factor was more influential to the 

motivation of students attending university 1, and less influential to the motivation of 

students attending university 2.  Similar to the present study, at both universities in the 

original study, fallback career, social influences, and time for family were not considered 

important influences to the study participants (Watt & Richardson, 2007). 

 The treatment of the data for the quantitative study, specifically, the inability to 

link the data for individual study participants across the two time points when data were 

collected significantly impacted the results of the quantitative analysis.  Less robust 

statistical analyses were performed, thus providing an incomplete view of the changes in 

motivation for individuals across time.  
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The qualitative results were also somewhat consistent with previous research 

using the FIT-Choice Scale.  Specifically, data analysis for the current sample revealed 

three themes at the beginning of the student teaching experience that correspond to the 

motivational factors identified by Watt and Richardson (2007).  The participants of the 

qualitative study reported to be most highly motivated by intrinsic career value, prior 

teaching and learning experiences, perceived teaching ability, social influence, salary, 

fallback career, and the higher-order factor of social utility value.  Unlike the 

psychometric properties study conducted by Watt and Richardson (2007), the participants 

in the current study did report that they were motivated to pursue a teaching as a fallback 

career and by social influences.   

Research Question 2 

Question #2 asked: does the planned persistence for pre-service teachers change 

over time during the course of their supervised student teaching experience?  Again, for 

the present study, the quantitative analyses revealed that there was no significant 

difference in the changes in the planned persistence of the pre-service teachers at the 

beginning and end of the student teaching experience.  The MANOVA was not 

significant nor were the univariate results significant.    

When the factors on the PECDA scale were evaluated by how far above the mid-

point on the 7-point Likert scale the mean of each factor was, at the beginning of student 

teaching, the sample had scores above the mean for planned effort (M = 6.70) and 

planned persistence (M = 5.78) and below the mean for leadership aspiration (M = 4.86).    

 Again, for research question 2, the treatment of the data for the quantitative study, 

specifically, the inability to link the data for individual study participants across the two 
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time points when data were collected significantly impacted the results of the quantitative 

analysis.  Less robust statistical analyses were performed, thus providing an incomplete 

view of the changes in motivation for individuals across time.  

 Interview data from the qualitative study revealed that at least two participants 

were  committed to the idea of pursuing a career in teaching and planned to stay in the 

profession for the course of their careers.   And two other participants were not as sure 

about their planned persistence and commitment to the teaching profession.  At least one 

participant voiced that her student teaching experience made her question her decision to 

pursue a teaching career.  The lack of support that she found in the classroom and her 

overall negative experience student teaching weighed heavily on her at the end of the 

semester.  Interestingly, one other participant reflecting upon her positive experience 

wondered if she would be so quick to continue on her career path if she had a negative 

student teaching experience.   

Research Question 3 

Question #3 asks what is the role of the context of the supervised student teaching 

placement on the motivation and planned persistence of pre-service teachers?  This 

question was best answered through the semi-structured interviews conducted as part of 

the qualitative research.  During the interviews, the study participants revealed that the 

school context was extremely influential in their motivation to teach and planned 

persistence in the profession.  Although three of the four participants had positive 

classroom experiences, one participant expressed that her negative student teaching 

experience made her question her life-long goal of becoming a teacher.  At the insistence 

of her parents, she planned to obtain a teaching job to give the profession another chance, 



 
 

 

86 
one that would be on her terms, instead of having to assuage the demands of either her 

cooperating teacher or university coach.  Another participant, reflecting upon her positive 

experience, questioned if she would feel the same about teaching had she had such a 

negative student teaching placement.   

Along with the intrinsic motivational factors that influence student teachers to 

pursue a teaching job and plan to remain in the profession, it seems that the context of 

their student teaching placement influences their decision as well.  Placements that were 

in less desirable schools or in classrooms with cooperating teachers who were not 

available or helpful to the student teacher greatly influenced their decision.  

Recommendations for Future Research 

 Future research in this area would benefit from a more robust sample of study 

participants.  While the university setting for the current study is quite diverse, the sample 

for the qualitative study was not reflective of the diversity of the university with regard to 

specific teacher education program and race.  Although all student teachers had 

opportunity to participate in the study, those that chose to complete the initial and follow-

up surveys were overwhelmingly White and represented the Secondary Education 

program.   

 The qualitative study would benefit from a more diverse sample as well.  Future 

studies should work to be more inclusive of the sample of participants in order to get a 

more comprehensive explanation for what it is like to be a student teacher, specifically 

what motivates the participants and what detracts them from pursuing a career in 

education.  Moreover, future studies could work to identify the salient characteristics of 

school and classroom contexts that are the most and least supportive to student teachers.  
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Finally, interviews conducted at the beginning and end of the supervised student teaching 

experience with the same participants would greatly reduce the recall bias that is present 

in the responses in the present study.  These results could best inform university 

education programs as they work with school leaders to place student teachers. 

 Another recommendation for future studies is to follow participants into their 

teaching career to determine if the motivational factors that influenced then initially still 

hold true once the supports provided during their student teaching experience are 

removed.  Tracking new teachers would enable researchers to more fully understand what 

motivates teachers and how to support them in order to retain new teachers in the 

profession.  

 Finally, the study could also benefit from evaluating differences in motivation and 

planned persistence between traditional-aged college students who matriculated into the 

teacher education program immediately after high school, non-traditional college students 

who may have returned to college after a gap between high school and their 

undergraduate studies, and mid-career students, or those individuals who have pursued a 

teaching career after entering the workforce in another career path.   

Additional Analyses 

The additional analyses conducted with the data from the present study showed 

that the first-order factor of prior teaching and learning experience in the FIT-Choice 

Scale was more important to participants in the middle and secondary education 

programs than in the early childhood education program.  This is important, particularly 

because teachers at the middle and secondary education levels are often considered 

subject area specialists and not generalists like  their early childhood education peers.  
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These students may have had important experiences in their educational careers that 

motivated them to pursue teaching in the particular subject area that they matriculated in 

during their teacher education program.   

 Finally, three higher-order factors of intrinsic value, making a social contribution, 

and prior teaching and learning experiences were more significant for female participants 

than male.  This is interesting to note, particularly since the teaching profession—

specifically in the classroom—is heavily dominated by females.  Future studies could 

investigate what motivates male and female teacher candidates differently.  This would 

be especially important when looking at the leadership aspirations for teachers, as the 

leadership positions do not reflect this same trend. 

Conclusion 

 The purpose of this dissertation was to investigate the motivation to teach and 

planned persistence of pre-service teachers during the spring 2015 term by administering 

the Factors Influencing Teaching Choice (FIT-Choice) Scale (Watt & Richardson, 2007) 

along with the Professional Engagement and Career Development Aspirations (PECDA) 

Scale (Watt & Richardson, 2007) at the beginning and end of their student teaching 

experience.  Together, these instruments attempted to measure the planned persistence in 

the teaching profession and the motivation to teach at each of the two time periods 

evaluated.  Since the study collected data at two time points during the student teaching 

experience, it endeavored to investigate changes in the motivation to teach and planned 

persistence of pre-service teachers.  It also explored if the context of the student teaching 

placement impacted the level of motivation and planned persistence of pre-service 

teachers over time through the use of a semi-structured interview protocol.  
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 The modern expectancy-value theory served as the theoretical framework to 

understand the issues of changing motivation and commitment in pre-service teachers as 

they participated in their supervised student teaching experience.  This theory proposes 

that expectations of success and the values placed on associated tasks are motivating 

forces that strongly influence an individual’s achievement, persistence, choice and 

performance in a variety of domains, including academic disciplines, sports, and careers 

(Fredericks & Eccles, 2002 as cited in Watt & Richardson, 2007; Watt, 2002, 2006 as 

cited in Watt & Richardson, 2007; Wigfield, 2005).  

The modern expectancy-value theory also served as the basis of the integrative 

model created by Watt and Richardson (2007) when they modeled the motivational 

factors at play in an individual’s choice to pursue a career in teaching as evaluated 

through the FIT-Choice Scale.    

 The FIT-Choice Model proposes that an individual’s decision to pursue a career 

in education is motivated by their beliefs about the task demand and task return, self 

perceptions, values (intrinsic value, personal utility value, and social utility value) and 

their perception of teaching as a fallback career.  Socialization influences are less 

influential, but still a motivating factor that impacts one’s decision to pursue a career in 

education.    

 In the present study, the qualitative results supported the model of the FIT-Choice 

factors, in that at the beginning and end of the semester, participants evaluated intrinsic 

value, satisfaction, social contribution, perceived teaching ability, prior teaching and 

learning experience, social utility value, work with children/adolescents, and enhance 

social equity as having the most influence on their decision to pursue a career in 
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education.  Aside from the socialization influence of prior teaching and learning 

experiences, participants were most influenced by the values they placed on a career in 

education.   

 Similarly, in the qualitative study, the participants expressed that they were most 

highly influenced by intrinsic values and socialization influences at the beginning of 

student teaching.  At the end of student teaching, they expressed being motivated by self-

perceptions about their perceived teaching abilities and intrinsic value.  The socialization 

influences that initially motivated their pursuit of a teaching career were not present at the 

end of student teaching. 

 This is important in the current context because student teachers begin their 

student teaching experience motivated both intrinsically—by their interest in and desire 

for a career in education—and by the socialization influences of prior teaching and 

learning experiences (specific positive experiences that previously occurred as a teacher 

or a learner) and by social influences (positive influences from significant family 

members, friends, and colleagues (Watt & Richardson, 2007).  As an institution that 

provides training for a significant number of aspiring teachers each year, it is important to 

provide student teachers with opportunities that allow them to engage in high quality 

teaching and learning experiences and with individuals who continue to be passionate 

about their choice in pursuing a career in teaching.  The latter would be an especially 

important consideration when selecting the cooperating teacher and university coaches 

with whom the student teacher spends the semester with learning about the skills, 

attributes, and qualities of being a professional educator.   
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The present study presented five areas in the literature review that provided the 

conceptual framework for understanding the issues pertaining to student teacher 

motivation and commitment to the profession.   The topics discussed in the literature 

review, namely, teacher turnover and attrition, teacher preparation, supervised student 

teaching experience, initial and changing motivation for pre-service teachers, and initial 

and changing commitment of pre-service teachers gave the conceptual framework for 

understanding the purpose of and issues related to the study.    

