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ABSTRACT 
Moving from one career to another represents a profound transitional shift, demanding 

individuals relinquish the comfort of the familiar and embark on a continuous learning curve 

to meet the demands of new responsibilities. For second-career teachers, this transition into 

the education sector is particularly complex, as they navigate a new professional landscape 

often vastly different from their previous fields. This study explored the lived experiences of 

second-career teachers during their early tenure, examining how they navigated teaching and 

learning leadership, as well as the factors that both enabled and constrained their leadership 

of teaching and learning. The research was grounded in a theoretical framework that 

combined Adaptive Leadership theory with William Bridges' Transition Model. Using a 

narrative inquiry methodology, which captured the complexity of human experience through 

storytelling and narration, the study employed narrative interviews to generate data from 

participants. Thematic analysis was applied to interpret the findings. Four second-career 

teachers were selected through purposive and convenience sampling to illuminate the rich 

complexity of their transitional experiences. The study found that second-career teachers face 

substantial transitional shocks, initially relying on traditional methods and previous 

experiences while contending with challenges such as finding their teaching style, managing 

administrative and discipline issues, and overcoming language barriers. Despite these 

obstacles, factors like professional development and parental engagement support their 

leadership and adaptation in education. From this study, we learn that transitioning into 

teaching as a second-career professional involves significant challenges that require 

adaptability, resilience, and continuous learning. Success depends on proactively seeking 

professional development, engaging key stakeholders such as parents, and developing a unique 

teaching style while managing both administrative and classroom demands. This underscores 

the importance of flexibility and context-sensitive leadership in navigating complex 

educational environments. 

Keywords: Career, transition, education, learning leadership, professional development 
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CHAPTER ONE 

OVERVIEW OF THE STUDY 

1.1 Introduction and background of the study 

The unemployment rate for individuals with tertiary degrees in South Africa is on a steady rise. 

In the country, the unemployment rate surged to a record high of above 29% in 2016, with a 

significant portion of this statistic comprised youth (Stats SA, 2016). According to Shafi 

(2018), this escalation in unemployment is attributed to structural shifts in labour demand that 

favour highly qualified workers. Consequently, more individuals are pursuing tertiary 

education, but paradoxically, unemployment rates among this educated cohort persistently rise 

each year (Alshammari & Shafi, 2018). As a result, many of these unemployed graduates seek 

further opportunities in diverse fields, including teacher education, to bolster their 

employability. The phenomenon of shifting from one profession to another is a common trend, 

extending its influence to the education sector as well (Hirschi et al., 2018 & Rudolph et al., 

2017). This study specifically addresses those individuals who shift careers into teaching, 

classifying them as second-career teachers (Alharbi, 2020). 

In South Africa, the transition into teaching from a first degree requires obtaining a Post 

Graduate Certificate in Education (PGCE). This certification is acquired through a one-year 

full-time or a two-year part-time teacher training program. The minimum qualification for 

admission is an appropriate diploma or bachelor’s degree. According to the Government 

Gazette (2015), an appropriate diploma or degree encompasses a substantial foundation of 

disciplinary learning in relevant academic fields, enabling the acquisition of specialised 

teaching skills and subject knowledge, aligned with the specifications for each school phase 

(Government Gazette, 2015). The PGCE programme primarily focuses on developing teaching 

skills, assuming that students already possess foundational subject knowledge from their 

undergraduate degrees (Muzindutsi & Khanate, 2018). The programme's main objectives are 

to enhance subject content proficiency and develop appropriate pedagogical content knowledge 

(Department of Education, 2000a). 

As mentioned earlier, the PGCE programme assumes that students already possess strong 

content knowledge from their first degrees. However, a study conducted by Muzindutsi and 

Khanare (2018) revealed that pre-service teachers enrolled in the PGCE face various 

challenges. These challenges include difficulties with educational terminologies and learning 

styles, as well as 
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issues related to the structure of the PGCE programme and their academic background, based 

on their undergraduate qualifications (Muzindutsi & Khanare, 2018). 

Beyond this, PGCE-trained teachers experience challenges associated with those of novice 

teachers. In this study, novice refers to teachers with less than five years of classroom 

experience (Segalo & Dube, 2022). Upon appointment, second-career teachers, no matter their 

experience in their previous careers, become novice teachers (Goh et al., 2017). According to 

Lew and Nelson (2016), new teachers commonly encounter challenges in curriculum, 

instruction, and assessment. Lavigne and Bozack (2015) highlight that certain teacher 

preparation programs may not adequately cover specific curriculum topics, leading new 

teachers to feel disoriented during their initial years in the profession. Additionally, Rosario 

(2020) notes that novice teachers experience an unsupportive environment. 

Furthermore, these second-career teachers are new teachers to the profession and currently in 

a transitional period. Rosario (2020) suggests the start of a transition is when someone decides 

to abandon what they are familiar with and venture into an unknown environment. Similarly, 

Bridges (2009) states that transitions begin with the passing of an old phase rather than the 

arrival of a new one. Rosario (2020) notes several transition complexities that affect second- 

career teachers as novice teachers. These include a heavy workload that is hardly manageable 

and puts these teachers under unbearable pressure. Additionally, Rosario (2020) proclaims that 

often, there is limited mentoring of these teachers by veteran teachers and the school 

management. This results in frustrated teachers exiting the system prematurely (Sali & Kecik, 

2018). This presents insurmountable challenges given that the first few years have a big impact 

on teachers’ future careers (Goh et al., 2017), as this is when they establish their new identities 

as teachers. 

The experience of second-career teachers is thus at the intersection of novice-hood and 

transition complexities. This study seeks to explore the experiences of these teachers amidst 

this multifaceted intersectional complexity. 

1.2 Statement of the problem 

 
The Minimum Requirements for Teacher Education Qualifications, outlines seven key roles 

that teachers must fulfil, each accompanied by a specific set of competencies. One of these 

roles is the requirement for teachers to be specialists in a particular learning area, subject, 

discipline, or phase of education. As stated below: 
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The educator will be well-grounded in the knowledge, skills, values, principles, 

methods, and procedures relevant to the discipline, subject, learning area, phase of 

study, or professional or occupational practice. The educator will know about different 

approaches to teaching and learning (and, where appropriate, research and 

management), and how these may be used in ways that are appropriate to the learners 

and the context. The educator will have a well-developed understanding of the 

knowledge appropriate to the specialism (Nzimande, 2011). 

As already stated, the assumption is that those who articulate to teaching through the PGCE 

already possess the necessary foundational knowledge from their prior undergraduate degree 

(Muzindutsi & Khanate, 2018). While this is the expectation, Nomlomo and Sosibo (2016) 

indicate that some second-career, PGCE-trained teachers frequently face significant challenges 

in developing Pedagogical Content Knowledge (PCK), which is essential for effectively 

leading teaching and learning. Pedagogical Content Knowledge (PCK) is a teacher's unique 

ability to combine their expertise in a subject with effective teaching methods, helping students 

to truly grasp the content. Without sufficient PCK, career-changing teachers often find that 

their existing knowledge does not readily apply to the classroom (Varadharajan et al, 2020). 

This highlights a significant challenge for these teachers. 

Similarly, Nilsson and Cederqvist (2024) indicate that many second-career teachers feel 

inadequately prepared in PCK because of the compressed nature of alternative teacher 

education programmes, which often last only one year and provide limited opportunities to 

internalise the complex pedagogical reasoning required for effective instruction. 

In addition, Nomlomo and Sosibo (2016) assert that these educators receive inadequate support 

from superiors, veteran colleagues, and department heads. More so, Darling-Hammond (2017) 

states that they face common novice teacher challenges, including classroom management 

difficulties, excessive administrative duties, and insufficient curriculum coverage (Darling- 

Hammond, 2017). These issues compound the identity formation struggles typical of new 

teachers transitioning into their roles (Farrell, 2016). Smith (2019) argues that the transition 

phase for second-career teachers involves a process of adaptation and professional 

development, encompassing training, overcoming classroom obstacles, and assimilating into 

the educational environment. 
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Research consistently shows that classroom instruction significantly influences student results 

(Darling-Hammond, 2017; Emmer et al., 2015; Fraser, 2012). Consequently, inadequate 

classroom instruction resulting from limited PCK may adversely affect learning and academic 

outcomes. While these teachers bring valuable assets to the classroom, including diverse life 

experiences and practical knowledge from previous careers (Darling-Hammond, 2017), 

challenges and PCK deficiencies can negatively impact learner outcomes (Darling-Hammond 

& Shulman, 2017). Rosario (2016) notes that second-career teachers require comprehensive 

pedagogical content knowledge (PCK) and skills for effective content delivery. If this is 

inadequate, second-career, PGCE-trained educators may struggle to fulfil their roles as subject 

or phase specialists, potentially hindering effective teaching and learning. This study explores 

the experiences of second-career PGCE teachers in leading teaching and learning during their 

transition phase. 

 
1.3 Research Puzzles 

 
In narrative inquiry, research questions are referred to as research puzzles. Clandinin (2013) 

explains that this methodology centres questions around particular wonders—puzzles with 

nuances and intricacies associated with human experience. 

Main research puzzle: What are the experiences of second-career teachers in leading teaching 

and learning during the transition phase? 

Sub-research puzzles: 

1. How do second-career teachers lead teaching and learning during the transition phase? 
 

2. What factors enable second-career teachers to lead teaching and learning during the 

transition phase? 

3. What factors constrain second-career teachers in leading teaching and learning during 

the transition phase? 

1.4 Justifications for the study 

 
Following a narrative inquiry methodology, this study's rationale encompasses personal, 

practical, and theoretical justifications (Clandinin, 2013). Personal justifications draw from the 

researcher's own experiences as inspiration for the inquiry. Practical justifications address how 

findings may influence practice, school leadership, or principal preparation. Theoretical 
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justifications demonstrate the study's potential contributions to existing knowledge and theory 

(Clandinin, 2013). 

 
1.4.1 Personal Justifications 

My interest in researching this phenomenon stems from my experience as a second-career 

teacher. Initially, my professional background was in Health Sciences, and I worked as a 

qualified Dental Technician in a dental laboratory for four years. However, I eventually 

developed a strong interest in pursuing teaching as a new profession. To become a teacher, I 

opted for a Post Graduate Certificate in Education (PGCE), which was the required 

qualification. As a PGCE holder, I felt that the program presented the basics that were mostly 

an introduction to the teaching profession. 

Transitioning from the dental industry to the classroom presented me with both challenges and 

opportunities as a novice second-career teacher. As a novice second-career teacher, I faced 

challenges such as classroom management, administration, and the language used in the 

teaching profession. I soon realised that I was not fully capacitated and needed guidance and 

mentoring to navigate this new path successfully. 

 
1.4.2 Professional Justifications 

I had the option of requesting assistance and mentoring from my Departmental Head, but I felt 

that he might perceive me as an incompetent and failing teacher. As a novice teacher, you have 

a feeling of proving your capabilities and showing that you can do what is expected from you, 

which hindered me from crying out and asking for assistance. The urge to improve pushed me 

to opt for classroom management workshops for novice teachers that were online, and some 

were provided by the Gauteng Department of Education. My previous professional experience 

remained a motivation for me to want to become a better manager in the classroom. The 

memory of the workload and set targets that I used to work under in a dental laboratory built 

my core foundation as a professional. 

 

 
1.4.3 Theoretical Justifications 

 
A substantial body of scholarship exists on second-career teachers, revealing both opportunities 

and challenges associated with their transition into education (Simmons, 2016). Research 

demonstrates that prior career experiences can positively influence teaching practice by 
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bringing diverse perspectives and real-world knowledge, including enhanced time management 

skills and professional conduct, into the classroom environment (Johnson & Davis, 2019). 

However, the literature also reveals significant challenges faced by this population, particularly 

in areas such as classroom management and learner engagement during the early stages of their 

teaching careers (Brown, 2018; Smith, 2017). These difficulties highlight the complexity of 

transitioning from other professional contexts to the unique demands of the educational 

environment. Consequently, Anderson (2016) and Taylor et al. (2020) emphasise that many 

second-career teachers express a need for specialised training and ongoing professional 

development to successfully adapt to education sector requirements. Furthermore, the absence 

of structured support systems and mentorship has been consistently identified as a critical 

barrier to successful transition for second-career teachers (Anderson, 2016; Taylor et al., 2020). 

While numerous international studies have examined second-career teachers across various 

educational systems (Karge et al., 2012; Skaalvik & Skaalvik, 2011; Unruh & Holt, 2010), 

research focused specifically on this population within the South African context remains 

limited. The existing South African literature predominantly concentrates on preparation and 

certification processes (Camacho & Rogero, 2016; Kee, 2012; Rosario, 2020; Sampson et al., 

2012), thereby creating a significant gap in understanding the transition experience and its 

broader impact on second- career teachers in their leadership of teaching and learning. This 

study addresses this gap by exploring the nuanced leadership experiences of second-career 

teachers in leading teaching and learning, contributing essential insights to the existing 

knowledge base while providing a South African perspective on this important educational 

phenomenon. 

1.5 Clarification of Concepts 
 

This section will provide a clarification of the key concepts used in this study. 
 

1.5.1 Second-Career Teacher 
Second-career teachers are individuals who enter the teaching profession after pursuing 

different career paths or after having retired from their initial profession (Smith & Johnson, 

2021). Similarly, Ruitenburg and Tigchelaar (2021) and Feistritzer (2014) define second-career 

teachers, also referred to as career changers or certified teachers, as individuals who transition 

into the teaching profession after pursuing a different career or occupation. Unlike traditional 

educators who follow the conventional route of completing an education degree and teacher 

preparation programme, second-career teachers often enter the field through alternative 

certification pathways, which provide a means for them to gain the necessary teaching 



8  

credentials and qualifications (Ingersoll & Strong, 2011). In this study, second-career teachers 

are defined as individuals who previously practiced in other occupations before transitioning 

into teaching through PGCE certification. 

 
1.5.2 Transition Phase of Second-Career Teachers 

Transition encompasses the process or period of changing from one state or condition to another 

(Bridges, 2004). Professional transition specifically refers to the movement from one career 

phase or job to another, involving a complex interplay of psychological, social, and practical 

adjustments (Flannery et al., 2015). Such transitions involve shifts in employment status, roles, 

and responsibilities, often requiring the acquisition of new skills or qualifications to function 

effectively in the new professional context (Mitchell & Krumboltz, 2019). 

Within the context of this study, the transition phase refers to the critical early period during 

which second-career teachers move from their previous occupations or employment 

circumstances and enter the teaching profession as newly qualified educators. This phase 

encompasses both the formal preparation period and the initial adjustment to classroom 

practice, representing a fundamental shift in professional identity and daily work experience. 

1.6 Overview of the dissertation 
 

This dissertation consists of five chapters. Chapter one presented the overview of the study. 

Firstly, it provided the introduction and background of the study, giving context into the 

phenomenon of second-career teaching, factors that drive second-career teaching, and the 

pathway to second-career teaching. This was followed by the problem statement which 

illustrated the intersectional complexities of the positionality of second-career teachers and the 

implications of this on teaching and learning. The research puzzles guiding the study were then 

provided. Following this, the justifications of the study were discussed on three levels, the 

personal, professional and theoretical. Key terms were then clarified followed by the present 

section, the overview of the dissertation. 

Chapter Two is in two parts. The first part presents the literature review drawing on local and 

international scholarship. The second part presents the theoretical framework of this study. Two 

theories, adaptive leadership theory and Williams Bridge’s Model, form the framework and are 

discussed and justified. 
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Chapter Three details the study's methodology. It uses an interpretive paradigm and a qualitative 

research design to understand the subjective experiences of second-career teachers. Narrative 

inquiry is the chosen methodology, focusing on their stories through Clandinin and Connelly's 

framework (2000) of time, social influences, and environment. Four participants were selected 

using purposive and convenience sampling, and data were collected via narrative interviews 

following a four-phase process. Thematic analysis based on Braun and Clarke's (2006) 

approach was used to interpret the interview data by transcribing, familiarising, identifying key 

terms, and crafting themes. 

Chapter Four presents the study's findings, revealing that second-career teachers leading 

teaching and learning during their transition experience a transitional shock, but draw on past 

experiences and initially use traditional methods while navigating classroom management. 

Enabling factors include actively seeking professional development and engaging parents. 

