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Abstract of Dissertation

Bridging Careers, Building Confidence: A Qualitative Study of Induction, Collegial
Support, and Self-Efficacy Development Among Career-Changer Teachers

This qualitative study explored how career-changer teachers (CCTs) experience
the induction phase—the early years of their teaching careers—and how school-based
supports shape their developing self-efficacy beliefs. CCTs—individuals who enter
teaching after working in other professions—are increasingly important in addressing
teacher shortages, particularly in high-need fields such as mathematics, science, and
special education. While they bring prior professional and subject-matter expertise, many
enter classrooms with limited instructional preparation and face challenges adapting to
the demands of teaching.

Guided by Bandura’s (1997) self-efficacy theory, this study examined how four
sources of self-efficacy—mastery experiences, vicarious experiences, social persuasion,
and emotional and physiological states—intersect with induction supports. Semi-
structured interviews were conducted with teachers who entered the profession from
other careers and were asked to reflect on their first years of practice. Data were analyzed
to identify patterns in how participants described supports that shaped their confidence,
identity, and instructional development.

Findings indicate that participants benefited most from sustained, relational
induction supports grounded in the realities of classroom teaching. Mentorship, structured
opportunities for observation and feedback, and supportive professional relationships
reinforced their sense of capability. In contrast, one-size-fits-all supports that lacked

emotional relevance were linked to ongoing uncertainty and professional strain.



This study contributes to the literature by centering the perspectives of CCTs and
highlighting contextual factors that influence their early development. The findings offer
implications for schools, preparation programs, and districts seeking to strengthen
induction by tailoring supports to the distinct needs of those entering from other
professions. By exploring how career changers reflect on their induction experiences, this
research informs efforts to design more responsive systems that foster teacher confidence,
growth, and retention.

Keywords: Career-changer teachers, teacher induction, self-efficacy, Bandura,

mentorship, novice teachers, alternative certification, teacher preparation
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Chapter 1: Introduction

As schools confront persistent teacher shortages—particularly in mathematics,
science, and special education—career-changer teachers (CCTs) have become an
increasingly vital part of the workforce (Carver-Thomas & Darling-Hammond, 2017;
Goldhaber & Theobald, 2022; Newton et al., 2020). These individuals bring professional
experience and subject matter expertise, yet often enter the classroom with limited
pedagogical training and little formal preparation (Coppe et al., 2022; Richter et al.,
2022; Uddin, 2024; van Renselaar et al., 2025). Their transition into teaching is shaped
by the induction phase—the first few years in the profession when confidence,
competence, and retention are most vulnerable to the presence or absence of targeted
support structures (Coppe et al., 2022; Ronfeldt et al., 2022).

This study was an exploration of how CCTs experience induction, with particular
attention to the supports that influence their self-efficacy development. Drawing on
Bandura’s (1997) self-efficacy theory, the research focused on how mastery experiences,
vicarious learning, social persuasion, and emotional and physiological states are shaped
by induction supports such as mentorship, school culture, and professional development.
While career changers bring strengths from previous careers, this study indicated the
unique challenges they face in establishing a teaching identity and building instructional
confidence—especially in high-need school contexts.

Through a qualitative approach grounded in participants’ perspectives, this
research addressed a gap in the literature by centering the experiences of career changers
distinct from those of traditionally prepared, first-career teachers. The findings show how

specific induction experiences support or hinder career changers’ development, offering



practical implications for improving teacher preparation, school-based mentoring, and
retention strategies.

The dissertation’s organization is as follows: Chapter 2 is a review of the relevant
literature on teacher induction, career changers, and self-efficacy theory. Chapter 3
includes the study’s methodology and participant selection. Chapter 4 presents the
findings organized by key themes derived from participant narratives. Chapter 5 includes
analysis of these findings through the lens of Bandura’s theory and relevant literature,
concluding with implications for practice, policy, and future research.

By providing a deeper understanding of how CCTs experience the induction
phase, this study could contribute to the development of more responsive, differentiated
supports that promote teacher success and stability, particularly in the schools that need
them most.

Research Problem

Teacher recruitment and attrition are perennial challenges for urban, rural, low-
income schools and hard-to-staff subject areas, such as mathematics, science, and special
education (Carver-Thomas & Darling-Hammond, 2017; Garcia & Weiss, 2020b;
Goldhaber & Theobald, 2022; Ingersoll et al., 2021; Ronfeldt & McQueen, 2017). Since
the 1980s, there has been an effort to make the teaching profession more attractive to
professionals who did not receive a baccalaureate in teacher education. These efforts led
to a proliferation of alternative certification programs that offered expedited pathways
into teaching (Haselkorn & Hammerness, 2008; Richter et al., 2022) and the

implementation of comprehensive induction supports to address the challenges that often



contribute to early-career teacher attrition (Garcia & Weiss, 2020b; Ingersoll & Strong,
2011; Ronfeldt & McQueen, 2017).

Following the expansion of alternative certification programs and the availability
of mentoring supports, approximately 18% of public school teachers entered the
profession through alternative routes in 20202021, with higher representation in urban
districts (23%) compared to rural areas (18%; National Center for Education Statistics
[NCES], 2022). These CCTs remain actively recruited to fill hard-to-staff positions,
particularly in underserved schools—often characterized by high student poverty rates
and limited access to resources—and in high-need subject areas such as special
education, mathematics, science, and bilingual education (Garcia & Weiss, 2020b;
Ingersoll et al., 2021).

Even with broader pathways to become a teacher, high-need public schools
continue to experience elevated levels of teacher attrition, which remains a leading cause
of teacher shortages (Carver-Thomas & Darling-Hammond, 2017; Garcia & Weiss, 2020;
Ingersoll et al., 2021; Ronfeldt & McQueen, 2017). Surveys of teachers who leave the
profession often indicate that a lack of support from principals and colleagues,
inappropriate teaching assignments, excessive teaching loads, and limited resources are
key factors in their decision to leave (Carver-Thomas & Darling-Hammond, 2017; Garcia
& Weiss, 2020b).

Due to their delayed entry into teaching, CCTs are typically a decade older (31
years old, on average) than recent graduates entering the field (Chambers, 2002;
Costigan, 2002), and many entered the classroom through expedited alternative route

programs instead of traditional teacher education programs (Coppe et al., 2022; Newton



et al., 2020; van Renselaar et al., 2025). Studies indicate that CCTs experience unique
challenges in their transition to teaching from other career fields, including feelings of
isolation and lack of direction from school administrators, limited opportunities to build
collegial relationships, and the pressure of being perceived as experts due to their age and
prior experience (Coppe et al., 2022; Newton et al., 2020; van Renselaar et al., 2025;
Watters & Diezmann, 2015). Despite growing recognition that comprehensive induction
support plays a critical role in improving teacher retention and effectiveness (Carver-
Thomas & Darling-Hammond, 2017; Garcia & Weiss, 2020b; Ronfeldt & McQueen,
2017), relatively little is known about how CCTs experience induction and how those
experiences shape their decision to remain in the profession.
Purpose of the Research

This study was an exploration of the unique challenges of CCTs as they transition
into teaching, particularly during their first year in the classroom. CCTs often bring
valuable professional expertise and diverse life experiences to the teaching profession,
making them strong candidates to address workforce gaps in critical areas (Coppe et al.,
2022; Ingersoll et al., 2021; van Renselaar et al., 2025). However, research indicates that
their transition can be marked by difficulties that differ from those faced by graduates of
traditional teacher preparation programs. Studies have shown that career changers often
experience feelings of inadequacy, isolation, and unpreparedness, which may stem from
limited preservice preparation in accelerated alternative certification programs.
Additionally, perceptions of heightened expectations due to their age and prior

professional backgrounds may further complicate CCTs’ early teaching experiences and



influence their self-efficacy (Coppe et al., 2022; Newton et al., 2020; van Renselaar et al.,
2025).

Qualitative inquiry was well-suited to examine the lived experiences (Creswell &
Poth, 2018; Merriam & Tisdell, 2016; Ravitch & Carl, 2021) of career changers as they
navigate the complexities of teacher induction. This study focused on uncovering how
CCTs’ first-year experiences shaped their beliefs about their teaching abilities and
influenced their professional trajectories. Through in-depth interviews, the study
indicated factors that contributed to or detracted from CCTs’ self-efficacy, providing a
nuanced understanding of the interplay between individual experiences and systemic
supports (Patton, 2015).

This research addressed critical gaps in the literature by providing insights into
how induction programs can better support career changers. The findings show how
structured mentorship, preservice opportunities, and targeted feedback can mitigate the
challenges CCTs face, enhancing their self-efficacy and job satisfaction. Despite
consideration of the role of induction supports, the study’s focus extended beyond
programmatic elements to examine how collegial relationships—such as those formed
with mentors, peers, and school leaders—shape the professional experiences of CCTs.

An exploration of CCTs’ perspectives and identification of patterns in their
experiences led to actionable recommendations for schools, teacher preparation
programs, and policymakers to create more effective pathways into teaching that promote
retention, professional growth, and long-term success. The findings not only improved

understanding of career changers’ unique needs but also showed the importance of



fostering environments that build self-efficacy (Bandura, 1997) and reduce barriers to
successful teaching transitions.
Research Question

One research question guided the study: What connections, if any, do CCTs make
between novice teacher induction support provided by colleagues and their self-efficacy
beliefs?

Statement of Potential Significance

This study contributes to ongoing conversations about how to better support
novice teachers by focusing on CCTs’ perspectives. Although researchers have provided
insights into teacher induction through case studies of particular programs or analyses of
national datasets (Carver-Thomas & Darling-Hammond, 2017; Garcia & Weiss, 2020b;
Ingersoll et al., 2021; Ronfeldt & McQueen, 2017), scholars have devoted less attention
how individuals who enter teaching from other professions interpret the support they
receive. Exploring how CCTs described their early experiences provided a perspective
that is often missing from the literature: how these teachers make sense of induction and
how they believe it shapes their confidence and growth.

Much of the existing literature on teacher self-efficacy focuses on traditionally
certified or preservice teachers (Klassen & Chiu, 2010; Richter et al., 2022; Tschannen-
Moran & Woolfolk Hoy, 2001). More recently, researchers have begun to examine how
second-career teachers develop confidence in their instructional practice within the
unique context of transitioning into the profession (Coppe et al., 2022; van Heijst et al.,
2025; van Renselaar et al., 2025). Newer studies suggest that the development of self-

efficacy among career changers is shaped not only by the formal structures of induction



but also by their previous career identities, the expectations placed on them by
colleagues, and the often-inconsistent support they receive in their new roles. However,
the field still lacks sufficient research that centers how CCTs interpret the social and
professional relationships that shape their confidence.

This study addressed the literature gap by addressing how CCTs described their
first-year teaching experiences and the extent to which collegial interactions supported or
undermined their beliefs in their instructional capabilities. Bandura’s (1997) self-efficacy
theory provided a framework for understanding how the four sources of self-efficacy are
activated in the daily interpersonal dynamics of career changers’ early teaching contexts.

The findings of this study may be useful to those designing or refining induction
supports. The data show which types of relationships and feedback participants found
meaningful, and which aspects of their induction experiences they found lacking. This
information could inform mentor training, coaching models, and induction structures,
especially in schools that rely heavily on alternative certification routes to staff
classrooms. Addressing CCTs’ needs more directly may improve retention efforts,
particularly in schools with high turnover or staffing challenges (Garcia & Weiss, 2020b;
Ingersoll et al., 2021; Richter et al., 2022).

The study also has implications for policy discussions on teacher preparation and
support. As alternative certification programs continue to expand, there is a need to
ensure that induction systems are not one-size-fits-all but instead address the unique
assets and challenges that CCTs bring. By documenting how these teachers described the

influence of support structures on their self-efficacy, the study could lead to consideration



of how policy design can be more responsive to the varied pathways individuals take into
teaching.

The study provides a foundation for future research. The findings suggest the
value of further inquiry into how prior professional experience shapes the way new
teachers perceive support and build confidence. The study shows the importance of
listening closely to teachers’ own reflections to better understand what contributes to
their growth and persistence in the classroom.

Theoretical Framework

Guiding this study was Bandura’s (1977, 1997) self-efficacy theory, which served
as the primary theoretical framework. Self-efficacy refers to individuals’ beliefs in their
capabilities to organize and execute the actions required to manage prospective situations.
In the context of teaching, self-efficacy affects how educators approach challenges,
persist through difficulties, and interpret professional feedback and experiences. Bandura
identified four principal sources that shape self-efficacy beliefs: mastery experiences
(direct personal accomplishments), vicarious experiences (observing others’ success),
social persuasion (encouragement and evaluative feedback), and physiological and
emotional states (internal responses to stress and challenge).

Self-efficacy theory was central to the study’s design and analysis. The
framework provided a structured lens for examining how CCTs perceive and respond to
various forms of induction support, such as mentorship, feedback, observation, and
collaboration. With the interview protocol and data analysis organized around Bandura’s
four sources of efficacy, the study provided an investigation of not only whether

participants felt supported but also how specific types of collegial and organizational



support influenced their beliefs about their instructional effectiveness and classroom
success.

The theoretical framework supported a deeper exploration of the processes by
which self-efficacy develops during the early years of teaching, particularly for
individuals transitioning from other careers. Self-efficacy theory also allows for analysis
of the relative influence of different types of support structures and relationships, helping
to explain why some forms of induction may be more impactful than others in shaping
confidence and persistence. Ultimately, Bandura’s (1977, 1997) theory provided the
foundation for interpreting participants’ narratives, linking individual meaning-making to
broader patterns of teacher development.

Summary of Methodology

A basic qualitative research design was appropriate to examine how CCTs
experienced induction support and how they interpreted its influence on their developing
self-efficacy. Grounded in the epistemological stance of social constructivism, the study
followed the belief that individuals construct meaning through social interactions and
context-specific experiences (Creswell & Poth, 2018; Merriam & Tisdell, 2016). A
qualitative approach was appropriate because it allowed for in-depth exploration of how
participants made sense of their early teaching experiences in their own words, rather
than testing predetermined variables or outcomes.

The selection of qualitative over quantitative or mixed methods approaches
occurred because the research question focused on personal meaning-making and the
nuanced role of collegial relationships during induction. Qualitative methods were better

suited to capturing the complexity of CCTs’ lived experiences and the ways in which



their backgrounds and support systems shaped their evolving beliefs about their teaching
capabilities (Creswell & Poth, 2018; Maxwell, 2013; Ravitch & Carl, 2021). Given the
limited qualitative research focused specifically on how career changers interpret
induction experiences across diverse settings, this design offered the flexibility and depth
necessary to address the study’s aims.

The study was informed by Bandura’s (1977, 1997) self-efficacy theory, which
shaped the design of the interview protocol and the analytic strategy, providing a
theoretical lens for understanding how participants assessed and described the support
they received during induction. Participant recruitment occurred using purposive
sampling to ensure they met criteria aligned with the study’s purpose: secondary teachers
who transitioned into the profession after at least 2 years in another career, completed an
alternative certification pathway, and participated in an induction program during their
first year. Eleven participants engaged in semistructured interviews to provide reflective
narratives about their early teaching experiences and professional support systems.

Data analysis occurred using a multistage qualitative coding process integrating
both theory-driven and emergent elements. The constant comparative method (Glaser &
Strauss, 1967) provided a guide for analysis, supporting iterative engagement with the
data and allowing for both within-case and cross-case analysis. First-cycle coding
included descriptive and open codes to preserve participants’ language and highlight key
features of their first-year teaching experiences. Second-cycle pattern coding was the
approach used to identify broader themes aligned with Bandura’s (1997) four sources of

self-efficacy.
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To support cross-case comparison, a matrix allowed for mapping of how different
forms of collegial support, such as mentors, peers, and administrators, correspond to each
self-efficacy source. A heatmap was a means to visualize the frequency and distribution
of these connections across participants. Together, these tools enabled a rigorous and
transparent analytic process grounded in participants’ perspectives while also supporting
theory-informed interpretation (Bandura, 1997; Glaser & Strauss, 1967; Miles et al.,
2019; Ravitch & Carl, 2021).

Overall, this qualitative design supported the aim to understand how CCTs
constructed meaning from their induction experiences and how those interpretations
influenced their teaching self-efficacy. A more detailed explanation of the study’s
methodological procedures and rationale follows in Chapter 3.

Limitations and Delimitations

This study focused on the early teaching experiences of CCTs and the induction
supports that influence their developing self-efficacy beliefs. As with all research, it is
important to acknowledge the limitations of this study and its approaches.

Limitations

Several factors may affect the generalizability of the findings. Data collection
involved interview self-reports, which may be shaped by participants’ perceptions or
memories. In addition, several participants began teaching during the COVID-19
pandemic, which meant unusual conditions that may have influenced their induction

experiences.
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Delimitations

This study was intentionally limited to individuals who transitioned into
secondary teaching (Grades 7—12) after at least 2 years in a noneducation profession.
Participants were from urban and suburban public secondary schools in specific
geographic regions of the United States, and their experiences may not reflect those of
CCTs in rural, private, or international contexts. All participants had engaged in some
form of formal induction support, including mentorship or structured professional
development.

This study was delimited to focus on the collegial relationships of CCTs during
their first 3 years in the classroom, rather than examining all aspects of induction or
teacher preparation. The research centered on how interactions with mentors, peers, and
school colleagues influenced CCTs’ developing sense of self-efficacy. The study does not
provide a comprehensive evaluation of formal induction programs, but instead centers on
the relational dynamics that shape early teaching experiences.

Bandura’s (1997) self-efficacy theory guided the study’s attention to how specific
types of support—such as feedback, modeling, and emotional reinforcement—shaped
participants’ instructional confidence during the induction phase. These boundaries
helped ensure a focused and coherent inquiry into the experiences of career changers,
while acknowledging that findings may not be broadly representative of all new teachers
or school settings.

Definition of Key Terms
Alternative route program: A nontraditional pathway to teacher certification

designed for individuals who did not complete a teacher education program as part of
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their undergraduate degree. These programs often center on expedited training and on-
the-job learning to address teacher shortages (Institute of Education Sciences, 2015;
Richter et al., 2022).

Career-changer teachers: Individuals who transition into the teaching profession
after working in another career field, often through alternative certification pathways
rather than traditional teacher education programs. Researchers have referred to these
teachers as second-career, delayed entrants, or midcareer entrants (Coppe et al., 2022;
van Renselaar et al., 2025).

Collaborative school culture: An organizational environment in which educators
work together to share knowledge, resources, and support. Such collaboration fosters
professional growth, collective efficacy, and instructional improvement (Ronfeldt &
McQueen, 2017; Tschannen-Moran & Hoy, 2007).

Comprehensive teacher induction program: A coordinated set of supports for
beginning teachers, including mentoring, administrative support, collaboration time,
workload adjustments, and participation in professional networks (Carver-Thomas &
Darling-Hammond, 2017; Ingersoll & Strong, 2011).

COVID-19 pandemic: The global health crisis caused by the spread of
COVID-19 beginning in 2019, which significantly disrupted education systems. For new
teachers, this period altered induction experiences through remote learning, social
distancing, and reduced in-person collaboration (Garcia & Weiss, 2020a).

Emotional and physiological states: Affective conditions such as stress, anxiety,
and excitement that influence teachers’ perceptions of their capabilities. These internal

states contribute to or detract from the development of self-efficacy (Bandura, 1997).
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High-need school: Schools characterized by high levels of student poverty,
significant minority enrollment, and persistent challenges in recruiting and retaining
qualified teachers, particularly in hard-to-staff subjects such as mathematics, science, and
special education (Ingersoll & Merrill, 2011).

Induction phase: The first 1 to 3 years of teaching, marked by steep learning
curves, emotional adjustment, and socialization into the teaching profession. Support
during this phase can include mentoring, peer networks, and administrative guidance
(Feiman-Nemser, 2001; Ingersoll & Strong, 2011).

Mastery experiences: Direct experiences of success in teaching tasks, considered
the most powerful source of self-efficacy. Positive mastery experiences reinforce
confidence and motivation (Bandura, 1997).

Mentor teacher: An experienced educator assigned to support novice teachers
through observation, coaching, and feedback. Mentoring roles vary across districts based
on policy and certification requirements (America’s Institutes for Research, 2015).

Professional learning community: A structured group of educators that
collaborates regularly to improve instructional practices and student learning outcomes
through shared inquiry and reflection (Liu, 2022).

Social persuasion: Verbal encouragement and feedback from colleagues,
mentors, and supervisors that influence a teacher’s confidence and perceived competence
(Bandura, 1997).

Teacher attrition: The rate at which educators leave the profession, especially

prevalent in high-need schools. Contributing factors include inadequate support,
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challenging working conditions, and lack of professional growth opportunities (Garcia &
Weiss, 2020b; Ingersoll et al., 2021).

Teacher residency program: A preparation model that pairs teacher candidates
with experienced mentors in a yearlong clinical placement, while they complete
coursework and credentialing. Residencies are designed to build teaching skills and
support teacher self-efficacy (Carver-Thomas & Darling-Hammond, 2017).

Teacher self-efficacy: A teacher’s belief in their ability to plan and execute
effective instruction, manage classrooms, and promote student learning. It influences
persistence, resilience, and satisfaction (Bandura, 1997; Tschannen-Moran & Woolfolk
Hoy, 2001).

Teacher of record: The certified teacher officially responsible for instruction,
assessment, and academic outcomes in a specific classroom or subject (Institute of
Education Sciences, 2015).

Title I school: A school receiving federal funding under Title I, Part A of the
Elementary and Secondary Education Act (ESEA) to support academic achievement for
students from low-income families. Funds are used for instructional services, staff, and
intervention supports (U.S. Department of Education, 2016).

Vicarious experiences: Observing competent teaching practices by peers or
mentors, which helps new teachers internalize effective strategies and gain confidence
(Bandura, 1997; Coppe et al., 2022).

Organization of Study
The subsequent chapters present a thorough exploration of the relevant literature,

the research methodology, the findings, and the implications of this study. Chapter 2
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includes a review of literature on teacher shortages, the transition experiences of CCTs,
and the role of comprehensive teacher induction programs. There is a discussion of the
theoretical framework that informed the study, shaping both data collection and analysis.
Chapter 3 presents the qualitative research design, with details on the sample criteria,
participant recruitment strategies, data collection procedures, and data analysis methods.
There is an account of the steps taken to ensure the study’s validity and reliability.
Chapter 4 presents the findings from semistructured interviews with 11 CCTs who
participated in novice teacher induction programs, offering insights into their experiences
and perceptions of the support they received. Finally, Chapter 5 provides an analysis and
interpretation of the findings, discussing their implications for the design and
implementation of teacher induction programs. Recommendations for practice, policy,
and future research also appear to address the unique needs of CCTs and contribute to

their success and retention in the teaching profession.
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Chapter 2: Review of the Literature

Introduction

This chapter reviews the literature relevant to CCTs’ experiences, with a
particular focus on how induction shapes their self-efficacy during the first years of
teaching. As more individuals transition into teaching from other professions, they bring
diverse strengths and expectations into a role that is often defined by uncertainty,
complex demands, and relational intensity. Yet the induction experiences of career
changers—and how they intersect with their evolving beliefs about their capabilities—
remain underexamined.

The review begins with Bandura’s (1977, 1997) self-efficacy theory, which
provides a conceptual framework for understanding how teachers build or struggle to
build confidence in their practice. Next, the literature review presents the rise of
alternative certification programs within broader national teacher shortages and explores
the career changer pathway as both a response to these shortages and a unique
professional transition. Motivation, identity formation, and emotional adaptation are
central to understanding the career changer journey and are addressed in turn.

Subsequent sections present a synthesis of research on the role of induction in
shaping professional growth, the impact of school-based relationships on job satisfaction,
and the factors influencing career-changer retention, especially in high-need settings. The
research also indicates notable gaps in how the profession understands the specific

induction needs of CCTs, gaps that this study sought to fill.
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National Context and Teacher Shortages

The national teacher shortage has intensified over the past 2 decades, prompting
federal and state initiatives to expand access to the teaching profession through
alternative certification programs. Beginning in the 1980s, states authorized degree and
nondegree alternative route programs designed for individuals who already possessed a
bachelor’s degree and sought a quicker pathway into the classroom (National Center for
Alternative Certification, 2009). These programs emerged in response to staffing
shortages in key content areas such as science, mathematics, and special education, and
were often targeted at attracting midcareer professionals into teaching (Garcia & Weiss,
2020b; Ingersoll et al., 2022).

Alternative route programs vary widely in structure and rigor. Some programs
offer intensive summer training followed by on-the-job mentorship, whereas others
require concurrent enrollment in teacher preparation coursework while serving as the
teacher of record (Coppe et al., 2022; van Renselaar et al., 2025). Despite their
variability, these programs continue to serve as a critical entry point for CCTs, who are
drawn to the profession by the opportunity to earn certification without enrolling in
traditional education degree programs (Anthony & Ord, 2008; Garcia & Weiss, 2020b;
Grier & Johnston, 2009; Ingersoll et al., 2021).

The accessibility of alternative certification routes has played a key role in
expanding the teacher workforce by attracting individuals from other professions. NCES
(2022) data from the 2020-2021 school year showed that approximately 19.4% of all
public K—12 teachers entered the profession through an alternative route to certification,

supporting the vital role these pathways play in teacher recruitment. NCES 2011-2012
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data indicated that 30% of alternatively certified teachers reported working outside the
education field in the year prior to teaching, compared to only 9% of traditionally
certified teachers, highlighting the alternative route as a key pathway for career changers
(Kena et al, 2016). Although alternative routes have helped address staffing shortages,
many of these teachers are placed in hard-to-staff schools with limited preparation and
support, raising important questions about the effectiveness and equity of such policies
(Carver-Thomas & Darling-Hammond, 2017).

Federal programs such as Transition to Teaching and Troops to Teachers were
launched to incentivize midcareer professionals to enter high-need teaching roles. While
well-intentioned, these initiatives often struggled to retain participants in the long term
(Cowan et al., 2016; U.S. Department of Education, 2011). A significant proportion of
alternatively certified teachers were teaching in high-poverty or urban schools,
particularly in subject areas with high turnover, such as mathematics, science, and special
education (Darling-Hammond, 2000; Garcia & Weiss, 2020b; Ingersoll et al., 2021;
NCES, 2022).

Attrition remains a major contributor to teacher shortages, especially in Title I
schools. Ingersoll (2001, 2004) and Darling-Hammond (2001) highlighted the
consequences of teacher turnover on school stability and student achievement. Recent
analyses show that high attrition rates continue to disproportionately affect schools
serving low-income communities (Garcia & Weiss, 2020b; Ingersoll et al., 2021). Title I
urban and rural schools report the highest attrition rates, especially in mathematics,
science, and special education (Carver-Thomas & Darling-Hammond, 2017; Ingersoll et

al., 2021). High attrition comes at a steep financial cost. Replacing a single teacher can
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cost up to $20,000, or approximately 20% of a beginning teacher’s salary (Carver-
Thomas & Darling-Hammond, 2017; Garcia & Weiss, 2020b). Additionally, Djonko-
Moore (2015) found that urban public schools spend an estimated $70,000 annually on
teacher migration, underscoring the broader economic impact of teacher turnover.

To mitigate these challenges, many alternative certification programs require a 2-
to 3-year teaching commitment in high-need schools. However, this approach has yielded
mixed results. Research shows that some CCTs fulfill their commitment only to transfer
to more desirable schools once eligible, undermining the long-term impact of these
efforts (Coppe et al., 2022; Djonko-Moore, 2015; Glazer, 2018; Richter et al., 2022; van
Renselaar et al., 2025). These patterns indicate the need for targeted induction supports
that not only recruit career changers into the profession but also retain them by
addressing the unique challenges they face during the early years of teaching.

Recent scholars continue to emphasize the centrality of alternative certification
programs in addressing ongoing teacher shortages. Newton et al. (2020) found significant
variability in retention outcomes among CCTs enrolled in alternative certification
programs, suggesting that induction experiences play a critical role in determining
whether these individuals persist or leave the profession. Their findings show the
necessity of understanding career changer pathways not merely as recruitment tools but
as complex developmental processes that require targeted support systems to sustain
teacher commitment.