The literature review found that teacher turnover, and in particular, teacher 

attrition, or the phenomenon of teachers leaving the profession, particularly early in their 

careers has implications for the individual in terms of the cost of their education, the 

organization in terms of the cost of training and loss of human capital, and the students in 

terms of the lower achievement levels experienced by students in schools where attrition 

rates are highest.  The significance of the supervised student teaching experience in 

providing pre-service teachers with the skills and knowledge to enter the teaching 

profession was documented as was the influence that these experiences have on 

determining whether pre-service teachers enter the teaching profession immediately upon 

graduation, after a time to pursue other aspirations, or not at all.  Finally, changes in pre-

service teachers’ motivation and planned persistence within the profession has also been 

linked to changes in motivation that they experience over the course of their supervised 

student teaching experience. 

This is important to the present study as it underscores the importance of the 

supervised student teaching experience and how influential it is to pre-service teachers.  

In the present context, it is important for teacher training programs to understand the 
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significance that the student teaching experience has to pre-service teachers and how that 

experience can impact the student and the profession in profound ways.  Providing pre-

service teachers with support that at once offers the training in pedagogy and 

management is essential, but equally as important is addressing the toll that the student 

teaching experience takes on the pre-service teachers’ initial motivation to pursue and 

remain in the profession.  By addressing the latter through innovative programs, 

seminars, and high-quality school-based practical experiences throughout the teacher 

training program, institutions can do their part in helping the profession to stem the tide 

of teacher attrition early in their careers by helping bridge the gap between pre-service 

teachers’ idealistic view of the profession and the reality of what choosing a career in 

teaching entails. 
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APPENDIX B 

 
FACTORS INFLUENCING TEACHING CHOICE (FIT-CHOICE) SCALE  
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APPENDIX C 

 
THE PROFESSIONAL ENGAGEMENT AND CAREER DEVELOPMENT 

ASPIRATION (PECDA) SCALE 

To what degree do the statements below reflect your professional 
development and planned persistence in the teaching profession?  

             not at all E  extremely 

 Planned Effort   

E1 How much effort will you put into your teaching? 1  2  3  4  5  6  
7 

 

E2 How much will you work at being a good teacher? 1  2  3  4  5  6  
7 

 

E3 How much effort do you plan to exert as a teacher? 1  2  3  4  5  6  
7 

 

E4 How hard will you strive to be an effective teacher? 1  2  3  4  5  6  
7 

 

 Planned Persistence   

E5 How sure are you that you will stay in the teaching profession? 1  2  3  4  5  6  
7 

 

E6 How certain are you that you will remain in teaching? 1  2  3  4  5  6  
7 

 

E7 How confident are you that you will stick with teaching? 1  2  3  4  5  6  
7 

 

E8 How sure are you that you will persist in a teaching career?  1  2  3  4  5  6  
7 

 

 Professional Development Aspirations   

 “To what extend o you aim to…”   

E9 …participate in professional development courses? 1  2  3  4  5  6  
7 

 

E10 …undertake further professional development? 1  2  3  4  5  6  
7 

 

E12 …learn about current educational development? 1  2  3  4  5  6  
7 

 

E12 …continue to acquire curriculum knowledge? 1  2  3  4  5  6  
7 

 

E13 …continue learning how to improve your teaching skills? 1  2  3  4  5  6   
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7 

 Leadership Aspirations   

 “To what extent do you aim to…”   

E14 …reach a position of management in schools? 1  2  3  4  5  6  
7 

 

E15 

E16 

E17 

…take up a leadership role in schools? 

…seek a staff supervision role in schools? 

…have a leadership responsibilities in schools? 

1  2  3  4  5  6  
7 

1  2  3  4  5  6  
7 

1  2  3  4  5  6  
7 
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APPENDIX D 

 
INTERVIEW GUIDE FOR SEMI-STRUCTURED INTERVIEWS 

 
1.  Background Information 
 a.  Tell me about yourself 
 b.  previous schooling experiences 
 c.  what were your thoughts/perceptions about teachers before student teaching  

d.  who influenced your decision to pursue a career in teaching 
 e.  Life as a student teacher 

2.  Initial motivation/reasons to teach 

3.  Initial commitment to career/plans for persisting 

4. Describe the school context where you completed your student teaching experience? 
(number of students, grades, support in classroom for student teacher, administrators, 
neighborhood/community, etc.). 

5.  What incidents and people intimately connected with your student teaching experience 
stand out for you? 

6.  How did the student teaching experience affect you? What changes do you associate 
with it? 

7.  How did the experience affect significant others in your life? What if any advice did 
these individuals give you? 

8.  Final motivation/reasons to teach 

9.  Final planned commitment/persistence to career in teaching? In education? 

10.  How did context of STE effect motivation? 

11.  How did context of STE effect commitment? 

12.  What are your thoughts/perceptions about teachers now that you’ve completed your 
student teaching experience? 

13.  Will you/have you secured a teaching position for next year?  In what type of school 
(urban, suburban, rural, public, independent)?  What level? 

14.  Have you shared everything that you think was significant about your student 
teaching experience as it relates to your motivation to teach and commitment/persistence 
to the teaching profession? 
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APPENDIX E 

 
INTERVIEW WITH “TRACY”-5/5/15 

 
I:  Alright, there we go.  So I just want to verify again that you are ok with me recording 
our  
 
P (crosstalk): yeah, sure! 
 
I:  session today. Ok.  So why don’t we start with some background information.  Tell me 
a little about yourself, and um, you know, when you started your undergrad. Program and 
what brings you to this point today in terms of um, completing your student teaching, I 
guess. 
 
P:  um, so, I wanted to be a teacher probably, we have, like writing from school and stuff 
where I said I wanted to be a teacher from like 8.  Um, it, it’s, I’m the oldest of four kids, 
um it sort of fits in with my constructive bossiness.  I’m like a really bossy person and 
like, it fits, it works.  Um, yeah, I guess I’ve always, my senior year of high school, um, 
in the Cheltenham District you can do this like um, a senior project where you get the last 
two periods off of your day and you can go well sort of intern.  And I worked at the local 
middle school, which, usually, I mean, what would you do with a high school senior?  
Like, you’d have them organize your things, make copies, like tutor a kids whatever, and 
I worked with um, a music teacher, who had actually been my student teacher when I was 
in fourth grade.  Yeah, cool.  And he had me, so first I observed, and then I, like he would 
teach a lesson, and then I would teach the same lesson to the next group of kids.   
 
I:  wow. 
 
P:  and then he, we’d collaboratively wrote lesson plans for the rest of the year, like unit 
plans and stuff and I taught.  He’s in a band, he’s in Sister Sledge, um, I don’t know if 
you know them.  So when they would go on tour, I would go to the middle school all day.  
I don’t know how I got out of high school, I don’t know what my mom did, but all day I 
would be at the middle school and teaching his classes.  There would be a sub in the 
corner, because I’m 17, but I was teaching all day and it was an amazing experience. 
 
I:  absolutely! 
 
P:  I, I think I probably learned more there than I have in any of my classes at Temple.  
Cuz it was very, very hands on.  Which was really awesome. 
 
I:  right, absolutely. 
 
P:  um, I started my program in Fall 2007. 
 
I:  ok. 
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P:  I started under the triple certification-Early Childhoood, Elementary, Special Ed when 
you could do that in four years.  Um, and then, I had done theater in high school, so I 
started looking into some theater classes and accidentally became a theater major and 
then when I came back to education, they were like, ‘yeah, that program’s long over, you 
can’t do that”, so um. 
 
I:  good for you for staying the course. 
 
P:  well, I considered quitting.  Um, especially since I had finished a theater degree 
except for like, I needed to take Acting 1 and Art History and that was it, but the 
difference between what I can make with a degree in teaching and a degree in theater is 
like one I’ll be employed and the other I won’t, so… 
 
I:  right.  Um, so, before, you have a unique entrée into the field of education.  But before 
student teaching, what were your thoughts and perceptions about a career in teaching? 
 
P:  oh, I mean, I’ve, I guess in what sense?  I’ve always wanted to do it.   
 
I:  right, well, like how did you perceive that the the role of a teacher or the career of 
education, um, you know, there’s a lot of, some people have talked about how um, you 
know if they had never, you had that outstanding opportunity working in a school, so you 
saw that side of it.  But for others, they were a student on one side of the desk and didn’t 
know anything of the goings on of being a teacher. 
 
P:  I see, right, um.  That’s a good question. I guess, see even from when I was in 7th or 
8th grade, at my Hebrew school, you can be sort of a teen aid. 
 
I:  ok. 
 
P: so, I was doing that for years.  Throughout, as soon as I graduated high school, I got a 
job teaching Hebrew School.  So I’ve been teaching, now I teach five days a week.  You 
know, like afternoons, and weekends.   
 
I:  ok. 
 
P:  So, I’ve been teaching Hebrew school for 8 years.  So, I guess I’ve always sort of seen 
that end of it.  You’re making lesson plans but I thought it was really cool, that depending 
on what, sort of who your teacher is and who they are as a person and what they’re doing 
with you, you learn such vastly different things. 
 
I:  right. 
 
P:  Even if it’s the same curriculum. 
 
I:  right. 
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P:  Like you can have such wildly different experiences.  
 
I:  Good.  Who influenced your decision to become a teacher? You know, you mentioned 
your birth order, but was there any particular individual who helped?  And you also 
mentioned the teacher- 
 
P (crosstalk): yeah, Mr. (unintelligible) 
 
I: but are those, do you think those are the two major, ah, influential factors in your 
decision to become a teacher? 
 
P:  you know, I don’t know.  I know that very frequently little kids, you know, look up to 
their teacher and they say, when I grow up I want to be a teacher.  And I think that I just 
didn’t, I’ve always been good in school, I’ve never had any negative experiences to 
squash that. 
 
I:  right 
 
P:  it was just, I wanted to be a teacher and everybody was like, ‘sure, go for it!’  and it 
seemed like a great gig, and I was like yeah, why not? 
 
