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Abstract In order to attract career changers into education, teacher 
education institutes organize alternative teacher education programs 
(ATEPs). This study investigates several characteristics of a student 
teachers’ cohort (N=88) entering an ATEP in Flanders (Belgium). This 
ATEP prepares students to become kindergarten or primary school teachers. 
Several participating student teachers have already obtained a teaching 
degree for another educational level (N=33). All student teachers completed 
a questionnaire on their motivation, teaching beliefs and self-efficacy. 
Results showed that student teachers were motivated by intrinsic career 
values and social utility values rather than personal utility values. Student 
teachers with a teaching degree scored higher on intrinsic career values, 
whereas student teachers without a teaching degree scored higher on the 
extrinsic motives job security and time for family. Student teachers, 
especially student teachers with a teaching degree, believe the teacher’s job 
to be highly demanding and requiring a lot of expertise. Moreover, they had 
developmental rather than transmissive beliefs on education. Student 
teachers scored equally on efficacy for instructional strategies, student 
engagement and classroom management. Student teachers with a teaching 
degree scored higher on classroom management compared to student 
teachers without a teaching degree. Having a clear view on these entry 
characteristics helps to adjust the ATEP to the student teachers’ profile. 

Key words	   teacher education; student teacher; second-career teacher; 
motivation; teaching beliefs; self-efficacy	  
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1. Introduction 
 
Several countries suffer from teacher shortages (Tigchelaar et al., 

2010). In order to solve teacher shortages, teacher education institutes attract 

people from outside education, i.e. people leaving their current job to become 

a teacher. These career changers have been called ‘second-career teachers’. 

Attracting second-career teachers is considered to be important, not only 

because of the expected teacher shortages but also because of the variety of 

competences they bring into education (Melchers et al., 2003). Nevertheless, 

the phenomenon of career changing is relatively new. Previously, people were 

likely to stay in the same job throughout their professional life, but recently, 

changing careers becomes more widespread (Lee, 2011).  

To train career changers, alternative teacher education programs 

(ATEPs) have been developed (Tigchelaar et al., 2010). The USA already has 

a tradition with these programs for two and a half decades (Tigchelaar et al., 

2012). In Europe, however, research and development focusing on these 

programs is limited (Tigchelaar et al., 2010). In the literature, no clear 

definition on an ATEP exists (Boone et al., 2011). In general, they target 

career changers, being older on average than student teachers in traditional 

teacher education programs (Brouwer, 2007). Different ATEPs exist, e.g. fast-

track programs (Garza, 2009), programs placing teachers in classrooms before 

completing the teacher training, or any programs different from the traditional 

programs (Humphrey & Wechsler, 2007). 

In the present study, we are particularly interested in the characteristics 

of student teachers starting an ATEP, i.e. their motivation to become a teacher, 

their teaching beliefs and their self-efficacy. Student teachers’ motivation to 

become a teacher is one of the main topics of research on second-career 

teachers. Summarizing the literature, it seems that the reasons why second-

career teachers choose to become a teacher are diverse (Laming & Horne, 

2013). In general, they show high levels of intrinsic motivation. They are 
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driven by a desire to pass on expertise, help young people and contribute to 

society (Berger & D’Ascoli, 2012; Chambers, 2002; Haggard et al., 2006; Lee, 

2011; Tigchelaar et al., 2010; Williams & Forgasz, 2009). As such, altruistic 

reasons become clear (Chambers, 2002; Laming & Horne, 2013; Uusimaki, 

2011). Next to altruistic reasons, they see personal benefits (Chambers, 2002; 

Laming & Horne, 2013). They perceive teaching as more exciting, interactive 

and creative than their previous career (Haggard et al., 2006). Nevertheless, 

extrinsic and pragmatic reasons are present too, e.g. burnout or dissatisfaction 

with the previous career, career advancement, job security, financial rewards, 

and family-friendly hours (Berger & D’Ascoli, 2012; Chambers, 2002; 

Laming & Horne, 2013; Richardson & Watt, 2005; Tigchelaar et al., 2010; 

Williams & Forgasz, 2009). All in all, intrinsic reasons are considered to be 

more important for second-career teachers than extrinsic reasons (Berger & 

D’Ascoli, 2012; Williams & Forgasz, 2009). 