Alternative Certification and the Career-Changer Pathway
In response to persistent teacher shortages—particularly in STEM fields, special

education, and high-need schools—states expanded alternative certification pathways to
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increase the supply of qualified teachers. These programs provide expedited, flexible
routes to certification for individuals who already hold a bachelor’s degree, many of
whom came from science, business, or other professional backgrounds (Garcia & Weiss,
2020b; Ingersoll et al., 2022; NCES, 2022). CCTs now comprise a substantial share of
those entering teaching through alternative routes.

Alternative certification programs are not uniform; they vary widely in duration,
preservice training, mentorship structures, and expectations for clinical practice. Whereas
some offer extensive preparation and induction support, others provide little more than
brief summer workshops before placing CCTs as teachers of record (Foote et al., 2011;
Grossman & Loeb, 2008). As a result, the levels of pedagogical readiness and confidence
in classroom management vary considerably among alternatively certified teachers. For
many CCTs, the lack of substantial preservice teaching experience places a heavier
burden on induction support to fill gaps in preparation.

Career changers often enter teaching with strong self-efficacy in their subject area
knowledge and general professional competencies; however, this confidence can face
challenges amid the complex interpersonal, bureaucratic, and instructional demands of
the classroom (Anthony & Ord, 2008; Watters & Diezmann, 2015). Transitioning from
professional environments that value autonomy and collaboration into a school system
structured by rigid norms, isolation, and limited feedback may be disorienting (Bullough
& Knowles, 1990; Coppe et al., 2022; Snyder et al., 2013; van Heijst et al., 2025). The
identity shift from experienced professional to novice teacher could weaken CCTs’ initial
motivation and self-concept, especially when induction programs fail to offer targeted,

developmental support.
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As alternative certification pathways expand access and address workforce gaps,
their variability raises concerns about the long-term effectiveness and retention of
teachers. Some CCTs thrive when placed in schools with supportive cultures and well-
structured induction models, particularly when paired with mentors who understand their
unique transitions (Glazer, 2018; Van Zandt Allen, 2013). Others struggle with the abrupt
entry and lack of scaffolded development, especially if their prior experience is
undervalued or they lack peer collaboration.

In an assessment of alternative certification programs, Doty et al. (2023) found
that, while graduates generally reported strong self-efficacy, significant differences
emerged across the rigor, structure, and duration of preparation and induction. Similarly,
Uddin (2024) highlighted that career changers often experience substantial challenges in
classroom management and instructional planning when induction supports are limited or
mismatched with their specific needs. Uddin’s qualitative findings aligned with
participants’ experiences in this study, reinforcing the notion that preparation gaps can
negatively impact early teaching self-efficacy if not adequately addressed through
induction.

Haselkorn and Hammerness (2008) identified three categories of CCTs—delayed
entrants, midcareer changers, and second-career teachers—each with differing needs for
induction, professional identity development, and instructional coaching. Additional
typologies by Crow et al. (2005) and Anthony and Ord (2008) showed that motivations
for entering teaching—whether pragmatic, altruistic, or exploratory—also shape how

these teachers engage with induction and professional learning opportunities. These same
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challenges have persisted in recent studies, indicating the complex transitions career
changers navigate during induction (van Heijst et al., 2025; van Renselaar et al., 2025).

Ultimately, the promise of alternative certification lies not only in attracting
midcareer professionals into teaching but in supporting their development and retention
as effective educators. CCTs find their transitions shaped by more than program entry,
influenced by how their prior experiences align with school contexts and by the support
they receive in building a new professional identity.

Comprehensive Teacher Induction

Comprehensive teacher induction remains a critical factor in supporting novice
teachers, especially those entering the profession through nontraditional pathways.
Recent research has shown a strong association between comprehensive induction
programs—including structured mentoring, ongoing professional development,
administrative feedback, and opportunities for collaboration—and improvements in
instructional effectiveness and teacher retention (Kraft et al., 2021; Ronfeldt et al., 2021).
However, the design and implementation of these supports remain uneven, particularly in
schools serving high-needs populations, where many CCTs are placed (Carver-Thomas &
Darling-Hammond, 2017; Ingersoll & Strong, 2011).

In a correlational study, Han (2023) reinforced earlier work by showing that
teachers who perceive induction programs as helpful also report greater confidence in
their instructional abilities and are more likely to indicate intentions to remain in
teaching. Sheridan et al. (2025) extended this finding by identifying self-efficacy and
collective efficacy as crucial personal resources for sustaining teacher engagement,

particularly during periods of professional stress or transition. Sheridan et al. found that
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induction programs not only provide technical skills but also facilitate the emotional
resilience necessary for CCTs navigating the transition to teaching.

Although participation in induction programs has increased nationwide, only a
small percentage of new teachers receive what could be defined as comprehensive
support (Ingersoll et al., 2018; Sutcher et al., 2019). Although nearly 90% of beginning
teachers now receive some form of induction, the depth and quality of that support vary
significantly across states and districts (NCES, 2022). Often, support is limited to formal
mentorship or orientation, with little opportunity for sustained collaboration or
personalized coaching (Ronfeldt et al., 2021). These findings suggest that although
structural access to induction has improved, substantive access remains limited,
especially for alternatively certified teachers who may require differentiated supports.

For CCTs, these inconsistencies may be particularly detrimental. CCTs’ previous
professional experience often positions them with strong content knowledge and
workplace acumen, but they may lack formal training in pedagogy or the nuanced skills
of classroom management. Recent studies show that when CCTs receive mentorship
tailored to their specific context, such as content-aligned mentors or coaches with similar
life experiences, they report greater satisfaction and growth (Garcia et al., 2020b; Sutcher
et al., 2019). In contrast, generic mentoring approaches often fail to address the needs of
CCTs, who may not relate to mentors trained to support traditional-age teacher
candidates.

The role of the principal remains central to the success of induction. Kraft et al.
(2021) emphasized the importance of school leadership in creating conditions for

induction to thrive, including fostering a culture of shared learning, allocating time for
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peer collaboration, and maintaining a feedback-rich environment. For CCTs,
administrative feedback can serve as a critical form of social persuasion, influencing their
self-efficacy and beliefs about their fit in the profession. Yet evidence continues to show
that principal engagement in induction is highly variable, and often less consistent at the
secondary level (Kraft et al., 2021; Ronfeldt et al., 2021).

The COVID-19 pandemic placed further strain on the induction infrastructure.
Many early-career teachers, including CCTs, experienced disruptions in mentoring,
limited access to peer support, and fewer classroom observations, conditions linked to
elevated stress and reduced efficacy (Martinez et al., 2021). In response, some districts
piloted virtual induction models, which showed promise for accessibility but highlighted
the need for sustained relationships and context-specific support (Ingersoll et al., 2021).
These shifts supported the need to modernize induction systems to meet the evolving
needs of new teachers, particularly those entering from diverse professional backgrounds.

Career changers, as a population, also experience unique challenges with
induction structures built on assumptions of inexperience. Their age, prior leadership
roles, and exposure to workplace accountability systems may lead them to expect more
autonomy, feedback, and professional respect than they initially receive (Garcia et al.,
2020b; Watters & Diezmann, 2015). When induction programs fail to affirm their
expertise or provide opportunities for shared leadership, CCTs may disengage or question
their decision to enter teaching (Glazer, 2018; Van Zandt Allen, 2013).

To address these gaps, some districts and alternative certification providers have
begun piloting differentiated induction frameworks. These models include mentorship

pairings based on shared professional backgrounds, targeted workshops on pedagogical
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“unlearning” and adaptation, and reflective practice communities that allow career
changers to process their identity transitions in a supportive environment (Garcia et al.,
2020b; Sutcher et al., 2019). Empirical evaluation of these efforts is still emerging;
however, early findings suggest that such tailored supports can enhance CCTs’ job
satisfaction, self-efficacy, and retention, particularly in high-need schools (Carver-
Thomas & Darling-Hammond, 2017; Redding & Smith, 2016; Watters & Diezmann,
2015).

Comprehensive induction holds considerable potential for supporting CCTs, yet it
remains underutilized and rarely tailored to their professional trajectories. Although
existing research supports the general benefits of induction for novice teachers, including
increased retention and instructional growth (Ingersoll & Strong, 2011; Smith &
Ingersoll, 2004), few scholars have examined how these supports function for individuals
entering the profession from other careers. Career changers often bring valuable prior
experience but face distinct challenges, including identity reconstruction and navigating
elevated expectations without targeted support (Anthony & Ord, 2008; Coppe et al.,
2022; Richter et al., 2022; Watters & Diezmann, 2015). This study addressed that gap by
examining how collegial relationships during the early years of teaching influence CCTs’
self-efficacy beliefs and professional identity development. Understanding how CCTs
experience induction—not merely as a formal program, but as a set of relational and
instructional interactions—is essential to designing more responsive systems of support
(Carver-Thomas & Darling-Hammond, 2017; Coppe et al., 2022; Feiman-Nemser, 2001;

van Renselaar et al., 2025).
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Motivations of Career-Changer Teachers

Understanding why CCTs transition into the classroom is vital for contextualizing
their induction experiences and for developing professional self-efficacy. Although some
CCTs enter teaching due to labor market shifts or dissatisfaction with prior careers,
research consistently finds that many are following a desire to serve, teach, and
contribute to their communities (Anthony & Ord, 2008; Richardson & Watt, 2005).
Contemporary research indicates the COVID-19 pandemic and shifting career values as
catalysts for midcareer entrants pursuing teaching (Garcia & Weiss, 2020a; Zhang &
Bowers, 2022). CCTs’ motivations are multifaceted and influenced by a combination of
intrinsic, altruistic, and pragmatic factors, each shaping how they perceive their new roles
and respond to the supports available during induction.

Intrinsic motivations are often rooted in a personal calling to teach or a desire to
give back to the community (Richardson & Watt, 2005). More recent studies of career
changers support the prevalence of altruistic and identity-driven motivations, particularly
among those entering teaching after midlife transitions (Schutz et al., 2017; van
Renselaar et al., 2025). These individuals often bring a reflective disposition and strong
sense of purpose to their classrooms, which has been associated with increased
persistence and resilience during their novice years (Siostrom et al., 2023).

Altruistic motivations are also common among CCTs, including wanting to make
a difference, improve student outcomes, or give back to one’s community. In an
international review of career changer transitions, Laming and Horne (2013) found that
many midcareer entrants cited the desire to “do something meaningful” or “contribute to

society” as key drivers of their decision. These values may buffer early career stress and

27



boost persistence despite challenges, particularly when teachers are placed in schools
aligned with their values and mission.

At the same time, pragmatic motivations—such as job stability, benefits, and
alignment with family life—cannot be overlooked. Some CCTs view teaching as a
practical second career with compatible hours, strong job security, and accessible
pathways to employment (Anthony & Ord, 2008; Brown & Lent, 2013; Han, 2023; van
Heijst et al., 2025). Although not inherently less committed, CCTs primarily motivated
by extrinsic reasons may face greater early-career frustration and attrition risk (Kyriacou
& Coulthard, 2000). Some studies have found that sustained engagement among career
changers depends not only on motivation type but also on the quality of induction and
school context (Richter et al., 2022; van Renselaar et al., 2025).

Research also indicates the influence of push and pull factors in shaping career
change decisions. Push factors include dissatisfaction with previous careers, limited
advancement, or job burnout (Williams, 2010). These reasons continue to surface among
midcareer entrants, particularly in high-stress professions such as health care and
business (Coppe et al., 2022). The intersection of these forces means that many CCTs
enter teaching with a complex mix of motivations and expectations, some of which may
be unrealistic or go unmet without supportive school environments.

Studies such as those by Crow et al. (2005) and Anthony and Ord (2008) suggest
that identity formation for second-career teachers involves navigating tensions between
past and present roles. For example, “homecomers” always intended to teach and display
deep commitment; “converted” CCTs reoriented toward teaching after significant life or

career changes and bring strong convictions but may need more support; and
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“unconverted” CCTs may have more tenuous connections to teaching and are at greater
risk of dissatisfaction. Recent longitudinal studies show that identity negotiation is
ongoing, shaped by institutional norms, prior expertise, and peer interactions (Konig et
al., 2023; van Heijst et al., 2025). Understanding these distinctions is critical, as
motivational profiles may influence how teachers engage with induction and how they
interpret feedback, challenges, and their own performance.

These findings show that CCTs are not a monolithic group. Rather, CCTs’ diverse
motivations suggest the need for differentiated induction experiences that acknowledge
their prior expertise while supporting their pedagogical development and emotional
adjustment. When career motivations align with appropriate supports and opportunities
for early success, CCTs are more likely to build strong self-efficacy beliefs and remain in
the profession.

Teacher Identity Development and Transition Challenges

As CCTs move from their prior professions into the classroom, they undergo a
complex identity shift that involves unlearning former occupational norms and adopting
the values, language, and practices of the teaching profession. The transition process is
both cognitive and emotional and plays a critical role in shaping CCTs’ early self-
efficacy beliefs and long-term commitment to teaching (Flores & Day, 2006; Savickas,
2013; Snyder et al., 2013). Unlike traditional teacher candidates, who often transition
from student to teacher along a continuous trajectory, CCTs must reconstruct their
professional identities in a radically different cultural and organizational environment.

CCTs enter the profession with established professional identities, and their

development is shaped not only by learning to teach but also by how they reconcile past
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experiences with current role expectations. Alsup (2006) suggested that teacher identity is
socially negotiated, shaped by interactions and role boundaries within school
communities. For CCTs, identity development is highly relational and context-dependent,
with prior career experiences, institutional support, and collegial relationships playing a
central role in shaping their transition into the teaching profession (Hogg et al., 2024).

Studies have shown that the shift from previous professional roles to that of a
novice teacher can be marked by disorientation, particularly when the new environment
offers little opportunity to integrate prior knowledge or when CCTs encounter resistance
to innovation or reform-oriented thinking (Coppe et al., 2022; Crow et al., 2005). This
tension is especially pronounced for CCTs who held positions of authority or autonomy
in their prior careers, only to find themselves in highly structured school settings where
decisions are constrained by standardized policies and accountability systems
(Ruitenburg & Tigchelaar, 2021).

Emotional dissonance is a common feature of this identity transition. CCTs often
report a loss of professional confidence during their early teaching years, even as they
retain a strong sense of purpose and content expertise (Anthony & Ord, 2008; Watters &
Diezmann, 2015). The sudden immersion into classrooms—often with minimal
preservice preparation—can heighten feelings of inadequacy, particularly when induction
programs fail to offer structured opportunities for reflection, peer collaboration, or
feedback on instructional practices. These experiences closely align with Bandura’s
(1997) concept of emotional and physiological states as sources of self-efficacy, in which
feelings of stress and isolation could erode new teachers’ belief in their capacity to

succeed.
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Research on teacher identity further shows how race and cultural background
shape the experiences of teachers of color during their early years. New teachers of color
often report the absence of mentors or leaders who share their racial and cultural
identities, which can make professional guidance feel less affirming and culturally
relevant (Daly et al., 2024). These teachers also describe persistent low expectations from
colleagues, exposure to microaggressions, and typecasting into disciplinarian roles,
factors that could hinder the development of a positive professional identity and limit
opportunities to build efficacy through supportive relationships (Powell et al., 2024).
These identity-shaping dynamics are especially important in alternative preparation
programs, which enroll a larger proportion of teachers of color than traditional pathways
and often place them in high-need schools where systemic inequities are more
pronounced (U.S. Department of Education, 2024). Acknowledging these patterns
indicates the need to consider educator diversity as a factor in how CCTs construct their
professional identities and sustain their commitment to teaching (Bettini et al., 2022).

Supportive school cultures, collegial collaboration, and reflective mentorship are
key mediators of this transition. When school leaders and colleagues recognize and
validate CCTs’ prior experiences as they scaffold their adaptation to teaching norms,
CCTs are more likely to experience a coherent integration of their past and present
identities (Flores & Day, 2006; Glazer, 2018). Conversely, when administrators dismiss
CCTs’ prior expertise or provide unclear expectations, CCTs may struggle to reconcile
their professional self-concept, leading to frustration and attrition.

The emotional labor of teaching, particularly in high-need urban schools, adds an

additional layer of complexity. Siostrom et al. (2023) and Herman et al. (2018)
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underscored how emotional exhaustion could undermine teacher efficacy and
satisfaction. For CCTs, who often enter the profession with high hopes and idealistic
visions of impact, the disconnect between expectations and reality can be stark. This
disconnect supports the need for induction programs that not only address skill
development but also support identity negotiation and emotional resilience.

For CCTs, the process of becoming a teacher is as much about reconstructing the
self as it is about acquiring new competencies. CCTs’ evolving sense of “who [ am as a
teacher” is central to how they respond to feedback, build relationships, and persevere
through challenges. These considerations indicate the importance of examining how
induction and socialization processes reinforce or challenge these identity dynamics for
CCTs, particularly those entering the profession through alternative pathways.
Induction and Socialization Into Teaching

For CCTs, successful entry into the teaching profession requires more than
certification; it also demands a thoughtful, structured socialization process. Induction—
the phase of support that bridges preservice preparation and in-service practice—plays a
pivotal role in this process, especially for those entering through alternative certification
routes. Although induction can serve as a critical scaffold for building instructional
competence and professional identity, the effectiveness of induction programs is often
variable and inconsistently applied (Ingersoll & Strong, 2011; Van Zandt van Heijst,
2013).

Feiman-Nemser (2001) described induction as a phase of teacher learning,
emphasizing the importance of early-career support. Recent researchers have built on this

sentiment, arguing that career changers, in particular, require differentiated induction
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models tailored to their backgrounds and professional trajectories (Ronfeldt & McQueen,
2017; van Renselaar et al., 2025). Research has shown that formal induction structures
can vary greatly in intensity and coherence (Ingersoll & Strong, 2011). Current studies
suggest that induction for alternatively certified teachers is often less comprehensive,
with gaps in mentorship, planning support, and feedback mechanisms (Richter et al.,
2022; Sheridan et al., 2025).

Formal induction structures—such as mentoring, professional learning
communities, and regular formative feedback—may directly impact a novice teacher’s
sense of efficacy and likelihood of staying in the profession (Glazerman et al., 2010;
Ingersoll, 2012; Wong, 2004). These structures align closely with Bandura’s (1997)
sources of self-efficacy. For instance, guided observation and co-teaching with a mentor
provide vicarious learning opportunities. Feedback from administrators and colleagues
offers social persuasion. Protected opportunities for reflection on classroom successes or
struggles reinforce mastery experiences, whereas supportive relationships may buffer the
emotional and physiological stressors of early teaching.

However, despite federal investments in induction models through programs such
as Transition to Teaching and the New Teacher Center initiatives, implementation at the
local level remains uneven. Studies have found that the scope and quality of induction
can significantly shape early career teachers’ sense of efficacy and professional growth
(Ingersoll & Strong, 2011). More recent researchers have reinforced this finding,
particularly for career changers who benefit from targeted supports that acknowledge
their distinct learning needs (Richter et al., 2022; Ronfeldt & McQueen, 2017). For

example, CCTs in this study reported vastly different experiences: Some received regular
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mentoring and feedback aligned with their subject area, whereas others navigated
complex classroom challenges with minimal guidance.

This inconsistency is particularly problematic for CCTs because their professional
socialization differs from that of traditionally prepared teachers. Many CCTs come from
careers with more established collaboration, autonomy, and professional recognition.
When induction support fails to recognize or leverage CCTs’ prior knowledge or to
provide sufficient scaffolding for learning new pedagogical skills, CCTs may question
their fit or future in the profession (Coppe et al., 2022; van Heijst et al., 2025; Van Zandt
Allen, 2013; Watters & Diezmann, 2015).

Moreover, mentoring relationships are not always effective. Simply assigning a
mentor is insufficient if that mentor does not share the CCT’s content area, lacks training
in adult development, or fails to establish a trusting, reflective partnership (Foote et al.,
2011; LoCascio, 2016). These challenges could increase when mentors do not share
CCTs’ cultural or racial identities, or when mentoring pairs avoid engaging with issues of
race and equity. In such cases, the developmental potential of mentoring is constrained,
limiting opportunities for affirmation and culturally responsive guidance (Daly et al.,
2024; Powell et al., 2024). When done well, however, mentoring can be transformative,
helping CCTs reconcile their previous professional identities with their new role as
educators, and reinforcing their belief that they can succeed in the classroom.

Ultimately, induction is not a technical fix, but a relational and developmental
process that requires coherence, intentionality, and cultural responsiveness. The
socialization of CCTs depends on more than procedural onboarding; it also relies on

whether they feel valued, supported, and professionally recognized.
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Organizational Support and Job Satisfaction

As CCTs navigate the unfamiliar classroom landscape, their perceptions of
organizational support significantly influence both their self-efficacy development and
long-term job satisfaction. Whereas personal motivation and prior professional
experience are key entry points, the degree to which CCTs thrive in teaching is largely
determined by the conditions they encounter upon arrival, specifically, how they are
supported by mentors, administrators, colleagues, and the broader school culture.

Organizational support includes both structural and interpersonal elements, such
as principal feedback, collegial collaboration, mentoring, access to resources, and
opportunities for professional learning. These factors are particularly salient for CCTs,
who are adapting not only to a new job but to an entirely new professional culture. Unlike
traditional new teachers, CCTs bring established workplace identities and expectations
about autonomy, communication, and professionalism that may or may not align with the
realities of school environments (Crow et al., 2005; Reynolds, 2020; Watters &
Diezmann, 2015).

Recent researchers have underscored the pivotal role of organizational support for
novice teachers, particularly career changers who often bring expectations from prior
professional settings. Sheridan et al. (2025) noted that workplace supports—such as
mentoring relationships, positive administrative feedback, and structured peer
collaboration—play a critical role in teacher engagement and perceived professional
effectiveness. Their conclusions reinforced the assertion that organizational support
influences CCTs’ beliefs about their capability and shapes their long-term commitment to

the profession.
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A supportive school environment plays a vital role in shaping new teachers’
beliefs about their competence and belonging (Johnson & Birkeland, 2003). Researchers
continue to emphasize the importance of collegial trust and collaborative norms in
promoting retention, particularly among alternatively certified teachers (Ingersoll et al.,
2021; Sheridan et al., 2025). CCTs may struggle with organizational efficacy during the
transition period. Without explicit efforts to welcome, integrate, and affirm their
contributions, CCTs may feel marginalized or underutilized.

Principals and instructional leaders are critical actors in this dynamic. Research
shows that supportive communication and clear expectations from administrators
contribute positively to new teachers’ sense of belonging and professional growth
(Burkhauser, 2017; Richter et al., 2022; van Renselaar et al., 2025). For CCTs, this
feedback serves as social persuasion, reinforcing their belief that they can meet classroom
demands and that they are valued members of the school community. However,
principals who assume that CCTs need less guidance because of their age or prior
experience may inadvertently neglect their key developmental needs (Anthony & Ord,
2008; Coppe et al., 2022; Sheridan et al., 2025; Van Zandt Allen, 2013).

Mentoring is another essential component of organizational support. Although all
novice teachers benefit from high-quality mentoring, CCTs are more likely to gain when
matched with content-area mentors who provide practical, judgment-free feedback (Foote
etal., 2011; LoCascio, 2016). Effective mentoring helps CCTs contextualize their prior
knowledge, adapt to instructional challenges, and interpret student and school dynamics.

Mentors also serve as a source of vicarious learning and emotional support, helping CCTs
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avoid feelings of isolation or imposter syndrome during the early years of teaching
(Bravata et al., 2020).

Beyond formal mentoring, collegial relationships significantly impact CCTs’ job
satisfaction and retention. Many career changers come from collaborative work cultures,
yet the traditional teaching environment can be highly individualistic, governed by norms
of privacy and autonomy (Feiman-Nemser et al., 1993; Lortie, 1975; Ronfeldt &
McQueen, 2017; van Heijst et al., 2025). CCTs frequently report frustration at the lack of
structured opportunities to engage with peers, share ideas, or co-plan instruction. These
missed opportunities lead to inhibited instructional growth and weakened professional
identity formation, reducing teachers’ sense of connection to the school community
(Johnson & Kardos, 2005; Watters & Diezmann, 2015).

In contrast, schools that cultivate a culture of collaboration—through common
planning time, peer coaching, or instructional rounds—offer fertile ground for building
both efficacy and satisfaction. Such environments allow CCTs to test their ideas, receive
feedback, and feel part of a shared mission, which can be especially motivating for
individuals who entered teaching out of a desire to contribute meaningfully to students
and society (Anthony & Ord, 2008; Han, 2023; Snyder et al., 2013; van Renselaar et al.,
2025).

Career-Changer Retention and Attrition

CCTs bring valuable skills, life experience, and a strong sense of purpose to the
classroom; however, their long-term retention in the profession remains a complex and
pressing issue. The same factors that draw CCTs into teaching—intrinsic motivation, a

desire to contribute, and flexible certification pathways—do not always guarantee
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sustained commitment. A growing body of research suggests that many CCTs leave
teaching within their first few years, often due to unmet expectations, inadequate support,
and a mismatch between their professional identities and classroom realities (Djonko-
Moore, 2015; Glazer, 2018).

Newton et al. (2020) offered a nuanced analysis of why some career changers
persist in teaching, whereas others leave shortly after certification. The findings indicated
that factors such as adequate induction, personalized mentoring, and affirmation of prior
professional experience significantly enhance retention among CCTs. These insights
aligned with the themes that emerged in the current study and underscore the importance
of differentiated induction supports tailored to CCTs’ unique identities and experiences.

Attrition among CCTs is influenced by both personal and institutional factors.
From a personal perspective, some CCTs enter teaching with idealized expectations
shaped by prior experiences in structured, collaborative, and well-resourced work
environments. The sudden transition into underresourced classrooms, often in high-need
schools, may be jarring, especially when accompanied by limited induction or
professional mentoring (Anthony & Ord, 2008; Watters & Diezmann, 2015). Other CCTs
discover that their sense of efficacy, initially bolstered by confidence in their content
knowledge and prior work experience, erodes when they face classroom management
issues, inconsistent administrative support, or a lack of collegial collaboration (Crow et
al., 2005; LoCascio, 2016).

Institutionally, the design and quality of alternative certification programs and
induction structures play a significant role in CCTs’ decision to remain in teaching. Many

alternative certification pathways require CCTs to teach in high-poverty, hard-to-staff
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schools, where the demands on novice teachers are particularly high. Although intended
to address teacher shortages, such placements—especially without sustained
mentorship—may accelerate burnout and disillusionment (Carver-Thomas & Darling-
Hammond, 2017; Smith & Ingersoll, 2004).

The Learning Policy Institute (Carver-Thomas & Darling-Hammond, 2017) found
that Title I schools experience significantly higher attrition rates, and teachers from
alternative certification routes were 80% more likely to leave these schools compared to
their traditionally prepared counterparts. Financial pressures also contribute. Replacing a
teacher costs districts between $20,000 and 20% of a beginning teacher’s salary, with
urban districts spending up to $70,000 annually due to teacher migration (Dangel, 2006;
Djonko-Moore, 2015). For CCTs, many of whom are midcareer professionals
accustomed to higher compensation and workplace benefits, these conditions can
compound dissatisfaction and prompt them to reconsider their career change.