I:  ok.  So, tell me a little bit about your life as a student teacher this semester.  How was 
that? 
 
P:  Oh, it was amazing.   
 
I:  ok. 
 
P:  I had, I got into Overlook Elementary in Abington.  So, that was, I think a big factor, 
is that I, it was close to home, but it was also suburban. Um, you know, the Philly School 
District is struggling because, I mean they’re trying, but at the time, I think the odds of 
me being placed with a good teacher were higher at Abington.  I had um Kelly Hartman, 
and she was absolutely great.  I had kindergarten and they were probably the cutest 
human beings I’ve ever seen.  They were adorable!  So, it was really nice.  It was a very 
welcoming school environment, um, a lot of young teachers.   Which at one point, 
towards the end of the semester, I looked around and got, I was like, who trusts us with 
children?  Like, I’m a child, who does this? Um, but the principal was very supportive 
and the class, ah, there were only 17 kids in the class and it’s a very well funded school.   
 
I:  mmhmm. 
 
P:  plenty of resources, plenty of supplies.  Every classroom has a smartboard.  There’s 
no questions about like printer paper or any of that.  Like we need it, we ask for it, we get 
it.  And this year, the PTA is super, super helpful.  Um, they’re fund raising a lot, and 
because they’re considered non-profit, they can’t have any money at the end of July, so 
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they’re like just buying loads of stuff for the classroom.  Like, whatever anybody needs, 
they’re getting it. 
 
I:  wow.  
 
P: which is really fantastic.  Um, I guess, part of the reason why, Kelly is a huge part of 
my experience.  She very early on made it very clear to the kids that I’m not observing, or 
whatever.  I mean ‘Miss Godell is a teacher.  Um, you need to ask her for permission, 
she’s teaching this class’ like, she very much pushed me into that leadership role which 
was helpful. 
 
I:  right. 
 
P:  and made me feel like not an intruder on her class, but made it feel like my class. 
 
I:  good. Um, so talk to me a little bit about your initial thoughts about your commitment 
to teaching.  Um, prior to student teaching, what was your, in your mind, what does your 
career look like in education? 
 
P:  um, I guess, so when I was in probably junior high and high school, I babysat for this 
family that had an au pair, but the au pair gets weekends off, so I would babysit for the 
kids on the weekends for the kids.  And au pairing seemed like a great gig, so, when I 
graduated college, I wanted to au pair my way around Europe. 
 
I:  ok. 
 
P:  but, it turns out they only accept you until you’re about 26.  So, because I took longer 
in college, that’s out, but now I’m actually, I have a job for next year teaching English in 
Seoul in Korea, which I’m pretty excited about.   
 
I:  cool! 
 
P:  um, so, I guess I had initially, I thought that I would, you know, travel through 
babysitting and au pairing and then come back and have my own classroom, probably in 
a suburban district somewhere and just teach elementary school for the rest of my life.  
But now, I’m looking at the idea of traveling and teaching. 
 
I:  right. 
 
P:  so, for ESL, you know they are one year gigs, so you’re not committed forever until 
further notice, it’s very clearly like a 12 month contract, so you can country hop or school 
hop or whatever. 
 
I:  good. Um, so, talk to me a little bit, and you did, I’m trying to frame it again so that I 
have it in order for me to…the school context that you just completed, um, it was a K-8 
school? 
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P:  no K-6. 
 
I: K-6 ok.  And you said it was suburban. 
 
P:  yeah. 
 
 Abington, you said you had like 17-18 students? 
 
P:  17 students 
 
I:  17 students, ok.   
 
P: and there were four Kindergartens, four kindergarten classrooms, I mean. 
 
I:  oh. 
 
P:  Apparently, um, usually, they only have 3 kindergarten classes and they fill them, I 
don’t know to 24 or whatever.  And then they would have a lot more people, like a lot of 
district residents would just sign up day of and would just start sending their kids rather 
than like having pre-registered for kindergarten.  So, then they would have in a hurry and 
come up with another class. 
 
I:  right. 
 
P:  so for this year, they predicted that. And spread it out among four classes, and didn’t 
have nearly as many people sign up as usual.  So. 
 
I:  that’s how it goes.  The best made plans…Um, and so what kind of support would you 
say that there was there for the for you as a student teacher.  I know you mentioned that 
the cooperating teacher was really supportive- 
 
P (Crosstalk):  yeah, she was really wonderful. 
 
I:  were there any other support systems that you feel were in place in terms of people in 
the school? 
 
P:  Um, I guess the principal was also pretty supportive.  I mean I looked at their bus 
dismissal system in the gym is a hot, hot mess.  Which, I mean it’s hard any time you 
have like 200 kids in a room together and it’s an echoing room. 
 
I:  right. 
 
P:  but, after two days, I was like, there’s got to be something better.  So I had some ideas 
and I talked to her and she was like, great.  Write it down, this is the format that it needs 
to be in, and we will distribute this to everyone and we will implement this plan.  And we 
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did, we rearranged where some of the buses were sitting and we put up really clear rules 
for behavior during bus time and it helped a lot. 
 
I:  good for you! 
 
P:  Yeah.  And it felt really good to know that, even as this random student teacher, you 
know, my ideas were being heard. 
I:  right. 
 
P:  Um, I also had, sorry, I also had a um, the, what’s her face?  The university coach I 
think they’re called? 
 
I:  yes. 
 
P:  And she was pretty cool, she was pretty excellent.  A bit pushy, but if I hadn’t been as 
confident and experienced as I am, it would have been helpful.   
 
I:  ok, good.  Um, so, are there any, and as you were talking, you answered a lot of my 
questions, but um, are there any incidents that happened or other people that stand out 
that make your experience exceptional? Um, it sounds like the one incident where you 
had where you had the idea and the principal was 
 
P (Crosstalk): yeah, the principal was really, really great.  Um, I’m trying to think.  I 
guess overall, the other kindergarten teachers were also very accepting of me as a 
member of the team.  They didn’t see me as, you know, Kelly’s student teacher, they saw 
me as another one of the kindergarten teachers. 
 
I:  right. 
 
P:  which was, um, which was really good. 
 
I:  right, right. Absolutely. Did you guys plan together or how did that work? 
 
P:  not as much, um, there were some, like special activities and stuff that we did together 
and we did like sing-a-longs every Friday.  Which they did it with a CD, like they would 
pop in some kid’s music CD, but I play guitar.  So after like, two weeks, I was like, we 
can make this better.   
 
I: laughter 
 
P:  So I took over that, which was pretty cool. 
 
I:  ok, that's great! 
 
P:  yeah. 
 



 
 
 

 

110 
I:  so, how did the student teaching experience affect you?  What changes happened in 
you as a person and as a professional through your experiences student teaching are you 
aware of? 
 
P:  um, I was really relieved to find out how much of the curriculum is provided.  That’s 
not made clear throughout our courses here.  Like when you’re developing lessons, 
you’re just pulling it out of nothing.  You have to just pick and age group and pick what 
you feel like teaching that group and try and find standards and it feels very stressful.  
Especially when you consider that like it makes you feel like one day you’re going to 
have to do this five times a day every day.  And that’s kind of overwhelming. 
 
I:  right. 
 
P: And I sort of knew that it wasn’t the case because with teaching Hebrew school, like, 
we adapt the curriculum, but we’re handed a curriculum.  And certainly at Overlook, our 
literacy curriculum, you can expand it, but it’s scripted.  And there’s um a smartboard, I 
think they call it like a flip chart or a power point that goes with it that’s very straight 
forward. 
 
I:  ok. 
 
P:  I was very nervous about teaching literacy. Cuz like, you know if I mess up addition, 
a kid’s going to learn how to add anyway.  You know, it’s not a hard concept.  But, like I 
felt like if I messed up something with literacy, they’re never going to learn how to read, 
it’s going to be the end of everything and I will have ruined these children for life.  But it 
was very straight forward and like really easy to do which was good. 
 
I:  ok. 
 
P:  so, it was a relief to know that that even if I didn’t get a chance to like really look 
through it and really know what I was teaching, that it’s still doable.  You know it’s 
certainly it’s better if I look through it in advance and prepare my materials and 
everything, but if I don’t it’s not the end of the world.  Um, it was also, that made it a lot 
easier for writing my four observed lessons. 
 
I:  ok. 
 
P:  I would see, like what day are you coming, what are we learning, ok great, I’ll write 
that lesson into the Temple format and it was really good.  
 
I:  ok, good.  Um, so how did your experience as a student teacher affect significant 
others in your life.  Um, did anybody give you any advice along the way? 
 
P:  No. 
 
I:  ok. 
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P:  Um, I mean to my family, I’ve been a teacher for years.  So they’re like whatever.  
Yeah that’s about it.  My roommate couldn’t care less.  
 
I:  um, and so now that you are at the end, well, you’ve finished your student teaching, 
um, what are your thoughts about your final motivations and reasons to teach?  Are they 
the same as they were initially, have they changed? 
 
P:  yeah, I’d say that they’re pretty much the same. 
 
I:  ok. 
 
P:  I still love what I’m doing.  I still, you know, every day is really exciting and 
different.  Even when, you know, one day is terrible, because, you know every day is 
great, it’s still a bit like, the next day is going to be better.  And yeah, I can absolutely see 
myself doing this for the rest of my life.   
 
I:  good.  And then, you’re, I think in your original answer, you kind of answered this, but 
the next question is about your planned commitment and persistence in education.  So, 
after you travel, do you still plan to come back to the states and do a lengthy career or do 
you just plan to continue traveling as a teacher.  What do you think about your career? 
 
P:  it’s sort of up in the air. 
 
I:  ok 
 
P:  Um, I mean I’m certainly not going just for one year. 
 
I:  right. 
 
P:  like, I’m going certainly as far as I can think into the future.  My family thinks that 
probably I’m going to come back someday so, they plan on keeping some of my stuff in 
storage.  We’ll see what happens.   
 
I:  ok. 
 
P:  Yeah, it’s very up in the air, and I’m cool with that. 
 
