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Abstract
Research indicates that prospective commitment to a vocation is important to sustaining good
professional practices. The purpose of the study was to explore, among Icelandic student teachers,
how student teacher experiences in field-based practice and those in university-based courses are
related to the student teachers’ prospective commitment to the teaching profession as well as their
possible turnover intentions. This study investigated the experiences of student teachers in a five-year
programme for compulsory schoolteachers at the University of Iceland. The data is based on results
from a survey of 244 student teachers in all cohorts in the programme. In particular, we investigated
connections between the attitudes of student teachers towards the teaching profession and their
experiences during the university-based part of their teacher education and during the school-based
teaching practice aspect. The data analysis indicates that the university-based part of teacher education
positively influences student teachers’ commitment to the teaching profession and negatively influences
their turnover intentions, while the school-based component of their teacher education is positively
related to their commitment to the teaching profession but is not related to their turnover intentions. The
implications of the findings are discussed.
Keywords: Iceland, student teachers, teacher training, prospective commitment, turnover intention
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Introduction
In all Nordic countries except Finland, dwindling numbers of applications for acceptance into teacher
education programmes and the slow progress of students already enrolled in these programmes have
led to teacher shortages (Rasmusen and Dorf, 2010). In Iceland, the shortage of qualified compulsory
schoolteachers is a cause of great concern (Jóhannsdóttir and Björnsdóttir, 2018). The lack of sufficient
numbers of teachers has resulted from too few student teachers finishing the requirements for their
master’s degree, which is necessary to qualify as a compulsory teacher, but also from teachers
choosing to leave or choosing not to enter the profession. Statistics Iceland (2020) indicated that 100
new teachers are needed per year just to fill the positions expected to be vacated by teachers
approaching retirement age; Statistics Iceland (2020) further reported that over 500 individuals, or
around 10% of teachers in compulsory schools, are not certified (Ministry of Education, Science and
Culture, 2019). A recent study revealed that in 2011, 48.6% of those certified as compulsory
schoolteachers who were below the required retirement age in Iceland were not working in the
profession (Eyjólfsson and Jónsson, 2017). Low retention rates and slow progress during student
teachers’ academic studies are also matters of concern (Icelandic National Audit Office, 2017). The
challenge, therefore, is both to educate new teachers and to ensure that they enter the profession after
graduation. Therefore, identifying the factors that impact student teachers’ academic progress and their
retention in both the teaching programme and, after graduation, in the workforce, is especially important
now because, as this study indicates, the age of the teaching workforce points to a retirement timebomb
in the next few years. Indeed, the Organisation for Economic Co-operation and Development (OECD)
reported that the average age of teachers is much higher in Iceland than the OECD average (OECD,
2019).
Thus, the country needs more student teachers to graduate from the teacher education programme
and enter or re-enter the profession; otherwise, Iceland will face a serious problem in teacher supply.
In 2018, school authorities began taking actions to ensure more compulsory schoolteachers are fully
qualified to teach. In autumn 2019, student teacher programmes were revised to allow student teachers
a full year to complete their final teaching internship on a half-time paid basis. Moreover, schools that
hire fifth-year student teachers must support the learners and consider their need for time for complete
their studies. Additionally, student teachers who have completed their master’s thesis have been offered
a premium, equivalent to four- to six-weeks beginning teachers’ salary; the amount of the premium is
expected to be high enough to impact the teacher candidate’s decision to accept the position. However,
for the many students who have finished all the obligatory courses in their teaching programme,
completing the master’s thesis seems to present a considerable barrier to graduation. They might,
however, teach as unlicensed teachers in schools. Thus, in 2020, a new law (Act on the Education and
Recruitment of Teachers and Administrators of Preschools, Compulsory Schools and Upper Secondary