Still, research suggests that retention is not simply a matter of initial preparation
or school placement, but deeply connected to whether teachers develop a strong
professional identity and sense of efficacy in their early years. Flores and Day (2006),
Brown and Lent (2013), and Snyder et al. (2013) found that retention is strongly
correlated with the development of a cohesive teacher identity, supported by
organizational affirmation, interpersonal connections, and opportunities for continued
learning. Without these, even the most motivated CCTs may question whether teaching

aligns with their long-term professional aspirations.
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Gaps in the Literature and Rationale for the Study

Although the body of literature is expanding, recent studies indicate persistent
gaps in understanding precisely how career changers interpret and respond to induction
supports. Uddin’s (2024) qualitative analysis aligned with the assertion that career
changers are underserved by generic induction models. Additionally, Han (2023) noted
that while there is growing recognition of induction’s importance, a nuanced
understanding of how induction programs shape self-efficacy, particularly among career
changers, remains limited. These recent contributions further justify the study’s focus on
the qualitative interpretations CCTs themselves offer of their induction experiences.
Much of the existing research focuses either on broad patterns of teacher attrition or on
the structural features of alternative certification programs, without closely examining
how the induction process interacts with the personal and professional identities that
CCTs bring to teaching (Glazer, 2018; Grossman & Loeb, 2008; Haselkorn &
Hammerness, 2008).

Although this study centers on the induction and self-efficacy development of
CCTs, it is important to acknowledge that workforce diversity itself has been recognized
nationally as a shortage area. Federal and state initiatives have invested considerable
funding and policy attention into strengthening the educator pipeline and increasing the
number of teachers of color, with induction positioned as one of the levers for supporting
retention (U.S. Department of Education, 2024). These broader efforts reflect a
recognition that diversifying the teacher workforce is not only a matter of equity but also
a strategy for addressing shortages in high-need schools. Although the present study did

not address these policy initiatives directly, situating the work in this broader context
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underscores the importance of understanding induction as a point at which issues of
teacher quality, retention, and diversity converge (Bettini et al., 2022).

Beyond these concerns, researchers have paid little attention to how identity-
related factors—such as age, race, gender, and prior career experience—influence CCTs’
perceptions of support and belonging. Although research on novice teachers has shown
that identity shapes induction experiences (Achinstein & Ogawa, 2011; Flores & Day,
2006), few studies apply an intersectional lens to the experiences of career changers. This
leaves unanswered questions about how demographic differences intersect with
professional transitions to affect self-efficacy and retention. Attending to these
dimensions would not only enrich understanding of career changers’ induction
experiences but also inform more equitable and responsive systems of support.

Studies have provided useful characterizations of teacher learning trajectories,
often shaped by prior experience and perceived agency (Beauchamp & Thomas, 2009).
Current researchers continue to emphasize the role of reflective sense-making and
institutional feedback in shaping the evolving identities of career changers (Konig et al.,
2023; van Renselaar et al., 2025). Bandura’s (1997) self-efficacy theory offers a valuable
framework for such an investigation, but its application to alternative certification and
induction experiences remains limited. In particular, few researchers have explored how
the four sources of self-efficacy—mastery experiences, vicarious experiences, social
persuasion, and emotional and physiological states—operate specifically for CCTs within
high-need school contexts.

Although researchers have identified that many alternative certification programs

offer uneven preservice preparation and induction support (Feistritzer & Haar, 2006;
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Foote et al., 2011; Richter et al., 2022; van Renselaar et al., 2025), there is insufficient
qualitative evidence that centers the voices of CCTs themselves. Understanding how
these teachers interpret the support they receive—or fail to receive—during their
induction period is essential to building responsive systems that meet the needs of this
growing, diverse segment of the workforce.

This study addressed these gaps by examining how CCTs perceive and experience
induction support in their first years of teaching. Using Bandura’s (1997) theory as a
conceptual lens, this study was an investigation of how different forms of support—
mentorship, peer modeling, feedback, and school climate—shape their evolving beliefs
about their capacity to succeed in the classroom. In doing so, the study not only extends
theoretical understanding of self-efficacy development among CCTs but also provides
practical insights for designing more effective and differentiated induction models within
alternative certification pathways.

Conceptual Framework: Self-Efficacy Theory

This study was grounded in Bandura’s (1977, 1997) self-efficacy theory, which
provides a well-established lens for understanding how individuals come to believe in
their own competence. Self-efficacy refers to one’s belief in their capacity to perform
tasks and achieve desired outcomes. These beliefs are especially important during periods
of professional transition, such as the first years of teaching, when uncertainty is high and
feedback is inconsistent. Bandura (1997) identified four key sources of efficacy
information: mastery experiences, vicarious experiences, social persuasion, and

emotional and physiological states. These sources guided the study’s exploration of how
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CCTs develop confidence in their teaching practice and interpret the induction supports
and relationships that shape their early career experiences.

Mastery experiences are the most powerful source of self-efficacy, formed
through direct engagement with challenging tasks. Successfully managing a classroom,
differentiating instruction, or reaching a difficult student reinforces a sense of
competence. Conversely, repeated struggles—particularly without support—can diminish
self-efficacy (Bandura, 1997).

Vicarious experiences arise when individuals observe others performing tasks and
derive a sense of “If they can do it, I can, too.” For career changers with little formal
training in pedagogy or classroom management, observing experienced educators can be
instrumental. In particular, mentors who model effective practices offer both practical
strategies and reassurance. LoCascio (2016) found that novice teachers benefited most
when their mentors shared similar grade level or content expertise.

Social persuasion refers to feedback, encouragement, and evaluation from others
that can influence self-efficacy beliefs (Bandura, 1997). Recent findings suggest that
constructive, targeted feedback from mentors or administrators plays a crucial role in
shaping the confidence of alternatively certified teachers (Coppe et al., 2022; Ronfeldt &
McQueen, 2017).

Emotional and physiological states—such as anxiety, excitement, fatigue, or
stress—also influence self-efficacy beliefs. Teachers entering the profession from other
careers often encounter a steep learning curve, coupled with a shift in identity and
expectations. These emotional transitions can be especially pronounced for CCTs who

are navigating not just a new role, but a new professional culture. Bandura (1997) noted
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that emotional arousal influences how individuals interpret their readiness for action.
Research by Watters and Diezmann (2015) and Trent (2016) found that career changers’
sense of self-efficacy developed through interactions with colleagues and learners. This
finding continues to hold true, as recent studies demonstrate that relational affirmation
and professional validation remain key for midcareer entrants’ efficacy development
(Sheridan et al., 2025; van Heijst et al., 2025). Friedman and Kass (2002) defined teacher
self-efficacy as

the teacher’s perception of his or her ability to (a) perform required professional

tasks and to regulate relations involved in the process of teaching and educating

students (classroom efficacy), and (b) perform organizational tasks, become part

of the organization and its political and social processes. (p. 684)

This expanded definition underscores that for teachers—especially career changers—
efficacy is shaped not just by what happens in the classroom, but also by how well they
navigate the institutional and relational aspects of schooling.

The broader literature also indicates the importance of timing and school context.
According to the New Teacher Center, most beginning teachers cycle through six
emotional phases in their first year: anticipation, survival, disillusionment, rejuvenation,
reflection, and anticipation (Watkins, 2016). For CCTs, who often enter the profession
with limited pedagogical preparation, early classroom experiences can prompt emotional
highs and lows (Heinz, 2015). New research supports this, noting that career changers’
early emotional responses to student engagement and classroom management can
influence their long-term commitment (Han, 2023; Richter et al., 2022). Whether these

emotional experiences influence self-efficacy depends in part on how well initial
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expectations align with classroom realities and whether teachers receive consistent
emotional and instructional support during their early years (Bandura, 1997; Coppe et al.,
2022; Ingersoll & Strong, 2011; Johnson & Kardos, 2005; van Renselaar et al., 2025).

The literature suggests that self-efficacy is not static. For career changers, early
experiences of success, modeling, affirmation, and support can catalyze growth in self-
belief. Although their content expertise may anchor confidence in subject matter, many
feel less prepared for the emotional labor, relational demands, and bureaucratic pressures
of the teaching profession (Anthony & Ord, 2008).

Figure 1 presents the conceptual framework guiding this study, which was
grounded in Bandura’s (1977, 1997) selt-efficacy theory. The framework shows how
CCTs develop self-efficacy beliefs during the early years of teaching, particularly
through interactions with colleagues central to the induction process. These colleagues—
mentor teachers, school principals, internal school-based peers, and external teacher
networks—play a critical role in shaping novice teachers’ perceptions of their
effectiveness.

The pyramid in the figure represents a continuum of perceived teaching
effectiveness, ranging from low to high. Along this continuum, Bandura’s four sources of
self-efficacy are situated: prior experience (mastery experiences), observation (vicarious
experiences), verbal persuasion, and physiological cues. Each of these sources
contributes to a teacher’s belief in their capability to succeed in the classroom. Prior
experience influences the impact of successful or unsuccessful teaching experiences on
self-efficacy. Observation involves learning through modeling others’ behaviors and

outcomes. Verbal persuasion refers to the impact of affirming or critical feedback from
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colleagues or supervisors. Physiological cues denote emotional and physical reactions,
such as anxiety or excitement, which affect confidence.

The left side of the figure shows that collegial relationships are central to
activating these sources. For example, mentor teachers can facilitate mastery experiences
and offer verbal persuasion; observing skilled colleagues provides vicarious learning; and
supportive environments can buffer negative physiological responses. The framework
ssssshows how CCTs’ early experiences with school-based and external colleagues shape

their developing sense of self-efficacy.

Figure 1

Conceptual Framework
Colleagues Central to Prior Experience
Teacher Induction The teacher's successor fai-
Mentor Teacher with similar tasks.

School Principal
Teacher Colleagues (Internal)

Observation
Teacher Metworks (External . .
S QOsserving the behaviors
e — and consequencess of

similar models.,

Verbal Persuasion
Encouraging or discourging
messages from others.

Effecfiveness

Physiological Cues
Cues from the teacher can
be interpreted as excitment

or anxiety.

Note. Adapted from “Self-Efficacy: Toward a Unifying Theory of Behavioral Change,”
by A. Bandura, 1997, Psychological Review, 84(2), 191-215.

Summary

This chapter provided a synthesis of the literature on CCTs’ induction experiences
and how these experiences shape their developing self-efficacy. The review began with
situating the study within the broader national context of teacher shortages, highlighting

the significant role that alternative certification programs play in addressing staffing
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needs, particularly in high-need content areas and school settings (Carver-Thomas &
Darling-Hammond, 2017; Ingersoll & Strong, 2011). Despite their critical role in
recruitment, these programs vary substantially in quality and structure, often resulting in
uneven preparation and inconsistent support for career changers transitioning into
teaching (Grossman & Loeb, 2021; Newton et al., 2020; Uddin, 2024).

Grounded in Bandura’s (1977, 1997) self-efficacy theory, the chapter showed
how the four primary sources of self-efficacy—mastery experiences, vicarious learning,
social persuasion, and emotional and physiological states—inform career changers’
beliefs about their teaching capabilities. Although much existing research on teacher self-
efficacy has focused on traditionally prepared teachers, this review underscored the
unique circumstances of CCTs, who often enter classrooms with substantial prior
experience but limited pedagogical training (Anthony & Ord, 2008; Watters &
Diezmann, 2015).

The literature showed that the motivations guiding career changers into teaching
are diverse and complex, ranging from intrinsic desires for meaningful work and
community impact to pragmatic considerations of career stability (Anthony & Ord, 2008;
Laming & Horne, 2013). These motivations significantly shape their expectations and
responses to induction supports. Additionally, the transition from prior professional
identities into teaching requires CCTs to navigate considerable emotional and identity-
related challenges, often leading to heightened vulnerability when support structures are
inadequate or mismatched to their needs (Flores & Day, 2006; Sheridan et al., 2025;

Snyder et al., 2013).
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Comprehensive induction emerged as critical for the professional growth and
retention of novice teachers, yet significant inconsistencies remain in its implementation
(Han, 2023; Ronfeldt et al., 2021). Career changers frequently report that traditional
induction programs fail to recognize or leverage their prior expertise, leaving them
feeling isolated and inadequately prepared (Glazer, 2018; Uddin, 2024). Mentoring
emerged as particularly influential, but its effectiveness varied greatly based on mentor
compatibility, content relevance, and relational quality (LoCascio, 2016).

Organizational supports, such as principal engagement, feedback, and structured
opportunities for collaboration, are essential in shaping CCTs’ professional identities,
instructional confidence, and retention decisions (Sheridan et al., 2025). Conversely,
insufficient organizational support was associated with decreased job satisfaction, lower
self-efficacy, and increased attrition, particularly in high-need urban and rural schools
(Carver-Thomas & Darling-Hammond, 2017; Newton et al., 2020).

The review indicated clear gaps in existing scholarship, notably the limited
qualitative exploration of how career changers themselves interpret their induction
experiences. By addressing these gaps, this study provides a deeper understanding of the
specific supports and relationships that meaningfully influence CCTs’ self-efficacy and
professional growth. Chapter 3 will present the methodological approach employed to

explore these issues, laying the groundwork for the findings presented in Chapter 4.

48



Chapter 3: Methodology

Overview of Methodology

This chapter presents the methodology used to examine how CCTs experience
induction support during their early years in the classroom and how those experiences
relate to their developing sense of self-efficacy. Grounded in a basic qualitative research
design, this study was a means to understand how CCTs make meaning of the
professional relationships, resources, and supports they encounter during the induction
phase of their teaching careers. There was particular attention given to how these teachers
describe the role of colleagues—including mentors, instructional coaches, and school
administrators—in shaping their instructional confidence and professional growth.

A basic qualitative design was well-suited for studies focused on interpretation
and meaning-making, especially when the goal is to understand how individuals
experience and respond to specific social and institutional contexts. As Merriam and
Tisdell (2016) explained, this approach is appropriate when the researcher seeks to
explore “how people interpret their experiences, how they construct their worlds, and
what meaning they attribute to those experiences” (p. 24). The open-ended nature of the
research question and its emphasis on interpretation made it particularly well-suited for
qualitative inquiry. Qualitative research is a means to explore how individuals understand
and construct meaning from their experiences, especially in educational settings where
beliefs, emotions, and relationships play a significant role (Denzin & Lincoln, 2018;
Merriam & Tisdell, 2016). In the case of CCTs—who bring prior professional identities,
varying expectations, and diverse backgrounds into the teaching profession—qualitative

inquiry allowed for a closer examination of how they negotiate their new roles and
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evaluate the support they receive. In this study, the aim was not to measure variables or
establish causal relationships, but to uncover how CCTs describe the connections they
make between their early-career supports and their developing self-perceptions as
teachers. These goals aligned with the foundational principles of qualitative research,
which emphasize depth, context, and the centrality of participants’ perspectives (Creswell
& Poth, 2018; Patton, 2015).

Prior researchers on career changer teacher induction have largely drawn from
case studies of specific programs (Anthony & Ord, 2008; Foote et al., 2011; Middleton &
D’warte, 2023; Runhaar et al., 2023; Troesch & Bauer, 2017; Watters & Diezmann,
2015) or broad-scale quantitative analyses using datasets such as the Schools and Staffing
Survey (Coppe et al., 2022; Ingersoll, 2001; Ingersoll & Strong, 2011; Troesch & Bauer,
2020). Although these researchers offered valuable insights into trends and program-
specific outcomes, they have left unanswered how CCTs themselves interpret the
induction supports they receive and how those supports shape their developing self-
efficacy across varied teaching contexts. A qualitative approach was necessary to address
this gap, allowing for in-depth exploration of how participants described their induction
experiences, the meanings they ascribed to collegial relationships, and the influence of
those experiences on their evolving professional beliefs.

This methodological approach aligned with the study’s conceptual grounding in
Bandura’s (1977, 1997) self-efficacy theory, which identifies mastery experiences,
vicarious learning, social persuasion, and emotional and physiological states as key
sources of self-efficacy. By allowing participants to reflect in their own words on how

different forms of collegial support influenced their confidence and effectiveness as
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teachers, the qualitative design enabled exploration of the interplay among context, social
interaction, and belief formation in meaningful and nuanced ways.

Data collection relied on semistructured interviews with CCTs who had
completed at least 1 year of teaching and had participated in some form of induction
support. This interview format allowed for flexible questioning while ensuring
consistency across core topics. Participants were encouraged to share specific
experiences, both affirming and challenging, that shaped their perceptions of their
competence and growth during the induction process. In line with qualitative research
principles, the study prioritized participants’ voices and perspectives as central sources of
knowledge about what support looked like in practice and how it was received (Creswell
& Poth, 2018; Patton, 2015).

The study had several methodological tools to ensure rigor, transparency, and
credibility throughout data collection and analysis. Semistructured interviews served as
the primary data collection method, yielding rich, descriptive accounts of participants’
lived experiences. Thematic analysis was used to identify patterns and themes across
participant narratives, with multiple rounds of coding to capture both commonalities and
unique insights (Braun & Clarke, 2022). Analytic memo writing supported the
development of interpretations by enabling ongoing reflection on emerging findings and
their relationships to the conceptual framework (Saldana, 2021). An audit trail
maintained throughout the study was a means to document coding decisions,
methodological choices, and data organization strategies, thereby enhancing the
dependability and transparency of the findings (Tariq, 2025). Finally, the use of rich,

thick description in the presentation of results ensured that participant perspectives were
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conveyed with sufficient depth and context to support transferability (Lincoln & Guba,
1985/2024; Tariq, 2025; Younas et al., 2023).

This methodological approach reflected the study’s broader goal of producing
findings that are contextually situated and analytically rich, rather than predictive or
generalizable (Lincoln & Guba, 1985/2024). With an exploration of the diverse
perspectives of CCTs across various school settings, the study contributes to the growing
body of research that recognizes teacher development as relational, identity-driven, and
shaped by the intersection of personal history and institutional support (Beauchamp &
Thomas, 2009; Hogg et al., 2024).

Research Question

This study was guided by the following research question:

RQ: What connections, if any, do CCTs make between novice teacher induction

support provided by colleagues and their self-efficacy beliefs?

This research question was grounded in the understanding that early career teachers’
development, particularly those entering from prior professions, is deeply influenced by
their social context, prior experiences, and professional relationships (Alsup, 2006; Hogg
et al., 2024).

CCTs do not enter the profession as novices in all respects; rather, they bring
complex identities, skills, and expectations shaped by their previous careers (Barnett et
al., 2023; Flores & Day, 2006). Exploring how CCTs describe and interpret the induction
support they receive, and how they connect that support to the formation of their self-
efficacy beliefs, required a methodological approach capable of capturing individual

meaning-making and contextual nuance.
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The research question was a response to calls in the literature for more studies that
explore teacher induction and self-efficacy development from the perspective of teachers
themselves (Ingersoll & Strong, 2011; Han, 2023; Kwok & Cain, 2023; Le Maistre &
Paré, 2010; Orakecr et al., 2023). Research has shown that collegial support, mentoring
relationships, and professional learning communities contribute to teacher retention and
growth (Han, 2023; Norman & Feiman-Nemser, 2005; Smith & Ingersoll, 2004), yet less
is known about how teachers from nontraditional pathways describe these experiences
and make sense of their impact on instructional confidence. A qualitative approach,
particularly one focused on CCTs’ voices and perceptions, allowed for a more nuanced
understanding of these processes.

Epistemology

Epistemology refers to the nature of knowledge and how we come to know what
we know in the context of research (Crotty, 1998). Epistemology shapes the assumptions
researchers make about the legitimacy of knowledge, the role of the researcher, and the
interpretation of participants’ experiences (Lincoln & Guba, 1985; Schwandt, 2000). This
study was grounded in a social constructivist epistemology, which assumes that
individuals construct knowledge through social interaction, cultural participation, and
engagement with their environments (Gergen, 2009; Lincoln & Guba, 1985; Vygotsky,
1978). From this perspective, meaning is not predetermined, but is shaped through
dialogue, experience, and the influence of social and institutional contexts (Schwandt,
2000). Social constructivism provided a theoretical foundation for understanding how
participants made sense of their induction experiences and developed their self-efficacy

beliefs through relationships and interactions within their schools.
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This epistemological stance aligned with the purpose of the study, which sought
to explore the perspectives of CCTs—individuals who transitioned into teaching from
other professional fields—and how they interpreted the support they received as novice
educators. Participants described entering the profession with existing professional
identities and drawing meaning from their past experiences as they encountered new
expectations and norms in their teaching contexts. The transition involved a process of
reinterpreting who they were and who they were becoming professionally (Beauchamp &
Thomas, 2009; Rodgers & Scott, 2008). Social constructivism supported this focus on
identity formation as a relational and interpretive process.

Participants also reflected on how their developing sense of self-efficacy was
influenced by their interactions with mentor teachers, colleagues, administrators, and
professional networks. These relationships provided emotional support, opportunities for
modeling, feedback, and affirmation, all of which shaped how participants interpreted
their competence and growth. This perspective is supported by literature on novice
teacher development, which highlights the importance of relational trust, collaborative
dialogue, and the social dimensions of professional learning (Achinstein & Athanases,
2006; Diab & Green, 2024; Feiman-Nemser, 2001; Ingersoll & Strong, 2011). It also
aligns with Bandura’s (1997) self-efficacy theory, particularly the sources of efficacy
development rooted in vicarious experiences, social persuasion, and emotional states
(Drossel & Vogelsang, 2023; McLennan, 2023; Tschannen-Moran & Hoy, 2007).

The interview process supported this epistemological orientation. Semistructured
interviews allowed participants to describe both positive and negative experiences in their

own words, offering insight into how they assessed their teaching capabilities over time.
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The participants’ shared narratives shaped by their contexts, emotions, and relationships,
consistent with the view that knowledge is co-constructed and embedded in lived
experience (Clandinin & Connelly, 2000; Polkinghorne, 1995). Their reflections showed
how social interactions and institutional dynamics informed their sense of progress,
belonging, and self-confidence.

The purpose of this study was not to generalize findings to all novice teachers, but
to understand how a specific group of CCTs made sense of their induction experiences
through the lens of their prior professional identities and social interactions within school
communities. This interpretive focus reflects the assumptions of qualitative research,
which prioritizes depth, context, and participants’ meaning-making over prediction or
generalizability (Maxwell, 2013; Merriam & Tisdell, 2016). This approach supported the
study’s broader aim of exploring how novice teachers construct their self-efficacy beliefs
as they navigate the early stages of their teaching careers. As Merriam and Tisdell (2016)
noted, qualitative research is particularly useful for understanding how people interpret
their experiences and construct meaning within specific contexts, whereas Maxwell
(2013) emphasized the importance of exploring how and why participants’ perspectives
and actions are shaped by their environments.

Sampling

Purposeful sampling was appropriate to select participants who could provide in-
depth, experience-based insight into the research question. Purposeful sampling is a
widely accepted approach in qualitative research, particularly when the goal is to
understand how individuals make meaning of specific experiences within particular

contexts (Creswell & Poth, 2018; Patton, 2015). This approach aligned with the study’s
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basic qualitative design, which emphasized selecting participants whose experiences offer
insight into the phenomenon being explored—in this case, how CCTs interpret the
support they received during induction and how they connect those experiences to the
development of their self-efficacy beliefs.

Three inclusion criteria were established to ensure the relevance and coherence of
the participant sample. First, participants were required to be secondary school teachers
working in Grades 7 through 12. This criterion was used to focus the study on the unique
instructional, developmental, and institutional dynamics of teaching adolescents, which
often differ significantly from those in elementary settings (Andrews & Wright, 2024;
Grossman & Loeb, 2021; Savitz et al., 2024). Second, participants were required to have
worked for at least 2 years in a profession outside of education before transitioning into
teaching. This criterion was central to the study’s focus on CCTs: individuals who
entered the profession with prior occupational identities and life experiences, and who
often navigate induction and professional learning differently than traditionally trained
peers (Aslan & Eroz, 2025; Hogg et al., 2024; Tigchelaar et al., 2008; Williams, 2010).
Third, participants were required to have participated in a formal or informal new teacher
induction program during their first year of teaching. This included support from mentor
teachers, school leaders, instructional coaches, or professional networks, both within and
beyond the school. This final criterion ensured that participants had direct experience
with the kinds of collegial and institutional supports explored in the study.

The use of purposeful sampling reflected a deliberate effort to identify
participants whose experiences position them to speak directly to the research’s focus. As

Merriam and Tisdell (2016) explained, purposeful sampling is appropriate when
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researchers are “interested in insight, discovery, and interpretation rather than hypothesis
testing” (p. 96). In this study, the sample did not represent all secondary teachers or all
career changers, but rather aimed to capture the perspectives of individuals whose
backgrounds and experiences offered insight into the complex interplay between prior
careers, early teaching experiences, and professional support systems.

This sampling strategy was particularly appropriate given the study’s conceptual
framework and epistemological grounding. Participants’ reflections were shaped by their
prior identities, their new professional roles, and the relational contexts of their schools,
elements that could not be meaningfully explored through random sampling. The selected
participants provided rich, narrative data that helped explore how CCTs experienced
induction support and made sense of their developing efficacy. Although the sample was
not intended to be statistically representative, it was sufficiently varied to include a range
of school settings, content areas, and induction models, thereby enhancing the
transferability of the findings (Lincoln & Guba, 1985; Tracy, 2010).

The participant recruitment strategy supported the study’s purposeful sampling
approach, which sought to select individuals whose experiences would yield rich,
contextual insight into the research questions. Recruitment efforts aimed to assemble a
sample that reflected variation across certification pathways, school settings, and prior
professional backgrounds, while enabling within-case depth and cross-case comparison
(Creswell & Poth, 2018). The plan allowed for up to 25 participants, not as a target for
statistical generalization, but as a maximum intended size to support thematic saturation

and analytic diversity.
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Given the absence of formal institutional authority or permission to directly
contact classroom teachers, the study employed a network- and referral-based recruitment
strategy. This approach relied on trusted individuals within the researcher’s professional
and personal networks to serve as gatekeepers and intermediaries, distributing the study
invitation to potential participants. The use of referral- and network-based recruitment is
well supported in qualitative research for accessing bounded or protected populations,
fostering rapport, and enhancing the legitimacy of the research request (Negrin et al.,
2022; Noy, 2008; Tracy, 2020).

To implement this strategy, the researcher conducted outreach to five
organizations between September 2022 and February 2023. These organizations were
selected not only for their relevance to the study’s target population—CCTs in secondary
schools—but also because the researcher had direct professional relationships with
contacts within each organization who were willing to support the study and serve as
gatekeepers. Their willingness to circulate the study invitation enhanced the feasibility
and reach of the recruitment strategy. The five organizations were the Woodrow Wilson
Teaching Fellowship, the Georgia Teacher Academy for Preparation and Pedagogy
(GaTAPP), the central offices of one Georgia and one Maryland school district, a local
alumni chapter of Alpha Phi Alpha Fraternity, and the NYCORE Google Group listserv.
Each organization could share the invitation through alumni communications, internal
listservs, or educator-specific outreach networks, thereby facilitating indirect access for
potential participants. This approach produced a sample that reflected geographic,
contextual, and professional diversity while remaining aligned with the study’s

conceptual goals.
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Collectively, these five organizations provided indirect access to an estimated
150-200 eligible participants through listservs, alumni directories, and professional
networks. This estimate was based on publicly available membership information and
direct confirmation of distribution by gatekeepers. Each organization received a
recruitment email (see Appendix A, Recruitment Email 1) that presented the study’s
purpose, eligibility criteria, and participation details. Once the researcher received contact
information for individuals identified by organizational contacts or those who responded
to the researcher via email, follow-up messages were sent to provide additional details
about the study, including the informed consent form. Participants scheduled a 60-minute
Zoom interview at their convenience using Calendly, an online scheduling tool that
allowed them to select a date and time that best fit their availability.

If no responses were received within 2 weeks, a first follow-up message (see
Appendix A, First Follow-Up Email) was sent, followed by a second follow-up email
(see Appendix A, Second Follow-Up Email) if needed. A tailored referral email
invitation was also shared with professional contacts and prior participants who
expressed willingness to refer others. Additionally, a recruitment image post was created
and disseminated via LinkedIn and Facebook to expand outreach (see Appendix A:
Facebook/Social Media Post).

The Woodrow Wilson Teaching Fellowship, a national program for STEM
professionals entering high-need secondary schools, distributed the study invitation to its
alumni network three times between September and November 2022. Despite multiple

distributions, only a small number of individuals responded, possibly due to alumni
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leaving the teaching profession, the timing of the outreach within the school year, and the
researcher’s inability to present information directly to the alumni network.