I:  Good.  Um, so how did your context for your context for your student teaching 
experience effect your motivation throughout this term do you think? 
 
P:  What do you mean my context? 
 
I:  The school you were placed in. 
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P: Um, I think if I had been placed in, there wasn't a single day where I thought, ‘man, I 
don’t know what I’m getting myself into.’  Or I don’t want to do this.  Um, I think if I’d 
been placed somewhere that was more difficult, I might have felt that way.  There 
certainly there have been field placements where I’ve felt like that.  Um, I want this 
semester that you take the ESL course, I was in a second grade classroom and the teacher 
was a total whack job.  I don’t think she taught a single actual lesson the entire year.  It 
was the spring semester, and we taught an organized lesson, um my co-practicum person 
and I, and I think it was, the first beginning to end lesson the kids had ever seen.  Um, 
which is ridiculous, and she had been there for years.  Um, we spent most of our time 
there cleaning out her closets because she kept pushing us towards that. And I feel, I feel 
if I had been in that classroom as a student teacher, I might have been willing to quit. 
 
I:  ok, wow.  And do you feel that that where you did your student teaching, has that had 
any impact on your commitment to the profession? 
 
P:  Um, I don’t know if it had any impact.  I mean, I’ve been pretty committed, and I’m 
still pretty committed, so… 
 
I:  ok.  Good.  Um, so now, what are your thoughts and perceptions about teachers, now 
that you’re on this side of the student teaching experience? 
 
P:  mmmhmm.  Um, thoughts about teachers.  I guess it’s nice to know that they, 
certainly in some contexts, don’t know as much as we feel like they do.  Ah, it’s nice to 
realize that sometimes, they’re only one step ahead of the kids.  And it’s an important 
step but it’s only one step.  I was sitting in the teacher’s room and there were three sixth 
grade math teachers trying to explain some concept to a fifth grade math teacher cuz she 
needed to teach it that afternoon.  I was like oh, alright, fine, great. 
 
I:  right, so they’re human? 
 
P:  yes. 
 
I:  It humanized them, I guess, a little bit for you. 
 
P: Yeah.   
 
I:  um, and you’ve secured, the next question is about for next year.  Um, and so you’ve 
secured a position in Seoul? 
 
P:  yes. 
 
I:  And so that’s a one year position.  And so what, what level will you be working with? 
 
P:  um, you know I’m not entirely sure. 
 
I:  ok. 
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P: It’s.  From what I understand, the school is, they’re calling it a “kindy-school” which I 
think means kindergarten, but isn’t really, it’s not like five years olds.  I think 
kindergarten is ages 3 to 7 or something? Or 4 to 7? So primary students.  Certainly no 
older than like 11 or 12.   
 
I: ok.  Good.  And have you shared everything that you think was significant about your 
student teaching experience as it relates to your motivation and your commitment to the 
profession do you think? 
 
P:  yeah, I think so. 
 
I:  ok. Um, is there anything else that you feel is, that you feel is worth sharing at all?  
P:  nope, you pretty much covered all of it. 
 
I:  Ok.  Can you remind me once more, what is the program that you are finishing, like 
what is your education program? 
 
P:  oh, fart, um, I think now we’re called Early Childhood Education? 
 
I:  ok.  Ok.  Very good. 
 
P:  I’ll be Pre-K to 4, so that’s early childhood. 
 
I:  ok, good, well thank you so much for your time. 
 
P:  my pleasure.  
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APPENDIX F 

 
INTERVIEW WITH “AVA”-5/4/15 

 
I:  Alright, so we’re all set.  Um, so today, um, I just have a few questions I wanted to ask 
you.  Um, I just wanted to remind you that, um, in the course of my work, I will not 
reference you by name, um, so I will, I’ll make sure that you remain anonymous in the in 
the writing up of my report.  Um, and if you have any questions throughout any time, you 
have my contact information too, so you can always, ah, give me a call if you have 
anything, have any questions, or um want to follow up with anything. 
 
P: (Crosstalk):  sure, sure. 
 
I:  Ok?  And then once again, I just want to make sure that I have your permission to 
interview you and to record it. 
 
P:  Yes. 
 
I:  Thank you.  Alright, so why don’t we start with you telling me a little bit about 
yourself.  Um, what are your previous school experiences?  We can start with that. 
 
P:  Ah, so I guess, from like a teaching perspective, I always wanted to be a teacher since 
I was a kid. I feel like most teachers say that, um, and I think that a lot of teachers just 
have this kind of like innate, ah, desire to do this.  Um, but, I feel like I, you know, I 
always did well in school, and I always, like really respected my teachers, and that partly 
could come from the fact that my mom is a teacher.  So, I think that’s another big factor 
in my own, um, experience going through school, and like, I feel like I knew a lot of the 
like behind the scenes things about teachers that other students didn’t know.   
 
I (crosstalk):  OK 
 
P: So, that definitely shaped me.  Um, and then, I think, like, this was a question on the 
survey that definitely resonated with me, was like, people told me forever, like, “oh you 
would be a great teacher, like you should do that” and that, what, that didn’t, that wasn’t 
like, ‘oh, ok, I don’t know what else to do, so everyone’s telling me to do this, so I’ll be a 
teacher, but it did like, affirm for me,  
 
I (crosstalk):  mmhmm. 
 
P:  like, “oh, I think, I think this would be a good fit.’ 
 
I (crosstalk): right. 
 
P:  for me and my personality.
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I:  Good.  Um, so, you talked a little bit about your mom, how she was a teacher too, 
what were your perceptions about the career before you entered student teaching? 
 
P:  Um, You know I think everybody has this idea, you know, that teachers don’t leave 
the classroom, and we don’t really see them as people.  And so, you know, my mom is 
first and foremost my mom, but, you know, when I would be in school, I would be like 
‘oh, this is what my mom is doing all day’, like you know, somewhere else in a, in a 
school.  Um, and so, I guess, what I thought about the profession was I thought a lot of 
people didn’t understand what happened.  Like, my mom went through a teacher strike, 
and I saw the end of that, and like, having to go to different grocery stores, because my 
mom didn’t want to like, be seen in public by, you know, the public who kind of has a 
disdain for teachers in some areas.  Um, so, I guess I just felt like I, was sympathetic, 
really.   
 
I (Crosstalk):  mmhmm. 
 
P:  You know, I saw work that my mom did at home, like outside of the classroom, and 
um, like I say all the time, like when I have a conversation with my mom, especially 
during the school year, it could be very frustrating because she’s always thinking about 
school.  And that’s something that’s kind of stayed with me, I’m like I don’t want to end 
up like, you know, not like my mom, but you know in the way that she, I just can tell 
when I’m talking to her, I know she’s thinking about school (audible laugh from 
interviewer), and that really bothers me. 
 
I:  ok.  Um, talk a little bit about your life as a student teacher this semester, what was 
that like? 
 
P:  (cough) Um, so everybody, I feel like I was always told that student teaching is so 
tough, and like, you know, you’re not going to have time for anything else.  And I 
certainly did not feel like the college student I had for the past, you know, three years, 
but, it wasn’t like, I mean, I didn’t feel super overwhelmed, and I think a lot of that 
comes from my cooperating teacher.  She was very adamant about me, like, not taking a 
lot of things home, and that I still kind of had my life, so I was definitely appreciative of 
that.  Um, but, I don’t know, I mean like, you know, I did my work, I tried to do, I tried to 
you know, go above and beyond, and I would definitely get anxiety if I didn’t have 
something planned for the next day, but, my other roommate was also student teaching at 
the same time, and like, she, her experience was like very different than mine.  Um, and 
she, by nature, I think gets stressed very easily, and like I’m a very, like, laid back 
person, so, I don’t know, I don’t want to say that it was easy, cuz it wasn’t, but it wasn’t 
this, like, overwhelming, daunting thing that, kind of like consumed my whole life. 
 
I:  Ok, that’s good! (audible laugh) 
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P:  Yeah! 
 
I:  Um. You talked about your initial motivation to teach being that, and correct me if I’m 
wrong, but it was something innately that you always had in you to do  
 
P (Crosstalk):  mmmhmmm. 
 
I:  and that you were encouraged to do it.  So would you say that that’s what your initial? 
 
P (Crosstalk):  yeah, definitely. 
 
I:  ok.  And so tell me about your commitment initially.  What did you think about your 
career in teaching?  What do your initial persistence and commitment within this 
profession look like? 
 
P:  Um, it’s definitely something that I hoped, like, I hoped this will be my career 
 
I (Crosstalk):  ok 
 
P:  but, on the same end, thinking about like, ‘Oh, I’m going to be doing this for like 
thirty years’, you know, that is daunting and um, you know I hope that, that will be the 
case, and I will enjoy it, and I won’t even think about that mass amount of time, but, um, 
you know, I’m al-, sometimes, I’m do think, like you know, ‘oh, well, I haven’t gone to 
grad school yet’ and if I really wanted to change, then I would, but, you know, I don’t 
think I’m far enough in to say, or make that judgment. 
 
I:  ok.  Good.  So can you tell me a little bit about the school, the context where you did 
your student teaching, um, how many kids did you have, um, what grade or grades did 
you work with, and um, what was the support like? 
 
P:  Um, so it’s a K though 8 school in Society Hill.  Um, and I taught 7th and 8th grade um 
and the school has a very high Asian population, so I had a lot of Asian students, um, the 
school pulls from Chinatown, so, ah there’s a lot of English language speakers, and I 
think the school has a lot of great resources, especially in terms of ESL um, but just the 
way that the School District of Philadelphia is, I know that there a lot of their resources 
are being cut, and that's definitely been a challenge, but um, the teachers that I worked 
with in the 7th and 8th grade were awesome, um, as I said before, my cooperating teacher, 
I mean, I just couldn’t have asked for anybody better than her.  So, um, I was very happy, 
I felt very lucky to be in that placement. 
 
I:  good, good. Um, and did you have support from the administrators do you feel? 
 
P:  Um, yes, but I think, like they only have one principal at my school.  There’s no 
assistant, there’s no disciplinarian, so one principal is dealing with every administrative 
thing, and so I think, like, student teachers were, you know, not very high on her totem 
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pole of responsibilities, but you know, she was super nice, and you know, definitely ah, 
I saw her a lot.  She, she was awesome.  
 