Schools, No. 95/2019) was enacted whereby completion of 120 European Credit Transfer and
Accumulation System (ECTS) credits towards a master’s degree without a thesis qualifies students for
teacher certification.
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However, these efforts and increasing student teacher graduation rates alone may not fully resolve the
problem, since not all student teachers are committed to entering the profession after graduation. For
example, as noted previously, Eyjólfsson and Jónsson’s (2017) recent study revealed that in 2011,
48.6% of those certified as compulsory schoolteachers who were below the required retirement age in
Iceland were not working in the profession. Moreover, Eyjólfsson and Jónsson’s (2017) results showed
that while 65% of student teachers who graduated from 2002 to 2012 had begun working as teachers
within five years of graduation, those graduates who had not begun teaching within five years of
graduation were unlikely to become teachers. The participants in the study described the importance
of getting formal support, either from a mentor teacher or from the principal, when they took their first
steps as teachers as positively impacting retention; receiving this support enhanced their selfconfidence and well-being and decreased the likelihood of their quitting the profession. Eyjólfsson and
Jónsson (2017) investigated teachers who had graduated from a three-year teacher education
programme, which had been the standard for obtaining a teaching licence until 2011. Since 2012, a
five-year master’s programme has been required. A survey was conducted in 2017 (Sigurjónsdóttir and
Sigurðardóttir, 2017) in which all students in the first two cohorts who had graduated from the master’s
programme were contacted. Of those, 97% were teaching, 80% were committed to making teaching
their future career and 70% felt their education had appropriately prepared them for the teaching
profession.
While most of the new graduates in that study had become teachers, the number of students entering
the five-year teacher education currently is too low to meet the expected need for new teachers
following anticipated upcoming retirements. As in most Nordic countries, dropout during teacher training
is also a problem in Iceland (Rasmussen and Dorf, 2010). In the three years prior to the master’s degree
requirement for compulsory schoolteacher qualification, on average, 274 student teachers graduated.
This number decreased to 62 per year for the period 2014–2016, when a master’s degree was required
(Jóhannsdóttir and Björnsdóttir, 2018). The diminishing pool of graduates has highlighted the
importance of identifying factors related to student teachers’ prospective commitment to the teaching
profession and their turnover intentions, as this knowledge can inform plans to attract candidates to
teacher education and strengthen their motivation to enter and remain in the teaching profession.
Therefore, more knowledge about student teachers’ turnover intentions and their commitment to a
future as a teacher as well as their experiences in teacher education programmes, both universitybased studies and school-based practice teaching, is needed.
In this article, we use the phrase “prospective commitment” to refer to the emotional attachment a
student teacher will have to the teaching profession after graduating (Day, 2013, p.24), which involves
positive feelings about becoming a teacher and about entering the teaching profession. Research
indicates that prospective commitment to a profession is an important factor in promoting good
professional practices (Bartlett, 2001; Evans and Tribble, 1986). It can be expensive for society as well
as for the individual student teacher when those who train for the teaching profession choose not to
become teachers at the end of their programme or leave the profession after a few years.
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The purpose of the present study was to explore how prospective commitment or intention to leave the
teaching profession among Icelandic student teachers was related to their campus experiences and
field experiences. Specifically, we explored the connections between student teachers’ prospective
commitment and intentions to leave the teaching profession and the university- and school-based parts
of their experiences from teacher education. The aim was to gain insights on factors related to student
teachers’ prospective commitment or their decision to leave the teaching profession. More information
about these factors may help identify appropriate measures to improve the teacher education
programme in Iceland, so that the programme attracts and retains more students and better facilitates
a sense of commitment to the profession, discouraging teachers from developing an intent to leave