Constraints involve struggling to find their teaching style, managing overwhelming 

administrative tasks, dealing with classroom discipline, and facing language barriers. These 

findings are discussed in relation to existing literature and theories, highlighting the challenges 

and adaptive strategies of these teachers. 

Chapter Five presents recommendations for second-career teachers. Several recommendations 

can be made to support their successful integration into the teaching profession. Firstly, 

enhanced and tailored induction programs are crucial. Secondly, ongoing and targeted 

professional development opportunities are also necessary. Finally, systemic adjustments and 

a supportive school culture are vital. 
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CHAPTER TWO 

REVIEW OF LITERATURE AND THEORETICAL FRAMEWORK 

2.1 Introduction 
 

The previous chapter presented the overview of the study. This chapter presents both the 

literature review and the theoretical framework of the study. The review of literature 

commences with a discussion on second-career teachers during the transitional phase. This is 

followed by their professional transitional complexities in leading teaching and learning, their 

challenges, strengths, and their positionality as novices. Finally, the chapter presents the 

theoretical framework, which consists of Adaptive leadership theory and William Bridges' 

transition theory. 

2.2 A Glimpse of the Transition Phase 

Transition is a multifaceted process. For many individuals, a professional transition is not 

merely a change in job titles or workplaces, but a deeply transformative process that reassesses 

personal goals, values, and professional identity (Vahidi et al., 2022). Research by Lane (1984) 

and Normore (2004) further highlights the complexity of role transitions. They describe it as a 

demanding process of learning and self-reflection. It involves letting go of the comfort and 

confidence that came with the previous role and embracing the uncertainty and challenges that 

accompany the new, unfamiliar one (Brown-Ferrigno, 2003). This aligns with the broader 

understanding of change, which inherently involves loss, anxiety, and struggle (Marris, 1975 

in Fullan, 2007). 

According to Daresh and Male (2000), moving from one role to another is like crossing a border 

(Daresh & Male, 2000). It is a significant turning point that requires individuals to completely 

transform how they act, think, and even perceive themselves. As such, transitions are complex 

and often feel overwhelming (Kilinc & Gumus, 2021), leading to feelings of shock as people 

navigate this new territory (Spillane & Lee, 2014). The nature of a transition often dictates the 

type of response or adaptation required, whether it be personal growth, social support 

mechanisms, or technological innovation to facilitate the change (Ibarra, 2003). Whether 

voluntary or involuntary, predicted or unexpected, transitions can have profound effects on 

individuals and communities (Zittoun et al., 2013). 
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2.2.1 Second-Career Teachers’ Professional Transitional Complexities in Leading 

Teaching and Learning 

The transition into teaching as a second-career is marked by both professional and emotional 

complexities. While second-career teachers bring valuable experience from prior occupations, 

entering the education profession requires adapting to a dynamic, multifaceted environment 

(Anderson & Freebody, 2021). The process of shifting into a new professional identity, 

particularly within the emotionally charged and socially embedded role of a teacher, can be 

both enriching and challenging. For many, the desire to positively impact learners' lives is a 

powerful motivator (Kim & Lee, 2018). Yet, this optimism often coexists with anxiety 

stemming from the complexities of teaching, including mastering curriculum, managing 

classrooms, and implementing educational policies (O'Neil, 2020). 

Central to this transition is the development of a teachers’ professional identity. Unlike other 

careers, teaching demands a deep alignment between personal values and professional practice. 

Beauchamp and Thomas (2009) argue that identity formation involves self-reflection, 

introspection, and an evolving understanding of oneself in relation to the role of the teacher. 

This journey is highly individualised and influenced by life histories, previous professional 

experiences, and educational backgrounds (Bennett, 2013). Vähäsantanen (2022) further 

explains that identity development is not merely about adopting a new role, but about 

integrating personal beliefs, motivations, and professional goals into daily practice. For second- 

career teachers, this process may involve reconciling old professional norms with new 

educational expectations. 

Complicating this process is the need to quickly acquire pedagogical skills and classroom 

management strategies. Many second-career teachers enter the profession with limited formal 

training in instructional planning, assessment, and learner engagement (Rodriguez & Patel, 

2022; Rosario, 2020). As a result, they may experience uncertainty and frustration when trying 

to meet the diverse needs of learners. Although they may be open to innovative practices, their 

lack of classroom experience can cause them to fall back on teacher-centred approaches, 

particularly when faced with behavioural challenges or unfamiliar content (Hattie, 2009; 

McFarland, 200). This tension between willingness to innovate and a lack of pedagogical 

experience reflects the transitional complexity at the core of their professional shift. 

The increasingly diverse nature of classrooms further compounds these challenges. Simmons 

(2016) notes that second-career teachers often require additional support to effectively cater to 
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learners from various cultural and linguistic backgrounds. Adapting to frequently changing 

curriculum standards and policy updates adds another layer of complexity (Rosario, 2020; 

Sayed & Jansen, 2022). For teachers new to the profession, deciphering these policies and 

translating them into effective practice can be overwhelming (Simmons, 2016). Troesch (2019) 

highlights that this policy overload can lead to feelings of isolation and hinder integration into 

the school community. 

Classroom management, in particular, emerges as a significant area of struggle. Establishing a 

positive learning environment and navigating learner behaviour are complex tasks that 

traditionally trained teachers refine over time through practicum and mentorship (Evertson & 

Weinstein, 2006). In contrast, second-career teachers may lack these foundational experiences 

and feel ill-equipped to respond to disruptive behaviour or learner conflict (Ballado, 2022). 

Creating inclusive, learner-centred environments where participation is encouraged requires 

not only strategy but also emotional attunement—skills that take time to develop (Skott, 2019; 

Troesch et al., 2017). 

Despite these difficulties, second-career teachers often demonstrate initiative in seeking out 

mentorship and professional development (Wang, 2016). Their resilience and willingness to 

learn are critical assets. However, Brown and Davis (2018) caution that these strengths alone 

are not enough. Successful integration into the teaching profession requires institutional 

recognition of both the assets and vulnerabilities that second-career teachers bring. Leshem et 

al. (2021) remind us that the process of forging a new professional identity is not always 

smooth; it may involve conflict, confusion, and ongoing negotiation of one’s place within the 

school community. 

In sum, the transitional journey of second-career teachers is characterised by emotional, 

cognitive, and practical complexities. Their capacity to lead teaching and learning is shaped 

not only by their previous experience but also by their ability to navigate the unique demands 

of the teaching profession. Understanding and supporting this transition is vital to fostering 

their growth as educators and enabling them to contribute meaningfully to school improvement 

and learner success. 

 
2.2.2 Second-Career Teachers: First Steps in the Classroom 

The initial lessons delivered by second-career teachers often reflect a delicate blend of pre-

existing professional strengths and emerging pedagogical challenges. Their prior careers 
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typically equip them with valuable real-world experience, strong organisational skills, and a 

confident professional demeanour, which can aid in establishing initial classroom presence and 

managing tasks effectively (Simmons, 2016). For instance, a former engineer might skilfully 

connect physics concepts to industrial applications, or a journalist could enrich English lessons 

with authentic communication scenarios. However, despite these transferable assets, a 

significant hurdle in their first lessons lies in developing Pedagogical Content Knowledge 

(PCK), which is the unique understanding of how to transform subject matter for student 

learning (Varadharajan et al., 2020). 

This gap in PCK means that their deep content knowledge may not automatically translate into 

accessible and engaging classroom instruction. First lessons often reveal difficulties in 

anticipating common student misconceptions, effectively sequencing material for diverse 

learners, or employing a varied repertoire of instructional strategies beyond traditional lecture 

formats (Varadharajan et al., 2020). Moreover, while their maturity can contribute to initial 

classroom presence, the specific nuances of managing young student behaviour, facilitating 

smooth transitions, and providing effective formative assessment for learning are distinct skills 

they are still acquiring (Simmons, 2016). Consequently, their initial lesson delivery, while often 

well-planned from a content perspective, may lack the adaptive responsiveness and nuanced 

learner-centred approaches that come with extensive classroom experience, potentially 

hindering optimal learner learning and contributing to their sense of inadequacy as novices 

(Varadharajan et al., 2020; Yalçınkaya, 2002). 

2.3 Challenges of second-career teachers 

As discussed below, second-career teachers experience various complexities as they transition 

into their new roles. This section will present how second-career teachers integrate into the 

school culture and community, also building strong professional relationships and support 

networks within the school community. 

 
2.3.1 Integration into the school culture and community 

 
School culture encompasses shared values, beliefs, signs, symbols, and mutual understanding 

among members of a school community (Karadog & Oztekin Bayir, 2018). Gruenert (2005) 

further defines it as the set of guiding principles, assumptions, and expectations that influence 

how a school operates. For second-career teachers, integrating into this established culture can 

be particularly challenging. While they bring fresh perspectives and enthusiasm, they often 
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face difficulties navigating the unwritten rules and social dynamics of the school environment 

(Ismail et al., 2022; O’Neil, 2020). These teachers may feel like outsiders among colleagues 

who have spent years within the school system, and building rapport with those from different 

professional or cultural backgrounds can require significant effort (Dogan, 2017). 

Understanding how things work, from communication norms to protocols for learner issues, 

can be a steep learning curve (Demerath, 2018). However, integration is a two-way process. 

Schools also play a critical role in fostering inclusive environments where diverse backgrounds 

are welcomed and respected (Ismail et al., 2022). 

 
Research from various contexts underscores that second-career teachers often struggle with 

adapting to school culture and integrating their prior professional experiences into teaching 

(Hai et al., 2018). Strong professional relationships within the school community are crucial 

for these teachers to thrive (Meyer & Brown, 2017). These relationships not only help ease 

feelings of isolation but also provide a network of support that can facilitate a smoother 

transition into teaching (Rosario, 2020; Shwartz & Dori, 2020). Collaborative interactions 

allow teachers to share expertise and best practices, benefiting the broader school community. 

While some second-career teachers may pursue leadership or curriculum roles, many find that 

the sense of belonging and collaboration is the most rewarding aspect of the profession. A 

supportive and cohesive school culture ultimately enriches the learning environment for both 

staff and students (Shwartz & Dori, 2020). 

 
In addition to institutional culture, interpersonal relationships also significantly impact second- 

career teachers' experiences. Concerns about acceptance by learners and colleagues are 

common (Becker et al., 2022; Garcia, 2019). Research indicates that positive learner and 

teacher relationships contribute to both learner achievement and teacher well-being (Aldrup et 

al., 2018; Moya et al., 2019). Building trust and respect across all levels—learners, colleagues, 

administrators, and parents—can be daunting, particularly for individuals unfamiliar with the 

educational landscape (Barrett & Brown, 2014; Bauer et al., 2017). Establishing credibility and 

forming connections takes time and consistent effort but is essential for long term success. 

 
Finally, second-career teachers must adapt to the cultural diversity of modern classrooms, 

which may be unfamiliar territory given their previous careers (Becker et al., 2022). 

Successfully teaching in such settings requires a flexible and culturally responsive approach 

that acknowledges learners' varied backgrounds, beliefs, and learning preferences (Shwartz & 
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Dori, 2020). Understanding and responding to this diversity is not only key to effective teaching 

but also central to creating an inclusive and affirming learning environment. 

 
2.3.2 Understanding of the Educational System 

 
While second-career teachers are often celebrated for the real-world experience they bring to 

the classroom, the educational system presents a complex and dynamic environment that can 

be difficult to navigate (O'Neil, 2020). A key challenge lies in their limited formal training in 

educational policy implementation and in managing both classroom practices and broader 

school operations (Becker, 2022). The constant evolution of curriculum frameworks and 

education standards demands that these teachers have access to up-to-date resources and 

sustained support to ensure their teaching aligns with current expectations (Rodriguez & Patel, 

2022; O’Neil, 2020). 

 
Another layer of complexity involves developing skills such as lesson differentiation to meet 

diverse learner needs. Rodriguez and Patel (2022) note that with targeted professional 

development and collaborative support from experienced colleagues, second-career teachers 

can enhance their instructional strategies. However, integrating into the education system 

requires more than classroom readiness; it involves learning to navigate a web of policies, 

curriculum requirements, and administrative procedures that may differ across schools and 

districts (Becker, 2022). This process can be particularly daunting for those unfamiliar with the 

inner workings of educational institutions. 

 
Adapting to the constantly shifting landscape of educational policies can feel like navigating a 

maze (Rodriguez & Patel, 2022). For newcomers, keeping up with changes in assessment 

protocols, curriculum reforms, and regulatory requirements can be overwhelming (Sayed & 

Jansen, 2022). The complexity and volume of these policies can create confusion and 

frustration, particularly when it is unclear how to translate them into effective teaching practices 

(Simmons, 2016). 

 
Nevertheless, there are strategies to support second-career teachers in overcoming these 

challenges. Access to reliable resources through school leadership, professional bodies, and 

online platforms can help keep them informed and confident in their practice (Garcia, 2019). 

Most importantly, collaboration with experienced colleagues and mentorship relationships can 

provide much-needed guidance, helping second-career teachers decode policy language, share 
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best practices, and develop the confidence needed to lead teaching and learning effectively 

(Becker, 2022; Garcia, 2019). 

 
2.4 The Strengths of Second-Career Teachers in Leading Teaching and Learning 

 
Second-career teachers bring a remarkable blend of adaptability and resilience to the teaching 

profession—qualities that position them as strong leaders in teaching and learning. According 

to Rodriguez and Patel (2022), the challenges they face during the transition are not limitations 

but reflections of their ability to adapt to new environments and recover from setbacks. This 

resilience enables them to stay motivated despite the inevitable ups and downs of classroom 

life (Simmons, 2016). These educators often establish robust support networks with colleagues, 

mentors, and family, which not only boosts morale but also fosters a sense of professional 

belonging (Troesch, 2019). Their capacity to set realistic goals, maintain a growth mindset, and 

reflect meaningfully on their positive impact on learners contributes to a strong foundation for 

leading classroom instruction and promoting school improvement (Tsybulsky & Muchnik-

Rozanov, 2019). Their perseverance is a clear indication of their dedication to making a 

meaningful difference in education. 

 
While transitioning into teaching comes with emotional challenges and a steep learning curve, 

second-career teachers often approach this with passion and purpose. Despite initial frustrations 

in mastering the complexities of pedagogy and classroom management (Walters & Singh, 

2021), their emotional experience is shaped by individual dispositions and the newness of the 

profession (Smith & Johnson, 2021). Many are fuelled by a deep commitment to learners and a 

genuine passion for education (Davis, 2019). This sense of purpose is reinforced through 

everyday classroom victories—moments of learner engagement, progress, and connection 

(Anderson & Moore, 2023; Thompson, 2020). Their willingness to learn and unlearn is 

essential, as they refine their professional identities by integrating previous work experiences 

with newly acquired educational knowledge and skills. This process of continuous adaptation 

makes them agile, reflective, and responsive educators. 

 
The increasing trend of professionals moving into teaching as a second career has introduced a 

wave of enriched perspectives into schools. Research reveals that many are drawn by altruistic 

motivations, such as the desire to influence learners’ lives positively, alongside personal quests 

for fulfilment and purpose (Bernal, 2018). Their prior careers equip them with transferable 

skills, such as communication, critical thinking, and leadership, which  significantly enhance 

their teaching practice. This background promotes an ethos of lifelong learning and 
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adaptability—key qualities for leading effective teaching and learning in diverse and evolving 

educational contexts (Watson & Wright, 2022). Despite the challenges they face, many second-

career teachers derive immense satisfaction and pride from their work, driven by an eagerness 

to master educational theories and innovative pedagogical strategies (Chen, 2020; Jackson, 

2019). Their curiosity and dedication enrich the profession, making them valuable assets to 

schools striving for inclusive, dynamic, and learner-centred teaching environments. 

 
2.5 Second-Career Teachers and Their Positionality as Novices 

 
Despite entering the teaching profession with prior work experience and specialised 

knowledge, second-career teachers assume the position of novices within the educational field 

(Hammond, 2017; Darling-Hammond, 2017). Their entry into teaching requires them to 

reorient themselves professionally, transitioning from roles of authority or expertise in other 

sectors to that of beginner educators learning the pedagogical, relational, and institutional 

nuances of schooling. Leshem et al. (2021) highlight that while second-career teachers bring 

confidence from their past professions, they often experience dissonance as they grapple with 

the demands of classroom teaching. Although they are not passive recipients of new 

knowledge, these individuals actively engage with the challenges of their new roles. However, 

their initial lack of familiarity with educational practices often positions them as uncertain and 

dependent, particularly during the early phases of their careers. 