I:  Good.  What incidents and people intimately connected with your student teaching 
experience stand out to you?  You’ve mentioned your cooperating teacher a lot, um  
 
P:  I think the thing that I really think about in my placement were the other teachers and 
how friendly they were.  You know everybody, you know, always said hi to me.  You 
know, even my first visit there.  I went to visit before I actually started.  I was like 
waiting in the office and everybody said hi to me, and they were just super welcoming, so 
I think, the staff, just as a whole, um, was very supportive of each other and, especially, 
you know, cuz some of the 7th and 8th grades are on like a team, so all of the subject 
teachers kind of work together? And they just could not have been nicer, and I was, I 
think that’s something that I would definitely want in the future, like wherever I end up 
teaching is, like to have that kind of closeness  
 
I (Crosstalk):  right 
 
P: of other teachers. 
 
I:  Good.  Um, how did the student teaching experience affect you and what changes do 
you associate with it?  Within yourself? 
 
P:  Um, I guess it affected me in that, like, I will be able to I like now know that I really 
can stand up there in front of people everyday and, you know, do what it is I want to do.  
Um, the other part was about growth? 
 
I:  Um, so what changes do you associate with it- 
 
P: (crosstalk) oh right. 
 
I:  with your student teaching? 
 
P: Um, changes, like how so? 
 
I:  like do you feel like you’ve, well growth?  Do you feel like you’ve grown in any way? 
 
P: Yeah, definitely.  Just, especially in planning, and you know some, like, things…I 
guess, I knew going in that things would not always work out the way that you would 
want them to, but, ah, I, my growth, I guess, could be shown in me like over planning, 
and wanting to make sure that like. Cuz one thing that really stresses me out, and as I said 
before, not many things do, but when there’s like time that you have to fill, and like you 
don’t know what to do, and like obviously that would, you know, cause anxiety for 
anyone I’m sure, but that’s one things that I really, um, like try to correct.   
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I:  good!  Ok, so next, how did the experience affect significant others in your life? And 
did any of them give you any advice?  So, it can be anybody who, you know you’re really 
close with. 
 
P:  Um, you know, I think my friends, I, I, I do have a lot of friends who are also um, in 
the College of Ed.  If they’re not student teaching this semester, they are um, planning on 
being teachers, and so they kind of get it.  
 
I (cross talk):  mmhmm.  
 
P:  they are really interested to hearing my experiences in the classroom.  So that was 
cool that I could kind of talk to them openly about my experiences, and you know, what 
was going on. And kind of prepare them for the future.  Um, and then of course, my mom 
is a teacher, so we commiserated a lot about things, and just things that I had just noticed 
right off the bat about being in the classroom.  You know, we would just, you know, she 
calls me all the time, so we would talk a lot about teaching and the classroom, and you 
know all the kind of political stuff that goes on. Um, and then, I guess, the third thing 
would be like my non-teacher friends.  Ah they would just kind of joke that I wasn’t fun 
anymore because I couldn’t go out on the weeknights. 
 
I (Crosstalk):  laughter 
 
P:  and be the same kind of college person that I was, um, and they would give me a little 
bit of a hard time about that, but um, and so, especially, with those people, I you know, 
had to like remember, like, you know, I have to be at 6 in the morning the next day. 
 
I:  and not hide behind a desk. 
 
P:  yes, I’ve got to be up there and, yeah, answering questions. 
 
I:  right, good.  Um, so, now that you’ve come to the end of your student teaching 
experience, um, do you feel that your motivation and reasons to teach are the same? 
 
P (crosstalk): yeah, mmhmmm. 
 
I:  as they were?  Ok.  And the same thing for your commitment.  Um, do you feel that at 
the end of your student teaching, did anything change about your planned commitment to 
your profession in education? 
 
P:  Um, I don’t think so, um, but the one thing that I do, you know my student teaching 
placement was so great.  And I wonder if I were in a school that was much different, that 
didn’t have so much support and you know such awesome students, like, would I like 
this?  And I would obviously like to think I would, but it’s hard to know when you’re not 
in that situation, so, that’s kind of a question that I might have to come back to like in 
five years or something. 
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I:  right, right, right.  That’s interesting that you just answered numbers 10 and 11 which 
were how did the context affect your motivation and how did the context affect your 
planned persistence? 
 
P:  yeah, I think the context has a huge correlation with the motivation and desire to do it 
and everything. 
 
I:  ok, so now, um what are your thoughts and perceptions about teachers now that you’ve 
completed your student teaching experience?  
P:  um, I guess kind of the same as always.  You know, just because I had kind of that 
prior understanding and background knowledge from my mom.  But, you know, it is, I 
mean, the one thing, especially with being in there every day, like, it is so, so political, 
and it is so many different people involved.  You know it’s like, well education is 
governed by the state, and then you have your administration who doesn’t always have, 
you know who doesn’t think the way the teachers do.  And then, of course, there’s the 
students who are most important.  Oh, and then their parents are involved.  And then it’s 
like there’s so many like cooks in the kitchen I guess, and I think that it’s just super 
challenging.  Especially in Philadelphia, you know I didn’t I did not grow up going to 
school in the School District of Philadelphia, my school district was very different, and so 
I think, especially in Philly, like, it is super political, and super challenging, and um, 
there’s just a lot of things going on.  And it seems to change, you know, at every, um, and 
everything seems to change all the time.  So, my perception is that, you know, teachers 
have to kind of appease a lot of different people, and just, you know, put on a face that 
they don’t necessarily want to, just to, you know, save themselves kind of? 
 
I:  right, right. Um, so will you or have you secured a teaching position for next year? 
 
P:  um, not yet.  I’m in the process. 
 
I: ok.  And what type of school will you want to be in—urban, suburban, rural, public or 
independent? 
 
P:  um, I would like to say urban if it could be a situation similar to what I had for my 
student teaching, um, I would say I’m applying majority to suburban districts, um, and 
mostly just because, I would like to stay by my family and my family lives in like 
southeastern Pennsylvania, so it would be nice to be near them.  I’m not keen on like 
moving out to Wyoming and teaching there. 
 
I:  Ok, and you want to stay in public school? 
 
P:  yeah, definitely public. 
 
I:  And will you stay middle level?  Is there any particular grade level that you would 
want if you- 
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P (Crosstalk):  I actually really want to do high school.  It’s where, that’s really where 
my interests lie.  I didn’t get to decide for my placement.  Middle school was fine, but I 
just think for my personality, ah, older students, I would like that better. 
 
I:  ok, good.  Um, and finally, have you shared everything that you think was significant 
about your student teaching experience as it relates to your motivation and commitment 
or persistence to the profession? 
 
P:  I think so. 
 
I:  ok.  Is there anything else in general that you want to share that you think would be 
helpful? 
 
P: um, no I don’t think so. 
 
I:  ok. 
 
P:  I can’t think of anything right now. 
 
I:  alright, good.  Thank you, thank you, thank you.   
 
P:  yeah, no problem. 
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APPENDIX G 

 
INTERVIEW WITH “HELEN” - 5/5/15 

 
I:  ok, thank you, Holly for joining me, and I’d like to verify again that I can record our 
interview? 
 
P:  yeah, sure. 
 
I:  thank you.  Um, so, why don’t we start by you telling me a little bit about yourself, 
what are your, what’s your educational background? 
 
P:  um, so I’m originally from New Jersey.  Um, I started coming here in 2011, Fall.  Um, 
and I’m a middle grades, ah math and English education major.  So I’ll be certified 
grades 4 to 8.  Um, I just finished student teaching this spring, so I’m graduating Friday 
and I’m going to be applying for teaching jobs back in New Jersey so I’m gonna have to 
do the whole reciprocity thing and get certified there.   
 
I:  ok.  Good.  Um, so what were your thoughts or perceptions about teachers before you 
started student teaching?   
 
P:  um I’ve always loved teachers, cause I’ve always wanted to be a teacher, so ever since 
I was five years old, that’s what I knew that I wanted to do.  It was just always a question 
of what grade, and my middle school teachers was, were the ones who had the most 
impact on me so I wanted to be a middle school teacher. 
 
I:  ok, excellent. And, so my next question was who influenced your decision to pursue a 
career in teaching? 
 
P: um, I couldn’t really think of anyone specific about teaching, but middle school really 
did, there were a few of my middle school teachers that I would say make--helped me to 
make that decision of what grade I wanted to teach. 
 
I:  ok, good. So tell me a little bit about your life as a student teacher.  What was that 
like? 
 
P:  um, stressful.  I didn’t necessarily have the greatest student teaching experience. Um, 
so, there were a lot of things that my cooperating teacher did that I probably would have 
done differently in my own classroom, so it was hard for me to you know, balance what 
she does with what I wanted to do.  But, I did learn a lot from it, and I took away like 
some things that I will use, some things that I nec, won’t necessarily use, but, so, it was a 
stressful experience, but I did learn a lot from it.   
 
I: what were some of the specific things that sh—that you’re cooperating teacher did that 
you didn’t P:  um, it was more of the management style.  She was more like strict and 
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like just yelled at them to stop.  So then me…and she’s like older and been around for a 
while.  So me being a young, new teacher, not necessarily yelling, not necessarily 
intimidating, it was hard for me to gain their respect right away.  So they didn’t 
necessarily take me very seriously up in front when I would start teaching in the 
beginning.  So it took a while for me to establish that, but by the end, most of them 
respected me. There were still a few that, you know, but they’re always going to have 
those kids, so…   
 
I:  right, ok.  Good.  So, your initial motivation or reasons to teach, I know you said it 
was five, but what was that motivation that sparked your interest in teaching? 
 
P:  um, I think, I don’t know, I just, I guess when I was younger I just loved school, I 
mean, I still do like school.  But, when, I remember when I was little, I would always like 
play school with my little brother, and I was always like the teacher and even before I 
started school, like, my mom would tell me like I would read to my brother every night 
instead of her even when I didn’t know how to read. So, it was just always like, my 
instinct was like to teach, so yeah. 
 