Icelandic compulsory schools
In Iceland, compulsory education for students 6–16 years old is organised within a single structure; that
is, primary and lower secondary schools form a unified compulsory school, a structure similar to those
found in most Nordic countries. International studies have shown that in the Icelandic school system,
equity is maintained across compulsory schools, with little difference in performance between schools,
as compared, for example, to Denmark and Sweden (Hautamaki, Hautamaki and Kupiainen, 2009). In
the first cycles of PISA, the Icelandic results were characterised by a few students scoring both low and
high: the majority earned average scores (Sigurðardóttir, Guðjónsdóttir and Karlsdóttir, 2014). In PISA
2015 and 2018, the number of students scoring low increased, and average scores in general declined
(Directorate of Education, 2017, 2019). This reflects a need to improve student performance. However,
Icelandic students tend to score above the OECD average for well-being and for feeling positively
towards school (OECD, 2013; Ombudsman for Children, 2010).

Teacher education for compulsory schoolteachers in Iceland
The University of Iceland is the larger of two teacher education institutions in Iceland. The current
compulsory teacher education programme at the university dates back to a reform implemented in
2008, when the then three-year B.Ed. teacher education programme was extended to five years. The
intention was to make teacher education more research-based and increase emphasis on practice
teaching in collaboration with schools (Bjarnadóttir, 2012; Sigurðardóttir, Jóhannesson and
Óskarsdóttir, 2018).
The integration of school‐based practical experience and university-based theoretical underpinnings
were emphasised to enhance student teachers’ professional competence (Sigurðardóttir, 2010). A
contract was made with compulsory schools to act as placement schools, where students would
perform their practice teaching and observations (Sigurðardóttir, Geirsdóttir and Sigurgeirsson, 2009).
Student teachers were assigned a practice supervisor, an experienced teacher working in the school
who oversaw the student teacher’s practice activities. The aim was to provide deeper and more focused
training for student teachers in the workplace and to strengthen ties between academic study and
practical work, with the intention that the receiving school would take greater responsibility for students’
practical training, as the resident staff were well positioned to supervise individual students
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(Sigurðardóttir et al., 2018, p. 148). In 2017 when the survey presented in this paper was conducted, it
was assumed that student teachers would visit four schools to complete their practical work.
Characteristics of teacher education
In teacher education in Iceland, as in many other countries, the practicum is an important element,
considered the core of the teacher training programme (Smith and Lev-Ari, 2005; Sigurðardóttir et al.,
2009). The main actors in the practicum are student teachers, school supervisors and university-based
teacher educators. As in other countries, Icelandic student teachers first observe lessons before taking
responsibility for teaching all or part of a lesson. The lessons taught by the student teacher are
supervised by the practice supervisor at the school. The practice supervisor, or a teacher educator from
the university, observes and provides feedback on the student’s teaching performance. Personalised
supervision in teaching practice helps teachers learn to cope with challenges (Jónsdóttir, 2012;
Zeichner, 2010). Such challenges can negatively impact teachers’ and student teachers’ intent to stay
and/or commitment to profession. Therefore, when successful, the student teachers’ field experiences
should enhance their prospective commitment to the teaching profession.
Learning professional tasks may occur through an experience-based study of professional functions,
such as by observing reactions to one’s own practice teaching. The experience-based programme
segment can consist of recasting elements from a declarative (explicit) learning format into a procedural
learning format, (an automatic performed action) achieved through training in school practice
(Anderson, 2005). The recasting process is important because professional teacher roles can be highly
complex and diverse. For example, the student teacher has an academic agenda with learning
objectives to meet while, at the same time, must be able to manage classroom activities and engage
students in active learning (Doyle, 2013). When the teacher training is experienced as relevant, the
student teacher will have a sense of coherency between theory and practice and academic subjects
and pedagogic procedures in the classroom.

Commitment to the teaching profession and intention to leave
The quality of compulsory school education is certainly linked to the quality of teacher education.
Arguments and empirical evidence support the existence of a positive relationship between teachers
with adequate education and the opportunity for students to learn (Boyd, Grossman and Lankford, 2009;
Darling-Hammond and Bransford, 2005; Feuer, Floden, Chudowsky and Ahn, 2013; Gansle, Noell and
Burns, 2012); however, the evidence base for this claim is controversial and sometimes ambiguous
(Mitchel and King, 2016). Ultimately, it is difficult to attain a good measurement of the quality of a
teacher’s performance, because the indicators of good teachers include both measures of student
academic performance and student well-being.
The focus of this study resonates with others in initial teacher education around the world. Teacher
retention and attrition are important to consider when developing the teaching workforce, and preservice teachers’ attitudes towards their work, particularly their commitments to that work and the
strength of their intentions to continue in or leave the profession, are significant aspects of that
consideration. As mentioned, this is especially important in the Icelandic society due to anticipated
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opposing trends in available teaching positions and available teacher candidates for those positions in
the coming years. A commitment to one’s occupation is also important because employees should
possess attitudes and motivation conducive to the purpose of their work (Bartlett, 2001; Khan, Ziauddin
and Ramay, 2010). Because a teacher’s performance is not susceptible to direct measurement, it is
even more important for the teacher to have a favourable attitude and motivation. Prospective
commitment is one factor in that attitude and motivation. A positive relationship with the school
organisation, good feelings and dedication to teaching are attributes that relate to prospective
commitment and collectively comprise a core premise for the quality of school practices. Evidence
suggests that, to a varying degree, student teachers’ prospective commitment to their future role as
teachers can be enhanced (Christophersen, Elstad, Solhaug and Turmo, 2016), for instance, by having
teachers as role models or by having close family or friends who are teachers. Prospective commitment
among student teachers may be strengthened but, conversely, may also be weakened by experiences
during teacher training, both in the university-based components of the course and during school-based
teaching practice.
Several authors of the present article previously explored the antecedents of both commitment and
turnover intention among student teachers in Norway. The analysis indicated commitment is more
strongly associated with experiences (particularly from dialogues with school mentors) gained during
and after teaching practice in schools than with the more campus-based elements of training. As an
implication of this finding, it may justify a focus on improving the preparation of school mentors and
points of contact between teacher educators and school mentors (Christophersen, Elstad, Solhaug and
Turmo, 2016).

Hypotheses
Hypothesis 1 is that the perceived relevance of university-based experience in teacher education is
positively related to Icelandic student teachers’ prospective commitment to the teaching profession.
Hypothesis 2 is that the perceived relevance of university-based experience in teacher education is
negatively related to Icelandic student teachers’ turnover intentions. There are grounds to believe that
student teachers’ experiences in practice teaching might nurture their prospective commitment, which
is Hypothesis 3. Further, Hypothesis 4 states that the perceived relevance of school-based experience
in teacher education is negatively related to Icelandic student teachers’ turnover intentions.