 
This novice status brings with it challenges that mirror those faced by traditionally trained 

beginner teachers, such as managing classrooms, planning lessons, and adapting to school 

culture (Wargner, 2014). However, the positionality of second-career teachers is complicated 

by the juxtaposition of prior professional authority and current pedagogical inexperience. Their 

strength lies primarily in content knowledge and professional maturity, yet their limited 

exposure to educational theory, learner development, and instructional strategies underscores 

their novice standing in the classroom (Troesch, 2019). 

 
Nonetheless, second-career teachers often enrich the learning environment through real-world 

insights and a strong sense of purpose (Tsybulsky & Muchnik-Rozanov, 2019). Their diverse 

life and career experiences can enhance subject matter delivery, foster critical thinking, and 

create authentic learning opportunities. Even so, their ability to translate these strengths into 

effective teaching practices is mediated by their novice status, requiring structured support, 
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mentorship, and opportunities for professional reflection. Their transition, therefore, is not 

merely about acquiring new skills but about negotiating their identity as professionals who 

must relearn how to lead, influence, and educate from a different positional footing. 

 
2.6 Theoretical Framework 

 
This section outlines the theoretical framework that informs the study. According to Varpio et 

al. (2020, 990), “a theory is an abstract description of the relationships between concepts that 

help us to understand the world,” acting as a guiding compass to scaffold understanding. The 

theoretical framework comprises selected theories that shape the researcher’s conceptualisation 

of the study and inform the research design and interpretation (Grant & Osanloo, 2014). It 

serves as the foundational anchor upon which the study is built, providing a structured lens 

through which knowledge is constructed and meaning is derived (Grant & Osanloo, 2014; 

Patten & Newhart, 2018). 

The theoretical framework of this study is underpinned by two key theories: Adaptive 

Leadership and William Bridges' Transition Model. Each theory is discussed in terms of its 

core components, followed by a justification of its relevance to the study. The final section 

synthesises these theories, demonstrating how their integration provides a meaningful and 

coherent lens through which to understand and interpret the experiences of second-career 

teachers in leading teaching and learning. 

 
2.6.1 Adaptive Leadership Theory 

 
Adaptive Leadership is a practical framework developed by Dr. Ron Heifetz and Marty Linsky 

at the Harvard Kennedy School to help individuals and organisations adapt and succeed in 

challenging environments (Jenne, 1997; Pujianto et al., 2023). It focuses on increasing the 

ability of individuals and groups to engage in the gradual but meaningful process of change 

(Abdulaziz, 2020). This theory was designed specifically to identify and address consequential 

change during uncertain times, with broad applications in leadership development, workforce 

strengthening, community partnerships, and navigating shifting political, social, and economic 

landscapes (Kitchenham, 2012; Pujianto et al., 2023). According to Northouse (2018), the 

objective of adaptive leadership is to inspire people to change and learn new ways of living so 

they can successfully face challenges and grow in the process. It equips individuals to cope 

with and rise above professional and personal challenges, enabling them to thrive rather than 

merely cope (Heifetz et al., 2009). 
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Central to Adaptive Leadership is the distinction between two types of challenges faced by 

organisations and individuals: technical and adaptive challenges (Heifetz, 1994; Heifetz et al., 

2009). Technical challenges are problems with known solutions that can be addressed through 

existing knowledge, procedures, and expertise. In contrast, adaptive challenges are complex 

problems without clear solutions, requiring individuals to change their ways of thinking, acting, 

and being to effectively address them (Heifetz, 2003). These challenges are often unpredictable 

and demand innovative learning and leadership. 

 
2.6. 1.1 Appropriateness of the theory for this study 

 
Although Adaptive Leadership is primarily a leadership theory, it is highly appropriate for this 

study on second-career teachers leading teaching and learning. Leading teaching and learning 

is itself a form of leadership, involving navigating both technical and adaptive challenges 

within the educational environment. Second-career teachers, as novice educators, also emerge 

as leaders in their classrooms and schools, influencing teaching practices, learner engagement, 

and collaboration amongst colleagues. Adaptive Leadership provides a valuable lens for 

understanding how these teachers manage the complex and ambiguous demands of their roles, 

especially as they transition from previous careers with different norms and expectations. 

 
This framework captures how second-career teachers must mobilise themselves and others to 

confront challenges that cannot be solved by routine methods alone. It emphasises the need for 

them to develop new professional identities, adopt innovative teaching strategies, and lead 

change in often resistant or uncertain educational contexts. Therefore, Adaptive Leadership 

theory effectively illuminates the dynamic process of growth and influence that second-career 

teachers experience, making it a fitting foundation to explore their positionality as novices and 

emerging leaders in teaching and learning. 

 
2.6.2 William Bridges' Transition Model 

 
William Bridges' Transition Model is a comprehensive psychological framework that 

distinguishes between change (external events and circumstances) and transition (the internal 

psychological process individuals undergo in response to change) (Bridges & Bridges, 2009). 

The theory posits that effective adaptation to change requires successful navigation through 

three distinct psychological phases, each serving a specific function in helping individuals 
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reconstruct their identity, relationships, and understanding of their environment (Bridges, 2009; 

Miller, 2017). 

 
The model’s core premise is that transition is fundamentally an internal, psychological 

reorientation process that individuals must complete to successfully adapt to external changes. 

Unlike linear change management approaches, Bridges' model recognises transition as a non-

linear, iterative process that acknowledges the emotional and psychological complexity 

inherent in significant life or career changes (Bridges, 2009; Bridges & Mitchell, 2000). 

 
2.6.2.1 The Three-Phase Framework 

 
Phase 1: Ending, Losing, and Letting Go. This initial phase involves individuals 

acknowledging and accepting the need for change while recognising what they are leaving 

behind. The phase encompasses processing emotions related to loss, grief, and uncertainty, as 

individuals say goodbye to familiar roles, relationships, and identities while accepting the 

reality of impending change (Bridges & Bridges, 2009; Bridges, 2009). This stage can be 

emotionally challenging, often triggering feelings of fear, denial, anger, and sadness (Bridges 

& Mitchell, 2000). 

 
Phase 2: Neutral Zone or Transition. Characterised by ambiguity, disorientation, and 

psychological liminality, this phase represents the "in-between" state where individuals have 

released their former identity but have not yet fully embraced their new role. It serves as a 

period of exploration, experimentation, and gradual adaptation, often accompanied by anxiety, 

confusion, and creative potential (Bridges & Bridges, 2009; Bridges, 2009). This "wilderness" 

period, as Bridges sometimes refers to it, is crucial for psychological realignment and re- 

patterning, even if it brings distress and uncertainty (William Bridges Associates, 2009; NCDA, 

2020). 

 
Phase 3: New Beginning or Integration. In this final phase, individuals begin integrating 

changes into their lives, developing acceptance and commitment to their new situation. They 

establish new routines, relationships, and professional identities, marking a period of renewed 

energy, purpose, and effectiveness in their transformed role (Bridges & Bridges, 2009; Bridges, 

2009). This stage is characterised by a release of energy in a new direction, leading to a fresh 

identity and a reoriented and renewed sense of purpose (William Bridges Associates, 2009). 
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2.7. Appropriateness of the theory for this study 
 

Bridges’ Transition Model is well-suited for exploring second-career teachers leading teaching 

and learning for several reasons. Firstly, its focus on psychological reorientation aligns with 

the significant identity shift these teachers undergo, moving from established careers to 

reconstructing their professional competence and purpose. Secondly, its three-phase structure 

mirrors their journey: letting go of past identities (Phase 1), navigating uncertainty during early 

teaching (Phase 2), and establishing new teaching and leadership identities (Phase 3), allowing 

systemic analysis of their progression. Thirdly, the model’s concept of the Neutral Zone 

highlights the creative yet challenging space where they balance prior experience with adapting 

to education, framing both difficulties and opportunities. Finally, its emphasis on internal 

psychological processes complements this study’s focus on lived experiences, providing a lens 

to understanding how second-career teachers construct meaning and develop as educational 

leaders. 

 
2.8. Bringing the theories together 

 
Adaptive Leadership and Bridges’ Transition Model together provide a powerful, 

complementary framework for studying second-career teachers’ experiences in leading 

teaching and learning. 

 
Adaptive Leadership focuses on how individuals and organisations respond to complex, 

uncertain challenges that require learning, innovation, and shifts in mindset and behaviour. It 

highlights the need for leaders to mobilise themselves and others to navigate change that cannot 

be solved by existing knowledge or technical fixes alone. This is especially relevant for second-

career teachers who face new and unpredictable demands in educational leadership, requiring 

them to adapt their prior skills and develop new ways of thinking and leading. 

 
Bridges’ Transition Model, on the other hand, offers insight into the psychological and 

emotional process individuals undergo when moving from one role or identity to another. It 

breaks down the transition into three phases—ending old ways, navigating a neutral zone of 

uncertainty, and beginning a new identity—helping to explain the internal experience of 

second-career teachers as they leave their former professions and build their new professional 

selves as teacher-leaders. 
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Together, these theories address both the external challenges and internal transformations that 

second-career teachers encounter. Adaptive Leadership frames the practical demands and 

leadership challenges within schools, emphasising the work needed to address adaptive 

problems in teaching and learning. Bridges’ model captures the emotional and identity shifts 

these teachers experience throughout this journey. 

 
Using both allows the study to explore not only how second-career teachers manage and lead 

change in educational settings but also how they psychologically navigate their personal and 

professional transitions, constructing new identities as leaders in teaching and learning. This 

integrated lens thus provides a richer, holistic understanding of their experiences, combining 

the leadership actions required and the meaning-making processes involved. 

 
2.9. Conclusion 

 
This chapter presented a review of the literature and the theoretical framework undergirding 

this study. In terms of the literature review, it emphasised that the transition into teaching as a 

second-career is a complex and deeply transformative process that involves not only adapting 

to new professional demands but also redefining personal and professional identity. Also, 

second-career teachers often face emotional, cognitive, and practical challenges as they 

navigate unfamiliar educational environments, acquire new pedagogical skills, and integrate 

into established school cultures. 

This chapter also presented some hindrances faced by these teachers, such as struggling with 

classroom management, policy implementation, and building relationships within the school 

community. 

Lastly, this chapter highlighted second-career teachers’ strengths as well. Second-career 

teachers bring notable strengths to the teaching profession, including adaptability, resilience, 

and a strong sense of purpose, which helps them navigate the challenges of transitioning into 

education. 
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CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

3.1 Introduction 
 

The previous chapter examined the existing literature and theoretical framework that underpins 

this study. This chapter presents the research design and methodology. The research design 

identifies and establishes the appropriate tools and procedures necessary to answer the research 

questions as clearly and unambiguously as possible (de Vaus, 2005; Kumar, 2011), while the 

methodology provides the specific tools and techniques used to implement this research plan. 

The chapter begins with a discussion of the interpretive paradigm, which serves as the 

paradigmatic stance adopted for this study. This is followed by a discussion of the qualitative 

research approach that guides the inquiry. The chapter then discusses narrative inquiry as the 

methodological framework underpinning the study. Subsequently, the selection of participants 

through purposive and convenience sampling strategies is addressed. The discussion proceeds 

to review narrative interviewing as the primary data generation method, followed by an 

explanation of the thematic data analysis approach used to interpret the findings. Finally, the 

chapter addresses issues of trustworthiness and ethical considerations that inform the research 

process. 

3.2 Interpretive Research Paradigm 
 

This study is located within the interpretive paradigm. According to Guba and Lincoln (1989) 

and Nguyen (2022) the interpretive paradigm, also known as the constructivist paradigm, is a 

research paradigm that focuses on understanding the subjective world of human experience. It 

recognises that individuals' meanings and perspectives are shaped by their social context and 

seeks to uncover the subjective meanings people attach to their actions (Gichuru, 2017). This 

paradigm is appropriate for this study because it seeks to explore the subjective experiences of 

second-career teachers and the meanings they ascribe to as they lead teaching and learning in 

the early years of their tenure. 

Using ontological and epistemological assumptions, I delved deeper into discussing the 

paradigm, providing justifications for its appropriateness for this study. Ontology relates to a 

core branch of philosophy and explores the nature of being and existence (Vogler, 2023). One 

of the ontological assumptions of the interpretive paradigm is that reality is socially constructed 

(Abdulla et al., 2023). As such, there are multiple realities (Garcia & Lopez, 2020). The 
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paradigm acknowledges that experience is socially constructed and as such, each second-career 

teacher's experience is unique as a different set of social factors shapes it. It is thus appropriate 

for this study because I intend to understand each participant's unique story, being aware that 

as much as they may all be second-career teachers, their experiences are different and 

multifaceted. According to Morehouse (2011), acknowledging multiple realities and 

perspectives provides a more comprehensive understanding of a situation. The interpretive 

paradigm is thus well suited as it enables me to solicit an in-depth account of the experiences 

of second-career teachers in leading teaching and learning. 

According to Creswell (2014), epistemology relates to the study of knowledge. Interpretivist 

researchers believe knowledge is a subjective construction, culturally derived and historically 

situated (Cohen et al., 2011; Scotland, 2012). This paradigm is appropriate for this study since 

it explores the personal stories and experiences of second-career teachers, aiming to understand 

how they lead teaching and learning, the factors that enable them and the factors that constrain 

them. As such, this assumption is relevant because second-career teachers enter their tenure 

with prior capital and life experiences which shape how they enact their role. 

Another key epistemological position underpinning this study is that of subjectivist 

epistemology. According to Lee (2023), this perspective holds that researchers make meaning 

of participants' lived experiences through their thinking, narration, and cognitive processing. 

Knowledge, therefore, is not an objective entity waiting to be discovered but is instead 

constructed through interpretation and interaction (Scotland, 2012). From this standpoint, 

personal ideologies are acknowledged and accepted rather than dismissed. 

Embracing this view, I recognised that I am not a neutral observer but an active participant in 

the research process. I engaged with second-career teachers to co-construct meaning from their 

lived experiences. Their perspectives, biases, and understandings shaped how they made sense 

of their experiences and, in turn, shaped how I interpreted the data. My background, 

experiences, and theoretical positioning influenced the analysis, making the process inherently 

subjective. Interpretation, therefore, is not a mirror of reality but a constructed understanding 

grounded in the researcher's engagement with the data. 

Subjective realities can be explored, made sense of, and even reconstructed through human 

interaction between researcher and participants (Kim & Park, 2022). The interpretive paradigm 

is particularly suited to this study because it requires deep engagement with participants to 

understand their worldviews (Guba & Lincoln, 1989). Through narrative inquiry, dialogue, and 



25  

participatory engagement, I gained insights into the ways participants made sense of their social 

worlds. This process illuminated the co-creative nature of research, where meaning is jointly 

constructed through interaction. 

As Guba and Lincoln (1989) assert, the researcher’s interpretations are shaped by participants’ 

accounts, while participants’ understandings may evolve through their engagement in the 

research. The interpretive process is dynamic. As I engaged with the second-career teachers, 

new insights and meanings emerged, leading to a reconstruction of earlier interpretations. This 

ongoing process of mutual learning and transformation is central to the interpretive research 

paradigm. 

3.3 Qualitative Research Approach 
 

The research approach is a structured plan that guides the researcher through the research 

process, ensuring a coherent and systematic exploration of the research questions (Yin, 2018). 

It provides the roadmap that underpins the entirety of the research endeavour, from data 

generation to the final analysis and conclusions (Creswell & Creswell, 2017). This study used 

a qualitative research design. 

Qualitative research is a form of systematic inquiry that seeks to explore and gain deeper 

insights into real-world problems (Ugwu & Eze, 2023). It involves investigating social 

phenomena within their natural contexts and is particularly effective in examining how 

individuals experience, interpret, and make meaning of their lives (Creswell & Creswell, 2017; 

Yin, 2018). This approach allows researchers to understand how people perceive and respond 

to different aspects of their social and professional environments, how groups interact, and how 

relationships are shaped by those interactions. As Denzin and Lincoln (2011) note, qualitative 

research is particularly well suited to investigating complex human experiences, offering rich 

and nuanced understandings that quantitative approaches may not fully capture. 

This research design is appropriate for the current study, which seeks to explore the lived 

experiences of second-career teachers who are leading teaching and learning. These individuals 

occupy unique and often complex positionalities: they are novice teachers within the education 

system, yet bring with them the expertise, identity, and expectations shaped by their prior 

careers. Their transition into teaching, and particularly into leadership roles in teaching and 

learning, involves navigating new professional terrains while drawing on previous knowledge 
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and skills. A qualitative approach enables the researcher to understand how these teachers make 

sense of their roles and how they exercise leadership in the classroom. 