I:  good, and so, before you started student teaching, what did you think about your 
planned commitment to the profession?  What did that look like? 
 
P:  um, it was, I was very committed to it.  I mean, even in my like, practicums before 
hand we only taught like a few lessons each semester, but like, I worked really hard on 
them, and always wanted every lesson to be great, so, yeah, I was very committed to 
wanting to teach.   
 
I:  and do you feel that you’ll stay in the career for a long—like before you started student 
teaching, did you think you would stay in it for the rest of your career? 
 
P:  yeah, yeah. 
 
I:  ok.  Good.  So, talk to me a little bit about the school context where you just did your 
student teaching experience.  What was the name of the school, what were the grades? 
 
P:  um, I was at Fox Chase Academics Plus.  It’s in the Northeast.  Um, I was in a fifth 
grade classroom with about..there was 29 students, um, the school is, I’d say pretty 
diverse.  I’d still say the majority is still white, but there are a lot of minority students as 
well. Um, in my specific classroom, there was 4 students who got taken out for part of the 
day for special ed, so they got taken out in the morning for reading and then 3 of them got 
taken out for math.  One of them stayed in the classroom for math.  Um, so, there was a 
little, um, differentiating that had to be done for them. Um, which is another thing my 
teacher didn’t really do a lot of, so it was more just, if they had homework in their special 
ed class, she wouldn’t give them homework in our class, but, other than that, there wasn’t 
much differentiating done, so I tried to when I did my, especially my observed lessons, 
and my bigger lessons, um, cuz, yeah, the low ones were very low.  But the rest of the 
class was, I wouldn’t say there was really any, there was one who went to MG, but he 
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wasn’t like much above the rest of them, and the rest were pretty…equal playing field, 
I’d say. 
 
I:  ok, good. Um, and in your experience, what kind of support did you have as a student 
teacher. Did it come from your cooperating teacher, other teachers, administrators? 
 
P:  um…so, not really my cooperating teacher.  She, um, was also, like, the head of three 
different committees at the school.  She was the testing coordinator, so she was always, 
like super busy with everything else.  Um, my coach…was ok, like she would give me 
feedback on my observed lessons, but she only came those four times, so I didn’t really 
get to know her too well.  Um, but I was lucky that one of my best friends was is in the 
fifth grade class right across the hall from me.  So we drove together every day, and like, 
we would, you know, bounce ideas off of each other, and if we were struggling, we’d 
pick each other up, so it was good having that, definitely.   
 
I:  did you have any interactions with the administrators or I don’t know how many there 
were. 
 
P:  yeah.  The principal at the school was actually really great.  I liked him a lot.  And, 
um, he, I think it’s only his second year principal there.  He was a vice principal for a 
long time at another school, but he has the student teachers each semester do a project at 
the school together to kind of like leave our mark on the school.  So there was 6 of us 
from Temple, 3 from Holy Family, and 2 from LaSalle, so we all, like came together and 
did this um, like we could do whatever we wanted, but we got, um, we did like a mural 
on the wall near the gym and we got all the kid’s handprints did different parts of it.  So 
that was really cool cuz like to bring everyone together and, so then it got all the student 
teachers to know each other and we all got really close and we were like a support system 
for each other too. 
 
I:  that’s a lot of student teachers in one school.   
 
P:  I know.  They, he loves having student teachers. 
 
I:  ok, now what grades are the school in total? 
 
P:  it’s K to 5. 
 
I:  k-5. 
 
P:  mmhmmm.  And they’re definitely a little bit overcrowded, especially the 4th and 5th 
grades, so both 4th and both 5th grades had student teachers.  So, he like, loves having us 
cuz it’s just a little extra help for them. 
 
I:  right, right, good.  Um, what incidents or people connected with your student teaching 
experience stand out for you now that you’re finished? 
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P:  incidents? 
 
I: mmhhmmm.  
 
P:  Um. I would just say, like, maybe just my relationship in general with my cooperating 
teacher.  It was just, like, she was always so busy that I just didn’t feel that she had time 
to, like, work with me.  And, prior to student teaching in general, I feel like middle grades 
majors weren’t as prepared as Early Childhood.  Cuz we were only in the classroom for 
like an hour a week.  And we co-taught every lesson we did in like small groups, so we 
were kind of just like thrown into it.  I know some of my friends in Early Childhood had 
like practice, like they had full day practicums, like by themselves so, being that I felt, a 
little, we all did, felt a little behind to begin with, I didn’t feel like my cooperating 
teachers was, like, available enough.   
 
I:  right. 
 
P:  to like work with me.  And for my observed lessons, she would try and like give me 
her opinons and stuff, but then my coach would say she’s not creative enough and you 
need to like do your own thing.  But then she would tell me what to do, so it was kind of 
like, who do I want to please more?  So, that was just my struggle.   
 
I:  right, trying to negotiate that tension. 
 
P:  right.  Yeah, exactly.  Cuz I would like give ideas and my cooperating teacher would 
say well you should just do this, this, and this. And I’d be like, ok, so I’d do it, and she’s 
kind of intimidating.  So I was definitely a little scared of her.  But, so I’d be like ok, and 
then my coach would be like you could have done it this way or this way and I’m like ‘oh 
well, she wanted me to do it this way’, so. Yeah. 
 
I:  ok.  that’s tough. 
 
P:  yeah. 
 
I:  so, how did the student teaching experience affect you?  Do you feel like you’ve 
changed in any way? 
 
P:  yes.  Um, througout the semester, I contemplated many times whether I still wanted to 
teach.  But then, I realized that once I have my own classroom, I could do things my own 
way.  And I won’t have to like, please my cooperating teacher and answer to her.  Even 
like, establishing my own like, norms and management style so like the whole thing 
would just be different and I would, like, be able to, like, be myself more, so I like, 
realize this is still what I want to do and it would just be like a completely different 
atmosphere in my classroom.   
 
I:  ok.  Um, how did your experience affect significant others in your life?  Did they give 
you any advice along the way whether it was your family, peers…? 
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P:  um, yeah.  So, I would talk to my parents about it all the time because it was just 
really stressful. Um, so they would just tell me the same thing, like you just have to get 
through it.  It’s a learning experience.  Um, like when you’re on your own, you’ll be able 
to do things however you want.  But, take the good and the bad from this and learn from 
it. 
 
I: right. That’s good advice! 
 
P:  yeah (laughs). 
 
I:  um, and so now that you’re on this side of your student teaching experience and about 
to, you know, embark on your next phase in your life, um, what do you feel your final 
reasons or motivations to teach are?  Have they changed? 
 
P:  um, not really.  I, so, I want to teach because, well, I want to teach middle school 
because I feel like middle school is the biggest time of change for students because 
they’re going through all like adolescent changes and whatever.  And I just feel like that’s 
the time when the parents aren’t as like on top of you as they were in elementary school, 
like making you do your work, like making sure you go to school everyday.  Making sure 
you do this, this and this. So I think teachers have that influence where students decide if 
school is still important to them or not and if they’re going to continue to try in high 
school and go onto college, and you know still want that education.  So, I want to be able 
to help kids decide that school is still for them even when their parents aren’t still like 
(smacks hand twice) on top of them like they’re little kids.   
 
I:  good.  And now that you’re on this side of your student teaching experience, how do 
you feel about your projected career and whether you’ll stay in education? 
 
P:  um, so I’m not as positive anymore.  Just because of that experience, but it’s still like 
something I do really want to do, and I feel like once I get a job, and start, I’ll like, it’ll be 
reaffirming to me that it’s still what I want to do. I just need another experience that’s 
better before I can say, like, definitely, but I do think it’s still what I want to do. 
 
I:  ok, good.  So, how do you feel that your school context affected your motivation to 
teach? 
 
P:  um, I do really like, you mean the school I was at for student teaching, right? 
 
I:  yes. Right.   
 
P:  um, I do really like that school, I was actually there for a practicum the semester 
before with a different teacher.  And he was like amazing.  Like the best teacher I’ve ever 
seen in any of my practicums.  So that kind of gave me like that little boost.  And I would 
even talk to him like during my student teaching, and he would like, help me when I was 
struggling and whatever, and all the other teachers in the school are really close and, um, 
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like they help each other once a week, er, every other week they have something called 
grade group, so the teachers in each grade meet for like a period, and like discuss what 
they’re doing um for the next two weeks and like help each other, so I think the ca-
environment of the school itself was really good.  I do really like the school, so… 
 
I:  good.  Um, and similarly, how does where you are doing your student teaching affect 
what your commitment is, and I think you answered that a little before.  
 
P:  yeah, I think the school in general, I like would love to be part of an environment like 
that, so, yeah.  
 
I:  the classroom experience itself.. 
 
P:  maybe not so much, but the school environment was what I would expect being in a 
school. 
 
I:  ok, ok, good.  So now that you’ve completed student teaching, what are your thoughts 
about teachers and perspective about the career? 
 
P:  um, I admire them even more because I realized how much planning goes into each 
day.  And, like, not only planning, like, ‘ok I’m going to do this today’, but how you’re 
going to differentiate it for each student, and um, it’s like a lot more work than I would 
have thought when I was 5 years old wanting to be a teacher, but it’s…I think it’s really 
awesome what teachers do. 
 
I: good! And, so for next year, you’re looking to get a job in New Jersey, you’ve said. 
 
P:  mmmhmmm. 
 
I:  um, middle school? 
 
P:  yeah. 
 
I:  And do you want to be in a suburban, rural, urban area or public or independent?  
Have you given thoughts to that? 
 
P:  um, definitely a public school, but the location wouldn’t really make a difference to 
me.  
 
I:  ok. Good! 
 
P: but, yeah, definitely public. 
 
I:  good.  And is there anything else that you think would be important about your 
experience to share with me today? 
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P:  um, n…no.  not really.  It was just, yeah, really basically exactly what I said.  It was 
stressful, but it was definitely a good learning experience, so yeah.  There were many 
times I was like, ‘oh I don’t want to go today’, but, you know, I learned a little bit each 
day of what to do or maybe what not to do and so I took all that with me and for the past, 
like week and a half, I’ve been reflecting on everything and thinking like, alright, in my 
classroom, I’m going to do this.  I’m going to set up this system because my teacher 
didn’t have it and I know that we should have, so, it was a good learning experience for 
me. 
 