This study
By its nature, teacher education is a complex course at the University of Iceland, as it is elsewhere.
Two models of teacher training and of academic progression are involved: (1) academic degree courses
followed by separate pedagogic courses and (2) integrated courses that encompass both pedagogy
and academic subjects. The participants in the present study were enrolled in training based on the
second model, which entails constantly alternating between academic study and pedagogic training
during the various years of the programme. Thus, the five-year teacher education programme under
study included school subject studies and pedagogical content knowledge integrated with general
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pedagogy and practice teaching in schools that prepare student teachers for professional life in a school
context (Sigurðardóttir et al., 2018).
Teacher education is made more complex by pedagogical education taking place in two distinct arenas:
(1) on-campus teaching at the university and (2) observation and practice teaching in schools.
Schoolteachers who supervise student teachers are called practice mentors.

Materials and methods
Sample and procedures
This study investigated the experiences of student teachers in a five-year programme for compulsory
schoolteachers. The case study included students at the University of Iceland. Empirically, we focused
on how student teachers’ perceptions of the five-year teacher education programme (the campus
pedagogy courses and subject matter didactics and the school-based practice) predicted their affective
commitment or turnover intention. The reported analysis is part of a research project in which Icelandic
student teachers’ preferences are examined; the project is part of a larger research project for which
data were collected in all Nordic countries.
A survey was carried out among 244 Icelandic student teachers in a five-year integrated teacher
education programme. The participants were student teachers at the University of Iceland in all cohorts,
and they were enrolled either in campus-based classes or in online learning with periodical face-to-face
sessions. Around half of the student teachers at the University of Iceland are online students. The
survey was designed such that students were asked to recall the extent to which they had experienced
their studies as relevant during the practice period, the experiences they had with their practice
supervisor and so forth.
Data were collected during the 2017 spring semester. The survey was introduced to students in lessons
during on-campus sessions, where both student teachers in the online programme and campus-based
student teachers were present, and a link to the survey was sent to the students’ university email
accounts.
Measurement instruments
A questionnaire was constructed based on both measurement instruments previously reported in the
literature and on new developments (Haladyna and Rodriguez, 2013). The instruments of turnover
intention reported by Kuvaas (2007) and affective commitment (Allen and Meyer, 1990) were used in
the development of the questionnaire. The questionnaire was translated into Icelandic from Norwegian
without any substantial changes. In the survey, the student teachers responded to items on a 7-point
Likert scale, in which the middle option (4) represented a neutral midpoint. The internal consistency
(Cronbach’s alpha) for each of the concepts was satisfactory, with the Cronbach’s alpha values
between .83 and .92 (see Table 1). The Cronbach’s alpha values reported in the corresponding
Norwegian analysis were between .80 and .91 (Christophersen et al., 2016).
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Table 1. Overview of constructs, abbreviations and items, and two independent and two
dependent variables
Independent variables:

Relevance of university-based experience in teacher education (pp)

Cronbach’s alpha = 0.92

• In the teaching of pedagogy, I am given practical examples from actual teaching (indicator
no.35, denoted w35 in the figure 1)
• The connection between pedagogic theory and practice is made clear (indicator no.38)
• In the teaching of subject didactic theory, I am given practical examples from actual teaching
(indicator no.39)
• In the teaching of subject didactic theory, I have become familiar with academic content that
is relevant for the work of a teacher (indicator no.40)
• The connection between the subject didactic theory and practice is made clear (indicator
no.42)

Relevance of school-based experience in teacher education (ss)

Cronbach’s alpha = 0.89

• Supervision meetings at the practice schools help me understand what I should do to improve
as a teacher (indicator no.51)
• Supervisors at the practice schools give me clear and direct feedback about where I stand as
a teacher (indicator no.53)
• Feedback from supervisors at the practice schools is in close accordance with what I have
actually achieved (indicator no.54)
• Feedback from supervisors at the practice schools makes clear what is expected of me as a
student teacher (indicator no.55)
Dependent variables:
Prospective commitment to work as a teacher (id)

Cronbach’s alpha = 0.83

• I feel attracted to the teaching profession (indicator no.3)
• It feels good to think that one day I will be a teacher (indicator no.4)
• I am looking forward to working as a teacher (indicator no.5)

Turnover intention (ti)

Cronbach’s alpha = 0.86

• If I find a well-paid job after teacher training, I will not work as a teacher (indicator no.56)
• I often think about career possibilities other than the teaching profession (indicator no.57)
• If I could go back and choose afresh, I would choose something other than teacher training
(indicator no.58)
• Other jobs are more attractive to me than being a teacher (indicator no.59)
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Analysis
Structural equation modelling was used to analyse the relationships between the variables, because it
is suitable for a confirmatory factor analysis and path analysis. The assessments of fit between the
model and data were based on the following indices: root mean square error of approximation
(RMSEA), normed fit index (NFI), goodness-of-fit index (GFI) and comparative fit index (CFI).
RMSEA < .05 and NFI, GFI and CFI > .95 indicated a good fit, and RMSEA < .08 and NFI, GFI and CFI
> .90 indicated an acceptable fit (Kline, 2005). The measurements and structural models were
estimated using IBM SPSS Amos 22. The actual values reported in Figure 1 show an acceptable fit.
The values noted in the following section indicate that the structural model partly approached the outer
boundary of an acceptable fit. The RMSEA value of 0.065 indicated an acceptable fit. An NFI value of
0.917 indicated an acceptable fit, a GFI value of 0.894 indicated an acceptable fit and a CFI value of
0.963 indicated a good fit.