The researcher gave a virtual presentation to GaT APP program directors in
October 2022. This presentation included the study’s focus, a description of the eligibility
criteria, the interview process, and a request for program directors to distribute invitations
to eligible teachers. The study invitation was emailed twice after the presentation. Four
program directors confirmed that it was distributed to their network of teachers and also
provided contact information for individuals who expressed interest in participating.

District-level offices in Georgia and Maryland were also contacted due to existing
professional relationships with administrators. These contacts agreed to share the study
invitation with eligible teachers via internal listservs. Each district received an initial
email and one follow-up reminder.

The Georgia alumni chapter of Alpha Phi Alpha Fraternity, a professional
organization with active educator members, was another recruitment source. The
researcher is an active chapter member and shared the study invitation via the chapter’s
email list and in-person presentations at two meetings. The chapter’s professional
educator network and high level of trust supported this outreach method (Tracy, 2020).

In February 2023, the researcher posted the study invitation to the NYCORE
Google Group listserv, a community of educators with a national network. This outreach
resulted in several participants from California and New York, expanding the study’s
geographic diversity.

Thirteen individuals responded to the study invitation. Of those, one respondent

did not meet the study’s definition of a career changer teacher, and another did not
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schedule an interview. The final sample included 11 participants who met all inclusion
criteria and completed semistructured interviews. These participants represented a range
of certification pathways, subject areas, grade levels, and school contexts, contributing
diverse yet thematically relevant perspectives on the transition into teaching and the role
of collegial relationships during the induction phase. Their backgrounds were closely
aligned with the study’s purpose and reflected the diversity of experiences among CCTs.

Several contextual and logistical challenges affected recruitment outcomes by
directly limiting the number of eligible and willing participants. First, gatekeeping and
privacy regulations—common in educational institutions—prevented the researcher from
directly contacting teachers, thereby reducing opportunities to build rapport and answer
questions that might encourage participation (Merriam & Tisdell, 2016). Many school
districts and alternative certification programs have policies that limit external research,
requiring approvals or imposing restrictions on outreach, which necessitate reliance on
intermediaries.

All communication had to be routed through trusted contacts, making it difficult
to follow up with individuals or address concerns in a timely, personalized way. Second,
because participation was voluntary and uncompensated, some teachers may have opted
out due to time constraints or competing professional obligations, a known barrier in
educational research involving overburdened practitioners (Patton, 2015). Third, the
lingering effects of COVID-19, including widespread teacher fatigue, elevated stress
levels, and high turnover, likely reduced the willingness to take on additional
nonessential commitments, such as research interviews (Martinez, 2021; Trust &

Whalen, 2021). Additionally, the specificity of the inclusion criteria—secondary teachers
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who had previously worked in another profession and had also received formal induction
support—narrowed the eligible participant pool considerably. The study initially focused
on STEM CCTs; however, in response to recruitment challenges and to secure sufficient
participant diversity and relevance, the inclusion criteria were expanded to encompass all
secondary school teachers who had transitioned from another profession.

Overall, the sample was deemed sufficient based on the depth, consistency, and
richness of the data obtained across participants (Braun & Clarke, 2022; Guest et al.,
2006). Although the original recruitment plan allowed for a larger sample, the
participants in the final dataset provided detailed, experience-based reflections that
supported a credible, contextually rich analysis.

Data Collection

Semistructured interviews were the primary method of data collection because
they offered a balance between consistency across participants and flexibility to explore
individual perspectives, an approach well-suited to studies that center on meaning-
making and identity development (Merriam & Tisdell, 2016; Ravitch & Carl, 2021;
Seidman, 2019). This approach supports the effectiveness of this method for exploring
complex professional transitions, particularly among second-career teachers (Han, 2023;
Sheridan et al., 2025). The format also allowed for follow-up questions and emergent
insights, consistent with an interpretive approach to qualitative inquiry (Patton, 2015;
Ravitch & Carl, 2021).

Interviews
Eleven participants completed 60-minute interviews between October 2022 and

March 2023. Each interview followed a protocol (see Appendix C) aligned to the study’s
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central research question: What connections, if any, do CCTs make between novice
teacher induction support provided by colleagues and their self-efficacy beliefs? The
interview protocol was pilot tested with two individuals the researcher knew personally
who did not meet the criteria to participate in the study because they entered classroom
teaching after working in noninstructional education roles. Their feedback helped refine
the protocol by improving transitions and revising prompts for clarity, but was not
included as part of the study data.

The design of the interview protocol was guided by Bandura’s (1997) self-
efficacy theory, with attention to the four sources of self-efficacy—mastery experiences,
vicarious experiences, social persuasion, and physiological and emotional states—as well
as scholarship on novice teacher induction and midcareer transitions into teaching
(Feiman-Nemser, 2001; Ingersoll & Strong, 2011; Kwok & Cain, 2023; Orakci et al.,
2023; Ruitenburg & Tigchelaar, 2021).

Before beginning, participants were reminded of the study’s purpose, the
voluntary nature of participation, and their right to withdraw at any time. The participants
provided verbal consent to proceed and permission to record the interviews. During each
session, the researcher used follow-up questions, clarification prompts, and reflective
listening strategies to support a conversational tone and encourage participants to
elaborate on their thoughts and experiences. These techniques supported the collection of
data that was both rich in detail and grounded in the participants’ own language and
meaning-making processes (Josselson, 2013; Brinkmann & Kvale, 2015).

The interview began with background questions to situate each participant within

their teaching context. Participants described their content area, grade level, school size
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and setting, and years of teaching experience. They also shared details about their
professional history prior to entering education, which provided insight into how their
previous careers shaped their expectations, identities, and the learning they brought into
the classroom. These opening questions helped establish rapport and positioned each
participant’s narrative within the broader context of the study’s focus on CCTs.

The interview then shifted to participants’ entry into teaching, including their
motivations for pursuing the profession and their initial expectations for support. These
questions were intentionally designed to open space for participants to define what
“support” meant to them—social, instructional, emotional, or otherwise—before
discussing specific interactions. Framing questions this way allowed participants to
reflect on their experiences without imposing assumptions about which relationships
were most meaningful (Josselson, 2013; Seidman, 2019).

The core of the protocol was designed to explore how collegial relationships and
various forms of induction support shaped CCTs’ development of self-efficacy and
instructional practice during their first year in the classroom. The questions prompted
participants to reflect on their experiences with distinct sources of induction support:
mentor teachers, peer colleagues, school administrators, and external networks such as
professional communities or university partners. These categories were included to
capture the range of institutional and interpersonal relationships that contribute to teacher
development (Achinstein & Athanases, 2006; Feiman-Nemser, 2001; Han, 2023;
Sheridan et al., 2025).

For example, participants described the frequency, structure, and quality of their

interactions with assigned mentors, including classroom observations, co-planning, or
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emotional encouragement. These questions elicited experiences such as instructional
modeling, co-planning, classroom observation, and emotional encouragement. Follow-up
prompts clarified whether these experiences were perceived as helpful and how they
shaped participants’ instructional confidence or sense of success.

Questions about peer colleagues focused on informal day-to-day exchanges,
shared problem-solving, and emotional support. These questions enabled the capture of
unstructured, spontaneous interactions that often serve as important sources of vicarious
experience and social persuasion. Participants were asked not only who they approached
for support, but also why those individuals were perceived as trustworthy or helpful, and
how the interactions made them feel about their teaching. These distinctions enabled a
deeper understanding of how relationships shape the interpretation of support (Klassen et
al., 2014).

Participants were also invited to reflect on interactions with school leaders, such
as principals or department chairs. These questions explored how participants interpreted
feedback, expectations, or affirmations from school leaders in relation to their developing
sense of professional standing, belonging, and instructional confidence. Follow-up
questions allowed participants to reflect on how the presence—or absence—of school
leaders during moments of challenge shaped their emotional responses and ability to
persist through uncertainty.

In addition to in-school relationships, participants responded to questions about
professional communities outside their school, including university faculty, alumni
cohorts, and professional organizations. These questions captured the influence of

broader professional networks, which often offer emotional validation, new perspectives,
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and instructional resources that are not always available within schools. These external
supports were particularly relevant for understanding how CCTs sustained confidence
when local supports were inconsistent or unavailable (Williams, 2020).

The interview protocol also included a dedicated segment focused explicitly on
the four sources of self-efficacy. Participants identified specific moments that made them
feel successful in the classroom (mastery experiences), times when they learned by
observing others (vicarious experiences), and experiences in which verbal feedback or
encouragement (social persuasion) influenced their instructional confidence. They also
described how they felt during moments of success or struggle, aligning with Bandura’s
(1997) emphasis on physiological states as a moderating factor in the formation of self-
efficacy. Follow-up questions encouraged elaboration on the context, personal
interpretation, and perceived outcomes of these experiences. This emphasis on internal
processing was central to the study’s social constructivist approach (Merriam & Tisdell,
2016; Ravitch & Carl, 2021), which enabled understanding not only what supports were
available but also how participants made meaning of those supports.

The final section of the interview protocol included questions about job
satisfaction and future plans, offering a way to contextualize their self-efficacy beliefs
within broader professional trajectories. Participants were asked whether they planned to
remain in the profession, what influenced their decisions to persist or consider leaving,
and what recommendations they had for improving induction supports for other CCTs.
These closing questions were intended not only to surface how participants interpreted
their early teaching experiences in relation to long-term career commitment, but also to

allow them to synthesize insights gained through the interview. In keeping with the
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study’s focus on teacher sensemaking and agency, this section created space for
participants to connect their evolving beliefs with the support systems, relationships, and
challenges that shaped them.

Although the interview protocol was designed to elicit detailed descriptions of
participants’ first-year teaching experiences and the supports they encountered,
participants were not asked to explicitly identify how those supports aligned with
Bandura’s (1997) sources of self-efficacy. Instead, the researcher constructed those
connections through the analysis of the coded data. This interpretive process involved
identifying patterns in how participants described their experiences and analyzing those
patterns through the lens of the study’s conceptual framework. This approach is
consistent with qualitative research traditions that prioritize participants’ lived
experiences while recognizing that theoretical meaning is developed through the
researcher’s interpretive lens (Charmaz, 2014; Ravitch & Carl, 2021).

Human Participants and Ethical Precautions

The researcher completed the Collaborative Institutional Training Initiative (CITI)
training on human subjects research through The George Washington University before
initiating data collection. This training ensured compliance with ethical research practices
and reinforced the researcher’s ability to uphold the highest standards of participant
protection. Before recruitment began, the study underwent a thorough Institutional
Review Board (IRB) review and approval to confirm that the research design and
procedures met the ethical requirements for working with human subjects. The study

adhered to all guidelines set forth by The George Washington University IRB.
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All potential participants were provided with an informed consent form (see
Appendix B), which detailed the purpose of the study, the research procedures, timelines,
potential risks, benefits, and any rewards associated with participation. It also outlined
participants’ rights, including their right to withdraw from the study at any time without
penalty or explanation. Participants were encouraged to read the informed consent form
carefully and were given opportunities to ask questions before agreeing to participate.

To further protect confidentiality, the researcher implemented multiple safeguards
throughout the study. Interviews took place via Zoom, with meetings secured by unique
passwords to prevent unauthorized access. Interview recordings remained securely stored
on a password-protected device, with DataGain, a secure transcription service, engaged to
handle transcription. During transcription and analysis, participant identifiers were
replaced with pseudonyms to maintain anonymity. Only the researcher had access to
identifying information, which was stored separately from the data to reduce the risk of
breach.

Efforts were also made to minimize emotional or psychological risks to
participants. Participants received reminders that they could skip any questions that made
them uncomfortable and could withdraw from the interview at any time. The researcher
approached the interviews with sensitivity, creating a supportive environment in which
they felt comfortable sharing their experiences.

Data Analysis

All interviews were transcribed verbatim by a professional transcription service.

Each transcript underwent review alongside the original audio files to ensure accuracy

and to correct any transcription errors. During this review, each participant was assigned
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a pseudonym to maintain confidentiality and protect identities, consistent with ethical
standards in qualitative research (Creswell & Poth, 2018; Merriam & Tisdell, 2016).
Pseudonyms were used throughout all phases of data management, coding, and reporting.
Transcripts were imported into NVivo 14, a platform to facilitate systematic coding,
support efficient data organization, and enable analytic memoing (Bazeley, 2023).
First-Cycle Coding: Open and Descriptive Coding

The first coding cycle combined open and descriptive coding to segment the data
into manageable units and surface relevant content related to the research question. This
coding strategy is appropriate for exploratory qualitative research, as it enables the
researcher to stay close to the data while identifying patterns of meaning (Saldafia, 2021).
An analysis code book was developed to align with the study’s conceptual framework
and research question. The codebook, included in Appendix D, integrated both a priori
theory-driven and descriptive codes.

A priori theory-driven codes stemmed from Bandura’s (1997) self-efficacy
theory: mastery experiences, vicarious experiences, social persuasion, and emotional or
physiological states. Each code was defined using Bandura’s original terminology and
elaborated to ensure consistency in application across interviews. The use of a priori
codes grounded in a well-established theoretical framework provided analytic focus while
still allowing for emergent insights (Miles et al., 2019).

After applying the self-efficacy codes, a second layer of a priori descriptive codes
enabled capturing the relational and institutional dimensions of support: “mentor

29 ¢¢

teacher,” “school principal,” “teacher colleague,” and “teacher network.” These

categories were adapted from existing literature on teacher induction (America's Institutes
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for Research, 2015; Dreer-Goethe, 2025; Ingersoll & Strong, 2011). They enabled the
researcher to distinguish between different actors and structures within participants’
professional support systems.

Initial coding occurred manually in NVivo, with line-by-line reading of each
transcript. Deductive codes from the code book were applied where relevant, and
inductive codes were added to capture ideas that emerged directly from the data. When
multiple codes were applied to a single segment, they were co-coded with a rationale
noted in analytic memos to enhance transparency and support future refinement (Saldafia,
2021). This iterative, grounded approach ensured that the coding process remained both
rigorous and responsive to the data.

Second-Cycle Coding: Pattern Coding and Theme Development

The second cycle of coding involved pattern coding, grouping related first-cycle
codes into broader interpretive categories. Pattern coding is a qualitative strategy for
identifying underlying constructs and developing themes across cases (Miles et al., 2019).
This coding cycle allowed the researcher to examine how various forms of support—such
as mentor guidance or peer collaboration—were linked to participants’ descriptions of
changes in their confidence or instructional practice.

Exporting coded text and reviewing by code category was a means to identify
recurring patterns in how participants described their experiences. Responses were
compared across participants using the constant comparative method, originally
developed by Glaser and Strauss (1967), which involves systematically analyzing
similarities and differences within and across coded segments to refine categories and

construct interpretive themes. This method supported the development of themes that
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reflected shared meanings and variations in how CCTs experienced and made sense of
support during their first year. Analytic memos were used to document coding decisions,
connections to Bandura’s (1997) sources of efficacy, and ensure alignment with the
research question (Creswell & Poth, 2018). This approach showed which forms of
support participants described and how they interpreted those interactions in shaping their
confidence and instructional practice, a key focus of the study’s conceptual framework.

Themes emerged as interpretations of coded patterns and underwent refinement
through multiple rounds of review. Rather than categorizing surface-level responses, the
researcher sought to understand the deeper meanings participants associated with success,
persistence, and professional identity. These themes formed the foundation of the
findings in Chapter 4, reflecting both cross-case commonalities and the contextual
variation of participant perspectives.
Matrix Analysis and Summary

Creating a summary matrix was a means to further support cross-case synthesis
(see Appendix E). The matrix included the following columns: Theme, Participant,
Experience, Summary, Source of Self-Efficacy (Bandura, 1997), and Influence on Self-
Efficacy. This structured summary enabled the researcher to organize themes by
participant and to verify that each finding was grounded in multiple, distinct experiences.
The matrix facilitated comparative analysis and served as an additional layer of
verification by making visible how individual perspectives aligned with the larger
conceptual model (Miles & Huberman, 1994).

This level of structure was necessary to ensure that patterns and themes were not

overgeneralized from isolated examples but were well-supported by a range of participant
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narratives. The use of matrices in qualitative analysis is a recognized method for
enhancing analytic clarity and facilitating transparency in the interpretation of coded data
(Merriam & Tisdell, 2016; Miles et al., 2019).

Development of Visual Summary

To further support interpretation and synthesis, a visual summary was created as a
heatmap. The purpose of the heatmap was to depict the strength of association between
different induction supports and Bandura’s four efficacy sources in a clear and
comparative format. Visual tools such as heatmaps are effective in qualitative analysis
when used to supplement narrative data with structured representations of thematic
relationships (Bazeley, 2023).

The heatmap was a qualitative visual synthesis to represent where participants
described meaningful relationships between specific sources of collegial support and the
development of their self-efficacy beliefs. Following initial coding and cross-case
analysis, the researcher reviewed coded excerpts to identify patterns in how participants
connected various supports—such as mentor teachers, peer colleagues, and school
leaders—to Bandura’s (1997) four sources of self-efficacy. Each cell in the matrix
corresponded to one intersection between a source of support and a source of efficacy.

Shading in the matrix indicates the relative strength of participant responses in
each coded area. While the analysis remained interpretive, shading was informed by both
the frequency and depth of participant references. Cells were shaded when multiple
participants described a connection with sufficient clarity and detail to meet the study’s
analytic criteria for relevance. Unshaded areas indicate that few or no participants

discussed that particular relationship in ways that suggested meaningful influence. The
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heatmap was not a means to quantify outcomes but to focus on areas where consistent
patterns of interpretation emerged across participants. In this way, the visual supported
cross-case analysis by foregrounding the most salient interactions shaping self-efficacy,
while remaining true to the complexity of participants’ narratives.

This process offered a systematic approach to translating narrative responses into
a visual framework. The scoring was not intended to quantify qualitative data statistically
but rather to support the study’s interpretive goals by organizing complex, overlapping
responses into a comparative structure. Given the open-ended structure of the interview
protocol, which allowed participants to reflect on their beliefs and experiences in varied
ways, this analytical approach enabled the researcher to discern patterns that addressed
the study’s central question while maintaining fidelity to participants’ own language and
meaning-making. The heatmap was particularly useful in Chapter 4 for summarizing
cross-case trends and in Chapter 5 for supporting a comparative discussion of which
supports had the most consistent impact on self-efficacy across the sample. This helped
connect individual responses to broader themes while preserving the interpretive integrity
of the narrative data (Creswell & Poth, 2018; Miles et al., 2019).
Other Analytic Tools

A range of analytic tools was appropriate to support the management,
organization, and interpretation of data throughout the study. NVivo supported efficient
coding, and Microsoft Excel was used to compile matrices and perform scoring
calculations for the heatmap.

ChatGPT served as a supplemental tool to support the organization and drafting of

analysis content. Specifically, ChatGPT assisted in formatting participant profile
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summaries, identifying areas where writing would benefit from elaboration or
clarification, and generating drafts of descriptive summaries of coded content within and
across themes, such as how participants described mentor support or mastery
experiences. These summaries served as a starting point for analytic synthesis and were
reviewed, revised, and interpreted solely by the researcher. Its use was limited to editorial
and organizational support and did not extend to interpretation or decision-making based
on the findings. The integration of ChatGPT in this study complied with The George
Washington University guidelines on responsible use of generative Al in academic
research and writing. This use also aligned with emerging best practices in qualitative
research that emphasize transparency, researcher oversight, and ethical boundaries for
Al-assisted processes (Zhu et al., 2023). The researcher maintained full responsibility for
all coding, analytic decisions, and final synthesis of findings.

Overall, the data analysis process provided a structured and credible foundation
for identifying the themes presented in Chapter 4. Each analytic step—from initial coding
to visual synthesis—contributed to answering the research question by capturing how
participants described and made meaning of their induction supports in relation to their
evolving teaching self-efficacy.

Trustworthiness

Multiple strategies were employed throughout the research process to ensure the
internal validity and overall trustworthiness of the study. These included maintaining an
audit trail, peer debriefing, triangulating data sources, and using rich, thick description.

Collectively, these strategies enhanced the credibility, dependability, and confirmability
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of the findings and aligned with qualitative research standards for methodological rigor
(Creswell & Poth, 2018; Lincoln & Guba, 1985; Maxwell, 2013).

An audit trail was maintained to document each stage of the research process,
including decisions related to participant recruitment, interview protocol implementation,
transcription accuracy, coding applications, theme development, and visualization of
findings. Analytic memos created in NVivo 14 were used to capture coding justifications
and evolving interpretations. This thorough documentation provided transparency and
allowed others to assess the dependability of the analytic process (Merriam & Tisdell,
2016).

The use of peer debriefing throughout data analysis enabled challenging
assumptions and interpretations. Academic advisors and colleagues familiar with
qualitative research reviewed coding strategies, thematic groupings, and alignment with
Bandura’s (1997) conceptual framework. These discussions supported the refinement of
codes and themes and contributed to the credibility of the findings by offering external
perspectives (Creswell & Poth, 2018).

Rich, thick descriptions were used to present participants’ narratives with
contextual detail, allowing readers to interpret how the findings may transfer to similar
educational contexts. The findings were supported by direct quotes and summary
interpretations that reflected the complexity and variation in participants’ experiences.
This practice strengthened the interpretive connection between data and conclusions
(Lincoln & Guba, 1985).

Triangulation across data sources and analytic methods was essential to enhance

validity. This practice included triangulation across coded transcripts, memos, the cross-

75



case matrix (see Appendix E), and the visual summary of patterns of influence (see
Figure 2). The use of multiple tools—NVivo 14 for coding, Microsoft Excel for heatmap
calculations, and structured analytic procedures—enabled the researcher to examine data
from multiple angles and confirm the consistency of emerging patterns (Patton, 2015).
Negative cases and less frequent responses were also considered, contributing to a
balanced interpretation of the data.

To address potential limitations, the study utilized purposive sampling to ensure
diversity in career backgrounds, certification pathways, and teaching contexts (Creswell
& Poth, 2018). Semistructured interviews were selected to capture both depth and breadth
in participants’ reflections, allowing the protocol to flexibly surface both anticipated and
unanticipated insights (Merriam & Tisdell, 2016). Theme development occurred through
systematic coding aligned with Bandura’s self-efficacy theory, with comparisons to
existing literature to support the reliability and consistency of conclusions (Yin, 2018).

These strategies collectively ensured that the study’s findings accurately
represented participants’ perspectives and that analytic conclusions were drawn through
transparent, methodologically sound processes. By maintaining consistency with the
research design and grounding interpretations in the conceptual framework, the study
presents a trustworthy account of how CCTs experienced induction support and made
meaning of their evolving self-efficacy.

Subjectivity Statement

According to Creswell (2014), researchers are encouraged to “explicitly identify

reflexively their biases, values, and personal background...that shape their interpretations

formed during a study” (p. 187). My personal and professional background could have
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shaped my interpretation of the data, requiring deliberate steps to ensure objectivity and
rigor.

One significant connection to the study is my prior work with a national Teaching
Fellowship program, where I served from 2009 to 2011. This role provided me with
firsthand knowledge of the program’s recruitment strategies, participant demographics,
and overarching goals, offering an insider perspective. To mitigate the potential influence
of this familiarity, I ensured that interviews were conducted exclusively with participants
who were awarded the Fellowship after 2011, long after my tenure. This approach
allowed me to minimize the likelihood that preexisting relationships or bias would affect
data collection and analysis.

In addition to my role with the Teaching Fellowship program, my professional
background includes tenure as a manager with an educator preparation accrediting
agency. During this time, I contributed to the development of national standards for
educator preparation and served on accreditation review teams. These experiences
allowed me to observe exemplary beginning teacher mentoring and induction programs
and shaped my understanding of effective teacher preparation practices. This exposure
has influenced my philosophical perspective on what constitutes high-quality teacher
support and mentoring, which may inform how I approach and interpret the study’s
findings.

Finally, I have a personal interest in the success of CCTs, stemming from my
broader professional commitment to equity and effectiveness in education. Although
these experiences bring valuable context and depth to the study, they also necessitated a

heightened awareness of potential bias.
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Summary

This chapter presented the methodological framework used to examine how CCTs
made sense of the collegial induction supports they encountered and how those supports
influenced their sense of teaching efficacy. Guided by a basic qualitative design and
Bandura’s (1977, 1997) self-efficacy theory, the study focused on participants’ meaning-
making in real-world teaching contexts. Purposeful sampling, semistructured interviews,
and systematic coding procedures—including theory-driven and descriptive codes—were
used to surface recurring themes grounded in both the conceptual framework and
participants’ reflections.

The analysis process included multiple cycles of coding, the development of a
cross-case matrix, and the construction of a visual heatmap to synthesize and compare
sources of support and their influence on self-efficacy. Tools such as NVivo and Excel
were used to organize data and support analytic clarity. Enhanced trustworthiness
involved peer debriefing, triangulation, an audit trail, and the use of thick description.

Together, these methods enabled a focused yet flexible approach to exploring how
CCTs interpreted their early teaching experiences. The findings in Chapter 4 will reflect
this process and present the key themes that emerged across participants’ narratives,
offering insight into the relationships, structures, and challenges that shaped their

development of self-efficacy.
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Chapter 4: Results

Introduction

This chapter presents the findings from a study of 11 participants who transitioned
from other careers into secondary school teaching. The study aimed to explore the lived
experiences of these CCTs as they navigated the induction process in their new roles. The
primary focus was to examine how interpersonal relationships with colleagues—such as
mentors, peers, and administrators—affected participants’ self-efficacy beliefs during this
transition. The research was guided by the following question: What connections, if any,
do CCTs make between novice teacher induction support provided by colleagues and
their self-efficacy beliefs?

The organization of the findings in this chapter is around three key themes that
describe participants’ connections between their induction experiences and their self-
efficacy beliefs. The first theme was the connection between observation, co-teaching
with colleagues, and self-efficacy. Participants noted that these aspects of their collegial
relationships provided opportunities for vicarious experiences and social persuasion
(Bandura, 1977, 1997), which were crucial to their developing self-efficacy; when these
were absent, participants described how their self-efficacy suffered.

The second theme was the centrality of administrators to career changers’ self-
efficacy. Both formal and informal interactions with administrators provided career
changers with social persuasion and physiological/emotional support, strengthening their
self-efficacy beliefs. When these interactions failed to offer these opportunities,

participants described how their self-efficacy suffered.
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Finally, career changers described a central obstacle that prevented collegial
relationships from impacting their self-efficacy beliefs: the lack of mastery experiences
and feedback they received. Together, these themes provide a comprehensive view of
how induction support influences CCTs’ selt-efficacy beliefs as they adapt to the
complexities of secondary school teaching.

Interview Participants

At the time of the interviews, the 11 participants averaged 7 years of teaching
experience in secondary public schools, with six (54%) having 3—5 years, three (27%)
having 5-10 years, and two (18%) having 15-20 years. Participants transitioned to
teaching from diverse careers, including mechanical engineering, civil service, military,
television production, freelance writing, law enforcement, and offshore investment
banking. Although their total years of teaching varied, the participants answered
interview questions designed to elicit reflections on the early years of their careers, with
particular attention to the supports that shaped their induction experiences.

The participants entered the profession through two primary preparation
pathways. Two participants completed a traditional Master of Arts in Teaching (MAT)
program, which provided coursework in pedagogy, curriculum, and field-based student
teaching prior to assuming full classroom responsibility. The remaining nine participants
entered through alternative certification programs, such as the GaTAPP and the New
York Teaching Fellows program. These pathways placed participants in classrooms as
teachers of record while they simultaneously completed required coursework and, in

some cases, pursued a master’s degree after beginning their teaching role.
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The following profiles provide introductions to each participant, with pseudonyms
used to summarize their career backgrounds, induction experiences, and the support
systems they encountered as CCTs.