I:  good. 
 
P:  yeah. Definitely. 
 
I:  good!  Well, those are all of the questions that I have, so I’m going to stop our 
interview.  Thank you so much for your time today.  I really appreciate it.  
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APPENDIX H 

 
INTERVIEW WITH “JOYCE”-5/5/15 

 
I:  Ok, hi Julia, I’m just ah double checking that I’m able to record our interview today. 
 
P:  of course. 
 
I:  thank you. Um, so you have commencement on Friday.  That’s a big deal.  So 
congratulations to you.  And you’ve successfully completed your student teaching 
experience.  So the questions that I’m going to be asking you are based on um, your 
experiences as a student, and then as a student teacher as well.  Ok? 
 
P:  ok. 
 
I:  so, why don’t we start with you telling me a little bit about yourself.  Um, what are 
your previous school experiences? And um, what were your first thoughts about the 
teaching profession before you started student teaching? 
 
P:  oh, (unintelligible) back in the day.  Um, well, I’m from the Red Lion area which is 
out in the middle of nowhere. So lots of country people, and basically white Protestant 
people, there were no black people, and so it was a very particular sect, and it was a little, 
it was a little boring.  So, I came to Philadelphia because I wanted to go to pharmacy 
school.  And then over the freshman year, I realized that pharmacy school was not the 
way. 
 
I:  ok. 
 
P:  but during orientation, we had TUTEACH come in and talk to us.  And while I’m this 
pre-pharm. Kid, I’m like, ‘I’ll try TUTEACH, you never know, it could be a good back 
burner thing.”  And, I later realized that pharmacy wasn’t really the way I wanted to go 
and I kept going with teaching, like ‘this is, this isn’t bad, I like it,’ and as you further get 
into it, it’s like, ‘I’m not bad at this.’ This could be an option.  And going through student 
teaching, that first month is like ‘oh my God, what have I done, this is an awful idea’, but 
afterwards, like, they way they spoke to me the last day, they were like, “we’re really 
going to miss you, you did such a great job, like it would be a shame if you didn’t 
become a teacher.” And so, that really sparked the maybe I should be doing this. 
 
I:  ok, good.  Um, so who influenced your decision to pursue a career in teaching? 
 
P:  Um, me.  I can’t say I had too many high school teacher heroes.  I had, I actually had 
teachers that were bad.  I had an Algebra teacher that told my class to not go to college 
because we’d be wasting our parent’s money because we did not hand in our homework 
that day.  Um, and she was just really awful at her job too.  So, it was the “I want to make 
it so that those teachers no longer exist”  
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I:  good, ok. And, so tell me a little about your life as a student teacher this term.  How 
was that? 
 
P:  Um, well I was at SLA in their 10th grade biochem. 
 
I:  and what is that? 
 
P:  It’s Science Leadership Academy.  So, there, and I’m sure you know, it’s a project 
based learning only school.  So, it was quite the challenge to figure out going from learn 
this, now take this test to big projects.  Do you actually know what’s going on instead of 
did you memorize this for the exam and then forget it the next day.  So that was, that first 
month, getting respect and all the major things like that, ah crazy. Crazy, crazy, crazy. 
 
I:  Now what part of the city is this um, Science Leadership Academy in? 
 
P:  It’s 22nd and Market. 
 
I:  ok. 
 
P: so right smack dab in Center City.  It’s a very good school, it’s hard to get into.  It’s 
one of the top magnets. So the kids are good kids, but they like to throw you for a loop 
sometimes.  They like to see, I mean, they're in 10th grade.  They want to see what they 
can do to you. 
 
I: ok 
 
P: so, they challenged me sometimes.  And I learned classroom management, and how 
you talk to ‘em, how do you get that right volume without screaming, all that stuff.  The 
first month, it was, it was rough.  And then afterwards, it was kind of I got the hang of it 
and started to get fairly good at it, I guess. 
 
I:  good.  Um, so remind me again if you feel like you’ve stated it already, but your initial 
motiviations and reasons to teach, could you just um, tell me again what those were?  
Your initial reasons to go into teaching. 
 
P:  Well, it was that, I don’t think I really had a spark moment where I should be a 
teacher.  But I remember in high school, I had one or two friends who were like, you 
should be a teacher.  And I was like, ‘what are you talking about? Whatever, I’m going 
into science’.  And then, we had that at the orientation TUTEACH, and I thought, you 
know, why not, we’ll try it.  And the first two classes of TUTEACH, they actually put 
you in elementary schools, and after that they put you in middle schools, and then further 
in they put you like in a few days in high school, so you really get to see if you like it or 
not. 
 
I:  ok. 
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P:  so it really isn’t like dive in like the college of Ed where you’re like in for it by the 
time you get to student teaching.  So I thought it was good to you know, you could stick 
your foot in the water and see if you like it.  And I was like, ok, this is, this is not bad.  
Um, I’ve also been doing summer camps with Dr. Varnum who’s our secondary 
education dean and I mean, they’re mayhem because they’re summer camp, but it’s been 
manageable.   And if it’s manageable, it’s doable, right? 
 
I:  (laughter) good.  So talk to me about your initial thoughts about your commitment to 
this profession?  Um, what were your plans for staying in the career of teaching before 
you started student teaching? 
 
P:  Before student teaching?  See, the uh, the goal in life if you have your, I try to have 
my things figured out way ahead of schedule, it’s just who I am.  I thought that I was 
going to be in Chemistry because I still have my degree in Chemistry and going into the 
Chemistry field and then once it came to be like baby time, um, you got to be there for 
them when they come home from school, so I thought that I should go into teaching 
afterwards. 
 
I:  ok. 
 
P:  and I’m still on that fence because I have to apply everywhere and anywhere, so it’s 
really who wants me more.  
 
I:  ok.  Good.  And, if you can, um, talk to me a little more about the school context that 
you just finished your student teaching in.  Um, particularly, how many students were in 
your classes, um, you’ve mentioned that you dealt with the 10th grade students, um, and 
then I have further questions, but let’s start there. 
 
P:  Oh yeah, the demographics and stuff.  So, SLA has about 500-600 students a year, so 
they have like 125 a class, like in a grade.  The 10th graders, well, majority of the school, 
it it’s a weird school.  It’s 9 years old, and it’s 40% white, 40% black and then 10% other. 
Um, high, higher ESL and special needs students than actually required by the School 
District of Philadelphia for magnet schools.  They prefer to have students with disabilities 
because they do not have a special ed class.  It’s all inclusive.   
 
I:  got you. 
 
P:  Everybody is in the classes together.  They even have advisory where they all have the 
same homeroom and same homeroom teacher for all four years.  So they have a little 
family in the school and that teacher is their advocate whenever they need to talk to 
another teacher, like, say Billy is not doing well in Science, so the advocate would go 
with Billy to the Science teacher and talk about what the heck is going on.  And so they 
have, basically a parent in the school too 
 
I:  right. 
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P:  and they keep the parents in the know whenever something is going on too.  
 
I:  ok, good.  Um. 
 
P:  they also have technology everywhere.  Like every kid has a laptop.  
 
I:  oh wow. 
 
P:  so. 
 
I:  what kind of support do you feel that you had in your experience from the teacher, 
from the administrator, from others in the school? 
 
P:  Chris Leman is the principal and he is the chillest principal I think I’ve ever met.  
Very charasimatic, awesome person, but he’s anywhere and everywhere.  So he’s trying 
to keep things together.  Where I had Mr. Best who is very laid back, relaxed, like, ‘it’s 
not a big deal’, like ‘you can get through it,’ ‘you can do it.’  Uh, the first month, I 
thought he was lazy, and just took forever to do anything.  The second I got in there, I 
started grading because he was so behind.  But, he just knows how to roll with punches I 
think, and he knows what’s more important like family issues and things, so I learned a 
lot to not be such a perfectionist because things will happen  and you got to get used to it, 
the grades will be there, but if you’re exhausted, you’ve got to go to bed.  Cuz you’ve got 
to do it all tomorrow.  Don’t freak out.  I have, I think it’s called a type A personality 
where I have to have it all done, it’s all got to be perfect.  It’s like ‘no, stop, like that’s 
enough for today, go home!’ 
 
I: good 
 
P:  so, he was very supportive. All of the science teachers actually work together, so, 
since they have biochemistry is biology and chemistry at the same time.  It’s not 
biochemistry the way college sees it.  So you have 9th grade and10th grade, and so we 
work with the 9th grade teachers, we work with the other 10th grade teacher, and we’re 
also bouncing ideas off our engineering teacher, like they all meet up for lunch at least 
once a week and talk about what they’re doing and try to keep coordinated so nobody’s 
overlapping. 
 
I:  ok.  And how was the support, um from the neighborhood, but I guess it’s really not a 
neighborhood school, but I guess parents? Um, did you have support or interaction from 
any of the parents? 
 
P:  I did. Those parents are freakin’ loyal.  There’s some kids that have graduated or are 
in college and their parents still come out for like the con-they have like Educon 
conferences and stuff and they still come out and help they’re very nice people. I did 
have one mom come at me during, of course, report cards, and I think her kid had an 89.4 
and he had, his projects were like in solid B range and we gave him—they only do letter, 
they don’t do +/-, so we gave him a B cuz he’s always talking over me.  And that was my 
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decision.  He doesn’t talk—like he talks over me all the time so he gets a B. He does not 
deserve an A.  And she came at my throat like “I know these student teachers here, I 
don’t know their grading policies like everything’s changing.”  ‘Like I grade exactly how 
he does’.  That’s pretty much my rant right there. 
 
I:  right.   
 
P:  so that was one parent, but other parents were very nice.  So it’s, it’s the toss up of 
like did you get a nice parent or not.  
 
I:  right, ok.  Um, so my next question to you is what incidents that occurred or people 
that you interact with, um, stand out to you from your student teaching experience?  
 
P:  um, with students or with adults? 
 
I:  any. 
 