Concerning teaching beliefs and self-efficacy, less research studies 

have been conducted. With respect to teaching beliefs, the literature is not 

univocal. According to Tigchelaar et al. (2008), second-career teachers seem 

to be more open to innovations because of their non-recent experiences as a 

student with teacher-centred methods (Tigchelaar et al., 2008). For instance, in 

Chambers’ study (2002), second-career teachers use alternative rather than 

traditional (i.e. teacher-centred) instructional methods. Other studies found the 

opposite, namely second-career teachers having traditional teaching beliefs 

(Uusimaki, 2011) with the teacher being perceived as knowledge transmitter 

(Tigchelaar et al., 2008, 2012; Uusimaki, 2011). Also Flores et al. (2004) 

indicated that alternatively certified teachers were more traditional in their 

teaching than traditionally certified teachers. This may be due to the fact that 

alternatively certified teachers had fewer pedagogy classes and mentoring 

opportunities. Consequently, they may be less confident in taking instructional 

risks. In the study of Maloy et al. (2006), students in a fast-track ATEP found 

it difficult to implement student-centred teaching methods emphasizing the 
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learners’ responsibility. These students may not have had the time to make a 

shift in their thinking about teaching. This may require more time than 

available in fast-track programs.  

Also with regard to self-efficacy, research studies show mixed results. 

When comparing the self-efficacy of student teachers in traditional and 

alternative teacher education programs, Unruh and Holt (2012) did not find 

differences, while Flores et al. (2004) found that the participants in the 

traditional programs scored higher on personal teaching efficacy. Boone et al. 

(2011) found that participants in an ATEP showed an increased self-efficacy 

over time.  

Since motivation, teaching beliefs and self-efficacy are important 

factors influencing student teachers’ teaching and learning processes, it is 

important for teacher educators to gain knowledge from these characteristics. 

Therefore, the present study focuses on these characteristics when students 

enter an ATEP. Students entering an ATEP are a diverse group and differ 

considerably in age, educational background, work and life experiences 

(Bolhuis, 2002; Brouwer, 2007; Humphrey & Wechsler, 2007). In this present 

study, we investigate whether motivation, teaching beliefs and self-efficacy 

differ between student teachers with and without an earlier obtained teaching 

degree for another educational level. The research questions central to the 

study were: 

- What motivates student teachers in an ATEP to become a teacher? Is 

there a difference in motivation between student teachers with and 

without another teaching degree? 

- What are the teaching beliefs of student teachers in an ATEP? Is there 

a difference in teaching beliefs between student teachers with and 

without another teaching degree? 

- What is the self-efficacy of student teachers in an ATEP? Is there a 

difference in self-efficacy between student teachers with and without 

another teaching degree? 
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2. Methodology 
2.1. Context 

 
In Flanders (Belgium), there are two types of teacher education 

programs: the integrated teacher education programs and the specific teacher 

education programs. The integrated programs is a three-year Bachelor 

programs, consisting of 180 credits, and leads to a teaching degree in 

kindergarten, primary or lower secondary education. The specific teacher 

education programs is a one-year programs, consisting of 60 credits, and leads 

to a full teaching degree in secondary education. With the latter degree, 

student teachers are allowed to teach subjects associated with their initial 

Bachelor or Master Degree, or subjects in which they have acquired useful 

experience throughout their careers.  

The present study focuses on an integrated programs leading to a 

teaching degree in kindergarten or primary education. Traditionally, these 

programs are three-year programs consisting of 180 credits and are provided 

in daytime. However, several teacher education institutes also offer an 

alternative integrated programs leading to the same teaching degree. These 

alternative programs are regularly fast-track programs or programs provided 

during the evening or weekend.  

 

2.2. Subjects 
 

In this study, we focus on one teacher education institute in Flanders 

offering an ATEP, which strongly differs from the traditional teacher 

education programs. There is more emphasis on field experiences, since half 

of the credits (90) are assigned to theory and the other half (90) to practice. 

Regularly, in integrated programs only 45 credits are assigned to practice. One 

day a week, student teachers go to a placement school in order to gain field 

experience. The courses are delivered during the evening (one evening a 
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week) and sometimes on Saturdays (4 Saturdays a year). All courses are in a 

blended-learning format, consisting of a combination of contact hours and 

distance learning.  

In the academic year 2014-2015, 88 student teachers registered for the 

programs, which was new in the teacher education institute. Register 

requirements were (a) to have a Bachelor or Master degree, or (b) to have a 

secondary education degree and to have reached the age of 25. The length of 

the programs differed based on students’ previously acquired degrees. For 

students with only a secondary education degree, the length of the programs 

was the same as in case of the traditional integrated programs (i.e. 180 

credits), but for other students, the programs could be shortened based on their 

earlier acquired degrees.  