Byron. Byron, an African American male in his 40s, had been teaching middle
school social studies for 20 years after transitioning from a career in logistics. His interest
in social justice led him to pursue teaching, and he earned certification in social studies
and special education through a master’s program. Byron spoke highly of his district’s
Peer Assistance and Review (PAR) program, which provided structured observations and
feedback. He viewed this type of support as especially valuable for CCTs who may not
initially receive comprehensive feedback on their performance.

Joan. Joan, a White female, was in her fourth year of teaching high school special
education English after joining a teaching fellowship program. She previously worked as
a magazine publisher and was motivated to become a teacher to make a positive impact.
Joan valued informal coaching from her co-teacher and felt supported by her
administrators, noting, “she’s very compassionate...So that’s helped.” Reflecting on her
career shift, Joan described teaching as “the hardest I’ve ever worked, the least amount of
money [’ve ever made, and the most satisfied... I’ve ever felt.”

Jordan. Jordan, a 40-year-old African American male, had been teaching high
school mathematics and special education for 5 years. Previously, he worked in offshore
investment management, but his desire to teach grew stronger after experiencing job
instability. He also taught for 1 year in China, which provided a unique perspective on
educational support structures. He valued student relationships as a measure of success,

stating, “that relationship...helps make my effectiveness go a lot further.”
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Table 1

Demographic Information of Interview Participants

Pseudonym  Years Teaching subject area Prior career Teaching
teaching pathway
Keith 4 HS Math Electrical Master’s in
engineer Teaching
Sienna 15 HS Engineering & Telecommuni- Alternative
Technology cation and certification
paraprofessional
Raymond 3 Math Grades 7-12 College baseball ~ Alternative
coach certification
Jordan 5 HS Math & Offshore Alternative
Special Education investment banker certification
Stanley 7 HS Aerospace/ Retired Air Force ~ Alternative
Aviation National Guard certification
Byron 20 MS Social Studies Commercial Master’s in
logistics center Teaching
London 3 HS Engineering & State government  Alternative
Technology environmental certification
engineering
Patricia 8 MS Math Television Alternative
production certification
Kendrick 5 HS History Police officer and  Alternative
military certification
Joan 4 Grades 7-12 English ~ Freelance writer Alternative
and Special Education certification
Monica 10 HS English as a Paralegal Alternative
Second Language certification

Note. MS = middle school; HS = high school.
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Keith. Keith, an African American male in his 50s, had taught high school math
for 4 years. Previously, he was an electrical engineer and telecommunications supervisor.
After facing employment instability, he completed a cohort-based master’s in teaching
through a national fellowship program. His first-year induction into teaching was
conducted virtually due to COVID-19, leaving him feeling unprepared, and his assigned
mentor had limited experience in math instruction. Keith described his induction as “trial
by fire,” emphasizing his need for more guidance.

Kendrick. Kendrick, an African American male in his 50s, had been teaching
history at a Title I high school for 5 years. Previously, he worked in law enforcement but
transitioned to teaching after a car accident. Lacking initial training, he relied on an
academic coach and administrators, whom he described as supportive. Although
Kendrick felt well-supported by his administration, he was surprised by the lack of
departmental support, stating, “the other teachers in the department...didn’t give me any
support at all.”

London. London, a White female in her 40s, was an Engineering and
Architectural Design teacher with 3 years of teaching experience. Her background was in
mechanical engineering, and she transitioned to teaching after raising her children. Her
principal reassured her during the interview process, saying, “We are not gonna let you
fail,” and London felt this support throughout her induction. Initially beginning virtually
in 2020, she later benefited from having a mentor close by, giving her a sense of reliable,
everyday support.

Monica. Monica, a White female, had been teaching English as a Second

Language for 10 years after becoming certified through a district-led teaching fellowship
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program. She previously worked as a paralegal and freelance editor. Her fellowship
provided a mentor and a full-time teaching coach, which she relied on more than
administrative support, as “our administration is very busy...they’re not available really.”
Monica attributed her success to creating “engaging curriculum and strong relationships
with the kids.”

Patricia. Patricia, a White female, had 8 years of experience teaching middle
school math and science. Formerly working in television production, she transitioned to
teaching for more job stability. Initially teaching on a substitute credential, Patricia
encountered challenges in math/science instruction due to her liberal arts background,
which led to feelings of what she described as “imposter syndrome”—a phenomenon
where individuals doubt their competence despite evident accomplishments (Bravata et
al., 2020). She felt that beginning her teaching career later impacted administrative
expectations, as she was expected to be more proficient “because of [her] age.”

Sienna. Sienna, an African American female in her 50s, had taught engineering
and technology for the past 15 years. She transitioned from corporate
telecommunications, initially pursuing teaching for work—life balance with her family.
Though her formal induction was minimal, she learned through observing experienced
colleagues, who she said provided invaluable support. She appreciated the creative
flexibility allowed in teaching a course like engineering, explaining, “We have way more
autonomy than content teachers.”

Stanley. Stanley, a White male, was a retired Air Force veteran and a seventh-
year high school aerospace teacher. His wife, a teacher, encouraged him to enter

teaching. Stanley completed his induction through a 3-day program and had a mentor
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assigned through an alternative certification program. He appreciated the frequent
classroom observations from both the state education support agency and school
administrators, which allowed him to feel more comfortable with evaluations, saying, “I
don’t have that fear” anymore when observed.

Overview of Key Themes

The following sections present three interrelated themes that emerged from
participant interviews, each showing how various forms of support, or their absence,
influenced participants’ self-efficacy beliefs. These themes, presented in Table 2, were as
follows: developing self-efficacy through observing and co-teaching with colleagues;
developing self-efficacy through formal and informal interactions with school leaders;
and a lack of structures that provide mastery experiences. Together, these themes offer
insight into how induction programs and school-based collegial relationships shape the
professional identity development of career changers as they adjust to the teaching
profession. Although this study did not include first-career teachers for direct
comparison, the findings shed light on what may distinguish the induction phase for
career changers, especially in terms of preparation, expectations, and perceived
competence.

These three themes offer a layered understanding of how CCTs make meaning of
their induction experiences and form beliefs about their own competence. Each theme
shows not only what support systems were in place, but how those supports—or their
absence—shaped the emotional and psychological landscape of career changers adjusting

to the demands of teaching
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Table 2

Key Themes and Sources of Self-Efficacy Information

Theme Description Subthemes Source of self-
efficacy information
(Bandura, 1997)
Theme 1: Examines how mentorship, e Constructive e Vicarious
Developing self- peer collaboration, and feedback experience
efficacy through opportunities to observe o Accessible (observing mentors
observing and co- experienced colleagues mentorship and experienced
teaching with supported the development o Peer teachers)
colleagues of instructional confidence collaboration e Social persuasion
among CCTs. These e Hands-on (feedback from
collegial experiences observations mentors/peers)
served as vicarious for practical
learning and social learning
persuasion, with feedback
and emotional responses
influencing self-efficacy
beliefs.
Theme 2: Examines how CCTs e Feedback and e Social persuasion
Developing self- interpreted encouragement, encouragement (affirmations from
efficacy through feedback, and availability e T eader administrators)
formal and of school leaders. These accessibility e Physiological and
informal interactions were e Emotional emotional states
interactions with perceived as collegial support (anxiety,
school leaders support that influenced reassurance,
self-efficacy through emotional tone of
affirmation, feedback)
communication, and
emotional responsiveness.
Theme 3: Lack of Examines how gaps in e Practical e Mastery
structures induction systems limited classroom experience (missed
providing opportunities for CCTs to alignment opportunities for
mastery apply skills, reflect, and e Subject and success through
experiences grow through guided content- practice)
practice. The absence of specific e Emotional and
structured feedback loops, training physiological
modeling, and scaffolded e Limited states (stress from
support constrained their guided unsupported
ability to build confidence practice teaching
through mastery. e Trial and error experiences)
learning
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Theme 1: Developing Self-Efficacy Through Observing and Coteaching With
Colleagues

Participants in this study consistently described how observing experienced
colleagues and engaging in co-teaching arrangements significantly influenced their
developing instructional confidence. Ten of the 11 participants explicitly connected these
collegial interactions to improvements in their self-efficacy during their induction period.
Although these supports were often informal, participants found them highly impactful,
especially when pedagogical training was limited and no prior teaching experience was
available.

Classroom observations where CCTs observed experienced educators were
particularly impactful. These vicarious experiences—Ilearning through observation—
proved valuable to participants with limited exposure to teaching environments. Bandura
(1997) highlighted that observing others’ successful behaviors helped individuals build
competence, which is essential for those entering a new profession without extensive
pedagogical training. Many participants, including London, described their observations
of seasoned educators as an essential part of their learning process. London recalled her
observation experience as “a crash course,” which allowed her to ask questions, practice,
and gain confidence before the school year started. These vicarious experiences gave her
clarity on classroom management and effective teaching techniques, directly influencing
her self-efficacy development.

Jordan highlighted informal observation as a primary method of learning,
intentionally modeling his instructional approach on the strategies of experienced

teachers he watched during planning periods: “I went to the teachers that had more
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experience... I just watched them and modeled their activities.” Kendrick echoed this
sentiment, sharing how informal classroom observations during planning periods
provided practical insights he could immediately apply to his teaching practice.
Participants frequently characterized these collegial interactions as crucial in navigating
the uncertainties of early teaching. Observing colleagues provided instructional clarity
and practical modeling, while co-teaching arrangements offered immediate feedback and
emotional reassurance. These supports reinforced participants’ beliefs in their growing
instructional capabilities and contributed meaningfully to their sense of professional
competence.

Mentorship experiences further structured these observational opportunities and
provided trusted feedback. For CCTs, mentorship and support systems are not
supplemental; they are foundational. While all new teachers benefit from mentorship,
career changers often arrive without the pedagogical grounding or familiarity with school
norms and routines that first-career educators may acquire through traditional teacher
preparation. As a result, mentoring and support networks may hold disproportionate
weight in shaping their self-efficacy. Those with consistent, targeted, and empathetic
support systems were more likely to view themselves as capable and resilient. Those
without them struggled to find footing in a profession that demands both confidence and
adaptability from the outset.

Several participants described challenges when mentorship was delayed. Keith
referred to his first months as “trial by error” until coaching began in December; he noted
that his confidence and clarity improved only after the mentor arrived. Kendrick

reflected, “I was thrown straight into the fire. I didn’t have any idea what I was doing... |
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didn’t even know how to do a lesson plan,” highlighting how the absence of early
mentorship intensified stress and uncertainty. Monica likewise felt left “to figure it out”
until her mentor suggested, “Try grouping by skill level for 2 minutes, then reconvene,” a
strategy she credited with markedly better engagement.

In contrast, London’s traditional master’s program provided early, consistent
mentorship and structured apprenticeships. She explained, “I practiced routines and got
feedback before taking over the classroom,” illustrating how preservice observations
under a mentor’s guidance built her sense of readiness. Without such scaffolding,
participants like Kendrick were compelled to arrange informal observations on their own.

However, not all participants had structured opportunities to observe other
teachers. Only a few participants described having access to organized observation
experiences. For example, London benefited from preservice observations organized by
her teacher preparation program, while others, like Kendrick, did not have structured
observation opportunities. Kendrick, who entered the classroom via an alternative
certification program, expressed frustration at the lack of observation opportunities,
noting that he had to arrange his own informal observations of colleagues to compensate
for the lack of structured induction support. For many participants in alternative
certification programs, the lack of formal observation experiences posed significant
challenges to their development and self-efficacy, as they were not afforded the same
opportunities to observe seasoned teachers and learn from their practices.

When formal mentorship lagged, peer collaboration filled the gap. Kendrick
described regular meetings with fellow early-career teachers: “We formed a bond and

provided help from time to time,” while Joan found solidarity in special education
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co-teaching with a colleague who shared her frustrations. These lateral relationships
offered both vicarious learning and emotional encouragement, mitigating the isolation
many career changers felt.

Joan emphasized co-teaching as essential, noting her colleague’s reassuring
presence as foundational to her instructional effectiveness: “When you’re a co-teacher
and you have someone that can finish your sentences, that’s what it was like. It was so
beautiful and wonderful.” Keith described how sharing classroom space with a veteran
teacher helped him gain perspective on his practice: “As bad as I thought a particular day
or lesson went, she would always have really good perspective—like, ‘Hey, I’ve seen
worse, this happens.’” She was very positive always and never allowed me to wallow in
negativity.” Brittany illustrated the value of co-teaching by describing it as a reassuring
“safety net,” enabling experimentation without the anxiety of teaching alone: “We co-
taught everything... I was nervous at first, but it was like I had a safety net. [ wasn’t
alone.” This collaborative experience allowed her to gradually build confidence in her
abilities.

Overall, structured opportunities for classroom observations—whether organized
by the teacher preparation program or initiated by the participant—were pivotal in
developing career changers’ self-efficacy. Observing experienced teachers helped
participants bridge the gap between theoretical knowledge and classroom practice, which
was essential for career changers with limited preservice teaching experience.
Conversely, participants who lacked these structured observation opportunities or had to
rely on informal observations faced significant challenges in adapting to classroom

demands and in developing their self-efficacy.
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These findings highlight the importance of both vicarious experiences and social
persuasion in shaping career changers’ self-efficacy. Vicarious experiences, such as
observing experienced teachers, were more central to participants’ discussions than social
persuasion, particularly for those who entered the profession through alternative
certification programs without structured support systems. The combination of both
structured observation experiences and formative evaluations that provide specific,
actionable feedback is essential for supporting career changers as they transition into
teaching and build their self-efficacy.

Theme 2: Developing Self-Efficacy Through Formal and Informal Interactions With
School Leaders

Teachers’ self-efficacy, as influenced by their school leaders/administrators, plays
a critical role in shaping new teachers’ confidence and performance. This section presents
findings regarding the varying levels of support CCTs received from administrators and
how these support experiences shaped their development. For career changers, who often
face the added challenge of entering the profession without extensive pedagogical
training, the impact of administrative support was particularly significant. The findings
indicate that administrative support, when present and structured, positively contributes
to self-efficacy, whereas a lack of support or inadequate engagement can hinder teachers’
confidence and growth.

In this study, participants described how administrators who provided solution-
focused, empathetic support played an essential role in reinforcing career changers’ self-
efficacy. Bandura (1997) suggested that social persuasion, including constructive

feedback and encouragement from others, helped boost an individual’s belief in their
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ability to succeed in a task. For instance, Joan’s assistant principal exemplified this form
of support with her problem-solving approach, saying, “She wouldn’t let me talk about
problems. She’d be like, ok, so that’s the situation. Now...what do you think we can do?”
This approach not only provided Joan with actionable steps but also encouraged her to
focus on solutions rather than obstacles, thereby bolstering her confidence and helping
her navigate challenges. Similarly, Kendrick noted the influence of his assistant principal,
who advised him to adapt teaching standards to fit his style: “She said, look at the
standards and curtail the standards to your way of teaching... that actually helped me in
my teaching.” This type of feedback reinforced Kendrick’s self-efficacy by affirming his
ability to make effective decisions in his teaching practice.

In addition to social persuasion, administrators who showed investment in
teachers’ well-being were found to be impactful, especially during times of stress.
Jordan’s assistant principal actively discouraged her from resigning during a difficult
period by saying, “We don’t do that here... Let’s revisit this conversation in 2 weeks;
let’s take your stress down.” This empathetic intervention not only reassured Jordan but
also played a key role in building resilience and supporting her self-efficacy. This topic
aligns with Bandura’s (1997) understanding of how emotional and physiological states,
such as stress and anxiety, can undermine self-efficacy but can be mitigated by external
support that fosters a positive and reassuring emotional environment.

For career changers, whose transition into teaching is often marked by uncertainty
and feelings of inadequacy, supportive interactions with administrators had a substantial
impact on their belief in their ability to succeed. The presence of engaged, approachable

leaders was an important source of self-efficacy, as seen in Raymond’s experience, where
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brief affirmations from his principal, such as “You’re doing a great job,” helped maintain
his confidence. Even small gestures of support contributed to teachers’ sense of
belonging and their belief in their potential to succeed.

Conversely, experiences of inadequate administrative support significantly
impacted participants’ self-efficacy. For example, some teachers reported a lack of
regular feedback or engagement from administrators, which led to feelings of isolation
and confusion about their performance. Monica described her frustration at not receiving
consistent observation or constructive feedback from her administration: “I was like, no
one’s ever really observing me. Uh, I hope I’'m doing a good job.” Without the external
validation that feedback provides, Monica’s ability to gauge her effectiveness was
compromised, leading to doubts about her teaching ability. This lack of support contrasts
with Bandura’s assertion that self-efficacy is strengthened when individuals receive
constructive feedback and validation from others. For career changers who may lack
confidence due to limited teaching experience, such feedback is crucial for building self-
belief and improving teaching practices.

Some participants also found excessive or poorly structured feedback to be
detrimental. Joan, for instance, felt overwhelmed by the constant presence of program
observers—typically external to the school and associated with alternative certification
programs. She shared, “I’d have all these observations all the time... His [the program
observer’s] were actually less helpful than my AP’s because I think she knows my school
better.” This experience exemplifies how excessive observation or vague feedback can
contribute to stress for career changers, rather than reinforcing their self-efficacy. Joan

felt that these external observers lacked the context about her school’s unique
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environment, making their feedback less relevant and more of a burden. Jordan similarly
found what she perceived to be constant observations to be “kind of unfair” and stressful,
particularly when coupled with her heavy workload.

Formative evaluations—where participants received feedback on their own
teaching practices—were crucial in reinforcing self-efficacy. These evaluations provided
targeted feedback from mentors, administrators, or co-teachers to strengthen teaching
practices and build confidence. According to Bandura (1997), social persuasion—
encouragement and feedback from others—can significantly influence self-efficacy.
However, vague or inconsistent feedback had the opposite effect, leaving some
participants uncertain about their teaching effectiveness. Monica, for example, expressed
frustration at the lack of clear feedback, stating, “I never got that ‘here’s what you’re
doing great at, and here’s what you need to work on.” It was just kind of like, “You’re
doing fine,” but [ wasn’t really sure if I was.” This ambiguity in formative evaluations
made it difficult for her to gauge her effectiveness, hindering her self-efficacy
development.

These findings align with research suggesting that excessive evaluative scrutiny
can negatively impact teacher morale and self-confidence (Tschannen-Moran & Hoy,
2007). However, some career changers expressed frustration with insufficient feedback.
Monica, for example, shared that she often felt “no one’s ever really observing me,”
which left her uncertain about her teaching effectiveness. This contrast between
participants who were overwhelmed by too many observations and those who lacked any

feedback suggests that a balance is necessary. Career changers seem to benefit from
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constructive and timely feedback, but not at the cost of overwhelming them or adding
unnecessary stress to their already demanding roles.

In addition to these negative experiences, the lack of proactive administrative
engagement left some career changers feeling unsupported. Keith, while appreciative of
the support his administrators provided, noted their limited availability, which hindered
the depth of feedback he received. He mentioned that administrators “weren’t as
available as maybe I would have liked” due to time constraints, resulting in missed
opportunities for more meaningful guidance. This finding further underscores the critical
need for administrators to be accessible and proactive in supporting teachers’
professional growth, particularly for career changers who may not have the same
educational foundation as first-career teachers.

As Ingersoll (2001) noted, first-career teachers are generally more familiar with
the structures and expectations of educational environments, which can ease their
transition. However, career changers often experience heightened disorientation and may
feel underprepared to navigate school systems. This makes the role of administrators in
providing clear, accessible, and supportive leadership even more critical for their
development.

Theme 3: Lack of Structures Providing Mastery Experiences

The teacher preparation experiences of CCTs in this study significantly influenced
their developing sense of self-efficacy, particularly during their first year in the
classroom. Participants entered the profession through one of two primary pathways:
either a master’s degree in teaching that included structured apprenticeships or a state-

approved alternative certification program. These pathways fundamentally shaped their
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confidence entering the classroom and their ability to navigate the multifaceted demands
of teaching, with particular consequences for the development of self-efficacy.

The remaining participants—Sienna, Raymond, London, Jordan, Patricia, Stanley,
and Kendrick—entered the classroom through alternative certification programs that
placed them as teachers of record from Day 1, often without substantial preservice
preparation. These programs relied heavily on concurrent coursework and occasional
mentorship, creating a “sink or swim” environment for many participants (Ingersoll,
2001). For career changers, this dynamic was intensified; they not only lacked formal
preparation but also came from professional fields with different norms, expectations,
and support systems. As a result, their early self-efficacy was often shaped more by
survival instincts than by a genuine belief in their teaching ability. This mirrors
Bandura’s (1997) emphasis on the importance of emotional and physiological states—
stress, anxiety, and uncertainty—that can undermine self-efficacy, especially when
teachers feel underprepared and overwhelmed by their roles.

Many participants in the alternative pathway described their transition as
disorienting. Raymond shared, “They just assumed all these new teachers had a college
degree in teaching...and I’m not speaking up, but I don’t know any of that stuff.” This
reflects the broader issue of systemic gaps in induction and onboarding processes, which
fail to account for career changers’ unique needs. While career changers may bring
content knowledge or life experience, they still require support in areas such as
instructional planning, special education compliance, and classroom management—areas

often assumed to be covered in traditional preparation programs.
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The misalignment between assignment and training was another recurring theme.
Joan, who preferred English and social studies, was placed in a math classroom. She
shared: “They put me in a math classroom... the kids were correcting me when I was
teaching them math... that made me feel horrible.” This moment highlights how teaching
assignments that disregard a teacher’s strengths can undermine their confidence and
contribute to feelings of “imposter syndrome,” particularly in the early stages of a
teaching career when self-efficacy is still developing (Bravata et al., 2020). This aligns
with Bandura’s (1997) theory, which holds that early mastery experiences are crucial to
building positive self-efficacy, but career changers often face assignments or situations
that don’t allow for these foundational successes.

Jordan’s reflection on his onboarding experience further revealed how poorly
sequenced and overcrowded induction processes can become barriers to successful
transition. He described it as “very congested,” a term that conveys not only pacing issues
but also an overloaded, unclear structure. This difficulty is heightened for career changers
who come from fields with structured onboarding practices and may not be accustomed
to the disorganized nature of education induction. This underscores Bandura’s (1997)
emphasis on the importance of social persuasion, where mentors and administrators offer
clarity, structure, and encouragement. For career changers—accustomed to more coherent
training structures in previous fields—this lack of clarity only exacerbated their stress and
uncertainty, negatively affecting their self-efficacy development.

Additionally, while all participants eventually developed adaptive coping
mechanisms, their stories underscore a critical gap in many alternative certification

programs: the absence of a supportive bridge between previous careers and the practical
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realities of the classroom. Raymond’s confusion with acronyms like IEPs and 504s
during his virtual orientation highlights how teacher preparation programs often
emphasize theory while neglecting the operational knowledge needed to succeed in the
classroom. This lack of mastery experiences, such as practical engagement with
classroom management and special education requirements, left many career changers
feeling unprepared and less confident.

These findings suggest that preparation pathways must be tailored to career
changers’ unique needs—not only recognizing their strengths but also intentionally
addressing their gaps. As Bandura (1997) asserted, building self-efficacy requires
structured opportunities for success, feedback, and emotional support. Without these
supports, career changers may internalize early struggles as indicators of inadequacy
rather than as part of a normal learning curve.

CCTs in this study faced unique challenges in assessing their self-efficacy during
their transition into teaching. The tension between internal self-doubt and external
validation was evident, often influenced by a lack of immediate feedback or unclear
benchmarks for success.

Joan’s reflections demonstrate this internal tension. She shared, “Most days? |
think I feel successful... But I'm not worried about getting tenure. I think I’1l get it.”
Despite her belief in her relationships with students, she admitted struggling to “quantify”
her impact, particularly when required to submit formal teaching portfolios. Monica
similarly stated, “I feel really lucky...I still have students who come back [to visit]” yet
she followed this with uncertainty: “But do I really know what I'm doing?” These

accounts highlight the emotional dissonance between external affirmation and internal
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self-doubt. This reflects Bandura’s (1997) assertion that self-efficacy is partially
constructed through interpretation of performance outcomes, but also supports Lortie’s
(1975) contention that teaching is an egg-crate profession—individualistic and private—
offering few consistent benchmarks for success.

Byron’s statement, “My own teaching practice is a practice of continued
growth...a good teacher is a teacher who is a continuous learner,” indicates the belief that
teaching efficacy is a journey, not a destination. Monica echoed this idea but voiced
concern about the emotional toll of this unending progression: “You’re never gonna hit
the mark...you can keep trying and trying.” While these beliefs align with Bandura’s
(1997) developmental view of self-efficacy, they also underscore the psychological stress
that can emerge in the absence of clearly defined milestones. Lortie (1975) noted that the
lack of systematic feedback in teaching forces educators to rely heavily on internal
metrics, which may be skewed by emotional fatigue or unrealistic expectations.

For some CCTs, student feedback provided the most tangible metric of success.
London remarked, “My kids will tell me they really enjoy my class...that’s a big part of
how I gauge it.” This aligns with Kendrick’s perspective: “I measure my success...not by
how many students pass a test, but how my students develop over time to become better
people.” These perspectives emphasize the relational and humanistic nature of teaching
as experienced by CCTs, for whom content mastery may be less central than the quality
of interpersonal engagement. Bandura (1997) noted that verbal persuasion and positive
feedback can bolster efficacy, but for CCTs, these indicators are often nuanced and

emotionally charged.
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On the other hand, some participants, like Raymond, found student feedback to be
a more tangible and validating source of self-assurance. He recounted a student praising
his math explanation, saying, “That’s the best math explanation I’ve ever had.” This
spontaneous positive feedback reinforced Raymond’s belief in his teaching abilities and
provided a concrete metric of success. This moment of affirmation aligns with Bandura’s
(1997) concept of mastery experiences, where achieving success or receiving positive
feedback enhances self-efficacy. For CCTs, these types of affirmations, whether from
students or colleagues, serve as critical markers of progress in the absence of formal
evaluation systems.

The findings show how CCTs often lack the scaffolding traditionally used to
evaluate effectiveness. Their previous careers may have offered clearer feedback
mechanisms, making the ambiguity of teaching more difficult to navigate. As Lortie
(1975) emphasized, teaching offers limited opportunities for real-time feedback or visible
benchmarks of success, leading educators to rely on internal judgments.

This theme shows how assessing self-efficacy for CCTs involves an ongoing
negotiation between identity, expectations, and the relational core of teaching. Unlike
first-career teachers, CCTs often bring prior professional confidence that does not
immediately translate into classroom competence, requiring them to reconstruct their
sense of self within their new profession. Through their reflections, CCTs exposed the
importance of emotional and social supports in shaping long-term commitment and

satisfaction in teaching.
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Patterns of Influence Across Induction Supports and Self-Efficacy Sources

To illustrate the cross-cutting relationships between teacher induction supports
and Bandura’s (1997) four sources of self-efficacy, the researcher developed a heatmap
to synthesize participant perspectives. This visual framework indicates the comparative
strength of perceived influence across categories and supports the themes described
earlier in this chapter.
Figure 2

Influences of Self-Efficacy and Teacher Induction Supports
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Figure 2 presents this synthesis, showing average influence scores (on a 1-5
scale) derived from thematic coding in NVivo. Each cell reflects the strength of
association between a specific induction support—mentorship, peer collaboration,
classroom observations, administrative support, and practical preparation—and one of

Bandura’s four self-efficacy sources: mastery experiences, vicarious experiences, social
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persuasion, and emotional/physiological states. A score of 1 indicated minimal or
incidental influence, whereas a score of 5 represented strong, consistent references across
multiple participants. These scores were based on both the frequency and depth with
which participants linked each induction support to their sense of efficacy.

To maintain visual clarity and analytical focus, a threshold of 2.0 was appropriate
to represent a minimum level of meaningful influence. Cells below this threshold were
excluded from shading to differentiate between supports that participants described as
impactful and those they mentioned only occasionally or with a weak connection.