Qualitative research seeks to answer the "how" and "why" questions rather than "how many" 

or "how much" (Creswell, 2009). These questions are deliberately open-ended, allowing 

participants to express their thoughts, feelings, and experiences freely. This approach facilitates 

a comprehensive exploration of a phenomenon within its broader social, cultural, and 

environmental contexts (Garcia, 2023). By exploring issues in natural settings, qualitative 

research enables the researcher to develop rich, detailed insights through close engagement 

with participants' lived experiences (Creswell, 2009). It is particularly effective in uncovering 

individuals’ perceptions, behaviours, and the meanings they attach to their experiences 

(Mohajan, 2018). This approach was especially suitable for the present study, which focused 

on second-career teachers and their lived experiences of transitioning into the teaching 

profession. Through narrative accounts, participants shared how they moved from their 

previous careers into education, revealing how they adapted to new roles. 

As Merriam and Tisdell (2016) note, the exploratory nature of qualitative research allows for 

the discovery of unexpected insights, often generating new theoretical perspectives and future 

research directions. In line with this, Smith and Doe (2023) argue that qualitative research aims 

for a deep understanding of participants by exploring underlying meanings, motivations, and 

contextual influences, while recognising the importance of subjectivity in shaping both 

experiences and findings. This emphasis on complexity and depth makes qualitative research 

an ideal approach for examining the multifaceted experiences of second-career teachers as they 

lead teaching and learning. 

3.4 Narrative Inquiry Methodology 
 

Narrative inquiry was adopted as the methodology for this study. As Clandinin (2013) explains, 

narrative inquiry is the study of how individuals make sense of the world through their 

experiences. It is a methodology grounded in the belief that human beings lead storied lives, 

and that understanding those stories provides insight into how individuals interpret, construct, 

and give meaning to their realities (Clandinin, 2006). Narrative inquiry allows researchers to 

explore the complex interplay between personal experiences and the broader social, cultural, 

and environmental contexts in which those experiences are embedded (Sharp et al., 2018). 
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Central to narrative inquiry is the understanding that knowledge is experiential and situated. It 

is not only about recounting past events but also about exploring imagined futures and evolving 

identities (Ntinda, 2020). It involves engaging deeply with participants’ lived experiences to 

uncover how they make sense of their lives and work, from their own perspectives. 

This methodology was deemed highly appropriate for the study, which explored the lived 

experiences of second-career teachers as they lead teaching and learning. These individuals 

bring with them diverse professional backgrounds, and their transition into teaching is shaped 

by personal histories, institutional dynamics, and broader socio-cultural factors. Narrative 

inquiry offered a powerful way to capture the richness and complexity of these experiences. 

By using open-ended data generation methods such as in-depth interviews, narrative inquiry 

enabled the collection of rich, detailed, and contextually grounded accounts (Johnson, 2022). 

It privileged the voices of second-career teachers, allowing them to tell their own stories of 

becoming and being teachers, and to reflect on how their past careers, beliefs, and environments 

shaped their current practices and identities. In doing so, this methodology supported a deeper 

understanding of how second-career teachers experience and influence teaching and learning 

in schools. 

 
3.4.1 Clandinin and Connelly’s Relational Framework 

 
Clandinin and Connelly’s (2000) framework of narrative inquiry identifies three key 

dimensions as central to the exploration and presentation of lived experience: temporality 

(time), sociality (personal and social influences), and spatiality (place or environment). These 

dimensions are interrelated and shape both how narratives are constructed and how experiences 

are understood. In narrative inquiry, every story is situated within a particular time frame, 

shaped by social relationships, and located within specific physical or contextual spaces 

(Clandinin, 2013). The researcher must attend to the dynamic interactions among these 

dimensions, recognising how they influence one another and contribute to the unfolding of 

experience. By engaging with these interconnected elements, the researcher is better positioned 

to honour the complexity and depth of participants’ narratives (Clandinin & Connelly, 2000). 

Temporality refers to events under study that are in temporal transition (Connelly & Clandinin 

2006). It highlights the chronological sequencing of events and the construction of time within 

narratives (Connelly & Clandinin 2006). Clandinin and Connelly recognise the significance of 

time in shaping individuals' experiences and sense-making processes (Clandinin & Connelly, 
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2000). Focusing attention temporally leads researchers toward the past, present, and future of 

people, places, and events under study. It is important to attend to temporality in narrative 

inquiry as the quality of experience through time is viewed as narrative. 

In temporality, the aspects of past, present, and future each entail distinct dimensions of time 

within individuals' narratives. The past dimension encompasses events, experiences, and 

memories that have already occurred, providing a foundation for understanding the present and 

shaping expectations for the future (Zerubavel, 2003). Individuals often reflect on past 

experiences, achievements, traumas, or significant moments that have influenced their identity 

and worldview. Meanwhile, the present dimension represents the immediate moment in time, 

where individuals engage with ongoing events, interactions, emotions, and sensations as they 

unfold (Fivush, 2010). It is a dynamic moment of lived experience, where individuals navigate 

their surroundings and make sense of their reality in real time. Lastly, the future dimension 

pertains to anticipated events, goals, aspirations, and possibilities that lie ahead (Buehler & 

Griffin, 2015). Individuals may project their hopes, fears, and desires into the future, guiding 

their actions and decisions in the present. By exploring these temporal dimensions within 

narratives, researchers gain insights into the complex ways in which time influences human 

identity, behaviour, and understanding of the world. 

The social dimension of Clandinin and Connelly's framework relates to the role of social 

relationships, interactions, and influences within narratives (Connelly & Clandinin 2006). They 

emphasise that individuals are embedded within social contexts and shaped by their 

relationships with others (Clandinin & Connelly, 2000). In sociality, the aspects of personal, 

social, and cultural contexts each represent distinct dimensions of human relationships and 

interactions within narratives. The personal dimension pertains to individual experiences, 

emotions, and identities, encompassing the unique perspectives and internal struggles of 

individuals as they navigate their relationships with others (Bruner, 1990). Sociality involves 

interpersonal relationships, interactions, and dynamics, including roles, expectations, and 

power dynamics within social networks (Bakhtin, 1981). Cultural sociality encompasses 

broader societal, historical, and cultural influences on individuals' narratives, including shared 

beliefs, values, and traditions (Geertz, 1973). Together, these dimensions shape individuals' 

experiences, relationships, and identities within narratives, highlighting the dynamic nature of 

human sociality and the interplay between personal, social, and cultural factors in shaping 

individuals' stories and social identities. 
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In Clandinin and Connelly’s framework, spatiality refers to the physical environments, settings, 

and spaces within which narratives unfold (Connelly & Clandinin, 2006). They emphasize that 

individuals’ experiences are deeply embedded in the spaces they inhabit, and that these 

environments significantly shape how stories are lived and told (Clandinin & Connelly, 2000). 

Within the dimension of spatiality, place and environment represent distinct but interconnected 

aspects of physical context. 

Place refers to specific locations or settings where events occur, often carrying symbolic 

meanings and cultural significance that influence how individuals experience and make sense 

of their lives (Tuan, 1977). These places become storied spaces that are tied to memory, 

identity, and emotion. In contrast, the environment encompasses the broader contextual 

elements—natural, built, and social—that surround and influence these places (Relph, 1976). 

This includes features such as landscapes, urban structures, architecture, and social systems, all 

of which shape individuals’ perceptions, behaviours, and interactions. 

Together, place and environment form a dynamic interplay that influences how individuals 

construct meaning, form relationships, and develop identities within their narratives. Spatiality 

thus highlights the vital connection between people and the physical and social spaces in which 

their experiences are situated. 

Together, these three dimensions support a holistic understanding of experience by accounting 

for the dynamic, relational, and context-dependent nature of human life. In the context of this 

study, the three-dimensional inquiry space enables a nuanced and richly textured exploration 

of how second-career teachers make sense of their roles, navigate challenges, and contribute to 

the leadership of teaching and learning. This approach not only honours the complexity of their 

journeys but also deepens the insights that can inform teacher education, leadership 

development, and educational policy. 

3.5 Selection of Participants 
 

Maree (2007) defines sampling as the process of selecting participants for a study, a crucial 

step in qualitative research to ensure the relevance and depth of the generated data. This study 

employs a combination of purposive and convenience sampling methods. Purposive sampling 

is a non-probability sampling technique that relies on the researcher's judgement to select 

subjects who are deemed most suitable for providing the necessary insights into the research 

problem (Ntinda, 2020). It allows the researcher to handpick participants based on their ability 
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to fulfil the study's specific objectives (Troesch & Bauer, 2020). In this study, suitable 

participants were those individuals who transitioned from their initial career into teaching 

through the completion of a Post-Graduate Certificate in Education (PGCE) and had served for 

five years or less as teachers. Second-career teachers who had not practiced in their previous 

careers and professions were excluded. This ensured that the participants selected were second- 

career teachers who had experience in their previous careers before transitioning into teaching. 

Convenience sampling was also used in this study. Rahi (2017) describes convenience 

sampling as a method where participants are chosen based on their easy accessibility and 

proximity to the researcher. Convenience sampling was deemed appropriate for this study as it 

allowed me to select research participants who were accessible to me in terms of my geographic 

location. These second-career teachers were conveniently selected from a single primary 

school, for convenience purposes. 

Given the qualitative nature of this research, where depth and richness of data are prioritised 

over quantity, the study did not require many participants. Following the guidance of Ntinda 

(2020), who asserts that narrative inquiry does not prescribe a specific number of participants, 

five second-career teachers were chosen for this study. This number allowed for a detailed 

exploration of each participant's narrative, providing a comprehensive understanding of the 

experiences of second-career teachers. 

3.6 Data Generation Method 
 

Data generation represents a process that the researcher conducts to generate data that would 

be useful for subsequent data analysis on the stated research interest (Nili et al., 2017). In this 

study, data was generated using narrative interviews. According to Connelly and Clandinin, 

(2006), narrative interviews are when participants narrate their stories in their own words, 

revealing the meanings they attribute to events, relationships, and contexts, thereby 

contributing to a deeper understanding of human behaviour and cognition. They are a means 

of generating people’s own stories about their lived experiences and they can help researchers 

to better understand people’s experiences and behaviours (Atkinson, 1998; Mishler, 1986). 

Therefore, narrative interviews are particularly appropriate for this study for several reasons. 

Firstly, they allowed for a deep exploration of the lived experiences, perspectives, and 

transitions of second-career teachers in leading teaching and learning. Given the complex 

nature of career transitions and the diverse backgrounds that second-career teachers bring into 
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the classroom, narrative interviews provided a platform for participants to share their unique 

stories in their own words, offering rich insights into their motivations, challenges, and 

successes (Clandinin & Connelly, 2000). 

Secondly, narrative interviews enabled me to contextualise participants' experiences within 

broader sociocultural and educational contexts. By eliciting detailed narratives, I could uncover 

the cultural, social, and institutional factors that shape second-career teachers' professional 

identities and practices (Bruner, 1987). Additionally, narrative interviews promoted participant 

empowerment by giving voice to their perspectives and allowing them to contribute to 

knowledge production, thereby enhancing the authenticity and validity of the study’s findings 

(Chase, 2005). Overall, narrative interviews offered a suitable method for capturing the 

multifaceted experiences of second-career teachers in leading teaching and learning, facilitating 

a nuanced understanding of their roles and contributions within the education system. 

 
3.6.1 The Narrative Interview Process 

In this study, I used Jovchelovitch and Bauer’s (2000) approach as a guide for my narrative 

interviewing process. The suggested phases are interview preparation, initiation, main 

narration, the questioning phase, and concluding talks (Jovchelovitch & Bauer, 2000). Each 

of these phases is discussed below. 

3.6.1.1 Interview Preparation 
 

According to Jovchelovitch and Bauer (2000), it is important to have a basic understanding of 

the main event before starting the interview. This helps to frame the key issue in a way that 

encourages participants to share their stories and highlights the gaps that the narrative interview 

aims to fill. 

First and foremost, as the researcher, I had to thoroughly familiarise myself with the 

participants (Jovchelovitch & Bauer, 2000). This involved formulating relations with my 

participants through regular informal discussions about my study and sharing my story at 

different intervals. 

This approach helped participants understand the purpose of my study and the value of their 

involvement. Based on my initial preparation, I created a list of questions, which are designed 

according to my research objectives (Jovchelovitch & Bauer, 2000). The main goal was to 
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connect my research questions to the participants’ narratives, allowing my interests to fit 

naturally within their stories. 
 

3.6.1.2 Initiation 

Having built rapport with the participants and provided an overview of the study, I sought 

informed consent. It was crucial to obtain their consent to record the interview, as recording 

was essential for accurate analysis later (Jovchelovitch & Bauer, 2000). After securing consent, 

I then gave a brief explanation of the narrative interview process, which includes continuous 

storytelling, a questioning phase, and other steps. Some of my participants decided to draw 

timelines, reflecting on the journey of how they ended up as second-career teachers. These 

rough sketches worked as pointers to assist them to narrate their stories in their desired order. 

Our narrative interviews began with the participants introducing themselves and giving a 

glimpse of their identities and backgrounds. Focusing on the participants’ personal experience 

helped to ensure their engagement and encouraged detailed narration. The initial narration held 

personal, social, and collective significance. It was important for me not to ask about the 

informant’s specific involvement or interest in the topic right away, so as not to unduly 

influence their viewpoint or encourage them to act out a role (Jovchelovitch & Bauer, 2000). 

This aligns with the idea that early probing might lead participants to respond in a way that 

reflects what they think is expected, rather than their genuine perspective. Role-playing in 

qualitative research refers to when participants act out thoughts or feelings, which can distort 

authentic responses (Creswell & Creswell, 2017). The topic was broad enough to allow the 

participants to develop lengthy narratives, moving from their upbringing to their initial career, 

up to the experiences of being a second-career teacher. 

This involved building trust and rapport with my participants, which was crucial during this 

phase to facilitate open and honest communication (Jovchelovitch & Bauer, 2000). To gain 

participants’ trust, I started by sharing my journey of how I ended up a second-career teacher. 

As I was sharing my journey, I got to realise that I was never frightened of change or 

transitioning. I say this because one of my participants said ‘You and I have a habit of changing 

careers’; this was after I shared my journey from being a Civil Engineering student to a Dental 

Technology student and later a PGCE student. This showed me that I have experienced being 

a novice employee in multiple industries. 
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3.6.1.3 Main narration 
 

Once the narrations began, they continued uninterrupted until they gave signals that the story 

was concluding with an obvious coda. During the narration, I refrained from offering any 

leading commentary, instead, I provided nonverbal cues that showed I was listening 

attentively and offering a clear invitation for the interviewee to continue. I took notes as 

Jovchelovitch and Bauer (2000) say that if it does not disturb the narrator, the interviewer 

may occasionally take notes to prepare for follow-up questions. 

3.6.1.4 The questioning phase 
 

According to Jovchelovitch and Bauer (2000), the interviewer starts the questioning phase as 

the narration comes to a natural conclusion; this is where the interviewer's careful attention 

pays off. When the participant indicated that the narration had ended, I asked for elaboration 

where I felt there could be more to be shared to close the gaps. The questions that I probed 

were based on the keywords that were presented by the participants. They were to get clarity 

and details on what had happened. I avoided asking for reasons for events that were mentioned. 

3.6.1.5 Concluding talks 
 

Concluding talks are “informal” and happen once the recording has been stopped 

(Jovchelovitch & Bauer, 2000). I agree with Jovchelovitch and Bauer (2000) that interesting 

conversations often emerge during the small talk after the formal interview ends and the tape 

recorder is turned off. This is where I could delve more into details that I found interesting and 

beneficial to my study. Amazingly so, this was the stage where all my participants were giving 

detailed data enthusiastically and instinctively. It was these unexpected discussions that 

clarified some narrations that I had found to be more structured during the interview 

(Jovchelovitch & Bauer, 2000). 