The majority of the student teachers were women (92%) within the age 

of 21-30 (59.1%). The mean age was 29.5 but the standard deviation was large 

(SD=5.87). This could be explained by the fact that some students (8%) were 

older than 40. 33 student teachers (37.5%) already obtained a teaching degree 

for another educational level, either a teaching degree achieved through an 

integrated teacher education program or a teaching degree achieved through a 

specific teacher education program. The majority of the student teachers 

obtained a previous degree in study options related to human sciences. 

 

2.3. Instruments 
2.3.1. Motivation 

 
Student teachers’ motivation to become a teacher was measured by 

means of the motivation scales from the FIT (Factors Influencing Teaching)-

Choice scale (Watt & Richardson, 2007). Motivation was measured by means 

of 38 statements scored on a 7-point Likert-scale. 12 scales could be 

distinguished (Table 1). The internal consistency of the latter scale, fall-back 
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career, was lower than the acceptable value of .60. Consequently, this scale 

was not included in further analyses. 

 
 

2.3.2. Teaching beliefs 
 

In order to measure beliefs about the teaching profession, the teaching 

beliefs scales of the FIT-Choice scale (Watt & Richardson, 2007) were used. 

Beliefs about the teaching profession were measured by means of 14 questions 

scored on a 7-point Likert scale. Four scales could be distinguished (Table 2). 

Beliefs about education were measured by means of a questionnaire of 

Hermans et al. (2008), which distinguished between transmissive and 

developmental beliefs on education (Table 2). Transmissive beliefs refer to 

education serving external goals, orienting on outcome, having a closed 

curriculum, and transmitting knowledge to students. Developmental beliefs 

refer to education focusing on broad and individual development, orienting on 

process, having an open curriculum, and stimulating students in constructing 

knowledge. The questionnaire contains 18 statements scored on a 5-point 

Likert-scale.  
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2.3.3. Self-efficacy 
 

Self-efficacy as a teacher was measured by means of a shortened 

version of the Teachers’ Sense of Efficacy scale (Tschannen-Moran & 

Woolfolk Hoy, 2001). This questionnaire consists of 12 statements scored on a 

7-point Likert-scale. Three scales can be distinguished (Table 3). Further, self-

efficacy concerning learning and studying in teacher education was measured 

by means of the Perceived Competence Scale (2008). This questionnaire 

consists of four statements scored on a 7-point Likert-scale (Table 3). 

 
 

3. Results 
3.1. Motivation 

 
Table 4 shows the results concerning motivation. Significant 

differences between the motivation scales for the total student group were 
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examined by means of paired samples t-tests. The main motive of student 

teachers to choose the teacher’s job was working with children. Also the 

intrinsic career value, making a social contribution, shaping the future of 

children and perceiving themselves as being able to teach encouraged student 

teachers to become a teacher. Previous teaching and learning experiences, 

enhancing social equity and job security were scored around the average value 

of 4 (neither agree nor disagree) on the 7-point Likert-scale and, consequently, 

were scored rather neutral. Less important motives were social influences, 

time for family and job transferability. On average, student teachers scored 

higher on scales focusing on social utility value (i.e. working with children, 

making social contribution, shaping the future of children and enhancing 

social equity) than on scales focusing on personal utility value (i.e. job 

security, time for family and job transferability).  

By means of independent t-tests, differences in motivation between 

student teachers with and without a teaching degree were examined. Student 

teachers with a teaching degree scored higher on intrinsic career value than 

student teachers without a teaching degree. The latter group, on the other 

hand, scored higher on the extrinsic motives job security and time for family. 

With respect to ability, results showed that student teachers with a teaching 

degree were more strongly motivated to take an additional teacher education 

program because they felt able to be a teacher.  
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3.2. Teaching beliefs 
 

Table 5 shows the results concerning teaching beliefs. Significant 

differences between the four teaching beliefs scales for the total student group 

were investigated by means of paired samples t-tests. Student teachers 

generally believed that the teacher’s profession was highly demanding and 

required a lot of expertise. With respect to social status and good salary, 

student teachers scored rather neutral with scores for these items lying around 

the average value of 4 on the 7-point Likert-scale. Regarding beliefs about 

education, student teachers generally scored higher on developmental than on 

transmissive beliefs. 