Several important patterns emerged from this analysis. Mentorship and peer
collaboration were the most consistently influential supports across all four domains of
self-efficacy. Participants described receiving targeted encouragement, actionable
feedback, and emotional reassurance—especially regarding social persuasion and
mastery experiences. These affirming interactions were particularly meaningful for career
changers navigating unfamiliar professional terrain. As one participant shared, “Having
someone say, ‘You’re doing this right,” meant more than any formal observation.”

Vicarious experiences were most strongly shaped by classroom observations,
which received the highest average score in that domain. Participants consistently
emphasized the importance of watching experienced teachers manage classrooms, model
instructional strategies, and build rapport with students. These observational
opportunities helped CCTs develop practical insights, particularly for those who felt
underprepared after accelerated certification programs.

Mastery experiences—the most powerful source of self-efficacy, according to

Bandura (1997)—were strongly linked to mentorship, peer collaboration, and practical
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preparation. CCTs described structured opportunities to “practice with support”—such as
co-teaching, feedback cycles, and curriculum planning—as critical to translating content
expertise into instructional effectiveness. These moments of incremental success helped
build confidence and a sense of capability.

In contrast, administrative support was the least influential across all four
domains. It scored particularly low for emotional and physiological states, where
participants reported limited encouragement or informal check-ins. As one CCT noted, “I
heard from my principal during formal evaluations, but not when I needed
encouragement the most.”

The domain of emotional and physiological states also showed the least influence
across induction supports. Participants consistently described the early months of
teaching as emotionally intense, but few reported receiving meaningful support for
managing stress, maintaining resilience, or regulating emotions. Although peer and
mentor support helped some navigate this terrain, most participants described these needs
as underaddressed in formal induction programs.

Finally, practical preparation (e.g., preservice training or coursework) emerged as
somewhat helpful, particularly for emotional readiness and initial classroom
management. However, participants did not identify it as a major driver of long-term
confidence or classroom success, highlighting a clear distinction between one-time
preparation and sustained, relationship-based support.

Overall, the heatmap showed a key insight of this study: induction supports
grounded in trust, collaboration, and ongoing feedback had the most substantial influence

on CCTs’ self-efficacy development. These findings underscore the importance of
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designing induction programs that prioritize differentiated, relational supports—
especially for career changers who often enter the profession with rich prior experience
but limited pedagogical preparation.

Summary

The experiences of CCTs in this study revealed critical insights into the factors
that influence their self-efficacy as they transition into teaching. These influences were
shaped by both external support and internal reflections, highlighting the complex
process of self-assessment for CCTs. The prioritization of influences on self-efficacy was
apparent based on the frequency and significance of their impact across participants.
Mentorship and support systems emerged as the most influential factor, followed by
classroom observations, administrative support, and finally, the gaps in practical
preparation. This ordering reflects how induction support, both in terms of guidance and
modeling, was crucial to helping CCTs develop confidence and a sense of competence in
the classroom.

Anchored in Bandura’s (1997) self-efficacy theory, the analysis provides a
framework for understanding the complex interplay between preparation, relationships,
and confidence in the early stages of a second career. Among Bandura’s four sources of
self-efficacy—mastery experiences, vicarious experiences, social persuasion, and
emotional and physiological states—social persuasion and vicarious experiences emerged
as the most influential for CCTs in this study. This finding supports Bandura’s assertion
that modeling and verbal encouragement are particularly powerful when individuals are

navigating new roles or environments.
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Emotional and physiological states—such as stress, confidence, or anxiety—were
often shaped by the presence or absence of these external supports. Although these
emotional cues were impactful, they tended to act as mediators rather than primary
drivers of self-efficacy. Mastery experiences, in contrast, were discussed less frequently
as central to participants’ sense of efficacy, likely because many career changers were
still acquiring their first sustained teaching successes. This finding contrasts with research
on traditionally prepared teachers, who often cite early mastery as a key confidence
builder (Tschannen-Moran & Hoy, 2007). For career changers still building familiarity
with classroom culture and effectiveness metrics, such experiences were less readily
accessible or easily interpreted.

In terms of theme relevance, mentorship and support systems were most strongly
linked to the development of self-efficacy, followed by classroom observations,
administrative support, practical preparation gaps, and, lastly, the internal challenges
teachers faced in assessing their own competence. This prioritization indicates how
relational and context-based supports—rather than internal reflection or isolated
practice—play an outsized role in shaping career changers’ early beliefs about their
teaching ability.

These findings align with prior literature suggesting that career changers, unlike
many first-career teachers, are particularly sensitive to the social and institutional
environments in which they are embedded (Watters & Diezmann, 2015). Moreover, this
study extend Lortie’s (1975) foundational arguments about the individualized and
isolated nature of teaching by demonstrating that career changers—who lack the

formative socialization typically gained through undergraduate teacher education—are
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especially dependent on structured, relational supports to shape their teaching identities.
Ingersoll et al. (2014) similarly found that career changers benefit most from school-
based induction programs that emphasize mentorship and collaboration, further validating
the significance of these supports in fostering teacher efficacy and retention.

Classroom observations were the second most influential factor, aligning with
vicarious experiences, another key source in Bandura’s framework. For CCTs, observing
experienced teachers helped bridge the gap between theory and practice. Vicarious
experiences provided them with tangible examples of classroom management, teaching
techniques, and effective communication, which directly influenced their belief in their
ability to succeed. Whereas social persuasion (feedback and encouragement) played an
important role, vicarious learning proved to be more fundamental. Career changers, many
of whom lacked teaching experience, were more reliant on observing teaching practices
to gain confidence and internalize effective strategies. This distinction between the
importance of vicarious experiences and social persuasion highlights how CCTs differ
from first-career teachers, who typically have a foundation of observational learning as
described by Lortie (1975).

Administrative support emerged as a third key influence, connecting to emotional
and physiological states in Bandura’s (1997) theory. Administrators who were empathetic
and engaged provided the emotional support CCTs needed to navigate the challenges of
teaching. Such support reduced stress, built resilience, and boosted confidence. The lack
of consistent administrative support, however, had a detrimental effect, leaving CCTs

feeling isolated and unsupported in their roles. For first-career teachers, administrative
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support may be beneficial but is not always as critical as it is for CCTs, who enter the
profession without the same baseline knowledge or familiarity with school structures.

The final influence on self-efficacy, the gaps in practical preparation, connected
to mastery experiences. Bandura (1997) asserted that mastery experiences—direct
successes in task performance—are the most powerful source of self-efficacy. However,
many CCTs experienced significant gaps in their training, particularly in areas like lesson
planning, classroom management, and special education compliance. These gaps
undermined the CCTs’ confidence, as they had limited opportunities for hands-on,
successful classroom experiences. This lack of preparation was particularly challenging
for career changers, whose previous professions may have had more structured, clear-cut
performance feedback mechanisms. For first-career teachers, these areas of preparation
are typically addressed in their preservice training, whereas CCTs often have to learn
them while already responsible for managing a classroom.

The CCTs in this study prioritized structured mentorship, classroom observations,
and emotional support in developing self-efficacy. These influences were critical in
helping them build the confidence necessary to navigate the complex responsibilities of
teaching. The lack of structured support, practical preparation, and clear guidance,
however, hindered their ability to assess their own effectiveness, leading to feelings of

doubt and uncertainty.
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Chapter 5: Interpretation, Conclusions, and Recommendations

Introduction

This study was an exploration of the experiences of CCTs as they transitioned
into secondary education, focusing on how novice teacher induction support and
interpersonal relationships shaped their self-efficacy. This chapter presents the broader
implications of these findings by discussing their alignment with Bandura’s (1977, 1997)
theory and connections to existing literature. It also explores how this study’s findings
align with or depart from previous research on teacher preparation and induction. These
connections underscore the importance of the findings for advancing our understanding
of CCTs’ unique needs and offer recommendations for improving teacher induction
programs. Chapter 5 presents the study’s limitations and offers a balanced perspective on
the scope of its contributions. Building on these insights, the researcher provides
recommendations for practice, focusing on ways to enhance teacher preparation and
induction programs to better support CCTs. Finally, Chapter 5 presents implications for
future research.
Interpretation of Findings

Bandura’s (1977, 1997) self-efficacy theory provided the conceptual lens for this
study, offering a framework to understand how CCTs develop beliefs about their
capabilities during the transition into teaching. Self-efficacy refers to an individual’s
belief in their capacity to perform actions necessary to achieve desired outcomes. For
teachers, this belief influences motivation, resilience, and instructional effectiveness

(Tschannen-Moran & Hoy, 2001).
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Bandura (1977) identified four primary sources of self-efficacy: mastery
experiences (successful task performance); vicarious experiences (observation of others);
social persuasion (through feedback and encouragement); and emotional and
physiological states, which reflect the influence of stress, anxiety, or confidence on
perceived competence. These sources shape how individuals interpret challenges and
assess their potential for success.

Findings from this study suggest that mastery experiences and social persuasion
were the most influential sources of self-efficacy for CCTs. This aligns with Bandura’s
(1997) assertion that mastery experiences are the strongest determinant of self-efficacy
and 1s supported by prior research demonstrating that these experiences are critical in
early career stages (Tschannen-Moran & Hoy, 2007). In addition, mentorship and
induction supports that offered encouragement and formative feedback played a central
role in reinforcing participants’ confidence, reflecting what Ingersoll and Strong (2011)
describe as the importance of social persuasion in new teacher development.

For career changers, however, these sources may be especially pivotal. As noted
by Darling-Hammond et al. (2002), CCTs often bring strong content knowledge but enter
the classroom with limited pedagogical training. As such, CCTs’ self-efficacy may hinge
more heavily on real-time successes and affirming feedback during the induction period
than that of first-career novice teachers. The findings suggest that these teachers depend
on immediate, practice-based reinforcement to build confidence and efficacy in their new
roles.

Vicarious experiences, particularly observing other classrooms, offered valuable

models for effective practice but had a less consistent impact than mastery or social

109



persuasion. Participants appreciated observing experienced teachers and often described
these experiences as useful when they felt underprepared, especially for classroom
management or lesson pacing. However, without accompanying opportunities to apply
what they observed, the impact of vicarious learning was more limited.

Emotional and physiological states played a complex role in shaping participants’
self-efficacy, often amplifying the effects of other sources. Positive emotions following
successful lessons or student interactions boosted confidence, whereas feelings of stress,
inadequacy, or isolation undermined it. These experiences were deeply intertwined with
the level of support participants received. Participants who reported emotional distress
often described a lack of informal encouragement or structured support, highlighting the
emotional demands of teaching for those new to the profession. These findings align with
Klassen and Chiu’s (2010) work, which emphasized emotional regulation as a critical
dimension of teacher efficacy development, especially in early career stages.

Taken together, these findings supported the need for induction systems that are
responsive to CCTs’ unique needs. Although mentorship and peer collaboration
effectively foster mastery and social persuasion, schools and districts should invest in
strategies that also address emotional well-being and stress management, particularly for
teachers entering through accelerated or nontraditional pathways. This study contributes
to the literature by clarifying how Bandura’s self-efficacy sources manifest in CCTs’
experiences and by highlighting their differentiated support needs. Future research and
program design should account for these distinctions to better support early career

development and long-term retention.
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Mastery Experiences

According to Bandura (1997), mastery experiences—successfully completing
tasks through direct experience—are the most influential source of self-efficacy. The
CCTs in this study described mixed experiences with developing mastery during their
early years in the classroom. Their reflections revealed that the availability and structure
of early opportunities to practice teaching played a central role in shaping their
confidence. Participants who entered the profession through master’s degree programs
with structured apprenticeships described a more gradual and supported transition into
teaching. These participants described benefitting from scaffolded opportunities to co-
plan, co-teach, and receive feedback before assuming full classroom responsibility.

In contrast, participants who entered through alternative certification programs
frequently described being placed in high-stakes teaching positions with minimal
preservice training. Lacking structured exposure to instructional planning, classroom
management, or the operational culture of schools, these participants often felt
overwhelmed and underprepared. One participant described the early months as “trial by
error,” while another reflected, “I didn’t even know how to do a lesson plan.” These early
experiences, rather than building confidence, often reinforced feelings of self-doubt and
uncertainty. Although participants persevered, their belief in their ability to be effective
stemmed more from necessity and survival than from a grounded sense of competence.

This finding aligns with research showing that early structured teaching
experiences, such as residencies or supervised practicums, are critical in shaping
teachers’ confidence (Ronfeldt & McQueen, 2017; Zeichner & Conklin, 2005). Effective

mastery experiences, as Bandura (1997) explained, are not only about performing a task
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but doing so with sufficient support and feedback to interpret the experience as
successful. In this study, participants who reported early feelings of success often had
access to curriculum models, mentor support, or manageable teaching loads, which
enabled them to build momentum. By contrast, those placed in roles without curricular
guidance or instructional coaching struggled to assess their own progress, which
constrained the development of self-efficacy.

Another key insight from the findings is that prior professional experience did not
automatically translate into classroom competence. Many participants described entering
teaching with confidence based on their success in prior careers, only to feel like novices
once they began their teaching roles. One participant described it as “starting from
scratch,” a phrase echoed by others who described the difficulty of translating leadership,
communication, or technical expertise into effective classroom instruction. This pattern
supports Bandura’s (1997) emphasis on the task-specific nature of self-efficacy:
Competence in one domain does not guarantee confidence in another.

Notably, while most participants described a lack of early mastery opportunities
as detrimental, they varied in how they responded to these gaps. Some were able to adapt
quickly, using trial-and-error learning and leaning on peer networks to compensate for
the absence of structured training. Others struggled for much longer, describing feelings
of isolation, burnout, or imposter syndrome. These differing responses suggest that while
the availability of early mastery opportunities is critical, so too are the individual’s
coping strategies and supplemental supports.

Compared to first-career teachers, the participants in this study faced additional

hurdles in constructing mastery. First-career teachers often have the advantage of a
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longer trajectory of exposure to classroom norms and may also have had more
comprehensive preservice training. Career changers, by contrast, are often learning the
role of teacher while simultaneously unlearning expectations from prior professional
identities. This dual transition may make their mastery experiences more complex and
emotionally taxing, particularly in the absence of structured induction.

Ultimately, the findings show that mastery experiences for CCTs must be
intentionally structured, supported, and aligned with classroom demands. Without those
foundations, CCTs risk interpreting early struggles as signs of inadequacy, rather than as
developmental milestones. The participants in this study did not define early success by
perfection but by having the space, resources, and guidance to grow into the role with
confidence.

Vicarious Experiences

According to Bandura (1997), vicarious experiences—observing others perform
tasks successfully—are a powerful influence on self-efficacy, especially when individuals
lack direct experience. For the CCTs in this study, such observational learning emerged
as a critical early support, particularly when their own mastery experiences were limited
or underdeveloped.

Participants consistently mentioned watching experienced teachers as an essential
strategy for building confidence and instructional competence. These opportunities
helped them see abstract pedagogical theories translated into effective, real-world
practice. One participant described observation as “a way to picture myself doing it,”
underscoring Bandura’s argument that observing relatable, successful models can help

novices internalize their own potential for success.
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Of the 11 participants in the study, six reported observing other teachers during
their first year. However, these experiences varied significantly in structure and
accessibility. Most of the observations were arranged independently by participants rather
than being built into formal induction programs. Participants who entered the profession
through master’s degree programs typically had more structured and consistent access to
these learning opportunities. In contrast, those who entered through alternative
certification pathways described having limited or informal access to modeling once they
became full-time teachers. These findings align with critiques from Ingersoll and Strong
(2011), who emphasized that induction programs often neglect vicarious learning as a
systematic component of teacher development.

Among the more structured models, Byron’s experience with the PAR program
stood out as an example of effective implementation. The PAR program provided Byron
with scheduled opportunities to observe master teachers at his school and in neighboring
buildings. These experiences, combined with opportunities for follow-up reflection and
feedback, offered a meaningful blend of modeling and mentorship. Byron recalled, “I
observed a lot of teachers... I went out to observe teachers in other buildings [and] where
I work. I had professional development to take off a day to observe another teacher’s
classroom.” His description indicates a well-integrated support system that intentionally
created space for new teachers to learn through observation.

For CCTs, such programs play a particularly important role. Because they often
lack the informal “apprenticeship of observation” that first-career teachers gain from
years of classroom experience as students (Lortie, 1975), career changers benefit greatly

from structured opportunities to observe teaching in action from the educator’s

114



perspective. As Hobson et al. (2009) argued, effective observation and mentorship
programs support new teacher efficacy by reducing isolation and offering concrete,
transferable strategies. Byron’s experience with PAR supports this claim, illustrating how
structured vicarious learning can build not only competence but also a sense of belonging
in the professional community.

Additionally, Byron’s account aligns with Redding and Smith’s (2016) research,
which found that collaborative induction programs, such as PAR, improve retention and
foster professional growth by centering on shared learning. The inclusion of peer
observation days, reflective debriefs, and mentor-guided feedback helps address both the
practical and emotional needs of new teachers—needs that are particularly acute for
career changers navigating steep learning curves.

By contrast, participants like Kendrick and Sienna, who relied on informal or
incidental opportunities to watch others teach, often described those moments as helpful
but insufficient. Without structured time or guided reflection, the transfer of knowledge
was limited. This inconsistency indicates the importance of intentionally embedding
vicarious learning into induction design, especially for teachers entering the classroom
through nontraditional pathways.

Vicarious experiences provided a vital foundation for the CCTs’ self-efficacy in
this study. Structured opportunities for observation, such as those found in the PAR
program, allowed teachers to model effective practices, build confidence, and develop a
clearer vision of success. When such opportunities were absent or informal, participants
reported greater uncertainty and a greater reliance on trial-and-error. These findings

support Bandura’s (1997) assertion that vicarious learning plays an essential role in self-
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efficacy development, particularly for individuals navigating unfamiliar roles with
limited prior exposure.
Social Persuasion

Social persuasion—encouragement, feedback, or criticism from others—emerged
as a meaningful but uneven influence on the self-efficacy beliefs of the CCTs in this
study. Bandura (1997) emphasized that social persuasion can enhance efficacy beliefs
when feedback is credible, specific, and timely. Participants’ experiences showed that
verbal encouragement and affirmation from mentors, administrators, co-teachers, and
peers could provide the reassurance needed during early teaching challenges. However,
the effectiveness of these interactions varied significantly, depending on the depth of the
relationship and the relevance of the feedback to participants’ instructional contexts.

For some, positive feedback functioned as an anchor during moments of
uncertainty. London described her mentor’s comments as instrumental in helping her feel
“seen” and supported, especially when he provided targeted critiques that validated her
teaching approach and highlighted areas for growth. Such moments illustrate the kind of
high-quality social persuasion Bandura described: feedback that is grounded in genuine
observation and tailored to the individual’s needs. Participants who received this kind of
support described it as affirming, clarifying, and motivational. These findings align with
previous research highlighting the power of constructive feedback in reinforcing teacher
self-efficacy (Ingersoll & Strong, 2011; Tschannen-Moran & Hoy, 2007).

The role of co-teachers, particularly in special education or inclusion classrooms,
was also pivotal. Several participants described how co-teaching dynamics shaped their

confidence and identity as educators. When partnerships were collaborative, participants
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felt empowered to share instructional responsibilities and learn from their colleagues.
Joan, for instance, described her co-teacher as someone who “guided” her through lesson
planning and classroom management, reinforcing her sense of competence. However,
others described being treated more like assistants than equals, an experience that not
only undermined their authority in the classroom but also stifled opportunities for
meaningful feedback. These findings align with research by Byers (2024), who
emphasize the importance of role clarity and mutual respect in co-teaching relationships.

Conversely, the absence or inadequacy of social persuasion negatively influenced
participants’ sense of efficacy. Monica, for example, noted that her administrator rarely
offered feedback, leaving her unsure whether she was meeting expectations. Kendrick
described feeling isolated within his department, saying, “The other teachers in the
department... didn’t give me any support at all.” These experiences align with what
Tschannen-Moran and Hoy (2007) identified as a critical risk for new teachers: when
social persuasion is absent or poorly delivered, it can reinforce self-doubt and reduce
motivation. This challenge may be exacerbated for career changers, who, unlike
traditionally trained peers, may not have access to consistent support networks embedded
within teacher preparation programs.

Participants’ experiences with social persuasion also suggest that the nature of
teaching as a relatively isolating profession can present unique challenges for CCTs.
Lortie (1975) famously characterized teaching as an “egg-crate” profession, marked by
individualized, compartmentalized work with limited collaboration. For participants who
had come from careers in business, military service, engineering, or communications—

fields where teamwork, cross-functional dialogue, and feedback loops were routine—this
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isolation was jarring. Several participants expressed surprise at how little feedback or
interaction they received compared to their prior roles. This contrast may partly explain
why social persuasion played such a critical role for these teachers: in the absence of
clear feedback structures, even brief affirmations or collaborative moments took on
heightened significance.

These findings align with studies that underscore the importance of relational
support in novice teacher development. Redding and Smith (2016) argued that school
cultures characterized by collaboration and shared responsibility improve retention and
efficacy among new teachers. Similarly, Hobson et al. (2009) highlighted that
inconsistent or poorly structured mentoring can lead to professional isolation and hinder
growth. The present study builds on this literature by showing that the stakes of isolation
may be even higher for CCTs, whose prior professional identities were often forged in
environments with more robust collegial feedback systems.

Overall, the data showed that social persuasion is a critical, if inconsistent,
influence on the development of self-efficacy for CCTs. When feedback was specific,
consistent, and affirming, it helped participants build confidence and navigate their new
roles; when it was absent, vague, or dismissive, it compounded existing uncertainty and
hindered growth. For career changers, particularly those entering teaching through
alternative certification programs, the availability and quality of social persuasion may be
an especially important predictor of early success. These findings indicate the need for
induction structures that prioritize clear, relational, and sustained feedback mechanisms

as a core component of supporting second-career educators.
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Emotional and Physiological States

Bandura (1977, 1997) emphasized the importance of emotional and physiological
states as a core source of self-efficacy. Stress, anxiety, and emotional discomfort can
erode individuals’ confidence in their ability to succeed, and positive emotional
experiences can reinforce it. For CCTs in this study, emotional and physiological states
emerged not just as background noise but as a steady undercurrent shaping how they
interpreted and responded to all other sources of efficacy, whether that meant a moment
of instructional success, a colleague’s affirmation, or the lack of support from school
leadership.

Unlike mastery or vicarious experiences, emotional states were always present,
often magnifying or dulling the effect of those other experiences. Patricia described the
weight of juggling unfamiliar content and classroom management responsibilities while
struggling with feelings of “imposter syndrome” (Clance & Imes, 1978). Similarly,
Raymond expressed persistent worry about whether he was “doing this right,” in part
because of the lack of clear guidance. These findings align with Schutz et al. (2017), who
observed that CCTs often face intensified emotional strain as they adapt to the demands
of their new profession.

Importantly, participants’ emotional states were deeply shaped by the reasons
they chose to enter teaching. Some CCTs entered with altruistic motivations: hoping to
make a difference, give back to their communities, or find meaning after dissatisfaction
in a prior role (Chambers, 2002; Hunter-Johnson, 2015). Others described more
pragmatic decisions, such as seeking job security, greater flexibility, or a second career

aligned with their values (Anthony & Ord, 2008). These motivations were not merely
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abstract; they informed participants’ expectations and often influenced their emotional
responses when reality diverged from the ideal. For those who had envisioned teaching as
a purpose-driven career, early struggles could feel especially disheartening. One
participant described this disconnect as “heartbreaking,” expressing a sense of failing not
just themselves but the ideals that had drawn them into the profession.

The emotional toll of induction was shaped by the structure—or lack thereof—of
support systems. Those who participated in thorough new teacher orientation or had
access to structured mentorships and professional networks often reported more stable
emotional experiences. Joan, for instance, noted that her emotional stress was
compounded by a lack of scaffolding from a co-teacher. Other participants pointed to
orientation programs that focused more on compliance and less on navigating the day-to-
day realities of teaching. These findings align with research from the New Teacher
Center (Watkins, 2016), which identified predictable “attitudinal phases” that novice
teachers move through during the year—from anticipation to disillusionment—and
suggested that support during this transition is crucial to maintaining emotional
resilience.

The school setting also played a noticeable role in shaping participants’ emotional
and physiological responses. CCTs placed in high-poverty or urban school contexts often
encountered more acute challenges, including limited resources, heightened student
needs, and inconsistent administrative support. Monica, who taught in a low-income
school, described her administration as “not really in the classroom very often at all,” and
reported feeling disconnected from school leadership. This absence of meaningful

feedback heightened her stress and self-doubt. By contrast, teachers in suburban or better-
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resourced schools were more likely to report feeling supported and affirmed, even when
facing steep learning curves.

The emotional states of CCTs may also differ from those of first-career novice
teachers due to the psychological dissonance of returning to a novice role after having
previously experienced competence and confidence in another profession. Multiple
participants in this study reported feeling frustrated that their prior expertise was either
undervalued or irrelevant in the classroom. For example, Keith, who had years of
experience leading teams in his previous role, found it humbling and emotionally jarring
to start from scratch. As Watters and Diezmann (2015) noted, career changers often
experience magnified versions of the same anxieties faced by first-career teachers—
particularly around identity, competence, and isolation—because they are navigating both
professional reinvention and skill acquisition simultaneously.

Despite these challenges, small successes helped stabilize emotional states and
build confidence. Keith’s story of discovering “better ways to gather student thinking”
shows how even modest moments of growth can generate powerful emotional
reinforcement and enhance self-efficacy. This finding supports Bandura’s (1997)
assertion that emotional regulation is not merely an outcome of efficacy but also a
pathway toward it.

The intersection of emotional self-regulation and job satisfaction was also evident
in participants’ reflections. Teachers who felt more confident and emotionally balanced
reported greater satisfaction and expressed longer-term commitment to the profession.
Those who struggled with anxiety, disconnection, or burnout were more likely to describe

thoughts of leaving. This finding aligns with broader findings linking self-efficacy and
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job satisfaction (Herman et al., 2018; Troesch & Bauer, 2017; Turkoglu et al., 2017), and
suggests that induction programs would do well to focus not only on pedagogy but also
on the emotional scaffolding novice teachers need to stay engaged and fulfilled in their
roles.

For CCTs, the journey into teaching brought emotional highs and lows that were
inseparable from their confidence as new educators. These emotional states, shaped by
their motivations, school contexts, and support structures, either affirmed their decision to
teach or left them questioning it. Administrators and mentors must prioritize creating a
supportive and emotionally secure environment for novice teachers. Providing actionable
feedback, recognizing teachers’ accomplishments, and addressing their emotional needs
can significantly reduce stress and build confidence. These practices not only enhance
teacher retention but also foster more effective and resilient educators.

Synthesis of Bandura’s Framework and Study Findings

Building on the preceding discussion of each of Bandura’s (1977, 1997) four
sources of self-efficacy, it is important to return to the conceptual framework presented in
Chapter 2 (see Figure 1) to consider how the expectations outlined at the outset of the
study compare with the findings that emerged. Figure 1 shows how CCTs were expected
to develop self-efficacy beliefs during the early years of teaching, based on Bandura’s
four sources: mastery experiences, vicarious experiences, social persuasion, and
emotional and physiological states. The framework emphasized that collegial
relationships—including mentors, principals, peers, and external teacher networks—are

central to activating these sources, anticipating that induction supports would operate not
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only as formal structures but also as relational exchanges that shape how career changers
make sense of their early teaching experiences.

The findings of this study supported many of these expectations while also
extending them in important ways. Mastery experiences remained foundational, yet
several participants described how accelerated entry routes limited opportunities for
guided practice. As a result, vicarious experiences through structured observation of
skilled colleagues were described as more critical than the framework initially suggested.
Social persuasion also aligned with the framework but emerged as highly dependent on
credibility and relational trust: Targeted feedback from mentors and administrators
strengthened efficacy, whereas generic or inconsistent feedback produced uncertainty.
Emotional and physiological states functioned not just as background conditions but as
amplifiers of the other sources, with stress, isolation, and identity tensions magnifying
challenges, and supportive collegial relationships buffering these strains.