Figure 1. Structural equation model: relevance of university-based experience in teacher education
is labelled pp, while relevance of school-based experience in teacher education is labelled ss. The
endogenous variables are prospective commitment to work as a teacher (id) and turnover intention (ti).
The w-numbers refer to the numbering of items in the questionnaire. Questionnaire item wording is
presented in Table 1.
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Results
Figure 1 shows the estimated structural models with commitment to the teaching profession and
turnover intention as the dependent variables. The ellipses represent the latent variables, circles
represent measurement errors and rectangles represent the observed measured variables. The
structural models consist of terms with paths (arrows) between them. The path arrows indicate common
theoretical causes, and the figures (standardised regression coefficients) reflect the measured strength
of the connections, which increases with the numerical value.
The results indicate that the relevance of the university-based part of teacher education influenced both
the commitment to the teaching profession and turnover intentions of participants. The university aspect
was positively (0.17) related to commitment to the teaching profession, while it was negatively related
to turnover intention (-0.23). The school-based practice segment of teacher education was positively
related to commitment to the teaching profession (0.23) but not significantly related to turnover intention
(-0.03).
Related to our hypotheses, these findings indicate the following:
Number

Wording

Results

H1

Perceived relevance of university-based experience in

Supported

teacher education is positively related to Icelandic student
teachers’ prospective commitment to the teaching profession.
H2

Perceived relevance of university-based experience in

Supported

teacher education is negatively related to Icelandic student
teachers’ turnover intentions.
H3

Perceived relevance of school-based experience in teacher

Supported

education is positively related to Icelandic student teachers’
prospective commitment to the teaching profession.
H4

Perceived relevance of school-based experience in teacher

Not supported

education is negatively related to Icelandic student teachers’
turnover intentions.

Discussion
Iceland faces a dramatic increase in its shortage of teachers in the coming years. The teaching
profession has become more complicated, and at the same time, teacher education is encountering
greater challenges than before. The Minister of Education, Science and Culture has responded to the
serious problem of far too few teachers graduating in the last decade, partly stemming from the
requirements within the five-year master’s degree programme to qualify as a teacher at all school levels
(Ministry of Education, Science and Culture, 2019). The decision to make the fifth and last year of
compulsory teacher education a paid internship has been one initiative implemented to address the
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lack of qualified teachers. In this arrangement, student teachers fill teacher positions that otherwise
would be served by unqualified teachers. This change is likely to affect the way in which student
teachers experience their practicum, which may affect their commitment and turnover intentions.
However, only time will tell if and how changes in legislation will remedy the teacher shortage problem
and affect commitment to teaching. From this perspective, the factors related to Icelandic student
teachers’ prospective commitment to the teaching profession are important to explore. The purpose of
the present study was to explore how prospective commitment or intention to leave the teaching
profession among Icelandic student teachers are related to their campus experiences and field
experiences. Three of our four hypotheses were supported. Firstly, the analysis shows that the
relevance of the university-based part of teacher education positively influences commitment to the
teaching profession and negatively affects turnover intentions. These associations illustrate the merits
of teacher education programmes in Iceland. Secondly, the current study shows that the school-based
part of teacher education is positively related to commitment to the teaching profession. This is also a
promising result. However, the perceived relevance of the school-based part of teacher education is
not related to turnover intention, which is how likely student teachers believe they will be to stay in the
teaching profession. This result is surprising, and further research is needed to better understand the
nature of field experiences in teacher education. Since there have been so many changes in the practice
teaching structure in the last few years, there is a need to repeat this study to acquire knowledge about
the current arrangements and to determine if or how the relationships with commitment and turnover
intentions have changed. We do not claim causal relations between the explanans and the explananda,
but these empirical relations are interesting and move us to believe that quality improvements in teacher
education at the University of Iceland may impact teacher retention and attrition rates. However, this
quality endeavour does not solve the whole problem of the approaching teacher shortages in Iceland.
Developing the literature on the effectiveness of teacher preparation and its potential link to commitment
to the field could assist in both improving teacher preparation and reducing turnover costs for school
districts (Schleicher, 2011). The high dropout rate from teacher education may indicate that society is
wasting resources at the university but even more so by placing students in internships, which is costly.
Research shows that prospective commitment to a profession is an important predictor of professionals’
efforts to carry out their jobs (Bartlett, 2001; Evans and Tribble, 1986). With this in mind, this study
contributes to our knowledge about quality aspects of teacher education at the University of Iceland.