3.7 Thematic Data Analysis 
 

The analysis of qualitative data involves interpreting participants’ accounts to derive 

meaningful insights (Rosairo, 2023). In this study, thematic analysis was employed as the 

method of data analysis. According to Braun and Clarke (2006), thematic analysis is a 

systematic and flexible approach used to identify, organise, and interpret patterns or themes 

within qualitative data. It enables the researcher to make sense of participants’ perceptions and 

lived experiences by uncovering recurring ideas and concepts. This method was particularly 
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useful for distinguishing and discussing key themes that emerged across the data set, offering 

insight into how second-career teachers make meaning of their roles in leading teaching and 

learning (Braun & Clarke, 2006; Liebenberg et al., 2020; Xu & Zammit, 2020). 

 
3.7.1 My approach to the data analysis process 

In this study, I adopted Braun and Clarke’s (2006) approach to thematic analysis, focusing on 

three key steps as guiding stages in the data analysis process. These steps included: (1) 

familiarising yourself with the data, (2) generating initial codes, and (3) searching for themes. 

Each of these steps is discussed in more detail below. 

 
3.7.1.1 Familiarising yourself with the data 

In the data analysis process, transcription, familiarisation with the data, and selection of 

quotations are critical steps in understanding and interpreting qualitative data and are the initial 

phase of the thematic analysis process. Transcription involves the conversion of audio 

recordings or spoken language into written text (Braun & Clarke, 2006; Richards, 2015). This 

step ensures that researchers have a textual representation of the data, enabling systematic 

analysis. In this phase I repeatedly listened to the recorded narrative interviews and transcribed 

them verbatim. While engaged in this, I also took note of pertinent issues. After I had 

transcribed the recordings, I cleaned the data, removing spelling and grammatical errors and 

code switching where necessary. 

Subsequently, researchers engage in familiarisation with the data by immersing themselves in 

the transcripts, reading and re-reading them to comprehend the content, context, and nuances 

(Braun & Clarke, 2006; Nowell et al., 2017). Familiarisation aids in identifying patterns, 

themes, or interesting points that guide further analysis. During this phase I read the transcripts 

repeatedly. While reading I noted significant and common issues but also noted those that were 

unique to the different participants. 

 
3.7.1.2 Generating Initial Codes 

In thematic analysis, the selection of keywords is paramount for identifying and categorising 

significant themes, concepts, and ideas within the data (Braun & Clarke, 2006; Riessman, 2008; 

Smith & Osborn, 2008). Researchers initially engage in a thorough review of the narrative data 

to discern recurring concepts, topics, or experiences that are central to participants' stories. 

Subsequently, they generate a list of keywords or phrases that succinctly encapsulate these 
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themes, ensuring that the selected keywords accurately reflect the content and context of the 

narratives (Flick, 2018; Nowell et al., 2017). These keywords are then utilised as codes during 

the coding process, wherein each segment of the narrative text is assigned one or more 

keywords that best represent the content or theme discussed (Braun & Clarke, 2006; Nowell et 

al., 2017). 

This phase involved a close examination of the data, particularly themes that were prominent 

during the interviews. This step assisted me in identifying recurring patterns, and vital terms 

and designating them as keywords. Looking at the patterns and the common factors raised by 

participants, it became easy to identify and categorise them as keywords. These keywords 

encapsulated participants' experiences and perceptions, directly derived from the data. 

 
3.7.1.3 Searching for Themes 

Theme development is a critical process that involves systematically organising and 

interpreting coded data to identify meaningful patterns that reflect participants' experiences 

(Braun & Clarke, 2006). The process begins with a thorough review of all applied codes to 

ensure a nuanced understanding of the data (Braun & Clarke, 2006). Related codes are then 

grouped into potential themes based on recurring ideas and shared meanings, with the goal of 

generating broader insights that help explain the participants’ narratives (Nowell et al., 2017). 

In this study, I carefully reviewed each theme by cross-checking the codes associated with it to 

confirm their accuracy and relevance. I also revisited the original transcripts to ensure that the 

emerging themes authentically represented the broader responses of the second-career teachers. 

Themes that were too broad, vague, or misaligned with the data were refined, combined with 

others, or discarded. As detailed in recent methodological discussions by Nowell et al. (2017) 

and supported by further advancements in qualitative analysis techniques by Braun and Clarke 

(2021), the theme development process is iterative and reflective. It requires researchers to 

continuously engage with their data and adjust their analytical decisions to ensure that the final 

themes comprehensively reflect the complexities of the data, thereby providing insightful 

contributions to the understanding of the phenomena under study. This iterative process helped 

ensure that the final themes were both analytically meaningful and grounded in the participants’ 

lived experiences. Integration with existing literature is also a pivotal step, situating the study 

within the broader academic context. This demonstrates how the findings support, extend, or 

challenge previous research, elucidating the study's contributions to knowledge (Braun & 

Clarke, 2021; Nowell et al., 2017). 
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3.8 Trustworthiness Issues 
 

Trustworthiness in research refers to assuring external observers that the study's findings are 

credible and significant (Lincoln & Guba, 1985). Guba and Lincoln (1989) identify specific 

criteria for establishing trustworthiness in qualitative research. However, presently researchers 

engaged in narrative inquiry recognise apparency, fidelity, and verisimilitude as possible 

criteria (Connelly & Clandinin, 1990). 

 
3.8.1 Apparency 

Apparency is similar to credibility. It addresses the presented narrative’s plausibility (Connelly 

& Clandinin, 1990). It focuses on transparency and clarity in presenting narrative data, analysis, 

and interpretation, facilitating the reader's comprehension of the study (Chase, 2005; Clandinin 

& Connelly, 2000). This was achieved by providing a detailed explanation of the data 

generation and analysis methods, allowing readers to understand how the narrative data was 

generated and interpreted (Clandinin & Connelly, 2000; Creswell, 2013). Additionally, 

apparency was achieved by generating thick, rich field texts and presenting the data through 

direct vignettes shared by the participants. Finally, researchers select specific quotations or 

excerpts from the transcribed data that are relevant to the research questions or objectives 

(Braun & Clarke, 2006; Nowell et al., 2017). I transcribed data and then selected quotes that 

brought the data to life and appropriately represented diverse viewpoints and patterns pertinent 

to the research objectives. 

 
3.8.2 Fidelity 

Fidelity in research refers to the researcher’s commitment to truthfully and authentically 

representing participants’ stories and experiences (Clandinin & Connelly, 2000; Creswell, 

2013). It involves capturing the emotional depth, contextual richness, and complexity of 

participants’ narratives. Achieving fidelity requires a deep understanding of participants’ 

contexts and a prioritisation of their voices and perspectives throughout the research process 

(Clandinin & Connelly, 2000; Creswell, 2013). To ensure the fidelity, I employed member 

checking (Creswell, 2012), which entailed transcribing the interviews and then returning the 

transcripts to participants for their review and verification. This step was essential for 

confirming the accuracy of their statements and intentions, thus enhancing the trustworthiness 

of the findings. Participants were invited to correct any discrepancies in the transcripts and to 

reflect on the content, offering input on what they felt should be emphasised or clarified (Seale, 
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2000; Patton, 2002). This process ensured that their narratives were represented in a credible 

and authentic manner. 

 
3.8.3 Verisimilitude 

Verisimilitude refers to the authenticity and believability of participants’ stories as they are 

represented in a study (Clandinin & Connelly, 2000; Creswell, 2013). To ensure verisimilitude 

in this research, I incorporated rich, detailed descriptions and direct quotations from 

participants, allowing their voices to come through clearly and powerfully. This approach 

creates an immersive and authentic narrative experience that enhances the credibility of the 

findings (Creswell, 2013; Riessman, 2008; Geertz, 1973). These direct quotes serve as the raw 

data from the second-career teachers’ narratives and are presented in full in the findings 

chapter, preserving the integrity and depth of their lived experiences. 

3.9 Ethical Considerations 
 

Ethical considerations in research comprise principles and guidelines that ensure the protection 

of participants' rights, welfare, and dignity throughout the research process (Denzin & Lincoln, 

2018). These considerations include informed consent, confidentiality, privacy, and respect for 

participants' autonomy, among others. Upholding ethical standards is crucial for several 

reasons. Firstly, it protects participants from harm or exploitation, maintaining their well-being 

and rights (Polit & Beck, 2017). Secondly, ethical research practices foster trust between 

researchers and participants, as well as within the wider community, enhancing the credibility 

and integrity of the research process and outcomes (Polit & Beck, 2017). Thirdly, compliance 

with ethical standards is often required by research institutions, funding agencies, and 

publication outlets, ensuring legal and institutional compliance and facilitating the 

dissemination of research findings (Denzin & Lincoln, 2018). Moreover, ethical research 

contributes to the advancement of knowledge and societal well-being while fulfilling 

researchers' social responsibilities to minimise harm and uphold the dignity of all involved 

(Polit & Beck, 2017). Overall, ethical considerations are paramount in research, guiding 

researchers in conducting studies that are morally sound, respectful, and beneficial to both 

participants and society. 

Before conducting the study, I obtained permission from the relevant gatekeepers. I wrote to 

the Gauteng Department of Education (GDE) in search of approval for undertaking this study. 

Upon receiving the approval letter from the GDE, I then requested permission to conduct 
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research from the principal as the school gatekeeper. Once I had obtained the relevant 

gatekeepers’ letters, I applied for ethical clearance from the University of KwaZulu Natal 

(UKZN) research office. 

With regard to participant engagement, individuals were initially approached informally to 

build rapport before a formal request to participate in the study was made. I placed particular 

emphasis on fostering a sense of ownership and equality between myself and the participants. 

In line with ethical research practices, informed consent was obtained, ensuring that 

participants were fully aware of the nature, purpose, and scope of the study. This step is 

particularly important in narrative research, where participation itself can influence and shape 

the lives of those involved (Clandinin & Caine, 2008). 

Consent letters were then sent to participants, providing detailed information about the study 

and their rights. As Strydom (2005) outlines, prior to the commencement of any interview, 

participants must sign consent forms confirming their understanding of the study and their right 

to withdraw at any time without consequence. 

Narrative research involves the sharing of personal life stories, often containing sensitive and 

confidential information. As Faulkner (2015) emphasises, when someone entrusts you with 

their story, you have to act as both confidante and guardian of the information shared. During 

narrative interviews, participants occasionally referred to other individuals who had not 

consented to be part of the study. It was therefore critical to protect all identities and ensure 

anonymity. In line with ethical guidelines (Cohen et al., 2011), I used pseudonyms and altered 

personal details such as places of origin, workplaces, and other identifiable information to 

prevent recognition. This approach upheld the confidentiality and integrity of the participants’ 

narratives (Faulkner, 2015). 

3.10 Conclusion 
 

This chapter presented the research design and methodology. Firstly, it discussed the 

interpretive paradigm, the paradigmatic stance of the study. The qualitative research approach 

was then discussed. This was followed by a discussion of the narrative inquiry, the 

methodological stance adopted in this study. The next discussion was on the selection of 

participants, which was through purposeful sampling and convenience sampling. The data 

generation method followed, where narrative interviews were employed. The following 

discussion was on thematic data analysis. Finally, the discussion on trustworthiness covered 
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the issues of apparency, fidelity, and verisimilitude, and concluded with a consideration of 

ethical considerations. 
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CHAPTER FOUR 

DATA PRESENTATION AND DISCUSSION 

4.1 Introduction 
 

The previous chapter discussed the research design and methodology, outlining the steps and 

processes used to generate data and answer the research puzzles. This chapter presents and 

discusses the findings. The chapter is arranged in response to each of the research puzzles. In 

response to research puzzle one, which asked, “how do second-career teachers lead teaching 

and learning during the transition phase?” four themes emerged. They are: the transitional 

shock, drawing from past experiences, using traditional teaching methods, and navigating 

classroom management. Research puzzle two asked, “what factors enable second-career 

teachers to lead teaching and learning during the transition phase?” Two themes emerged for 

this puzzle. They are: seeking professional development opportunities and parental 

involvement as an enabling factor. Research puzzle three asked, “what factors constrain 

second-career teachers in leading teaching and learning during the transition phase?” Four 

themes emerged. They are: finding my teaching repertoire, overwhelming administrative tasks, 

classroom management and learner discipline, and lastly, the language of learning and teaching 

as a constraining factor. Each of them is discussed below. 

Four participants, all second-career primary school teachers, were interviewed. The three 

female participants are (pseudonyms): Palesa, who previously worked as a Facilitator at a 

higher institution and now teaches English Home Language in the Intermediate Phase; Cindy, 

a former police officer who teaches Grade 1; and Sno, who was a salesperson and now teaches 

Grade 3. The male participant is Nzimase, formerly a Language Translator at the Court of Law, 

who teaches English Home Language in the Senior Phase. 

4.2. Second-career Teachers’ Strategies and Approaches in Leading Teaching and 
Learning 

 
This theme explores the strategies and approaches that second-career teachers use in their 

leadership of teaching and learning. The data reveals that second-career teachers use diverse 

ways to navigate transitional complexities. Secondly, they mostly use traditional teaching 

methods while they are still trying to find other suitable teaching methods. Thirdly, they build 

relations with learners and parents as a strategy to create a harmonised teaching and learning 

process and lastly, they shared their prior expectations in leading teaching and learning. 
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4.2.1. Navigating the transitional shock 

The second-career teachers reported that they experienced a transitional shock when they 

started their tenure. Their prior expectations about teaching were not what they encountered in 

the field. Some came in with confidence, which soon turned into anxiety and feelings of being 

overwhelmed. In the light of this, the participants became adaptable to navigate these 

transitional complexities. They shared the sentiments below. 

Palesa reported feeling inadequate as she did not have the capital to work with young children. 

Recognising this inadequacy, she focused on building positive relations with her learners. She 

shared the following: 

I remember how confident I was, coming to teach in a primary school as I was working as a Facilitator 

at a higher institution. Reality hit when I started teaching these young children, we were not getting along. 

I had worked with adult students for a very long time. I figured out that I needed to create relations with 

them (children) and get them to accept or understand me. 

Similarly, Sno shared that her initial expectations were not what she experienced. Stating this, 

she said: 

Coming from being a salesperson in the retail industry, to being a teacher changed a lot of things. I 

expected quiet kids, smooth running of teaching and learning, and an enjoyable working environment. I 

was used to reaching targets and convincing people to buy and nothing else. To my surprise, teaching 

was not as easy as I had imagined. When I got to class, I was not sure where to begin. I felt like I needed 

to go to another class and observe how other teachers lead teaching and learning. 

The burden of accountability to multiple stakeholders weighed heavily on Cindy. Realising this 

pressure, she ensured she was thoroughly prepared to fulfil her responsibilities. Realising this, 

she overcommitted herself by spending excessive time on lesson preparation. To explain this, 

she stated: 

As a second-career novice teacher, it was not easy to know that I now have a full class under my 

supervision, and knowing that these learners have expectations of me, together with their parents and the 

school management. I used to stress a lot, worrying about the quality of teaching and learning that I had 

to deliver. I wanted to give it my best and be the teacher that I wish I had. This urge made me overcommit 

myself to my work. I would prepare my worksheets every night at home, in a way that my partner started 

assisting me as well. 

Sno further elaborated on how she felt overwhelmed. She shared the following: 
 

I was overwhelmed. I felt like I had been thrown to the deepest end with no one to turn to. I knew I had 

to know all my learners by name, but at that point it seemed impossible. I had to take one step at a time, 
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as it was already March. I started by checking the learners’ books to see how they do their work and find 

the strategy used by the previous teacher. 
 

Similarly, Cindy shared that her initial teaching experiences were layered with discomfort and 

unease. She stated the following: 

When I was teaching for the first time, it was difficult. At some stage, I would introduce a lesson, and 

look at their faces, then see that something did not go all right. I didn’t have the comfort that you get as 

a teacher, which makes your job easier in delivering your lesson. 

The findings of this study indicate that second-career teachers often encounter a 'reality shock' 

during their transition to teaching. This phenomenon aligns with existing literature, which 

reveals that these individuals typically enter the profession with considerable optimism 

(Bertram, 2023; Markle, 2020). However, they soon face challenges, including classroom 

management, workload balance, and adapting to new responsibilities (Bertram, 2023; Markle, 

2020). Notably, Bertram (2023) further emphasises that this 'reality shock' is common among 

novice teachers, who are frequently overwhelmed by the demands of content delivery and the 

full spectrum of teaching duties, mirroring the findings of this study. Consequently, this can 

lead to emotional exhaustion and self-doubt, particularly when systemic support is lacking 

(Ingersoll et al., 2018; Markle, 2020). 