To illustrate these points of alignment and extension, Table 3 is a comparison of
the expectations derived from Bandura’s (1977, 1997) self-efficacy theory, the
conceptual framework diagram presented in Chapter 2, and the literature review with the
findings of this study. Although the framework emphasized the influence of all four
sources within collegial relationships, CCTs’ experiences indicate a rebalancing of their
relative weight. Vicarious learning and credible social persuasion often carried greater
significance in the absence of robust mastery opportunities, and emotional states were
described as deeply entangled with teachers’ identity work. These findings suggest that

although Bandura’s theory remains a useful foundation, the induction of CCTs requires
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attention to the particular pathways and contexts through which their early experiences

are shaped.

Table 3

Comparison of Bandura’s Four Sources of Self-Efficacy and Study Findings

Bandura’s source Conceptual This study’s Comparison of
framework findings Bandura and
expectations findings
Mastery Bandura (1977, CCTs confirmed Agreement
experiences 1997) identified mastery as overall — mastery
mastery as the foundational but was central as
strongest described limited theorized, but
predictor of access due to findings show it
efficacy. Figure 1 accelerated entry was less
emphasized prior routes. Trial-and- accessible,
experience and error delayed leading CCTs to
classroom growth, while depend more
practice as guided feedback heavily on other
central. reinforced sources.
Literature confidence where
highlighted early available.
successes, guided
practice, and
structured
induction
(Ingersoll et al.,
2021; Ronfeldt &
McQueen, 2017).
Vicarious Bandura saw CCTs described Partial
experiences vicarious vicarious divergence —
learning as learning as more heavily
secondary. primary, relied on than
Figure 1 stressed especially when anticipated,
observation of pedagogical became a central

mentors and
peers. Literature
expected
observation to
supplement
mastery (Coppe
et al., 2022;
LoCascio, 2016).
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preparation was
weak. Structured
observations
(e.g., PAR) were
essential to
bridge gaps.

rather than
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Bandura’s source Conceptual This study’s Comparison of
framework findings Bandura and
expectations findings
Social persuasion Bandura CCTs reported Agreement in

emphasized persuasion as principle,

persuasion when powerful but divergence in

credible. Figure inconsistent. practice —

1 highlighted Relational, persuasion

mentors, specific feedback influenced

Emotional and

physiological states

principals, and
colleagues as key
persuaders.
Literature
stressed
affirming and
constructive
feedback as
critical to novice
identity
(Achinstein &
Ogawa, 2011;
Foote et al.,
2011).

Bandura
described
emotions as
background cues.
Figure 1 depicted
them as
moderated by
collegial support.
Literature noted
stress and
isolation could
lower efficacy,
while support
buffered strain
(Snyder et al.,
2013; van Heijst
et al., 2025).

built confidence,
while generic or
negative
feedback
undermined it.
Some
experienced
discouragement
or type-casting.

CCTs described
emotions as
central amplifiers
of efficacy.
Stress, isolation,
and identity
tensions
magnified
challenges, while
collegial support
buffered strain.

efficacy, but its
impact hinged on
credibility and
relational trust,
especially for
teachers of color.

Divergence —
emotions were
more central than
expected,
functioning as
amplifiers rather
than background
conditions.

Note. Expectations drawn from Bandura’s (1977, 1997) theory, Figure 1 Conceptual
Framework in Chapter 2, and the literature review.
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Teacher Preparation Pathway

The pathway each career changer took to enter teaching—either through a
master’s program with a preservice placement or a state-approved alternative certification
program—shaped their initial self-efficacy. These preparation experiences influenced
teachers’ confidence in their teaching abilities, their perception of support systems, and
their ability to navigate classroom challenges (Grossman & Loeb, 2021).

The structured apprenticeship model in the master’s program appears to have
fostered a smoother transition to teaching, reinforcing self-efficacy through mentorship
and allowing teachers to observe effective practices before taking on full classroom
responsibility. The apprenticeship model with structured preservice clinical placements
offered an opportunity to develop foundational skills in a low-stakes environment. The
guidance from experienced mentors during these placements fostered vicarious learning
and social persuasion (Bandura, 1997), as participants observed effective teaching
practices and received constructive feedback before taking on full teaching
responsibilities. This gradual exposure helped build participants’ confidence and a
stronger sense of self-efficacy before they became the teacher of record. As one
participant noted, the opportunity to practice teaching and receive mentorship in real
classrooms created a more stable foundation, which helped them feel prepared to manage
a classroom independently.

In contrast, teachers entering teaching through alternative certification programs
were often thrust directly into the role of teacher of record. These participants managed
classroom responsibilities while concurrently completing certification coursework and

receiving supervised internship or induction support. This immersion often led to high

126



levels of “trial by fire” learning, where teachers’ self-efficacy developed through on-the-
job experiences and, at times, limited support. Participants in this pathway reported
frequently relying on peer collaboration and family support as alternative sources of self-
efficacy reinforcement, especially when formal mentoring resources were delayed or
insufficient. Although this hands-on experience provided prior mastery—a crucial factor
in self-efficacy (Bandura, 1997)—it also increased stress and self-doubt for some
participants due to limited structured guidance in their first year. Teachers in this pathway
noted that increased mentorship and feedback would have helped alleviate some of the
uncertainties they experienced, underscoring the role of constructive feedback and
support in building CCTs’ self-efficacy.

The findings of this study support earlier scholarship on the disorienting nature of
moving from professional environments that emphasize autonomy and collaboration into
school settings characterized by rigid structures and limited feedback. For CCTs, this
shift was not only about learning new instructional practices but also about renegotiating
their professional identities in contexts that often constrained their prior expertise. When
induction programs did not provide developmental, relationship-based support,
participants described feeling that their motivation and confidence were undermined
during this critical transition. In this way, the study shows how the structural features of
schooling and the design of induction can either exacerbate or ease the identity shift
highlighted in prior research, with direct consequences for career changers’ emerging
sense of self-efficacy.

The data indicate that although both preparation pathways can lead to successful

teaching, those that embed guided, hands-on experiences, such as apprenticeships or
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residencies, are more likely to produce confident, resilient teachers. Programs that
assume career changers will “figure it out” by virtue of their age or prior experience may
inadvertently reinforce Lortie’s (1975) concern that schools rely too heavily on informal
induction, leaving new teachers isolated and uncertain. A more intentional, differentiated
approach to preparation is essential to supporting the long-term success and retention of
CCTs.
Limitations

Although this study provides valuable insights into CCTs’ induction experiences,
it is important to acknowledge its limitations. These constraints do not detract from the
significance of the findings but offer context for understanding the scope and
applicability of the research.
Implications of COVID-19 on Induction Experiences

A notable portion of participants began their teaching careers during the COVID-
19 pandemic, which significantly altered traditional induction processes and classroom
dynamics. The challenges and supports described in this study may reflect unique
conditions tied to remote learning, social distancing, and virtual mentoring. To account
for this, participants were asked to reflect on how these circumstances shaped their
induction and self-efficacy, allowing for an understanding of both pandemic-specific and
more universal experiences. Yin (2018) emphasized the importance of context in
qualitative research, and this approach helped to contextualize findings while

acknowledging the unique conditions of the pandemic.
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Methods to Mitigate Limitations

There were several strategies employed to mitigate the limitations of this study.
Purposive sampling ensured diverse representation among secondary education CCTs.
The use of semistructured interviews allowed for both depth and flexibility, enabling the
capture of rich data and the uncovering of unanticipated themes (Merriam & Tisdell,
2016). Triangulating findings across participant narratives and probing for examples of
mastery, vicarious experiences, social persuasion, and emotional states enhanced the
validity of the conclusions. Additionally, findings were compared with existing literature,
ensuring alignment with established research and strengthening their reliability (Yin,
2018).
Recommendations

The findings from this study indicate the need for a more intentional and
differentiated approach to supporting CCTs as they transition into the profession. While
these individuals bring rich prior experience and often a strong commitment to teaching,
they frequently enter classrooms with limited pedagogical preparation, minimal
preservice practice, and inconsistent support structures. As the data showed, participants
encountered a range of challenges—emotional, instructional, and systemic—that shaped
their self-efficacy and long-term commitment to the role. These challenges were
compounded when induction supports were misaligned with their needs or implemented
too late to influence their early growth.

This section presents recommendations grounded in the study’s findings and
supported by relevant literature. Recommendations could be useful for teacher

preparation providers, school and district leaders, policymakers, and stakeholders
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designing or refining induction and professional development systems. Although some
strategies mirror best practices for all novice teachers, the emphasis is on the distinct
needs of those entering the profession through nontraditional pathways.

Each recommendation addresses a specific aspect of support—such as
mentorship, observational learning, emotional well-being, and program design—and
explains how it can be more effectively leveraged to enhance CCTs’ confidence,
competence, and retention. In doing so, the goal is not only to improve teacher outcomes
but also to strengthen the school environments in which they serve.

Tailoring Induction Programs for Career-Changer Teachers

To ensure that induction programs effectively support CCTs, school systems must
move beyond traditional one-size-fits-all approaches and adopt adaptive, relational
models grounded in the specific needs of teachers entering from nontraditional pathways.
Career changers often bring rich content knowledge and professional skills from prior
careers, yet they face unique challenges as they adapt to the complexities of the
classroom and the culture of schooling. Induction programs must be reimagined to foster
not only competence but also confidence, especially in the critical first years when
teachers are forming beliefs about their capabilities.

Induction should be conceptualized as a developmental continuum rather than a
time-limited phase. Programs that emphasize sustained, practice-based learning are more
likely to support the development of self-efficacy, especially when new teachers are
provided with opportunities to rehearse instructional strategies, receive guided feedback,
and reflect on their growth. Research has shown that mastery experiences are the most

powerful source of self-efficacy (Bandura, 1997), and CCTs are more likely to benefit
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when they are able to engage in structured, supported opportunities to implement
instruction and improve iteratively. This includes designing orientation programs that go
beyond procedural information to incorporate modeled instruction, lesson simulations,
and coaching that reflects the realities of classroom practice (Ronfeldt & Reininger,
2012).

Mentorship must be restructured to be both responsive and instructionally
grounded. CCTs need mentors who can model effective teaching practices, provide
consistent and constructive feedback, and serve as emotional anchors during the often-
stressful transition into the classroom. Mentors should be selected and trained
intentionally, ensuring they not only understand the pedagogical needs of career changers
but can also help bridge gaps in preparation. Programs such as PAR provide promising
models that combine classroom-based observation, coaching, and reflective dialogue—
mechanisms that support vicarious learning while also building relational trust (Zeichner
& Conklin, 2005). Yet beyond instructional guidance, this study suggests that relational
resonance and shared professional trajectories may matter just as much. Participants
frequently described the importance of mentors who could empathize with the identity
transition from a prior career into teaching, not only guiding practice but also affirming
the challenges of shifting professional identities.

For teachers of color in particular, mentorship can be complicated by a lack of
colleagues or leaders with shared racial or cultural backgrounds. Prior research indicated
that new teachers of color often experience isolation, lowered expectations, and type-
casting into disciplinary roles, while also contending with microaggressions in their

schools (Achinstein & Ogawa, 2011). Culturally diverse mentors, or mentors trained to
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recognize and affirm the racialized and cultural dimensions of teaching, are therefore
essential. One promising approach is to intentionally connect novice career changers with
mentors who have themselves entered teaching through a second-career pathway and
who reflect the cultural diversity of the teaching force. Such differentiated mentorship
leverages the unique insights and credibility of those who have already navigated the
shift into teaching, positioning them to address the uncertainties, identity work, and
systemic challenges that newer career changers face.

By drawing on both shared professional experiences and culturally responsive
practices, these relationships can enhance trust, normalize the struggles of transition, and
provide targeted strategies for integrating prior professional skills into classroom
practice. Structuring induction in this way supports the value of career changers,
particularly those from underrepresented backgrounds, as a distinct resource within
schools, transforming them from isolated entrants into contributors to a cycle of mutual
support and professional growth.

Co-teaching arrangements could be especially powerful for career changers
during their first year. Rather than relying solely on intermittent mentoring, co-teaching
allows new teachers to learn in real-time from experienced colleagues, offering
immediate modeling and collaborative problem-solving. This proximity to instructional
decision-making facilitates both mastery and vicarious experiences. When implemented
with clear roles and shared responsibility, co-teaching supports gradual release of
teaching responsibility and deepens professional learning through daily collaboration

(Friesen & Brown, 2020).
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In addition to in-building supports, schools must create systems for specialized
teachers—such as those in engineering, the arts, or technology—who are often the only
teachers in their content area within a building. These educators benefit from structured
opportunities to observe effective instruction in similar content areas at other schools or
through virtual networks. Without such exposure, career changers in specialized roles
may feel isolated and lack models for translating their content expertise into effective
pedagogy. Cross-school or cross-district partnerships that facilitate observational learning
and peer networks can mitigate this isolation and foster instructional growth (Grossman
etal., 2001).

Equally important is addressing the emotional and physiological demands of
early-career teaching. Career changers frequently experience heightened stress, role
uncertainty, and imposter syndrome as they navigate unfamiliar school environments and
reconcile prior identities with new expectations. Induction programs should integrate
emotional supports such as facilitated peer support groups, regular check-ins with
administrators, and dedicated time for reflection and wellness. These elements are not
ancillary; rather, they directly influence self-efficacy by shaping how teachers interpret
their experiences and respond to challenges (Castro et al., 2010; Klassen & Chiu, 2010).

Professional learning must also be differentiated. Given the varied backgrounds of
CCTs, some will require intensive pedagogical support while others may need targeted
training in curriculum design, assessment, or culturally responsive practice. Induction
systems should be flexible enough to meet teachers where they are, drawing on
diagnostic assessments or reflective goal-setting to tailor supports accordingly. Although

all novice teachers benefit from high-quality induction, the needs of career changers
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differ in both kind and intensity from those of first-career teachers. The latter often enter
with recent preservice experiences, such as student teaching, and a developmental
trajectory aligned with traditional teacher preparation. In contrast, career changers may
enter with little classroom exposure, higher professional expectations, and fewer support
structures that acknowledge their identity transition. Tailored induction that affirms their
prior expertise while scaffolding new learning is essential for building efficacy and
ensuring successful integration into the teaching profession (Feiman-Nemser, 2001;
Flores & Day, 2006).

The duration of induction support merits reconsideration. Several participants in
this study reported significant growth in self-efficacy after their first year, once they had
accumulated more teaching experience and built stronger support networks. Multiyear
induction programs that extend mentorship, collaborative learning, and structured
reflection into the second and third years offer greater potential for long-term
development. Smith and Ingersoll (2004) and Carver-Thomas and Darling-Hammond
(2017) similarly argued that sustained induction support is associated with improved
teacher retention, especially in high-need schools.

Special attention should also be given to career changers entering special
education roles. Research consistently shows that special education teachers face distinct
challenges, including high levels of paperwork, compliance responsibilities, and role
isolation, all of which contribute to greater stress and attrition (Billingsley & Bettini,
2019). For career changers, these pressures may be intensified by limited preparation for
the legal and procedural dimensions of the role and by the complexity of balancing

instructional and behavioral responsibilities. Induction models that are tailored to the
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unique realities of special education—including mentoring from experienced special
educators, targeted professional learning, and reduced caseloads during the first years—
could help mitigate these risks. Although this study did not include enough participants in
special education to explore these dynamics in depth, it is important to acknowledge this
as a critical area for both practice and future research.

Ultimately, effective induction for CCTs must be multifaceted, relational, and
developmentally oriented. By embedding practices that cultivate Bandura’s (1997) four
sources of self-efficacy, schools and preparation programs can more effectively equip
CCTs for long-term success. Differentiated induction not only supports the individual
development of career changers but also strengthens school systems by fostering
inclusivity and responsiveness to a diverse workforce. In doing so, induction becomes a
lever for advancing both teacher retention and the broader goal of sustaining a teaching
profession that reflects varied backgrounds and experiences.

Recommendations for School Leaders

School leaders are uniquely positioned to shape the conditions that support or
hinder CCTs during their early years in the classroom. Whereas formal induction
programs provide structure, it is often the daily interactions, school climate, and informal
support systems fostered by principals and administrators that most directly influence
new teachers’ confidence and development. For CCTs, who often arrive with substantial
professional experience in other fields but limited pedagogical training, the school
leader’s role is particularly critical in helping them translate their existing strengths into

effective teaching practice.
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Although career changers enter teaching as novices in the formal sense of
classroom practice, their backgrounds often distinguish them from first-career teachers.
Many arrive with advanced skills in communication, management, problem-solving, or
specialized disciplinary expertise, dispositions that align with the characteristics of
advanced beginners in novice-to-expert frameworks (Dreyfus, 1986). This advanced-
novice positioning suggests that career changers may not experience the induction phase
solely as a period of survival and adjustment, but also as a process of integrating prior
professional expertise into the new context of teaching.

One important responsibility for school leaders is ensuring that CCTs are not
treated as generic novices. These teachers bring valuable real-world experience and
problem-solving abilities that, when acknowledged and strategically used, can enhance
school-wide practice. Leaders should intentionally invite career changers to contribute to
interdisciplinary teams, curriculum development, or school initiatives that align with their
prior expertise. Doing so not only affirms their identity and fosters a sense of purpose but
also enhances their integration into the professional community (Tigchelaar et al., 2008;
Williams, 2010). Teachers in this study reported feeling more confident and connected
when their prior careers were viewed as assets rather than anomalies.

Implications for teacher leadership also emerge from this positioning. Induction
programs typically frame novice teachers as recipients of support rather than potential
contributors to the professional community. Yet for career changers, the induction phase
could also serve as an entry point into leadership trajectories. CCTs’ prior professional
backgrounds may enable them to take on mentoring, curriculum development, or school-

based initiatives earlier than traditional novices, provided that induction structures
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recognize and cultivate these capacities. In this sense, career changers may straddle dual
identities: novice teachers in need of pedagogical grounding, and experienced
professionals capable of contributing to collective school improvement.

CCTs often enter schools without the benefit of student teaching placements or
extended clinical preparation. As a result, they may lack familiarity with day-to-day
routines, unspoken behavioral expectations, and interpersonal dynamics that shape school
life. To bridge this gap, school leaders should establish routines that help new teachers
learn how things “really work” in the building, including behavior management systems
and grading practices, as well as communication norms with families and staff. School
leaders should assign trusted staff members to meet regularly with CCTs during their first
months to explain expectations, answer questions informally, and serve as go-to contacts
for navigating the practical realities of school life (Achinstein & Athanases, 2006;
Kutsyuruba et al., 2019). Such consistent, low-stakes interactions reduce uncertainty and
help new teachers build confidence in their ability to function as full members of the
school team.

Leaders must also create environments in which CCTs feel psychologically safe
to learn. Participants in this study often described feeling pressure to appear competent at
all times, particularly because of their age or professional backgrounds. This pressure
discouraged risk-taking and vulnerability, both of which are essential for growth.
Administrators can address this problem by modeling reflective practice themselves,
normalizing professional learning as a shared process, and making it clear that questions

and challenges are expected parts of the learning curve for all educators (Kane & Francis,
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2013). Regular conversations with new teachers framed around growth rather than
performance reinforce that development is a valued and supported goal.

Additionally, school leaders should be mindful of how CCTs experience
evaluation systems. Several participants expressed anxiety about formal observations,
particularly when feedback felt generic or overly focused on compliance. Leaders should
supplement formal evaluations with ongoing, personalized feedback that acknowledges
growth and provides clear next steps. When framed as developmental, evaluation
becomes a tool for building confidence rather than a source of stress (Bandura, 1997;
Ingersoll & Strong, 2011). This is especially important in high-need schools, where
external pressures can magnify internal doubts.

School leaders who recognize the distinct experiences and needs of CCTs can
foster environments that accelerate development and support long-term retention. This
requires more than managing logistics; it involves cultivating a school culture where
CCTs feel seen, supported, and trusted to grow into the profession with confidence and
purpose.

Integrating Apprenticeship Models Into Alternative Certification Programs

As alternative certification programs continue to serve as a primary entry point for
CCTs, it is essential to reevaluate the design and structure of these pathways. Findings
from this study support previous critiques of alternative certification routes that place
teachers in classrooms with minimal preparation, often without the opportunity to
practice foundational skills or receive consistent feedback (Zeichner & Bier, 2017).

Participants described entering teaching through alternative pathways that emphasized
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compliance and rapid placement over developmental support, leaving them without the
scaffolding necessary to build early confidence.

Integrating the principles of teacher residency and apprenticeship models into
alternative certification programs offers a promising strategy for addressing these gaps.
Residency programs, which embed candidates in schools for a full academic year under
the mentorship of an experienced teacher, provide structured opportunities for gradual
responsibility and guided reflection. These experiences offer career changers critical
mastery opportunities within a low-risk environment, fostering competence and reducing
the emotional overload that many described during their first year (Ronfeldt & Reininger,
2012; Zeichner & Bier, 2017).

Similarly, teacher apprenticeship programs—which have expanded since 2020
with federal and state investments—combine on-the-job training with coursework and
mentorship. These programs closely align with the residency model and address both the
financial and instructional needs of CCTs (Kraft et al., 2021). Unlike traditional
alternative certification pathways, apprenticeships are structured around the gradual
release of responsibility and include consistent mentorship, formative feedback, and
reflective practice. These design elements support three of Bandura’s (1997) four sources
of self-efficacy: mastery experiences, vicarious learning, and social persuasion.

Participants in this study repeatedly emphasized the importance of sustained
mentorship. Residency and apprenticeship models embed this support from the outset,
ensuring that career changers receive consistent guidance rather than episodic coaching.
Moreover, these programs provide emotional buffering during the critical transition

period, helping mitigate the self-doubt and overwhelm that many described.
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A particularly valuable component of residency and apprenticeship programs is
the opportunity for vicarious learning. Observing experienced mentors as they navigate
instruction, classroom management, and student relationships provides a tangible
blueprint for new teachers. As Bandura (1997) noted, vicarious experiences help
individuals gauge their own potential efficacy by observing the success of others in
similar roles. Career changers in this study often lacked such exposure prior to becoming
teachers of record, reinforcing the need to build observation and modeling into
preparation pathways.

By integrating residency and apprenticeship principles into alternative
certification programs, preparation providers can offer a more developmental and
supportive experience for career changers. This hybrid model would preserve the
accessibility and flexibility of alternative pathways while addressing the well-
documented shortcomings related to practice, feedback, and emotional support.
Ultimately, such a shift would not only increase CCTs’ instructional readiness but also
improve retention and job satisfaction, key outcomes in the broader effort to stabilize and
diversify the teaching profession.

Peer Assistance and Review Programs

For school systems seeking to strengthen induction pathways for CCTs, PAR
programs offer a particularly relevant and research-aligned model. Originally
implemented in districts such as Columbus, Ohio, and Montgomery County, Maryland,
PAR integrates mentorship and evaluation within a collaborative framework designed to
promote instructional growth, professional reflection, and teacher retention (Goldstein,

2004, 2007). PAR’s potential lies not only in how it structures support, but in how it
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reframes the early years of teaching as a time for guided development rather than high-
stakes performance.

The PAR program model is especially well-suited for career changers, who often
enter classrooms with deep content expertise but limited formal pedagogical training.
Participants in this study described the disorientation and emotional strain that
accompanied their transition, particularly when facing evaluation systems that felt
disconnected from support. PAR addresses this tension by pairing novice teachers with
experienced consulting teachers who serve as both mentors and evaluators. These
consulting teachers conduct frequent observations, offer targeted feedback, and
collaborate with mentees to develop actionable growth plans. Importantly, the feedback is
continuous, contextualized, and tied to the realities of daily classroom practice, which
supports mastery experiences and provides vicarious learning opportunities—both key
components of Bandura’s (1997) self-efficacy theory.

Study participants who had access to PAR-like structures described these
experiences as pivotal to their development. Having a peer who could model instruction,
provide nonjudgmental feedback, and help reframe challenges fostered a sense of
psychological safety and instructional clarity. Unlike traditional evaluation models that
often felt punitive or opaque, PAR was seen as collaborative, practical, and emotionally
affirming. This developmental framing is particularly important for CCTs, who are often
navigating both instructional uncertainty and identity shifts as they adjust to a new
professional culture.

The literature reflects these findings. In Columbus, PAR participants reported

increased confidence, improved classroom management, and stronger retention rates
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among early-career educators (Papay & Johnson, 2012). In Montgomery County, the
program helped cultivate a shared culture of accountability and continuous improvement,
elevating the overall quality of instruction (Montgomery County Public Schools, 2007).
These outcomes align with the goals of comprehensive induction but go further by
embedding support into the fabric of daily practice.

To effectively leverage PAR to support CCTs, school systems should treat it as
more than a mentorship program. PAR’s success hinges on intentionally selecting and
training consulting teachers who can coach adult learners, allocating time and resources
for regular observation and feedback, and integrating PAR into a broader developmental
system rather than positioning it as an isolated initiative. When implemented with these
considerations, PAR can function as a cornerstone of differentiated induction, offering
CCTs not only the tools for success but the confidence to persist and grow.

Future Research

This study contributes to the growing literature on CCTs by showing how their
self-efficacy beliefs are shaped by induction supports, emotional and physiological states,
and professional relationships. However, several areas remain underexplored, both within
this study and in the broader field, that warrant further investigation. Future researchers
should aim to deepen understanding of how CCTs experience the profession over time,
across contexts, and along identity dimensions, with particular attention to the factors that
support their long-term development and retention.

Scholars should explore the longitudinal development of self-efficacy among
CCTs. Although this study focused on the early stages of teaching, Bandura’s (1997)

theory suggests that self-efficacy beliefs are shaped by accumulated experiences over
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time. A longitudinal researcher could explore how early mastery experiences, feedback,
and mentoring contribute to sustained confidence, or how self-efficacy may plateau or
diminish without continued support. Such research would build on the findings of
Ingersoll and Strong (2011) and provide insight into how induction supports either
persistence or fading in influence during the first several years in the classroom.

Comparative research across school settings and certification pathways could also
clarify how context shapes CCTs’ experiences. This study primarily focused on teachers’
perspectives in urban or high-need environments; however, rural or suburban contexts
may present different opportunities and challenges. Additionally, varying preparation
pathways—such as residencies, apprenticeships, or fast-track alternative certification
programs—Ilikely offer different degrees of practical experience and emotional support.
Comparative studies across these settings and models would help identify which program
features most effectively support career changers’ development and retention.

Although this study focused broadly on the induction experiences of CCTs, it is
important to acknowledge that special education is a unique, high-need context where
career changers are frequently recruited. Research has consistently shown that special
education teachers face higher rates of stress and attrition, as well as distinct challenges
related to compliance, individualized planning, and role isolation (Billingsley & Bettini,
2019). These factors suggest that the induction of career changers in special education
may differ in meaningful ways from their peers in other subject areas. However, because
this study did not include sufficient participants from special education to examine these
dynamics, no conclusions can be drawn. Future researchers should specifically explore

how career changers navigate induction into special education roles, with attention to

143



how preparation pathways, mentorship, and workload demands intersect with their prior
professional experiences.

Although mentorship emerged as a central theme in this study, further research is
needed to understand which aspects of mentorship are most impactful for CCTs.
Participants described benefitting from observation, feedback, and encouragement, but
the specific dynamics that made these interactions effective remain unclear. Future
researchers could examine how factors such as mentor—mentee alignment, the structure
and frequency of interactions, and the mentor’s training affect outcomes for career
changers. These questions remain underexplored in the literature and could inform more
targeted and responsive mentorship practices.

Another promising direction is to examine the relational and cultural dynamics
within schools that influence CCTs’ integration into professional communities. Although
many participants reported benefitting from collaborative environments, others faced
challenges building relationships with colleagues or navigating unfamiliar school
cultures. Career changers may enter teaching with fewer professional networks in
education, making access to peer collaboration and relational support especially
important. Future scholars could explore how schools cultivate (or unintentionally
hinder) inclusive professional relationships among teachers with diverse career
backgrounds.