P:  Any?  Well, it got towards the middle of the semester and it was right before spring 
break, and I guess they were getting all sorts of wild because it was benchmark season 
where all their projects were due and they were just going nuts, and the teacher was not 
there that day.  I know we’re not supposed to be in there, but you know how that goes.  
Um, leave it with the substitute and nothing will get done.  So they were just crazy and 
some of them were leaving well before class was over and so I just had it and laid down 
law like I have not laid down law in years.  And it was like crickets in there and like nice 
and quiet and like ‘now you can go’.  Just talking about we—‘there’s got to be a respect 
issue in here.  I’ve got family issues going on at home, you guys are not my priority, you 
guys have got to give me some slack here’.  And after that, they were, they were good.  
You know, I’m a human.  Not just a teacher.   
 
I: ok 
 
P:  Ah, there was also, talking about that science teacher support where Dunda, Stephanie 
Dunda is the other, one of the other biology teachers and she is not like Best at all.  She is 
very Type A.  Like this is this is it, it’s all choreographed, it’s all perfected.  Everything is 
exactly the same.  Super on it.  And she was, after that whole thing, I thought I had done 
something wrong, I had yelled at the kids, like ‘oh no, it’s all over!’  And, and so, she 
actually came in a few days later with cards and chocolate. She’s like “I’m so proud of 
you, you stuck up for yourself.” Like, YES!  This is the best feeling.  I didn’t do wrong!  
 
I:  Good. Good.  Um, so, next, how do you think that your student te—teaching 
experience affected you?  What changes do you feel, um are associated with it for you 
personally? 
 
P:  Well, I know, um, I was never a loud person.  Never ever.  And so I had to get over 
that, that being shy and quiet part.  And presenting every single day.  I used to have an 
extreme, just stage fright like, you’ll never hear me sing in front of people.  That’s not 
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happening.  But now, I’m so used to it and so used to having people listen to me, it 
doesn’t matter anymore.  It just tumbles out of my mouth, and like there it goes.  Like 
already gone, done.  So you might as well deal with it.  You’re going to have to talk to 
people no matter what field you’re in anyway, so it’s a very good character builder. 
 
I:  good. 
 
P:  and the stress levels, oh my goodness.  It was pure stress all the time sometimes, and 
figuring out how to work with it and keep going the next day and the next day and the 
next day. 
 
I:  right. 
 
P:  I guess they call it grit or something, some nasty word. 
 
I:  um, so how did your student teaching experience affect significant others in your life 
and did they give you any advice as you went along? 
 
P:  um, my personality is very, I don’t know if I’d call myself stubborn, but, people don’t 
tell me what to do (laughter). I know what I’m doing so, I don’t think, like, I don’t get 
that dreaded ‘you know what you should do as a teacher is…’ I’m not listening, don’t tell 
me what to do (laughter). 
 
I:  right. 
 
P:  so, I don’t have that, but my boyfriend and my parents are very proud of me for 
getting stuff done, like the students seem to have learned something.  I feel like they are 
part of my family now too because like I really got to know them.  I really wanted to 
know who they were and I went in the other day to like grab something I forgot and like I 
got a huge bear hug from half the class, so I was like, ‘guys!’   
 
I: (laughter)  that makes it worthwhile. 
 
P:  it does.  It really does. 
 
I:  good.  Um so now that you’re on the other side of your student teaching um, what are 
your final motivations and reasons to teach?  Have they changed?  
 
P:  I think my final motivations are that I realize now that I’m not bad at this, I’m pretty 
good and they actually seemed to learn something.  They really liked the way I taught it, I 
guess I had a positive outlook, I guess I tried my best to really make it about class and not 
about ‘oh I had a crappy day so I’m bringing it into the classroom.’  Um, I don’t know. 
They, I think the major thing was the last day we had to do high quality compliments in 
school sometimes.  I never heard of this, but they all went around the room and talked 
about how great I was and how much they’re going to miss me. And like, ‘guys’.  That, 
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that was major incentive to want to still teach that they, in my craziness and like the 
worst teaching that you’ll ever do, they still love me. 
 
I:  good!  And, now, I know, before we talked about what your initial commitment and 
persistence in the profession looked like. Has that changed at all now that you’re on this 
side of student teaching? 
 
P:  persistence as…. 
 
I:  in terms of in the career.   
 
P:  in the career?  
 
I:  how committed do you, you still feel that, um, it will be when you have a family that 
you will go into education? 
 
P:  that was my plan.  Like education’s going to happen, it will. Unless I get somewhere 
in Chemistry where I’m making so much I can’t turn that down.  So I think my, it’s more 
that two things holding me back from teaching are that over the grand course of time, you 
really don’t make that much and that a lot of people don’t see teachers as a very high 
quality—I think that was one of your questions—it’s just not a respected profession.  
That really upsets me because there’s so much work in it.  And it’s literally the future.  
And I don’t understand why people act that way. Or that, like I know somebody told 
me—somebody’s whose never taught before—told me how to teach, just get out!  Like, 
half a board of trustees for education and stuff have never even touched a classroom 
before. That’s, that doesn’t make any sense to me.  So I think maybe it’s just a broken 
social system that kind of holds me back from that. 
 
I:  ok.  How do you think that your school site, the context where you did your student 
teaching, how do you think that affected your motivation?  To teach? 
 
P:  I think because SLA is a very new school that it would be really hard to get into a 
regular school now because I’ve only been taught project base now for a long time.  I 
know traditional and I kind of hate traditional.  It just rubs me the wrong way.  That’s, 
that’s all I got in high school was traditional.  I didn’t know there was anything else until 
I got into college and education classes.  It’s just read the text book, answer the questions, 
answer more questions, test, and regurgitate information and repeat.  Just, not the way to 
do it.  So I think if I were to get into another school I would have to somehow make it 
that I could do more project based—it doesn’t have to be totally project based— 
 
I (crosstalk): right 
 
P:  but, it, I couldn’t do just textbook test.  That’s not the way I am. 
 
I:  right, good. And has the school setting affected what your plans are for your 
commitment at all to the profession? 
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P:  well, I wish I could teach at SLA.  They have a sister school, but they unfortunately 
opened up, like they accepted another person right before I was done student teaching, 
like, ‘No!’, so close.  But I think I would, I would be checking out the charter schools 
before anything else, and if, I think it’s that I know I’m a good teacher in that particular 
setting, but it’s not my end all be all.  If I can’t do it the way I want to, or something like 
that, then it’s not for me then. Because I don’t know, I can’t do tests.  I have a friend 
that’s a music teacher in New Jersey and she’s at a very high quality school, but they 
have run her absolutely dry and she is not coming back for a second year just because she 
hates—the kids are mean, the of course, it’s a high rich district, the parents are mean. 
They want that A, they want their kid to be the star of the musical.  She’s just done with 
the whole thing.  So she’s trying something else.  
 
I:  yeah, that happens, unfortunately.  Um, so what are your thoughts and perceptions 
about teachers now that you’ve completed your student teaching experience? 
 
P:   Oh my goodness, it’s even more work than I imagined.  Um, I had respect for 
teachers before, but now you really got to give all the credit when, when it’s like, if 
they’re a teacher and their bedtime is like 9, you let them go home, you don’t bug them, 
because 9 is 9 and they need their sleep. Um, I don’t know, I have a lot of, like my 
boyfriend’s brother and his sister-in-law are teachers, and like you see how many more 
people are teachers and how hard they work for what they do because they love it.  And, 
it changes your outlook on the whole thing I think.  Did that answer it at all? 
 
I:  yeah, that was fine.  Um, so for next year, the next question is will you secure a 
teaching position for next year and what type of school?  Um, I think you’ve kind of 
answered that, but if you can paraphrase for me again. 
 
P:  I, because I’m Chemistry first and teaching second, or at least that’s mentality right 
now, I am actively pursuing chemistry, but I am still going to apply to teaching because I 
feel like I have a very good shot at being a Chemistry teacher, like getting a school 
because a lot of schools are hurting for science teachers in general and so I am 
undetermined on that as of right now. 
 
I:  ok, good.  And what type of school setting?  Would it be rural, urban, suburban? 
 
P:  well, I’ve heard suburban kids are quite the brats, so and I’m not, I come from like the 
land of Amish and cows, so city is ok, I like Philly, I really do, but I think suburbs are 
just not for me.  I have a uh, a boyfriend and his parents lived out in the suburbs and it 
was like too full of themselves, at least for my taste, so if that’s what they’re like, then 
God, what must the rest of the district be like. So I, I don’t think I would like suburbs, but 
I guess if I had to, because they’re like better funded and they’re probably where you’d 
get more support.  I do love my, my city kids, though.  I’m not a person that, maybe you 
should add this question, like, ‘what kind of students do you want to teach?’ uh, I don’t 
like the A kids because they’re always trying to find loopholes in your projects and try to 
get out of work.  Like, ‘guys, stop, you have an A already, just stop.’  And I kind of 
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prefer the kids that are like, they have to work for it a little.  Like the C/B kids that really 
want it and that showed up a lot, if you push those kids they really pull through.  So I, I 
think I would prefer those students. 
 
P:  ok, good, good.  Have you shared everything that you feel was significant with your 
student teaching experience with me today?  Was there anything else that you, you think 
would be helpful or that you would like to add? 
 
I:  um, I think, I think an important things is that Education students spend so much time 
learning how to teach and not what they’re teaching, where I have a full background in 
chemistry, but somebody who’s a chemistry teaching major, they’re going to take the 
first few classes and that’s it.  And so I like, I really ike the TUTEACH program, and I 
hope it kind of goes more toward that way, cuz if you see other countries have been,   
South Korea, France, and Japan, where the teachers there are like masters, doctorate, and 
then they go teach because they know what they’re talking about.  Not that, not that 
education doesn’t know what they’re talking about, and I know they love it, it’s just when 
a student asks you a really in depth question and you stand there like a dummy not 
knowing, that’s, that’s on you, that you don’t know.  So I think that what, like what 
should change in the actual learning to be a teacher is really more about the content and 
not about the how.  Because you can pick up the how over time, but you can’t pick up the 
what after you’re already out of college. 
 
I:  right, right, good.  Alright well thank you so much for your time, I really appreciate it.  
 