The second-career experience suggests that upon assumption of their teaching duties, these 

individuals encounter significant adaptive challenges. As evidenced by their own accounts, the 

classroom realities they face do not align with their preconceived expectations of what teaching 

would entail. Heifetz (2003) defines adaptive challenges as complex problems that lack clear- 

cut solutions, requiring individuals to fundamentally change their ways of thinking, acting, and 

being in order to address them effectively. These experiences align with phase two of William 

Bridges' Transition Model, where individuals encounter ambiguity, disorientation, and 

psychological liminality (Bridges & Bridges, 2009; Bridges, 2009) as they navigate the gap 

between their former professional identity and their emerging role as educators. 

 
4.2.2 Drawing from past experiences 

Furthermore, the findings reveal that second-career teachers draw on a variety of past 

experiences to inform their leadership of teaching and learning during the transition phase. 

Some drew upon their prior schooling, while others drew upon experiences from their previous 

professions. Drawing from his schooling, Nzimase shared that he drew inspiration from his 

high school teacher to lead teaching and learning. Stating this, he said: 
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I was using the old traditional way of teaching. I had a teacher in high school whom I adored. I loved 

her teaching methods; she would outline the lesson’s objectives and aims on the chalkboard before she 

would start with her lessons. At the end of the lesson, she would verify if we met the objectives and 

aims. Her lessons had lots of preparation, and they were easy to understand. Therefore, I adopted her 

methods. 

Similarly, Cindy drew from her schooling experience. Finding herself in the predicament of 

teaching in Afrikaans, she relied on her Grade 12 Afrikaans studies. She voiced the following: 

I taught all subjects in Grade 3, including Afrikaans Eerste Addisionele Taal. The last time I heard about 

Afrikaans was when I was doing matric. I never studied it further. So, I had to take myself back to those 

days of high school and use that knowledge to prepare for my lessons. 

Palesa drew from courses she had done outside of teaching. She explained how she leveraged 

these past learnings as follows: 

I incorporated what I learned in my previous work in a course called Study Technology. What I learned 

there is that every time a person is learning or reading something, the minute they hit a difficult word or 

what we used to call a ‘misunderstood word’, it becomes very difficult to grasp the concept that you are 

trying to learn, or you are reading about. A Communication course that I had done also came in handy in 

terms of my trying to choose and adopt a teaching method. 

She further explained how she applied these learnings to her teaching approach. She stated: 
 

I found that you must discuss the difficult words in a concept that you're teaching and allow learners to 

find the meanings of these words. Every time I started my lesson, I first looked for the new words in the 

concept that I was about to teach. Once I found the new words or keywords or difficult words, I would 

put them on the chalkboard. Then, I would encourage learners to use a dictionary to find these difficult 

words. My learners had to know what these terms meant before we could start with the actual lesson. 

Using this approach, Palesa observed some positive outcomes. She mentioned the following: 
 

I found this helpful because now my learners understand concepts a little bit better than when they didn't 

clear these misunderstood words or the keywords, or the difficult words. When you start teaching, they 

follow and participate. That way, this communication between a teacher and learners allows effective 

teaching and learning. This approach boosted my leadership in teaching and learning. 

The ability of second-career teachers to leverage their prior experiences, knowledge, and skills 

is consistently highlighted in research. Oliveros et al. (2024) found that second-career teachers 

perceive these experiences as an advantage in developing teaching skills and delivering content. 

This aligns with Ajani’s (2023) broader claim that experiences outside formal education are 

valuable classroom tools. Canos (2017) also observed this phenomenon, noting that novice 

teachers in general draw upon prior experiences. Specifically, Alharbi (2020) 
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identified how second-career teachers enrich the classroom by applying skills and knowledge 

from their previous roles to enhance content, expertise, context, and perspective. This observed 

pattern is exemplified in the current study by Palesa and Nzimase, both of whom demonstrate 

the use of their prior work experience in their teaching practices. For instance, Palesa's transfer 

of communication skills echoes Simmons (2016), who found that such skills significantly aid 

second-career teachers in their transition to the classroom. 

While transition is inherently complex, the second-career teachers demonstrate their capacity 

to leverage prior professional experiences as foundational resources for navigating initial 

teaching and learning responsibilities. This ability to draw upon established expertise 

transforms what might otherwise be overwhelming pedagogical demands into manageable 

technical challenges. According to Heifetz's framework (1994; Heifetz et al., 2009), technical 

challenges are distinguished by their amenability to resolution through existing knowledge 

bases, established procedures, and transferable expertise. For second-career educators, their 

accumulated professional competencies—whether in communication, project management, 

problem-solving, or domain-specific knowledge—serve as readily accessible tools for 

addressing immediate classroom demands. This theoretical distinction is crucial: while their 

transition into teaching presents adaptive challenges that require fundamental shifts in identity 

and practice, the day-to-day mechanics of instruction can often be addressed through the 

strategic application of their pre-existing skill sets, thereby providing stability and confidence 

during an otherwise disorienting career transition. 

 
4.2.3 Using traditional teaching methods 

In addition to drawing from past experiences, some participants shared that they used traditional 

teaching methods in their early stages of leading teaching and learning. For them, this included 

going back to basics by introducing concepts and heavily relying on the Annual Teaching Plan 

(ATP) to pace their work and textbooks to guide their lessons. They shared the following: 

I would always come prepared and use traditional teaching methods, I had to be more lenient and move 

at a slow pace since I am a language teacher. (Palesa) 

Nzimase mentioned that he relied on clarifying concepts and allowing learners to provide inputs 

to make meaning of the concepts. Sharing this, he said: 

Since I’m not tech-savvy as much, I rely on the traditional way of teaching and learner-centred teaching 

methods. I do this by introducing a concept, writing it on the chalkboard, and allowing learners to throw 
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in their thoughts about the current topic. This gives them confidence and makes them feel like they 

belong, and they have an opinion. This kind of cooperation allows me to deliver my lesson at the required 

level, which indicates how much they know about the current topic. 

Nzimase further added that his reserved nature was a barrier to his learning, making him rely 

on traditional teaching methods. He uttered these sentiments: 

I am a reserved and shy person, so it took me time to get used to my colleagues. As a result, I kept on 

using my traditional teaching methods and did not get a chance to adopt other teachers’ teaching methods. 
 

Nzimase further shared that he led teaching and learning by being guided by the Annual 

Teaching Plan (ATP) and textbooks. Stating this, he said: 

When I started teaching as a novice second-career teacher, I learned to use the annual teaching plan 

(ATP), since in teaching practice we were told that if you follow the ATP, you can never go wrong. I 

followed the ATP along with the learner’s textbook and teacher’s guide to prepare lesson plans and 

worksheets, then developed relevant activities to make sure that I was ready for the next day. 

Similarly, Cindy used the ATP but also used the subject content tracker. She explained: 
 

I opted for the widely used traditional teaching method, which worked perfectly as I was always 

prepared, following my lesson planning and guided by the ATP. On my arrival, I received a Teacher’s 

Planning File that the previous teacher was using; in that file, there was a document labelled ‘subject 

content tracker’. This tracker carried me for the whole year, it outlined the number of activities to be 

done weekly and how to deliver them. Each subject had this tracker document, but I needed extra help 

for Afrikaans. 

The findings suggest that second-career teachers rely on traditional teaching methods in the 

early stages of their career. Additionally, they get guidance from the ATP. Shwartz and Dori 

(2020) highlight the experiences of novice second-career teachers, such as Nzimase and Cindy, 

who blend traditional teaching methods with learner-centred approaches to navigate the 

challenges of their new profession. Nzimase’s reliance on traditional methods, such as using 

chalkboards and structured lesson plans guided by the Annual Teaching Plan (ATP) and 

textbooks, reflects a common strategy among second-career teachers to establish a sense of 

order and familiarity in the classroom (Rosario, 2020). Cindy’s experience further illustrates 

the value of structured tools, such as the ATP and subject content trackers, in guiding lesson 

planning and ensuring curriculum coverage. While she primarily used traditional methods, her 

reliance on structured frameworks demonstrates how second-career teachers can use available 

resources to navigate the complexities of teaching (Boyd et al., 2011). 
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The findings reveal that second-career teachers develop adaptive strategies for managing their 

new responsibilities by gravitating toward traditional pedagogical approaches, suggesting a 

complex interplay between innovation and familiarity during career transition. This 

phenomenon aligns with core principles of adaptive leadership theory, which posits that 

individuals develop resilience and effectiveness in challenging environments through strategic 

adaptation rather than wholesale transformation (Jenne, 1997; Pujianto et al., 2023). The 

reliance on conventional teaching methods represents a form of adaptive behaviour that 

provides psychological safety and operational stability while these educators navigate 

unfamiliar professional terrain. 

Furthermore, these findings correspond with William Bridges' Transition Model, particularly 

the dynamics of the neutral zone phase, where individuals engage in purposeful exploration 

and experimentation as they negotiate the space between their former and emerging 

professional identities (Bridges & Bridges, 2009; Bridges, 2009). However, while second- 

career teachers experiment with new approaches, their initial tendency toward traditional 

methods may represent a necessary stabilising mechanism that enables gradual adaptation 

rather than immediate pedagogical innovation. This pattern indicates that the neutral zone 

experience for career changers involves a careful balance between drawing upon familiar 

structures and gradually incorporating new professional practices, reflecting the inherent 

tension between maintaining competence and embracing transformation. 

 
4.2.4 Navigating classroom management 

The second-career teachers also shared how they navigated classroom management. They 

shared the importance of clear communication between teachers and learners, and also how 

they control learner behaviour, and the influence of involving school management in managing 

the classroom. 

Recognising the challenge of discipline, Palesa used clear communication, drawing on the 

course she had previously learned. She voiced the following: 

I found that my communication skills also came in handy because of the way I communicate with them, 

keeping calm and communicating clearly with them as to what I want from them, what I expect, and for 

what reasons I want them to behave in a certain way. Once you clear that with them, you communicate 

clearly, and they seem to understand. Though it cannot be for everyone, I found that it helps in managing 

the learners in my class and keeping discipline, so I can carry out my main job, which is delivering 

content. 
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Palesa further explained the techniques she employed to navigate classroom management; she 

notes building relations with learners as a key factor. Explaining this, she shared the following: 

I started showing more interest in them (learners) as individuals, cared more, and had more little talks. 

They started opening up and shared their little stories and backgrounds. This helped me to know who I 

am dealing with, it allowed me to understand their level of thinking, reasoning, and their interests. I had 

to maintain my relations with my learners, as it also made them keen to see me; they would be happy that 

it is now English period. This motivated my learners and myself as well, it made all our lives easier. 

Nzimase observed that learners behaved differently with different teachers and that the source 

of being ill-disciplined usually stemmed from learners being idle. These observations prompted 

him to ensure learners were always occupied to keep them from idling. He said: 

I decided that I would go fetch latecomers from the field every day after break. I would have extra books 

and pens for those who claim to ‘forget their books at home’, and lastly, to keep them busy, I would 

prepare extra work to keep them engaged until the next period. I learned that children behave differently 

with each teacher and that they start to misbehave when they are done writing. I decided to be more active 

and move around while they are writing. This method still works for me. 

Finding herself overwhelmed, Sno sought help from her Departmental Head and also attended 

workshops to equip herself with classroom management skills. She voiced the following: 

Most of the time, I’d feel like I am not called for this profession, so I had to invite my DH to intervene. 

It took me a long time to properly manage the classroom, and being moved from the Intermediate Phase 

to the Foundation Phase helped me a lot. I am learning how to handle these kids. I attended training and 

workshops to gain experience on how to deal with kids. 

The findings highlight the diverse strategies employed by second-career teachers to address 

classroom discipline challenges, reflecting their adaptability and proactive approaches. Palesa’s 

use of communication skills to establish clear expectations and foster understanding among 

learners aligns with research emphasizing the importance of effective communication in 

classroom management. Studies (Field, 2005; Parker, 2020) suggest that clear and calm 

communication minimises disruptions and enhances learner engagement, which supports 

Palesa’s approach to maintaining discipline while focusing on content delivery. Nzimase 

identified idleness as a key source of misbehaviour and implemented practical solutions, such 

as engaging learners with extra tasks and actively monitoring their progress. This hands-on 

strategy resonates with the literature advocating proactive classroom management techniques, 

which emphasises structured routines and active engagement to reduce behavioural issues 

(Gass & Varonis, 1984; Johnson, 2017). The professional development programs focusing on 
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social-emotional skills and reflective practices have been shown to enhance teachers’ capacity 

for effective classroom management (Mahone, 2018). 
 

In line with the adaptive leadership theory, the diverse strategies employed by second-career 

teachers to address classroom discipline challenges demonstrate their sophisticated capacity to 

diagnose underlying systemic issues, adapt their methodological approaches, and proactively 

engage learners in meaningful ways (Seibel et al., 2023). Their well-developed communication 

competencies—strategically deployed to establish clear behavioural expectations and foster 

mutual understanding—exemplify adaptive leadership's core emphasis on mobilising 

stakeholders and implementing context-specific problem-solving approaches. 

4.3. Factors Enabling Second-Career Teachers in Their Leadership of Teaching and 

Learning 

The theme presents and discusses the factors that enable second-career teachers in their 

leadership of teaching and learning. The data reveal that second-career teachers sought 

professional development opportunities to improve their practice. These professional 

development opportunities were sourced from peers, departmental heads, and workshops. The 

teachers also mentioned parental involvement as an enabling factor. 

 
4.3.1. Seeking professional development opportunities 

 
The second-career teachers in this study shared that they sought professional development 

opportunities to enable them in their teaching and learning. Beyond this, they used search 

engines like Google to aid their learning. Sno was able to receive support from other teachers 

to aid her growth. She voiced the following: 

When I asked my colleagues on how they do planning and worksheets, they said they share planning as 

a Grade, one teacher plans a certain subject, and they use a teamwork approach. This method assisted 

me a lot, although I was given Afrikaans to prepare, and I was not good at that subject. But the collective 

teaching approach made my life easy as a novice teacher coming from a different industry. 

Sno also mentioned being open to asking for help and seeking solutions through research from 

various sources. She stated the following: 

I try to overcome most of the challenges by interacting with colleagues. I ask for help when necessary. I 

compare my sources, and then I ask my colleagues to check for me if I am correct or wrong, especially 

with Afrikaans. I always make sure that I ask and do research. 
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Additionally, Sno used digital platforms to source materials. She said: 
 

To enhance my teaching, most of the time I use Google. I research and print different things from teaching 

websites. I'm using different books. 

Cindy shared that she received support from her Departmental Head (DH), who not only 

assisted her but also directed her to online professional development workshops. She expressed 

these sentiments: 

The DH helped me a lot in delivering my lessons in a better way. She also introduced me to some online 

training and workshops. I attended workshops where they develop teachers on subject content, addressing 

the challenges of the subject and the targets as to what is expected of you as a new teacher in that field, 

especially in languages, which are English Home Language and Afrikaans FAL. 

The findings suggest that second-career teachers exercise agency and find ways to access 

professional development opportunities. Cilliers et al. (2020) concur that professional 

development is crucial for novice second-career teachers as it supports their transition into the 

teaching profession by addressing unique challenges and leveraging their prior expertise. 

Effective professional development programs tailored to their needs can help bridge the gaps 

between their prior knowledge and the demands of teaching, fostering both skill development 

and professional identity formation (Rosario, 2020; Shwartz & Dori, 2020). While 

collaboration fosters reflective practice, allowing teachers to continuously evaluate and 

enhance their teaching methods (Cilliers et al., 2020), experienced teachers, like the DHs, 

should mentor novice teachers by sharing insights and providing emotional support (Mpisi & 

Zoutendijk, 2022). This guidance not only helps in skills development but also contributes to 

building a professional identity within the school community. 

Adaptive leadership theory emphasises mobilising individuals to address complex challenges 

through learning and innovation (Heifetz et al., 2004; Owens & Valesky, 2007). Second-career 

teachers like Sno and Cindy demonstrate these principles by actively seeking support from 

colleagues, departmental heads, and online resources to address unfamiliar subject matter and 

pedagogical challenges. Their use of collaborative planning and digital tools reflects adaptive 

leadership's emphasis on collective intelligence and distributed problem-solving. 

Their engagement in mentorship and professional development workshops exemplifies 

adaptive leadership's "holding environment" concept—a supportive context that enables 

learning while maintaining psychological safety during uncertainty. Research indicates that 

adaptive leadership builds resilience through reflection and empowerment to manage 
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complexity (Heifetz et al., 2004). This approach proves particularly effective for second-career 

teachers, helping bridge knowledge gaps and supporting professional identity development 

through collaboration and targeted support systems. 