Additionally, future researchers should consider how identity-related factors—
such as age, race, gender, and prior career experience—shape CCTs’ perceptions of
support and belonging. Although participants in this study hinted at the relevance of these

dimensions, they were not the central focus of the analysis. A more intersectional
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approach could offer important insights into how induction experiences are interpreted
differently across demographic groups and how more equitable support systems might be
designed. This suggestion extends earlier findings by Flores and Day (2006) and
Achinstein and Ogawa (2011), who highlighted the influence of identity on novice
teacher experience.

Future researchers should examine how novice-to-expert theory applies
specifically to career changers in teaching, particularly how induction might scaffold both
their immediate instructional needs and their potential as leaders. Scholars could
investigate whether differentiated induction that recognizes career changers’ prior
expertise accelerates their movement toward contributing roles in their schools, and how
such early leadership opportunities impact retention and professional satisfaction.
Exploring these questions could indicate how career changers’ pathways to teacher
leadership differ from those of traditional novices, and how schools might design
induction systems that not only support their adjustment but also leverage their unique
dispositions for broader organizational benefit.

Another area for future research is the potential for differentiated induction
models that intentionally connect career changers with one another. Current support
systems are often one-size-fits-all, yet this study’s findings suggest that the identity work
of transitioning from one profession to teaching is distinct and may be best understood by
those who have made similar shifts. Examining mentorship models where experienced
career changers support new entrants could indicate strategies to strengthen efficacy,

belonging, and persistence among this population.
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Finally, more research is needed on the design and implementation of alternative
certification programs, particularly regarding the inclusion of clinical experiences and
emotional supports. This study found concerns about the lack of structured, practice-
based preparation among participants who entered teaching through fast-track programs.
Future researchers could examine how programs incorporate principles from
apprenticeship and residency models—such as extended mentoring, gradual
responsibility, and embedded reflection—to better support teacher efficacy and readiness.
Such studies would complement the growing literature on program design and address an
important gap in the understanding of how preparation structures shape early teaching
experiences (Kraft et al., 2021; Zeichner & Bier, 2017).

By pursuing these directions, future researchers can deepen the field’s
understanding of CCTs and inform more responsive, differentiated supports. This work
has the potential to improve both the experience and retention of career changers,
ultimately contributing to a more inclusive and adaptable teaching workforce that reflects
the complexity and diversity of today’s schools.

Conclusion

This study found that induction is not merely a procedural entry point into the
teaching profession but a foundational experience that shapes how CCTs come to
understand themselves as educators. Through an in-depth exploration of how these
individuals interpreted and responded to induction supports, the findings show how self-
efficacy beliefs are developed, challenged, and reinforced in the early stages of teaching.

For career changers—who often enter classrooms with deep content knowledge but
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limited pedagogical preparation—well-designed induction experiences are essential for
cultivating confidence, resilience, and instructional competence.

Participants in this study reported benefiting most from sustained, relational, and
practice-oriented induction supports. Structured mentorship, opportunities to observe
skilled colleagues, actionable feedback, and emotionally supportive school cultures
contributed to the development of their self-efficacy. These experiences align closely
with Bandura’s (1997) framework, showing how mastery experiences, vicarious learning,
social persuasion, and emotional states operate in tandem to influence teachers’ beliefs
about their ability to succeed. At the same time, the absence of these supports—or their
misalignment with career changers’ specific needs—often exacerbated feelings of stress
and uncertainty, undermining participants’ early confidence and professional identity.

This research addressed a critical gap in the teacher education literature by
centering the perspectives of CCTs, a group whose pathways, preparation, and challenges
are often overlooked in mainstream discussions of teacher induction. Unlike first-career
teachers, career changers must simultaneously navigate a steep learning curve and the
emotional complexities of professional reinvention. This study’s findings show that
generic induction approaches are insufficient; instead, programs must be intentionally
designed to reflect the lived experiences, developmental needs, and instructional starting
points of career changers. Practical application, scaffolded support, and relational trust
are not enhancements; they are prerequisites for effective induction.

The implications of this work are both immediate and far-reaching. For school
leaders, this study supports the importance of building collaborative, feedback-rich

school cultures where career changers feel seen, supported, and professionally valued.

147



For preparation providers and policymakers, the study indicates the need for practice-
based training models, mentorship systems, and emotional support structures embedded
within alternative certification and residency pathways. And for the broader field of
education, this study shows that supporting CCTs is not only a matter of individual
retention, but of institutional capacity, equity, and innovation.

Ultimately, this research shows the transformative role that intentional, well-
structured induction programs can play in shaping the professional trajectories of CCTs.
When schools and preparation systems invest in these educators with the same
intentionality that career changers bring to their new roles, they unlock the potential for a
more diverse, adaptable, and resilient teaching workforce. Supporting CCTs is not simply
a response to teacher shortages; it is a strategic imperative for building a profession that

reflects the complexity, creativity, and commitment required to educate today’s students.
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Appendix A: Participant Recruitment Emails

Recruitment Email 1
Subject: Invitation to Participate in Dissertation Study about Career-Changer Teachers
Dear Career-Changer Teacher:

You are invited to participate in a dissertation research study interview focused on
understanding the teacher induction experiences of secondary school teachers who
recently changed their career to teaching. This research intends to help schools better
understand the transition of career changers to teaching and to strengthen new teacher
induction.

I would like to schedule a virtual interview via Zoom. To be eligible to participate, you
need to:
1. Teach secondary (Grades 7-12);
2. Worked at least 2 years in a profession other than education before becoming a
teacher; and
3. Participated in a new teacher induction program during the first year of teaching
(i.e., had a mentor teacher, received support from the school principal, and/or
received support from a network of teachers outside of the school).

If you are interested or have any questions, please contact me at natn99@gwu.edu, and/or
you can schedule a time for our discussion at
https://doodle.com/bp/nathanielthomas/early-career-stem-career-changer-interview.

Additional information regarding the study, your rights as a participant, and how data
will be used is included in the attached Informed Consent Form. Thank you for your
consideration and participation.

Sincerely,

Nathaniel Thomas
Doctoral Candidate, The George Washington University

Researcher Biographical Information

Nathaniel Thomas is a doctoral candidate in the Graduate School of Education & Human
Development at The George Washington University. He began his career in the
Washington, DC area as a high school teacher and was a program approval specialist for
the Georgia Professional Standards Commission. He currently is a Senior Performance
Improvement Analyst at the U.S. Department of Education. Mr. Thomas holds a Master
of Science in Education Administration from Trinity Washington University and a
Bachelor of Arts degree in Political Science from Hampton University.
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Recruitment Email 2: First Follow-Up Email

Dear STEM Career-Changer Teacher:

I am following up on my previous email regarding an opportunity to participate in a
doctoral research study on CCTs’ experiences during their new-teacher induction
program. Again, my name is Nathaniel (Nate) Thomas, and [ am a doctoral candidate at
The George Washington University.

I am seeking secondary mathematics and science teachers who changed careers to
become teachers to interview about their first-year teaching experience. Interviews will
take place virtually on Zoom and last about 60 minutes.

I recognize the unique challenges that career changers face transitioning to teaching,
especially these past few years and want to discuss your experience and the type of
support you received. I believe that this research can help develop stronger induction
programs in schools for other CCTs.

If you are interested in participating or have any questions, please contact me at any time
at natn99@gwu.edu and you can feel free to schedule a time for discussion at
https://doodle.com/bp/nathanielthomas/early-career-stem-career-changer-interview.

Your participation is voluntary, and I appreciate your consideration. I have attached a
copy of the Informed Consent Form for you to review again if you have any questions
about your rights as a participant. If you know of any other teachers that may meet the
criteria and might be interested, please feel free to forward the message.

Recruitment Email 3: Second Follow-Up Email
Dear STEM Career-Changer Teacher:

I previously emailed about an opportunity to participate in a doctoral research study on
CCTs’ experiences during their new-teacher induction program. I wanted to follow up to
see if you may be interested in discussing your first-year teaching experiences with me.

I am seeking secondary mathematics and science teachers who changed careers to
become teachers to interview about their first-year teaching experience. Interviews will
take place virtually on Zoom and last about 60 minutes.

If you are interested in participating or have any questions, please contact me at any time
at natn99@gwu.edu.

Your participation is voluntary, and I appreciate your consideration. I have attached a
copy of the Informed Consent Form for you to review again if you have any questions
about your rights as a participant. If you know of any other teachers who may meet the
criteria and might be interested, please feel free to forward the message.

173


mailto:natn99@gwu.edu
https://doodle.com/bp/nathanielthomas/early-career-stem-career-changer-interview
mailto:natn99@gwu.edu

Referral Email Invitation
Dear ,

I am a doctoral candidate at The George Washington University and am conducting
research on the transition of career changers into teaching. My dissertation research is
focused on understanding the new teacher induction experiences of secondary school
teachers who recently changed their career to teaching. This research intends to help
schools understand the transition of career changers to teaching and to strengthen new
teacher induction.

I am seeking your help in identifying CCTs who could share insight on their first-year
teaching experiences. Interviews will take place virtually on Zoom. To be eligible
participants need to:

1. Teach secondary (7-12 grade);
Worked at least 2 years in a profession other than education before becoming a
teacher; and

3. Participated in a new teacher induction program during the first year of teaching
(i.e., had a mentor teacher, received support from the school principal, and/or
received support from a network of teachers outside of the school).

I have attached a flyer and the Informed Consent Notification for additional information.
Any assistance you could provide in identifying teachers I could interview would be

greatly appreciated.

I can be reached at natn99@gwu.edu if there are questions or if there are any volunteers.

Regards,

Nate Thomas

Doctoral Candidate

The George Washington University
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Facebook/Social Media Post

RESEARCH OPPORTUNITY: SEEKING CAREER-CHANGER TEACHERS

If you are a secondary teacher (Grades 7—12) who started teaching after working at least
2 years in a profession other than education, we are interested in hearing about your first-
year experiences transitioning to the teaching profession. Nathaniel Thomas, a doctoral
candidate at The George Washington University, is conducting a study to learn more
about the support and interactions career changers have with their colleagues during their
first-year teacher induction program. Interviews will take place virtually on Zoom and
last about 60 minutes. If you are interested or to find out more, please email
natn99@gwu.edu.

Figure 3

Social Media Advertisement

WANT TO HEAR FROM TEACHERS

VOLUNTEER RESEARCH OPPORTUNITY

You are invited to participate in an
interview about your first years of
teaching for a dissertation research
study. The study's aim is to better
understand the experience of changing
careers to become a teacher and how to
provide support through new teacher

induction.

WHO WE ARE LOOKING FOR FOR MORE INFORMATION

* Teach secondary (7-12 grade). This study is being conducted by
* Worked at least 2 years in a profession NMate Thomas, Doctoral Candidate at

other than teaching before becoming a The George Washington University.

teacher.

Participated in a new teacher induction Eor more information and to
duri the first- ft hi P . . . .
o A O participate in a virtual interview,

(i.-e. had a mentor teacher, received :
email Nate Thomas at
support from the sehoel principal, and/or

received support from network of nntn!?@gwu.-du

teachers outside of the school).
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Appendix B: Consent Acknowledgement

INFORMED CONSENT FOR PARTICIPATION IN RESEARCH ACTIVITIES
Exploring the Teacher Induction Experiences of Career-Changers

PURPOSE OF THIS RESEARCH STUDY

This study is being conducted by Nathaniel Thomas (Student Researcher) as part of his
doctoral research. The purpose of the study is to gain an understanding of how
professionals who changed careers to become teachers experienced new teacher induction
in their first year of teaching.

I. WHAT WILL BE DONE/PROCEDURES

The researcher will send an electronic form to confirm interest in participation and collect
basic contact and demographic information. A 45—60-minute interview will be conducted
virtually using Zoom and include questions about your previous career, reasons for
becoming a teacher, new teacher induction support, and satisfaction with teaching as a
career.

The researcher will record the interview and take detailed notes afterward. Video
recording will only take place with your permission. You have to right to review and edit
the recording. The researcher may ask for you to review a preliminary analysis of the data
to make sure the interpretations are accurate.

II. POSSIBLE BENEFITS

Participants will not receive any direct benefit from this study, but the information
gathered will provide new insight on how CCTs are supported during their transition to
teaching that could be beneficial to education research and schools.

I11. POSSIBLE RISKS AND DISCOMFORTS

This study is not expected to present any discomfort or risk to participants. If you feel
uncomfortable answering a question you are not required to do so. At any point you may
end the interview or withdraw from the study. If you withdraw, no more information will
be collected from you.

IV. CONFIDENTIALITY OF RECORDS

Any information learned from this study will remain confidential and will be disclosed
only with my permission, to the extent allowed by law. All records (recordings, surveys,
questionnaires, tapes, etc.) will be stored in password-protected computers. Only the
researcher and members of the research team will have access to these records. No names
of participants, their schools, or school districts will be published. All names will be
changed to ensure confidentiality.

By signing this form, however, I allow the research study investigator to make my

records available to the George Washington University Institutional Review Board (IRB)
Office and regulatory agencies as required by law.
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V. AUDIO/VISUAL RECORDING

Participants have been informed that all interviews will be conducted virtually and
recorded using the Zoom platform. Interview are recorded for transcription purposes only
and will not be shared with anyone other than the research team. You will be reminded at
the beginning of the interview that it is being recorded and will be asked to confirm if
you wish to continue with the interview.

VI. OFFER TO ANSWER QUESTIONS

The student researcher, Mr. Nathaniel Thomas, responsible for this research study can be
reached to answer any additional questions and can provide you a copy of this consent
form.

VII. VOLUNTARY PARTICIPATION WITH RIGHT OF REFUSAL
Participants are informed that participation in this study is completely voluntary. You are
free to withdraw your consent for participation in the study at any time.

VIIIL. IRB REVIEW AND IMPARTIAL THIRD PARTY

This study has been reviewed and approved by the GWU Institutional Review Board
(IRB). A representative of that Board, from the IRB Office, is available to discuss the
review process or your rights as a research subject. The telephone number of the IRB

Office is (202) 994-2715.

IX. SIGNATURE FOR CONSENT
The above-named investigator has answered my questions, and I agree to be a
research subject in this study.

Participant Name: Date:
Participant Signature: Date:
Student Researcher Signature: Date:

IRB Number: NCR213610
IRB Approval Date: 09/07/2022
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Appendix C: Interview Protocol

Opening

Thank you for agreeing to meet with me today. I am conducting research to learn about
the teacher induction experiences of teachers who changed careers to become teachers.
The discussion should last about 60 minutes. These questions will focus on your first year
as the full-time teacher-of-record. Everything we discuss is confidential and will not be
attributed to you individually, so please feel free to share and discuss openly as you are
comfortable. If you do feel uncomfortable at any time, please let me know and we can
take a pause.

I would like to review the informed consent form with you and get your verbal consent to
participate in the study. A written copy of the informed consent form was emailed to you
and is available at any time, if requested.

Do I have your verbal consent to participate in this study and to record today? Yes / No

If YES: Thank you. Please let me know if at any point you want me to turn off the
recorder or keep something you said off the record.

If NO: Thank you for taking the time to come on today. If you change your mind
or would like to conduct the interview in another format please let me know.

Do you have any questions? If at any point you have a question, please let me know and I
will be glad to address them.

I am about to begin the recording. Although I will use a pseudonym for personally
identifiable information, please try to not use names when discussing individuals to
protect privacy, but if you do, you can be assured that it will be kept confidential and not
used in the research.

Topics Interview Questions

Reasons for career 1. Could you tell me about your career before teaching?
change to teaching, What kind of resources and support did you have in
expectations your prior career?

2. How did you decide to become a teacher?

How did you expect your colleagues to support you
during your first year? Do you feel that you received

this support?
Self-Efficacy self- 4. When you started teaching, what did you feel would
evaluation make you a successful teacher?

5. Do you feel you are a successful teacher? Why or why
not? Can you tell me a time when you felt successful
as a teacher?
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Topics

Interview Questions

6. Was there ever a situation when you felt like you
were not successful as a teacher? What happened?
How did you respond?

Relationships with
colleagues and
interactions during
teacher induction

7. Thinking back to a time when you experienced a
challenge, who did you talk to for support? What
made you talk to them? What support did they
provide? Did they provide the support you were
looking for? Why or why not?

8. Can you tell me about a situation when a colleague
helped you utilize your past experiences to be
successful? Who was the colleague that supported
you? How did this make you feel about your own
teaching practice?

9. Can you tell me about a situation during your first
year teaching when you may have been able to
observe another colleague teaching? Was this an
experience that was organized by the school or did
you seek it out on your own? What were your
thoughts on this experience? How did this make you
feel about your own teaching practice?

10. Can you tell me about a situation when someone in
your school provided you supportive feedback about
your teaching? Who provided you the feedback? How
did this make you feel about your own teaching
practice?

11. Can you tell me about a situation when an interaction
with a colleague caused you to be either more or less
excited about teaching? Who was the colleague? Did
this impact how you felt about your own teaching
practice? Why or why not?

12. What type of support did your [mentor teacher/
principal/colleague/teacher network not mentioned
earlier] provide during your first year? How did your
interactions with them influence your own teaching
practice?

13. How effective is the new teacher induction program
in helping you to transition from a prior career into
teaching?
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Topics

Interview Questions

Job Satisfaction and
persistence in teaching

14. How satisfied are you with teaching? Why? Do you
plan to continue teaching after this year?

15. Is there anything else you want to share?

Conclusion

Before we close, is there anything else you would like to share about your relationships
with your colleagues or your reflection on your first year of teaching?
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Table 4

Appendix D: Analysis Code Book

Analysis Code Book of Bandura’s Self-Efficacy Theory (1977)

Code

Abbreviation

Definition

Prior experience

Observation

Verbal persuasion

Physiological cues

Prior Exp

Observe

Verbal persuasion

Physio cues

Experiences one gains when they take on
a new challenge and are successful at
doing so

“Mastery experiences are the most
influential source of efficacy information
because they provide the most authentic
evidence of whether one can muster
whatever it takes to succeed. Success
builds a robust belief in one’s personal
efficacy. Failures undermine it,
especially if failures occur before a
sense of efficacy is firmly established”
(Bandura, 1997).

Vicarious experiences involve observing
other people successfully completing a
task.

Bandura (1977) posits that “Seeing
people similar to oneself succeed by
sustained effort raises observers’ beliefs
that they too possess the capabilities to
master comparable activities to
succeed.”

Receiving positive verbal feedback
while undertaking a complex task
persuades a person to believe that they
have the skills and capabilities to
succeed.

Self-efficacy is influenced by
encouragement and discouragement
pertaining to an individual’s
performance or ability to perform
(Redmond, 2010)

The emotional, physical, and
psychological well-being of a person can
influence how they feel about their
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Code

Abbreviation Definition

personal abilities in a particular
situation.

Bandura (1977) states, “It is not the
sheer intensity of emotional and physical
reactions that is important but rather
how they are perceived and interpreted.
People who have a high sense of efficacy
are likely to view their state of affective
arousal as an energizing facilitator of
performance, whereas those who are
beset by self-doubts regard their arousal
as a debilitator.”

Table 5

Descriptive Codes

Code

Abbreviation

Definition

Mentor teacher

School principal
Teacher colleague

Teacher network

Mentor

Principal

Colleague

Network

An experienced teacher who provides coaching
to beginning teachers (America's Institutes for
Research, 2015). The specific criteria,
definition, and parameters of the mentoring
relationship vary from school to school,
depending on policies and state standards.

School leader or administrator. May be the
supervisor of the teacher.

Other teacher, peer, or colleague at the same
school site as the teacher.

Interactions with other teachers outside the
school site in formal or informal settings. These
interactions may have been arranged by the
teacher or other individuals/organizations.
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Appendix E: Summary of Participant Experiences by Theme

Table 6

Summary of Participant Experiences by Theme

Theme Participan Experience Summary Source of  Influence
t self-efficacy  on self-
efficacy
Theme 1: The Keith “My first year Delayed mentorship Social Positive
role of teaching...we were  initially led to a “trial by ~ persuasion
mentorship contacted. ..supposed t§1T0r” approach, but
and support be receiving this structured support from
systems mentorship...So, December onward
from...December or  improved Keith’s
January...til about Magonfidence and teaching
or June.” strategies.

London  “My mentor...was Consistent mentor Social Positive
the only one who feedback reinforced persuasion
ever came in to effective practices,
observe me...he building London’s
would just point out  confidence in her
if I did something teaching abilities.
that he really liked.”

Joan “She’s very Joan’s co-teacher Social Positive
specific...when she  provided clear feedback, persuasion
points out what making her feel
you’re doing well supported and less
and...how you can isolated.
improve.”

Patricia ~ “My first time...he Patricia’s mentor Social Positive
only gives positive initially focused on persuasion
feedback...Then I positive feedback, which
asked for areas of built trust and reinforced
growth...I want to her confidence in her
know...what did I strengths.
do wrong?”

Theme 2: Keith Observing veteran Vicarious Positive
Classroom colleagues gave experience
observations Keith perspective on
and formative effective teaching
evaluations practices and
enhanced his self-
efficacy.

Jordan “I went to the Observing experienced Vicarious Positive

teachers that have teachers allowed Jordan  experience

more experience...l
just watched them
and modeled their
activities.”

to model effective
practices, boosting her
confidence and
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Theme Participan Experience Summary Source of  Influence
t self-efficacy  on self-
efficacy
classroom management
skills.

Raymond “I’ve been mostly Lack of in-person Vicarious Negative
virtual for all my observations in virtual experience
certifications...that  training led Raymond to
just got me thinking  feel unprepared,
like I need to go see  emphasizing the need for
some teachers in practical exposure.
person.”

Joan “They point out Specific, constructive Social Positive
what I’m doing well  feedback from her co- persuasion
and what I need to teacher allowed Joan to
improve on...and refine her teaching
then she tells me techniques with
how I can improve.”  confidence.

Theme 3: Raymond “I run into the Informal support and Social Positive
Support from principal or I run recognition from persuasion
school into another administrators gave
administration assistant Raymond reassurance
principal...it makes  and validation in his
you feel good.” role.

Jordan “The AP...took my  Jordan’s AP helped him  Social Positive
resignation...put it manage stress and persuasion,
in the trash...she encouraged resilience, emotional
said, “We don’t do which positively states
that here.”” impacted his self-

efficacy and
commitment.

Kendrick “Administrators...th  Kendrick felt supported Social Positive
ere are people that I  and confident due to persuasion
could have personal  positive relationships
relationships with.”  with administrators,

which reinforced his
sense of belonging.

Monica  “Our Lack of regular Social Negative
administration...not  administrative feedback  persuasion
really in the led Monica to question
classroom very her performance,
often at all...my reducing her confidence
first three years, I in her teaching abilities.
was like, ‘I hope I'm
doing a good job.””

Theme 4: Raymond Lack of preparation = Mastery Negative
Challenges in on special education  experiences

role requirements left

preparation Raymond feeling

and practical unprepared, which

relevance negatively impacted

his self-efficacy in
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Theme Participan Experience Summary Source of  Influence
t self-efficacy  on self-
efficacy
classroom
management.
Kendrick “I have no ideahow  Kendrick’s unfamiliarity = Mastery Negative
to teach this with his assigned subject  experiences
class...that world and lack of guidance
geography class. | reduced his confidence
don’t know and heightened his sense
anything.” of inadequacy.
Sienna “I feel like I get bored Sienna’s role Emotional Negative
very easily...initially misalignment challenged  states
wanted to teach her interest and
Business Education.” motivation in her initial
assignments, impacting
her self-efficacy until
she transitioned to a
preferred subject.
Patricia “I had no idea what  Patricia felt Mastery Negative
I was getting myself underprepared and experiences
into...most people overwhelmed with her
don’t.” transition, feeling she
lacked foundational
skills in math and
science teaching.
Patricia  “As a midcareer As a career-changer, Emotional Negative
teacher...youdon’t  Patricia felt added states
get the same level pressure and higher
of, well, maybe expectations, leading to
they’ll figure it out self-doubt and stress.
time.”
Theme 5: Joan “Most days? I think  Joan’s fluctuating sense ~ Emotional Negative
Challenges in I feel successful... of success led to states
assessing self- definitely days uncertainty, indicating
efficacy where I’m like, what challenges in accurately
am [ doing? Thisis  assessing her self-
terrible.” efficacy and
effectiveness.
Monica “Like all things in Monica’s perception that  Emotional Negative
teaching...you’re teaching success is states
never gonna hitthe  unattainable created self-
mark... keep trying  doubt, making it difficult
again and again.” to assess her true
progress.
Byron Byron’s broad Mastery Mixed
criteria for success experience
created a high

standard, which at
times led to self-
doubt about his own
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Theme Participan Experience Summary Source of  Influence
t self-efficacy  on self-
efficacy
effectiveness as a
teacher.
Kendrick “I measure my Kendrick emphasized Mastery Positive
success...by how student development as a  experience
my students develop measure of success,
over time...to which provided a
become better meaningful but
people and sometimes intangible
students.” gauge for self-efficacy.
Kendrick  “The fact that the otherl-ack of support from Social Negative
teachers in the colleagues left Kendrick  persuasion

department just really feeling isolated,

and truly didn’t give ~challenging his

me any support at all.” confidence and his self-
efficacy in classroom
management.

186



	Dedication
	Acknowledgments
	Abstract of Dissertation
	List of Figures
	List of Tables
	Chapter 1: Introduction
	Research Problem
	Purpose of the Research
	Research Question
	Statement of Potential Significance
	Theoretical Framework
	Summary of Methodology
	Limitations and Delimitations
	Limitations
	Delimitations

	Definition of Key Terms
	Organization of Study

	Chapter 2: Review of the Literature
	Introduction
	National Context and Teacher Shortages
	Alternative Certification and the Career-Changer Pathway
	Comprehensive Teacher Induction
	Motivations of Career-Changer Teachers
	Teacher Identity Development and Transition Challenges
	Induction and Socialization Into Teaching
	Organizational Support and Job Satisfaction
	Career-Changer Retention and Attrition
	Gaps in the Literature and Rationale for the Study
	Conceptual Framework: Self-Efficacy Theory
	Summary

	Chapter 3: Methodology
	Overview of Methodology
	Research Question
	Epistemology
	Sampling
	Data Collection
	Interviews
	Human Participants and Ethical Precautions

	Data Analysis
	First-Cycle Coding: Open and Descriptive Coding
	Second-Cycle Coding: Pattern Coding and Theme Development
	Matrix Analysis and Summary
	Development of Visual Summary
	Other Analytic Tools
	Trustworthiness

	Subjectivity Statement
	Summary

	Chapter 4: Results
	Introduction
	Interview Participants
	Overview of Key Themes
	Theme 1: Developing Self-Efficacy Through Observing and Coteaching With Colleagues
	Theme 2: Developing Self-Efficacy Through Formal and Informal Interactions With School Leaders
	Theme 3: Lack of Structures Providing Mastery Experiences

	Patterns of Influence Across Induction Supports and Self-Efficacy Sources
	Summary

	Chapter 5: Interpretation, Conclusions, and Recommendations
	Introduction
	Interpretation of Findings
	Mastery Experiences
	Vicarious Experiences
	Social Persuasion
	Emotional and Physiological States
	Synthesis of Bandura’s Framework and Study Findings
	Teacher Preparation Pathway

	Limitations
	Implications of COVID-19 on Induction Experiences
	Methods to Mitigate Limitations

	Recommendations
	Tailoring Induction Programs for Career-Changer Teachers
	Recommendations for School Leaders
	Integrating Apprenticeship Models Into Alternative Certification Programs
	Peer Assistance and Review Programs

	Future Research
	Conclusion

	Bibliography
	Appendix A: Participant Recruitment Emails
	Appendix B: Consent Acknowledgement
	Appendix C: Interview Protocol
	Appendix D: Analysis Code Book
	Appendix E: Summary of Participant Experiences by Theme