Independent t-tests showed that student teachers with a teaching degree 

believed that the teacher’s job was more demanding and expertise requiring 

than student teachers without a teaching degree. Moreover, the former group 

held stronger developmental beliefs than student teachers without a teaching 

degree. 
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3.3. Self-efficacy 
 

Table 6 shows the results concerning self-efficacy. Student teachers 

scored equally on efficacy for the three teaching activities, i.e. student 

engagement, classroom management and instructional strategies. Efficacy for 

student engagement and efficacy to learn and study in teacher education 

scored the highest. 

Independent t-tests showed a significant difference between student 

teachers with and without a teaching degree. The former group scored higher 

on efficacy for classroom management than the latter group. 
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4. Conclusions and discussion 
 
The aim of the present study was to investigate the entry characteristics 

of student teachers in an ATEP, namely their motivation, their teaching beliefs 

and their self-efficacy. The results showed that student teachers in an ATEP 

were generally motivated by intrinsic career values and social utility values 

rather than personal utility values. This finding is in line with international 

research (e.g., Berger & D’Ascoli, 2012; Laming & Horne, 2013; Williams & 

Forgasz, 2009). However, differences were found between student teachers 

with and without a teaching degree for another educational level. Student 

teachers with a teaching degree scored higher on intrinsic career values than 

student teachers without a teaching degree. The former group was already 

experienced in teaching, either through field experiences or as a classroom 

teacher and, apparently, intrinsic elements of the teacher’s profession 

encouraged them to take an additional teacher education programs. Moreover, 

they were more strongly motivated to take the ATEP because they felt able to 

be a teacher. Student teachers without a teaching degree, on the other hand, 

scored higher on the extrinsic motives job security and time for family. They 

were more strongly motivated to change career because of the attractiveness of 

having a secure job and time for family when being a teacher. 

With respect to teaching beliefs, results showed that student teachers in 

the ATEP believed the teacher’s profession to be highly demanding and 

requiring a lot of expertise. Student teachers with a teaching degree, who are 

more familiar with the teacher’s profession, scored even higher on these 

aspects than student teachers without a teaching degree. With respect to social 

status and good salary, student teachers scored rather neutral. The finding 

concerning social status confirmed the findings of Richardson and Watt 

(2005), stating that social status was less important in order to decide to 

become a teacher.  
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Regarding developmental and transmissive beliefs on education, 

student teachers in the ATEP, including many second-career teachers, 

generally scored the highest on developmental beliefs, which are more 

innovative than transmissive beliefs. This finding is in line with the studies of 

Tigchelaar et al. (2008) and Chambers (2002), who found that second-career 

teachers were more open to educational innovations - because of their non-

recent experiences as a student with teacher-centred methods - (Tigchelaar et 

al., 2008) and used alternative rather than traditional (i.e. teacher-centred) 

instructional methods (Chambers, 2002). However, due to the short duration 

of many ATEP’s and the small number of field experiences in several ATEPs, 

many student teachers may not transfer their developmental beliefs to their 

teaching activities and remain rather traditional in their teaching (Flores et al., 

2004). By installing a one-day field experience each week, as is the case in the 

ATEP in the current study, this problem could be solved. When comparing 

student teachers with and without a teaching degree, results showed that 

student teachers with a teaching degree hold stronger developmental beliefs. 

Throughout their previous teacher education programs and their own teaching 

experiences, these students might have become familiar with innovative 

teaching methods emphasizing a developmental view on education. 

As far as self-efficacy is concerned, student teachers scored equally on 

efficacy for student engagement, classroom management and instructional 

strategies. Their scores on efficacy for learning and studying in teacher 

education were in line with their scores on efficacy for student engagement. 

Concerning efficacy for classroom management, student teacher with a 

teaching degree scored higher than student teachers without a teaching degree. 

This finding is in line with previous research showing that classroom 

management is a great challenge for second-career teachers (Casey et al., 

2013; Haggard et al., 2006; O’Connor et al., 2011).  

In conclusion, the present study reveals interesting insights into the 

entry characteristics of student teachers in an ATEP. Due to teacher shortages, 
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attracting people from outside education and training them in an ATEP is 

important. Having a clear view on the entry characteristics of this student 

group may help to adjust the ATEP to these student teachers’ needs. 

Especially for student teachers without a teaching degree, attempts could be 

made to elaborate their teaching beliefs and prepare them for classroom 

management. Making them familiar with education may help to change their 

initial motivation towards a stronger intrinsic motivation, which is more 

beneficial for their learning process. Future research including participants of 

numerous ATEPs may strengthen our findings. In addition, it would be 

interesting to follow the student teachers throughout the ATEP in order to 

examine whether and how their entry characteristics evolve.   
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