Shortcomings and avenues for further research
The current study has shortcomings from a conceptual perspective (parsimonious modelling) and in
terms of its methodological (cross-sectional) approach. We acknowledge these shortcomings and argue
that they can serve as a point of departure for future research. We opted for a quantitative approach,
because we explored the factors explaining the affective commitment of student teachers to their future
teaching career and estimated the strength of the contributions from both the campus- and practicumbased elements of teacher education.
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Several measures have been taken at the University of Iceland to reduce the teacher education
programme dropout rate. One example is that the teachers try to offer the students a sense of being
cared for and belonging in their studies. This is an interesting avenue for further research. Another
strand of initiatives to support students teachers is the program implemented in collaboration with the
teachers, in which the writing workshop facilitator organises special support for all first-year students,
who receive individual counselling (‘peer tutoring’) about their written work. It would be especially
interesting to investigate how the support given to students with a mother tongue other than Icelandic
during the first semester might nurture commitment and diminish turnover intentions.
Another interesting follow-up study could be to investigate how the changes in teacher education, in
accordance with the new laws that assume that students graduate as qualified teachers without a final
thesis and a paid internship in the last year of studies, will affect student teachers’ commitment to the
profession and turnover intentions. An in-depth qualitative follow-up study could be interesting to gain
insights into the underlying interactional processes of Icelandic student teachers, university teacher
educators and school supervisors. This endeavour belongs to our future research.
Another interesting follow-up study is how perceptions of teacher status in Iceland influence students’
interests of becoming teachers. In TALIS 2018, 85.4% of Icelandic teachers thought the positive
aspects of being a teacher outweighed the negative, compared to 76% of teachers from the other
countries participating in TALIS who indicated the same (Ólafsson, 2019). This illustrates teacher
attitudes in Iceland are positive, and the results are in line with Hansen and Lárusdóttir’s (2014)
conclusion from a study of 20 compulsory schools, which showed that teachers generally rated school
ethos as good. However, in TALIS 2018 teachers in Iceland reported their profession was not highly
respected in Icelandic society, and only 10.1% believed that teaching was a valued profession in
society, compared with the TALIS average of 25.8% (Ólafsson, 2019). In the last few decades, teachers
in Iceland have expressed dissatisfaction with their salaries, and teacher strikes have been too
common. One possible strategy might be to include student teachers’ perceptions of how the teaching
profession is valued in future research.
In future research we also want to compare fifth year students and first year students. This is an issue
in terms of the findings. An interesting question is how the breakdown of traditional students versus
online students may affect the findings.

Concluding remarks
Despite its limitations, the current study contributes to our understanding of the antecedents of
prospective commitment and turnover intentions among student teachers at the University of Iceland.
Our study suggests that both campus teaching and field experiences might nurture student teachers’
commitment to the teaching profession, while only campus experiences are negatively related to
turnover intentions. We believe that these findings can be used by Icelandic teacher education
programmes to focus further on motivating all student teachers to strengthen their commitment to the
teaching profession.

Education in the North 28(2) (2021) http://www.abdn.ac.uk/eitn 76

Acknowledgements and funding
The authors thank the anonymous reviewers for their invaluable comments. We also thank the ReNEW,
TEPEC/University of Oslo, and the University of Iceland for continued support and financial
contributions to the research reported in the present study.

References
ALLEN, N.J. and MEYER, J.P., (1990). The measurement and antecedents of affective, continuance
and normative commitment to the organization. Journal of Occupational Psychology, 63(1), pp.1–18.
ANDERSON, J.R., (2005). Cognitive psychology and its implications. New York: Macmillan.
BARTLETT, K.R., (2001). The relationship between training and organizational commitment: A study
in the health care field. Human Resource Development Quarterly, 12(4), pp.335–352.
BJARNADÓTTIR, R., (2012). Stefnumótun í kennaranámi: Áhersla á rannsóknir – áhersla á vettvang
[Policymaking in a teacher education program]. Netla – Online Journal of Pedagogy and Education.
Available from: http://netla.hi.is/greinar/ryn/002.pdf
BOYD, D.J., GROSSMAN, P.L. and LANKFORD, H., (2009). Teacher preparation and student
achievement. Educational Evaluation and Policy Analysis, 31(4), pp.416–440.
CHRISTOPHERSEN, K.A., ELSTAD, E., SOLHAUG, T. and TURMO, A., (2016). Antecedents of
student teachers’ affective commitment to the teaching profession and turnover intention. European
Journal of Teacher Education, 39(3), pp.270-286. http://dx.doi.org/10.1080/02619768.2016.1170803
DARLING-HAMMOND, L. and BRANSFORD, J., (2005). Preparing teachers for a changing world.
Report of the committee on teacher education of the national academy of education. Hoboken, NJ:
Wiley.
DAY, C., (2013). Teacher Quality in the Twenty First Century: New Lives, Old Truths. In: X. Zhu and
K. Zeichner, eds., Preparing teachers for the 21st century. Dordrecht: Springer. pp.21–38.
DIRECTORATE OF EDUCATION, (2017). Helstu niðurstöður PISA 2012. Læsi nemenda á
stærðfræði og náttúrufræði og lesskilningur [Main results of PISA 2012 Mathematics, Reading and
Science literacy]. Available from: https://mms.is/sites/mms.is/files/pisa_2012_island.pdf
DIRECTORATE OF EDUCATION, (2019). Helstu niðurstöður á Íslandi [Main results for Iceland].
Available from: https://mms.is/sites/mms.is/files/pisa_2018_helstu_island.pdf
DOYLE, W., (2013). Ecological Approaches to Classroom Management. In: C.M., Evertson and C.S.
Weinstein, eds., Handbook of Classroom Management. London: Routledge. pp.107–136.
EVANS, E.D. and TRIBBLE, M., (1986). Perceived teaching problems, self-efficacy, and commitment
to teaching among preservice teachers. Journal of Educational Research, 80(2), pp.81–85.
EYJÓLFSSON, H.E. and JÓNSSON, S.H., (2017). Skýrsla til starfshóps um nýliðun og bætt
starfsumhverfi grunnskólakennara í Reykjavík. Könnun á meðal útskriftaárganga úr kennaranámi