 
4.3.2. Parental involvement as an enabling factor 

Several participants reported leveraging parental support as a key strategy. These second-career 

teachers created structured dialogue opportunities, such as regular meetings, to engage with 

parents and inform them about their children's academic progress. Through this approach, they 

aimed to encourage parents to take a more active and meaningful role in supporting their 

children's learning at home. The following voices illustrate this approach: 

To enhance my teaching, I used to call in parents, trying to make them understand their role in the 

teaching environment, and their role as parents in assisting their children at home. Parental involvement 

promotes smooth teaching and learning as learners get to be assisted with homework, projects, and 

revisions. (Palesa) 

The Open Books meetings helped me a lot in overcoming a lack of parental involvement. This is where 

parents come to view their children’s school work and discuss their progress with the teacher. Such visits 

encourage parents to be more involved in the learners’ school work, which also helps me as a teacher to 

build a relationship with parents as stakeholders. Parent-teacher relationship promotes well-mannered 

learners. (Cindy) 

Cindy added to this, emphasising the need for parental support for young learners. She said: 
 

When you give homework to a grade one child, they need encouragement from home. They need parents 

to be fully involved since they are very young; most of them are six and a half. 

While the other teachers found such engagements fruitful, Nzimase had difficulty adapting to 

the demands of meeting with parents and managing parental involvement. He said: 

Being a reserved person didn’t serve me well when it came to meeting parents. I had to always find 

another teacher to come and assist me when a parent needed to discuss a learner’s progress or any other 

matter. 

Research consistently highlights the positive impact of parental involvement on student 

learning outcomes. For instance, Utami (2022) found a significant boost in student learning due 

to parental engagement. Similarly, Ates (2021) emphasises the critical role of parental 

involvement in enhancing student outcomes and fostering collaboration between parents and 

teachers. This engagement positively influences academic achievement, motivation, and school 

engagement, notably through home-based support like homework assistance and school-based 
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interactions such as parent-teacher meetings (Jensen & Minke, 2017). However, Nzimase’s 

challenges illustrate the variability in teachers’ capacity to engage parents effectively, 

highlighting the need for professional development to equip educators with skills for fostering 

parental involvement (Jensen & Minke, 2017). By integrating structured opportunities for 

dialogue and collaboration, schools can leverage parental involvement to address inequities and 

improve both teaching effectiveness and learner outcomes (Borrello, 2023; Hill et al., 2018). 

 
The experiences of second-career teachers with parental engagement vividly illustrate the 

practical application of adaptive leadership theory. Rather than perceiving insufficient parental 

involvement as a straightforward technical issue demanding simple fixes, these educators 

recognised it as a complex adaptive challenge (Heifetz et al., 2004). They actively mobilised 

various stakeholders to confront this challenge, demonstrating a nuanced understanding of their 

roles within the educational ecosystem. This approach aligns with adaptive leadership's core 

tenets, which emphasise the distribution of responsibility throughout the system and the 

cultivation of adaptive capacity in others (Heifetz & Linsky, 2002). Their concerted efforts to 

educate parents about their vital role in supporting home learning underscore this commitment 

to building capacity and fostering shared ownership. 

 
4.4. Factors Constraining Second-Career Teachers in Their Leadership of Teaching 

and Learning 

The theme presents and discusses the factors that constrain second-career teachers in their 

leadership of teaching and learning. The data reveals that they face multiple challenges as they 

begin their tenure. These include finding their teaching repertoire, the language of learning and 

teaching as a constraining factor, overwhelming administrative tasks, and classroom 

management and learner discipline. These constraints are compounded by the lack of tailored 

support and professional development opportunities, which hinder their ability to effectively 

lead and innovate in the classroom. The themes are discussed below: 

 
4.4.1 Finding My Teaching Repertoire 

The study found that second-career teachers had difficulty in cultivating their teaching 

repertoire with respect to their teaching methods. This difficulty manifested in different ways. 

Some participants had confidence in their content knowledge but were challenged in delivering 
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their lessons at an appropriate level for their learners in terms of the grade and phase. Palesa 

shared that she struggled to pitch the content at the level of learners. She voiced the following: 

The first challenge was the teaching method. It wasn't easy to find a suitable teaching method, since in 

my previous job, I didn't have to do much other than monitor adults who are given a job to do, they 

complete it, I check, and I sign them off. It was not easy to decide how I should deliver the content 

effectively. 

In addition, Palesa commented on her confidence in content knowledge, which was however, 

overshadowed by her inability to present her lessons at the appropriate level for young learners. 

Referring to this, she said: 

I had enough content knowledge, but I felt my content knowledge was above the primary school learners. 

I had to prepare myself and be extra cautious on how I pass knowledge to these little children. It took a 

lot of preparation and research to get to a point where I was confident in my work. 

Nzimase further shared that his previous work as a Language Translator also influenced his 

leadership of teaching and learning. While he could draw from this, he also shared how he had 

to ensure that his approaches were relevant and at the level of his learners. He commented as 

follows: 

I feel like my previous job had an impact on how I teach. I was a Language Translator and now I am a 

Language Teacher. It was a smooth transfer of skill and knowledge. I realised that in my previous job, I 

was working with adults who understood immediately when I explained to them; now I deal with the 

little ones. With this group, I must lower my content to their level to accommodate them, and I think the 

traditional teaching method works best for me. 

Sno shared similar struggles. She stated: 
 

I struggled with teaching methods and content delivery, for instance, teaching Phonics. When I got into 

the classroom for the first time, I was lost when it came to lower grades writing, like balancing my lines 

and the use of ‘kitty cat, head, body, tail’. I had no idea what to do. I also had the challenge of writing on 

the chalkboard. But I had to learn and ask for help from my colleagues and my DH. It took me a long time 

to get to a point where I felt like I was a complete teacher. 

Inadequate pedagogical content knowledge (PCK) presents a significant challenge for novice 

second-career teachers, directly impacting their capacity to effectively blend subject matter 

expertise with appropriate teaching strategies (Insook & Bomna, 2020). Defined by Shulman 

(1986), PCK is the crucial nexus where content knowledge and pedagogy intersect, demanding 

that educators transform their subject matter into accessible concepts tailored to diverse student 

needs and existing understanding. Frei et al. (2021) suggest that novice teachers, including 
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those entering teaching as a second-career, frequently struggle with this crucial integration. 

This difficulty often stems from their limited prior teaching experience, leading to a reliance 

on unmodified subject matter knowledge, typically drawn directly from curriculum materials 

(Insook & Bomna, 2020). This PCK gap is further widened by their minimal exposure to 

educational settings and effective student learning strategies, both vital elements within 

Shulman’s broader framework of teacher knowledge (Shing et al., 2015). 

 
The difficulties second-career teachers face, particularly concerning parental engagement, are 

best understood as adaptive challenges, not technical problems solvable with readily available 

solutions (Heifetz et al., 2004; Insook & Bomna, 2020). As Heifetz (1994) argued, mistakenly 

applying technical fixes to adaptive problems is a significant leadership failure. Unlike 

technical problems, which rely on existing expertise and protocols (Heifetz & Linsky, 2002), 

adaptive challenges demand fundamental shifts in mindset, behaviour, and relationships. For 

these teachers, this means developing new approaches to effectively engage and teach young 

learners. 

 
4.4.2 The Language of Learning and Teaching as a Constraining Factor 

 
Beyond developing their teaching repertoire, two participants identified the Language of 

Learning and Teaching (LOLT) as a significant constraint. Their insufficient proficiency in the 

LOLT, whether English or Afrikaans, directly hindered their ability to effectively lead teaching 

and learning in their classrooms. This linguistic barrier created a substantial impediment, 

impacting not only their instructional delivery but also their capacity to guide student 

understanding and engagement. They shared the following: 

My teaching was also affected by the language of teaching and learning. It was a barrier for me as I was 

not used to speaking English for the entire day. I had to reprimand learners in the English language 

because English was the medium of instruction. So, I had to try and get better strategies to manage the 

class, settle them down, and then let the lesson start. (Cindy) 

Similarly, Sno stated: 
 

I was coming from KZN, and I was used to IsiZulu. I had to teach in English only, no code-switching. 

The language I use, and the way I speak, it was very difficult for me to speak English only. The school 

was a multicultural institution in a multilingual community. Teachers and learners speak many languages, 

and most of them I didn’t understand. 

The findings reveal that the language of learning and teaching (LOLT) presents a significant 

challenge for second-career teachers, particularly when they are required to teach in a language 
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that is not their first language. According to Cummins (2000), inadequate proficiency in the 

LOLT can hinder teachers’ ability to convey subject content effectively, manage classrooms, 

and build rapport with learners. Ball and Ellis (2018) further assert that language barriers hinder 

teaching effectiveness and classroom management. For these second-career teachers, these 

challenges are magnified by the necessity to adapt to a new profession whilst enhancing their 

linguistic competence. 

 
For Sno, her school's multiculturalism and ban on code-switching elevated her inadequate 

Language of Learning and Teaching (LOLT) proficiency from a technical problem to a 

significant adaptive challenge. Unlike technical issues with known solutions, adaptive 

challenges demand new ways of operating because existing responses are insufficient (Heifetz, 

1994; Heifetz et al., 2009). The lack of a current known response for Sno's LOLT struggles 

underscores this. Heifetz (2003) notes that problems beyond their current way of operating 

require adaptive work. For both Sno and Cindy, their LOLT limitations, compounded by the 

school's policy, push them into a state of psychological liminality or the Neutral Zone (Bridges, 

2009; Bridges & Bridges, 2009). This "in-between" period, characterised by ambiguity and 

disorientation, means they have shed familiar linguistic habits but have not yet mastered the new 

required proficiencies. This theoretical lens shows their struggles are not deficits, but rather a 

call for adaptation within a system that needs better support for linguistic complexities. 

 
4.4.3 Overwhelming Administrative Tasks 

Overwhelming administrative tasks emerged as another challenge. The participants shared 

facing significant challenges in managing the administrative workload, which includes 

curriculum reports, lesson planning, policy implementation, and navigating professional 

terminology. Their voices are presented below: 

The worst part of how I led teaching and learning was doing administrative work like curriculum reports. 

How to calculate the expected content percentage, and all that stuff? I didn't know how to do it. But I 

had to learn step by step, step by step. (Sno) 

The third challenge, I could say, was preparing lesson plans. I knew the basic structure of developing 

planning, but the school had its own structure on how their lesson plans should look. I had to find help 

from my superiors, and they did assist. (Palesa) 

Administrative work was overwhelming, also understanding terminology used in meetings was difficult. 

Balancing the classroom management, paperwork, policies, and due dates seemed impossible at first. 

(Cindy) 
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The other challenge for me was administrative work and the language used in briefings and departmental 

meetings. There were so many abbreviations used that I couldn’t ask what each meant, and I was mostly 

lost. I had policy knowledge from theory, but implementation, monitoring, and evaluation were difficult. 

The whole staff understood what was being discussed, and that made it more difficult for me. I felt like 

if I asked for clarity, I would be exposing myself that I lack knowledge. (Nzimase) 

In this study, the workload was daunting for all participants, as they did not have prior 

experience with the extensive administrative requirements of teaching. Beam et al. (2022) state 

that paperwork and documentation are among the most significant stressors for novice 

educators, with the increasing digitalisation of administrative processes adding to the 

complexity and pace of the workload. Similarly, Sözen (2018) concurs that second-career 

teachers often struggle with adapting to school administrative tasks. These challenges are 

consistent with broader research that identifies administrative tasks as one of the most daunting 

aspects of the teaching profession for novices (Öztürk & Yıldırım, 2013; Sözen, 2018). Cindy 

and Nzimase’s experiences of being overwhelmed by terminology and policy implementation 

further reflect a broader issue where novice teachers often feel unprepared for the procedural 

and bureaucratic demands of teaching (Sözen, 2018). 

The overwhelming administrative workload faced by second-career teachers, encompassing 

curriculum reports, lesson planning, policy implementation, and unfamiliar terminology, 

transcends mere technical skill gaps to become a significant adaptive challenge (Heifetz, 1994). 

This necessitates not just learning new procedures, but fundamentally shifting their 

professional operating paradigms, a process that plunges them into William Bridges' (2009) 

Neutral Zone of transition. In this ambiguous "in-between" state, teachers are disoriented, 

having shed familiar past professional practices but not yet fully integrated the extensive and 

often implicitly understood administrative demands of teaching. This period of high stress, 

exemplified by Nzimase's fear of "exposing" his lack of knowledge, calls for an adaptive 

leadership approach from school systems, focusing on creating psychologically safe holding 

environments, mobilising collective support, actively demystifying bureaucratic language, and 

challenging existing assumptions about administrative necessity to guide these educators 

through their disorienting, yet potentially transformative, professional re-identification. 

 
4.4.4. Classroom Management and Learner Discipline 

Classroom management and learner discipline emerged as another factor constraining second- 

career teachers in their leadership of teaching and learning. They shared occurrences of 
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disruptive and misbehaving learners, communication problems, and late arrivals; all of which 

caused disruption of teaching and learning in the classroom. Their voices are presented below: 

Cindy stated: 
 

Classroom management was a bit of a problem. Learners were running around and screaming. Others 

would talk while I’m teaching and when they are expected to be writing. Half of the class wouldn’t finish 

writing their work, I could tell that they were not motivated at all. I also thought it could be the excitement 

of seeing a new teacher since they are young and energetic. 

Palesa shared similar sentiments, stating, 
 

Another thing was discipline in the classroom. How do I then discipline these learners? Whenever I asked 

them a question, the whole class would just speak out of turn. I had to teach them the order of raising 

hands and giving one person a chance to talk. I could see that they know what is expected of them, but 

they just want to see how I will react if they behave differently. 

In addition, Palesa shared how she responded to the problem: She said: 
 

I had to stop shouting at them and talk to them calmly, explain my expectations from them, and the 

consequences of misbehaving in my classroom. It took a long time for us to get along. 

Nzimase also mentioned challenges with discipline. He said, 
 

At first, I had a challenge of ill-disciplined kids. I didn’t know how to stop them from running around 

and speaking loudly. Some will come to school without books or pens. Every day after break, they 

would come to class late, some would waste time in the bathrooms, others at the taps or tuckshop. This 

stole lots of teaching and learning time. 

Similarly, Sno stated: 
 

Learners are not disciplined enough at home. How are we going to discipline these kids? The more this 

government fails, the more respect we lose as teachers. I kept on changing grades; they all had a common 

problem of being ill-disciplined. It was not easy for learners to be disciplined. 

While Sno assigned blame to other stakeholders, she further commented on the impact of 

moving between grades and her enactment of classroom management. She shared the 

following: 

I couldn’t memorise their names, and learners tend to misbehave when they believe you do not know 

them. I think they struggled to follow my rules because they kept having new teachers introduce them, 

and each teacher came with new rules. My experience was bad and a bit extreme because there was a 

day when an ill-disciplined child went home and reported that I was shouting at him. The parents came 

to school fuming, claiming that I was bullying their child. 
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Their narratives highlight the multifaceted nature of classroom management, which includes 

addressing disruptive behaviours, motivating students, and establishing routines. According to 

Junker et al. (2021), management and learner discipline are critical challenges second-career 

teachers face during their transition into the teaching profession. These issues significantly 

impact their ability to lead teaching and learning effectively (Broer et al., 2023). Santhanam 

(2022) noted that discipline issues waste teaching time, disrupt learning, and overwhelm 

teachers. This study suggests that clear expectations, routines, and structured environments are 

essential for creating conducive learning conditions (Junker et al., 2021), evident in Palesa’s 

approach. This method builds trust and encourages students to take responsibility for their 

behaviour (Junker et al., 2021). 

Classroom management and learner discipline for second-career teachers present a significant 

adaptive challenge, rather than a simple technical problem, fundamentally constraining their 

instructional leadership (Heifetz, 1994). The pervasive issues of disruptive behaviour, 

communication problems, and late arrivals (Cindy, Palesa, Nzimase), coupled with external 

factors like a perceived lack of home discipline (Sno), demand deep individual and systemic 

shifts. This struggle places these teachers firmly within William Bridges' (2009) Neutral Zone, 

a disorienting "in-between" period where they've left familiar professional norms but haven't 

yet mastered the nuanced art of classroom control. Sno's frustration with inconsistent rules and 

parental conflict highlights the profound instability of this phase. Addressing this requires an 

adaptive leadership approach: creating safe holding environments for teachers to openly discuss 

and experiment with strategies, mobilizing collective support from colleagues and leadership, 

and proactively managing the inherent "heat" of confronting deeply ingrained behavioural 

patterns, ultimately guiding these educators through a vital, albeit uncomfortable, professional 

re-identification. 

4.5. Conclusion 
 

This section presented the data and discussed the findings. Three main themes were presented 

in response to the research puzzles. Theme one, titled ‘Second-career teachers’ strategies and 

approaches in leading teaching and learning’, responded to research puzzle one. Four sub- 

themes were presented, illustrating how second-career teachers lead teaching and learning in 

the early phases of their tenure. Theme two, titled ‘Factors enabling second-career teachers 

in their leadership of teaching and learning’, responded to research puzzle two. Two sub- 

themes were presented, clarifying factors that enable these teachers to lead teaching and 
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learning. Lastly, theme three; titled ‘Factors constraining second-career teachers in their 

leadership of teaching and learning’, responded to research puzzle three. Four sub-themes were 

presented, demonstrating multiple challenges that second-career teachers face as they begin 

their tenure. 
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.1 Introduction 
 

The previous chapter, "Data Presentation and Discussion," marks a pivotal point in this study, 

transitioning from the theoretical and methodological frameworks outlined in earlier chapters 

to the empirical heart of the research. This chapter presents the dissertation summary, 

conclusions and recommendations. The dissertation summary presents a synopsis of the 

dissertation, looking back at what was presented in the previous chapters. The conclusions draw 

out the key lessons that emerge from the data presented in Chapter Four. Lastly, the chapter 

presents recommendations for practice and future research. 

5.2 Summary of the study 
 

Chapter One 

The chapter presented the overview of the study. The chapter commenced with an introduction 

and background giving the broad scope of the manifestation of second-career teaching and the 

trajectory used to articulate into teaching within a local context. A brief description of 

participants’ profiles then followed. The problem statement was then articulated, followed by 

the research puzzles bounding and guiding this study. Key concepts were then clarified 

followed by a road map of the dissertation which outlined the structure of the report. 

 
Chapter Two  

The chapter reviews existing research on career transitions and second-career teachers. It 

discusses the complexities of professional transitions, second-career teachers’ first steps in the 

classroom, and the unique challenges these teachers encounter, including developing a teacher 

identity, addressing potential pedagogical knowledge gaps, and managing classroom dynamics. 

The chapter also examines their integration into school culture, the significance of professional 

relationships, and the challenges of understanding the education system. It concludes by 

acknowledging the resilience and passion that often drives second-career teachers despite these 

obstacles. 
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Chapter Three  

The chapter presented the research design and methodology, outlining the tools, instruments 

and procedures used to generate data to answer the research puzzles. The chapter commenced 

with a discussion of the interpretive paradigm which is the paradigmatic stance adopted in this 

study. The paradigm was discussed, based on its ontological and epistemological assumptions, 

and justifications were provided for its appropriateness for the current study. The qualitative 

research approach was then discussed, this was followed by a discussion of narrative inquiry, 

the methodological stance adopted in this study. The next discussion was on the selection of 

participants, which was done through purposeful sampling and convenience sampling. The 

data generation method followed, where narrative interviews were employed. This was 

followed by a discussion of thematic data analysis. Towards the end of the chapter the 

discussion of trustworthiness issues delved into apparency, fidelity, and verisimilitude. Lastly, 

ethical considerations were discussed. 

 
Chapter Four  

The chapter presented and discussed the data generated in response to the three research puzzles 

posed in this study. The study’s findings revealed that second-career teachers, while leading 

teaching and learning during their transition into the profession, experienced a significant 

transitional shock. They often drew upon their past experiences and initially relied on 

traditional teaching methods as they navigated the complexities of classroom management. 

Several key factors either enabled or constrained their leadership journey. Enabling factors 

included their proactive pursuit of professional development and a dedicated effort to engage 

parents. Conversely, significant constraints emerged, notably their struggles to find their unique 

teaching style, managing overwhelming administrative tasks, addressing classroom discipline 

issues, and overcoming language barriers. These findings were thoroughly discussed in relation 

to existing literature and the theoretical framework undergirding this study. 

5.3 Conclusions: Lessons learnt from each of the research questions 
 

This section presents the conclusions that are presented as the key lessons learned, derived 

from the study's findings and the comprehensive literature review. These conclusions are 

structured around each of the research puzzles, providing direct answers and synthesised 

insights. 
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5.3.1 How do second-career teachers lead teaching and learning during the transition 
phase? 

 
The study's findings underscore that second-career teachers, despite their prior professional 

experience, undergo a significant reality shock during their initial transition into the classroom, 

closely mirroring the experiences of other novice educators (Darling- Hammond, 2017; 

Hammond, 2017). Upon entering the teaching profession, they effectively become novice 

teachers, confronting the complex, real-world challenges of the classroom head-on rather than 

as passive observers (Leshem et al., 2021). This transition from a position of prior autonomy 

to a role often requiring mentorship prompts significant introspection and exposes underlying 

uncertainties (Leshem et al., 2021). 

 
While second-career teachers face many challenges akin to traditional novice educators, 

primarily in pedagogical content (Avalos, 2016), their distinct professional backgrounds offer 

considerable strengths. These teachers actively draw upon their accumulated capital, adapting 

skills and knowledge from prior roles and even their own schooling to navigate the complexities 

of classroom management and teaching. This highlights a crucial point: schools should 

recognise and leverage these unique strengths, cultivating environments where diverse 

experiences are viewed as assets, not deficits, in teacher development. Their real-world 

expertise significantly enriches lessons and projects, making learning more relevant and 

engaging for students (Troesch & Bauer, 2020). Moreover, their varied perspectives introduce 

fresh insights into subject matter, fostering curiosity and critical thinking in the classroom 

(Tsybulsky & Muchnik-Rozanov, 2019). 

Their initial reliance on traditional teaching methods and structured tools like the Annual 

Teaching Plan (ATP) indicates a need for clear guidance and accessible resources in the early 

stages of their careers. This mirrors common experiences of novice teachers, who often begin 

by replicating the teaching styles they observed as students or experienced in their own training, 

frequently defaulting to teacher-centred, didactic approaches (Doe, & Adams, 2020; Ellis, 

2017; Murray, 2022). This reliance on familiar, often traditional, structures provides a sense of 

security and a starting point for managing the overwhelming complexities of the classroom 

(Troesch & Bauer, 2020). Doe and Adams (2020) highlight that novice teachers require strong 

supportive structures, including clear information, mentorship, and practical guidance, to 
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overcome initial barriers and develop more sophisticated pedagogical approaches. Without 

such explicit support, the demands of translating theoretical knowledge into practical classroom 

application, especially when using structured curriculum documents like the ATP, can be a 

significant source of stress and disequilibrium for new educators (Ahmed et al., 2020, Avalos, 

2016, Makoa & Segalo, 2021). 

Ultimately, the journey of second-career teachers powerfully reveals the adaptive and resilient 

nature of individuals entering the teaching profession. They do not come with a blank slate, 

rather they bring a wealth of prior professional and life experience to the classroom. Despite 

confronting feelings of being overwhelmed and lacking immediate comfort in their new roles, 

these educators actively seek solutions, learn from their experiences, and persistently strive to 

create positive learning environments. 

 
5.3.2 Factors enabling second-career teachers to lead teaching and learning during the 
transition phase 

 
The study highlights two pivotal enabling factors for second-career teachers in their transition: 

proactively seeking professional development and fostering parental involvement. Participants 

demonstrated remarkable initiative in actively accessing support and learning opportunities 

from diverse sources, including experienced colleagues, departmental heads, online resources, 

and workshops. This proactive engagement reflects an adaptive leadership approach, where 

teachers take personal ownership of their learning and development to overcome pedagogical 

and practical challenges (Heifetz, 1994; Heifetz et al., 2009). Crucially, this act of seeking help 

is not a sign of deficiency but a demonstration of reflexivity – the capacity for self-awareness 

and critical self-examination regarding one's own practice, assumptions, and limitations 

(Cunliffe, 2016). By acknowledging areas where their prior expertise might be insufficient and 

actively seeking external knowledge and support, these teachers engage in a process of knowing 

when we do not know, a hallmark of adaptive expertise. This reflexive inquiry is vital for 

professional growth, allowing them to bridge knowledge gaps, build professional confidence, 

and align their actions with their emerging professional identities (Hobson et al., 2009). Such 

collaborative mentoring relationships not only benefit the mentee but also foster professional 

learning for both mentor and mentee, promoting critical reflection on practice (Maxwell et al., 

2022). 
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Furthermore, the study emphasises the profound positive impact of engaging parents in the 

learning process. By actively creating opportunities for dialogue and collaboration, such as 

meetings and “Open Book Days,” teachers aimed to foster a supportive home environment and 

encourage parental involvement in their children's education. This approach aligns with 

research confirming the crucial role parents play in reinforcing learning, promoting positive 

student outcomes, and enhancing academic achievement and motivation (Scheider, 2018; 

Taylor & Yu, 2009). However, the study also acknowledges that not all teachers find it equally 

easy to engage with parents, highlighting a significant need for targeted professional 

development in this area. Literature on novice teachers consistently reveals that they often feel 

unprepared to effectively engage with families, particularly those from diverse socio-economic 

or cultural backgrounds (D’Haem & Griswold, 2017). Equipping educators with the necessary 

skills to effectively communicate with and involve parents is therefore essential for creating a 

collaborative partnership that genuinely benefits both teachers and learners. By prioritising 

such professional development and fostering strong home-school connections, schools can 

empower second-career teachers to thrive in their new roles, build essential adaptive capacities, 

and ultimately contribute to a more supportive and effective learning environment for all 

students. 

 
5.3.3 Factors constraining second-career teachers in leading teaching and learning 
during the transition phase 

 
The study's findings reveal a consistent narrative of significant challenges faced by second- 

career teachers during their initial transition into the profession, echoing the experiences of 

many novice educators globally (Avalos, 2016; Tang & Choi, 2009). Despite bringing prior 

professional experience, these teachers encounter a substantial "reality shock" as the ideals 

learned in preparation programs clash with the multifaceted complexities of real classroom 

environments (Farrell et al., 2023; Tsybulsky & Muchnik-Rozanov, 2019). This often results 

in a "sink-or-swim" situation due to a perceived lack of adequate support in navigating 

unexpected challenges (Confait, 2015). 

 
Specifically, the study identified four primary constraints that significantly hindered second- 

career teachers’ leadership of teaching and learning. Firstly, "finding their teaching repertoire" 

proved challenging. Participants struggled to translate their strong content knowledge from 

previous careers into accessible, engaging lessons tailored to specific grade and developmental 
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levels. This highlights a critical need for pedagogical content knowledge (PCK), an adaptive 

challenge requiring the development of entirely new teaching methodologies rather than simple 

replication (Johnson, 2018). 

 
Secondly, "Language of Learning and Teaching (LOLT) barriers" emerged as a significant 

impediment. For teachers instructing in a non-first language, inadequate LOLT proficiency 

severely impacted content delivery, classroom management, and rapport building (Ingersoll & 

Smith, 2023). In multilingual settings where code-switching was discouraged, this transformed 

a potential technical difficulty into an adaptive challenge demanding a fundamental shift in 

their operational norms (Lee & Chang, 2019). 

 
Thirdly, the study identified "overwhelming administrative tasks" as a major impediment. The 

extensive bureaucracy of teaching, including curriculum reports, diverse lesson planning 

formats, and professional terminology, created a significant burden. This administrative 

overload detracted from teaching time and contributed to feelings of being unprepared and 

overwhelmed by the procedural demands of the profession (Becker et al., 2022). 

 
Finally, "classroom management and learner discipline" consistently emerged as a constraint. 

Participants reported challenges with disruptive behaviours, student motivation, and 

establishing consistent routines. These multifaceted issues not only disrupted learning but also 

contributed to teachers' feelings of inadequacy and frustration, underscoring that effective 

classroom management is an adaptive challenge requiring ongoing learning and context- 

specific strategies (Brown, 2019). 

 
The lessons learned from these pervasive constraints underscore the critical need for targeted 

and comprehensive support for second-career teachers. Induction programs and ongoing 

professional development must explicitly address the development of PCK, navigation of 

language barriers, efficient administrative practices, and effective, positive discipline 

techniques. Crucially, such support should leverage their existing strengths while guiding their 

pedagogical adaptation. Furthermore, schools must actively foster a supportive and 

collaborative environment where all novice teachers feel comfortable seeking help from 

experienced colleagues, thereby facilitating a smoother and more successful transition into the 

teaching profession. 
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5.4 Recommendations 
 

This section presents the recommendations of the study. 
 
 

5.4.1 Recommendations for Practice 

To effectively support second-career teachers in this study and maximise their unique 

contributions, schools and educational leaders should prioritise the implementation of 

structured and tailored induction programmes. These programmes must explicitly address their 

specific challenges, including developing pedagogical content knowledge, mastering 

classroom management, and navigating administrative tasks. This support should be coupled 

with robust mentorship opportunities, recognising that these teachers, unlike traditional 

novices, do not come with a blank slate but bring significant professional and life capital. 

The affected schools must understand this inherent capital and create deliberate pathways to 

harness it. This means designing induction programmes that not only fill knowledge gaps but 

also leverage their prior expertise, leadership skills, and diverse perspectives. Ongoing and 

accessible professional development is equally crucial, focusing on practical teaching 

strategies, targeted language support where needed, and efficient administrative practices. 

Cultivating a collaborative and supportive school culture, where open communication, peer 

learning, and the sharing of diverse experiences are encouraged, will further aid their integration 

and ensure their valuable capital is recognised and utilised within the education system. 

5.4.2 Recommendations for future research 

Future research could delve deeper into the long-term experiences and career trajectories of 

second-career teachers, examining their retention rates, leadership development within schools, 

and the impact of their prior professional experience on student outcomes over time. 

Longitudinal studies could track their evolving pedagogical practices and the development of 

their teacher identity as they gain more experience in the education sector. Exploring the 

effectiveness of different types of induction and mentorship programmes specifically designed 

for this group would also be valuable in identifying best practices for their support. 

Further qualitative research could explore the nuanced experiences of second-career teachers 

from diverse professional backgrounds and subject areas, uncovering the specific challenges 

and advantages associated with different career transitions. Understanding their motivations for 

entering teaching as a second-career and their perceptions of job satisfaction and career 
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fulfilment could provide insights into recruitment and retention strategies. Additionally, future 

research could examine the perspectives of school leaders and experienced teachers on the 

integration and support of second-career colleagues, identifying factors that contribute to 

successful collaboration and knowledge sharing within school teams. 

Finally, quantitative studies could explore the relationship between specific prior professional 

skills and competencies of second-career teachers and their effectiveness in different aspects 

of teaching, such as classroom management, student engagement, or curriculum innovation. 

Investigating the impact of targeted professional development interventions on their 

pedagogical content knowledge and instructional practices could also yield valuable data for 

informing support programmes and policy decisions aimed at maximising the contributions of 

these experienced professionals to the education system in South Africa. 

5.5 Conclusion 
 

Overall, this study illuminated the nuanced experiences of second-career teachers and how they 

led teaching and learning during the crucial early phases of their tenure. The inquiry was guided 

by three core research puzzles: how they enact leadership of teaching and learning, the factors 

that enable this leadership, and the constraints that hinder their efforts. 

Utilising narrative inquiry as a methodology and narrative interviews to generate rich data, the 

study revealed that participating second-career teachers approached the leadership of teaching 

and learning in diverse ways. A significant finding was the disparity between enabling and 

constraining factors: teachers encountered limited enablers for their leadership compared to the 

numerous constraints they faced. This aligns with existing literature suggesting that second- 

career teachers, despite their unique backgrounds, often experience challenges akin to other 

novice teachers. 

Crucially, this study adds significant credence to the growing narrative that second-career 

teachers enter the profession with substantial capital – a wealth of prior professional experience, 

diverse perspectives, and developed life skills. The findings underscore that this inherent 

capital, though often underutilised, should be actively recognised and harnessed by education 

systems. Their experiences highlight a need for tailored support that not only addresses 

common novice challenges but also strategically leverages their unique strengths, ultimately 

enriching the teaching profession. 
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