Education in the North 28(2) (2021) http://www.abdn.ac.uk/eitn 77
HÍ/KHÍ og HA árin 2000–2012 [Report of committee about recruitment and better work environment
for compulsory schoolteachers in Reykjavík. Survey of graduates from teacher education in University
of Iceland and University of Akureyri in the years 2000-2012]. Reykjavík: Rannsóknarsetur í
mannfjöldafræðum.
FEUER, M.J., FLODEN, R.E., CHUDOWSKY, N. and AHN, J., (2013). Evaluation of teacher
preparation programs: Purposes, methods, and policy options. Washington, DC: National Academy of
Education.
GANSLE, K., NOELL, G. and BURNS, J., (2012). Do student achievement outcomes differ across
teacher preparation programs? An analysis of teacher education in Louisiana. Journal of Teacher
Education, 63(5), pp.304–317.
HALADYNA, T.M. and RODRIGUEZ, M.C., (2013). Developing and validating test items. New York:
Routledge.
HANSEN, B. and LÁRUSDÓTTIR, S., (2014). Stjórnun og Skipulag [School-based Planning and
Management]. In: G.G. Óskarsdóttir, ed., Starfshættir í grunnskólum við upphaf 21. aldar [Teaching
and learning in Icelandic compulsory schools in the beginning of the 21st century]. Reykjavík:
Háskólaútgáfan. pp.87‒113.
HAUTAMAKI, J., HAUTAMAKI, A. and KUPIAINEN, S., (2009). Educational Equity Account in Nordic
Countries. In: T. MATTI, ed., Northern lights on TIMSS and PISA 2006. Copenhagen: Nordic Council
of Ministers. pp.157–166.
ICELANDIC LEGISLATION (2019). Act on the Education and Recruitment of Teachers and
Administrators of Preschools, Compulsory Schools and Upper Secondary Schools, No. 95/2019.
ICELANDIC NATIONAL AUDIT OFFICE, (2017). Kostnaður og skilvirkni kennaramenntunar Háskóli
Íslands og Háskólinn á Akureyri [The cost and efficiency of teacher education at University of Iceland
and University of Akureyri]. Reykjavík: Icelandic National Audit Office.
JÓHANNSDÓTTIR, T. and BJÖRNSDÓTTTIR, A., (2018). Staðnemar og fjarnemar í
grunnskólakennaranámi við Menntavísindasvið: Bakgrunnur, viðhorf og áhugi á að starfa við kennslu
[On-campus and distance students in the compulsory teacher education program at the University of
Iceland School of Education: Background, attitudes and commitment to the teaching profession].
Netla – Online Journal of Pedagogy and Education. Available from:
http://netla.hi.is/greinar/2018/ryn/11.pdf
JÓNSDÓTTIR, L.M., (2012). “Það er náttúrulega ekki hægt að kenna manni allt”: viðhorf byrjenda í
grunnskólakennslu til kennaranáms síns [It is of course not possible to teach everything: Beginning
teachers attitudes toward their teacher education program]. Netla – Online Journal of Pedagogy and
Education. Available from: http://netla.hi.is/greinar/2012/ryn/005.pdf

Education in the North 28(2) (2021) http://www.abdn.ac.uk/eitn 78
JORAM, E., (2007). Clashing epistemologies: Aspiring teachers’, practicing teachers’, and professors’
beliefs about knowledge and research in education. Teaching and Teacher Education, 23(2), pp.123–
135.
KHAN, M.R., ZIAUDDIN, J.F. and RAMAY, M.I., (2010). The impacts of organizational commitment
on employee job performance. European Journal of Social Sciences, 15(3), pp.292–298.
KLINE, R.B., (2005). Structural equation modeling. New York: Guilford.
KUVAAS, B., (2007). Different relationships between perceptions of developmental performance
appraisal and work performance. Personnel Review, 36, pp.378–397.
MINISTRY OF EDUCATION, SCIENCE AND CULTURE, (2019). Aðgerðir í menntamálum: Nýliðun
kennara [Educational actions: Teacher recruitment]. Available from:
https://www.stjornarradid.is/lisalib/getfile.aspx?itemid=2d8cee62-3f5b-11e9-9436-005056bc530c
MITCHEL, A.L. and KING, M.S., (2016). A new agenda: Research to build a better teacher
preparation program. Sudbury, MA: Bellwether Education Partners.
OECD, (2013). PISA 2012 results: Ready to learn: students’ engagement, drive and self-beliefs.
Volume III. Paris: OECD. Available from: http://dx.doi.org/10.1787/9789264201170-en
OECD, (2019). TALIS 2018 Results (Volume I): Teachers and school leaders as lifelong learners.
Paris: OECD. Available from: https://doi.org/10.1787/1d0bc92a-en
ÓLAFSSON, R., (2019). TALIS 2018: Starfshættir og viðhorf kennara og skólastjóra á unglingastigi
grunnskóla [TALIS 2018: Work practices and attitudes of teachers and principals in lower secondary
schools]. Reykjavík: Directorate of Education. Available from:
https://mms.is/sites/mms.is/files/vefutgafa_-_talis_2019.pdf
OMBUDSMAN FOR CHILDREN, (2010). Líðan barna könnun Umboðsmanns barna vorið 2010 [The
wellbeing of children survey done by the ombudsman for children in the spring 2010]. Available from:
https://www.barn.is/media/18912/skyrsla-lidan_barna_konnun_ub_2010.pdf
RASMUSSEN, J. and DORF, H., (2010). Challenges to Nordic Teacher Education Programmes. In:
B. HUDSON, P. ZGAGA and B. ÅSTRAND, eds., Advancing quality cultures for teacher education in
Europe: Tensions and opportunities. Umeå: Umeå University. pp.51–68.
SCHLEICHER, A., (2011). Lessons from the world on effective teaching and learning environments.
Journal of Teacher Education, 62(2), pp.202–221.
SIGURDARDÓTTIR, A.K., (2010). School–university partnership in teacher education for inclusive
education. Journal of Research in Special Educational Needs, 10(1), pp.149‒156.
SIGURDARDÓTTIR, A.K., GEIRSDÓTTIR, G. and SIGURGEIRSSON, I. eds., (2009). Fimm ára
kennaranám: Tillögur starfshóps um inntak og áherslur. Áfangaskýrsla [Five-year teacher education:

Education in the North 28(2) (2021) http://www.abdn.ac.uk/eitn 79
Proposals of a task force on content and focus. Interim report]. Reykjavík: University of Iceland,
School of Education.
SIGURDARDÓTTIR, A.K., GUÐJÓNSDÓTTIR, H. and KARLSDÓTTIR, J., (2014). The Development
of a School for All in Iceland: Equality, Threats and Political Conditions. In: U. BLOSSING, G. IMSEN
and L. MOOS, eds., The Nordic education model. Netherlands: Springer Netherlands. pp.95–113.
SIGURDARDÓTTIR, A.K., JOHANNESSON, I.Á. and OSKARSDÓTTIR, G., (2018). Challenges,
contradictions and continuity in creating a five-year teacher education programme in Iceland.
Education in the North, 25(1‒2), pp.135–154.
SIGURJÓNSDÓTTIR, S. and SIGURÐARDÓTTIR, A.K., (2017). Viðhorf brautskráðra leik og
grunnskólakennara til námsins og starfsins [Attitudes of graduated pre- and primary school teachers
to the study and the work]. Reykjavík: School of Education.
SMITH, K. and LEV‐ARI, L., (2005). The place of the practicum in pre‐service teacher education: The
voice of the students. Asia‐Pacific Journal of Teacher Education, 33(3), pp.289–302.

STATISTICS ICELAND, (2020). Teaching personnel by sex, age and licence 1998-2018. Available

from:https://px.hagstofa.is/pxen/pxweb/en/Samfelag/Samfelag__skolamal__2_grunnskolastig__1_gs
Starfsfolk/SKO02303.px
ZEICHNER, K., (1992). Rethinking the practicum in the professional development school partnership.
Journal of Teacher Education, 43(4), pp.296–307.
ZEICHNER, K., (2010). Rethinking the connections between campus courses and field experiences in
college- and university-based teacher education. Journal of Teacher Education, 61(1–2), pp.89–99.
Retrieved from https://doi.org/10.1177/0022487109347671

