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Introduction: The present study was conducted to address the lack of qualitative data on the motivations for pursuing a career in teaching. A strategically important aspect of the current and projected teacher shortage in many countries is the experience and skills that career changers bring to the educational environment. Research has shown a trend for specific prestige characteristics to dominate as an aspect of the attractiveness of the teaching profession. However, the prestige of the teaching profession is a dynamic phenomenon, and in many contexts worldwide, it is low or declining. Therefore, what motivates individuals from other career paths to become teachers and counterbalance the profession’s low prestige is a highly relevant and under-researched issue, as this understanding can help teacher educators address the expectations of career changers. The main aim was to identify the specific motivations that prompt individuals from diverse professions to pursue teaching as a career in a context of low professional prestige.

Methods: Qualitative data was gathered from 109 career-change teaching students (hereafter, CCTs). A reflexive thematic analysis of the motives of career-changing teachers revealed that intrinsic and altruistic motives align with the findings of other studies but differ in some aspects.

Results and discussion: That is, their commitment to improving the world is inspired by the desire to contribute to enhancing education and to realise their perceived professional and personal potential without fear of professional challenges such as low popularity, relatively low salaries, and high responsibilities. CCTs’ motives for transitioning into teaching from other fields have revealed that teaching was a natural continuation of their previous careers, a way to contribute to the improvement of the educational system, a means to become part of an organization, and (in the case of emigrants) to join the ethnic community. The study concludes with recommendations and suggestions for career education specialists, teacher education institutions, and potential avenues for further research.
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1 Introduction

Teachers play a highly important role in providing quality education. Every country aspires to such a provision because it is the key to societal growth (European Council, 2020) and one of the Sustainable Development Goals—4, quality education for all (The United Nations Educational, Scientific, and Cultural Organisation [UNESCO], 2024b). However, the challenges of social and environmental change (e.g., rapid digitalization and threats such as pandemics and climate change) have imposed new requirements and expectations on teachers, reducing their security and stability (European Commission, European Education, Culture Executive, Agency, Motiejunaite-Schulmeister et al., 2021). In many countries, the profession suffers from low prestige; this, along with the associated daily stress, feelings of worthlessness, and exhaustion, makes teaching an unattractive career option for many (Yinon and Orland-Barak, 2017; The United Nations Educational, Scientific, and Cultural Organisation [UNESCO], 2024a). Additionally, a widespread perception exists in many countries that teaching is a backup career for those unable to pursue prestigious and financially rewarding alternatives (Imanuel-Noy and Schatz-Oppenheimer, 2023; Richardson et al., 2014; Siostrom et al., 2023). Partly due to this—and with a few notable exceptions—there is a global shortage of teachers (Craig et al., 2023; Siostrom et al., 2023; The United Nations Educational, Scientific, and Cultural Organisation [UNESCO], 2024a). The problem stems from the fact that teachers in their 60s are retiring but are not being replaced by younger individuals, and some of the latter do not immediately join the sector (European Commission, European Education, Culture Executive, Agency, Motiejunaite-Schulmeister et al., 2021). Additionally, schools with pupils from low socio-economic status are approximately six times more likely to experience teacher shortages than wealthier schools (OECD, 2018). To resolve this issue, research and political attention must be directed toward teacher training, career development, retention, and attracting specialists in specific fields (Dawborn-Gundlach et al., 2025; Frison et al., 2023; Hogg et al., 2023). Career-changing teachers (CCTs, also referred to as second-career teachers) are part of a broader educational strategy aimed at addressing current and projected teacher shortages (Dadvand et al., 2024; Negrea, 2024). A career change is a transition from one job to another in a different field largely unrelated to previous job skills or responsibilities (Carless and Arnup, 2011). Previous studies have analyzed career change as a mid-life transition around the age of 40, when individuals experience lower career satisfaction and decide on alternative careers (Wilkins, 2017). These individuals have been referred to as career switchers (Mayotte, 2003) or mid-career entrants (Marinell and Johnson, 2014). But contemporary socio-economic changes have also modified the profile of career changers (Bar-Tal et al., 2020; Dadvand et al., 2024). Career change teachers are defined as persons who begin to work as teachers later in life (Hogg et al., 2023; Priyadharshini and Robinson-Pant, 2003), at the age of 21 or 25 (Varadharajan and Buchanan, 2021), and have at least 6 months full-time work experience or 3 years occupied in a career other than that of teaching; this may include full- or part-time, paid or unpaid work, and/or parenting and volunteer work (Williams and Forgasz, 2009). The literature also suggests that CCTs should refer to individuals who enter teaching after transitioning from other professions without considering age (Beutel et al., 2019). CCTs who solve the teacher shortage problem are game-changers, as they fill vacant positions and bring valuable skills and knowledge to the teaching profession due to their previous work experience (Tigchelaar et al., 2008; Williams, 2013). They offer broader competence as well as unique life experiences (den Hertog et al., 2023; Hogg et al., 2023; Siostrom et al., 2023; Stanišauskienė, 2022; Varadharajan and Buchanan, 2021). Studies have shown that CCTs have all the characteristics of qualified teachers: a good work ethic (Williams, 2010), well-developed communication skills and empathy toward pupils and parents (Whannell and Allen, 2014), and strong motivation and dedication for teaching (Bauer et al., 2017; Wilkins and Comber, 2015; Williams and Forgasz, 2009; Zuzovsky and Donitsa-Schmidt, 2014). They are also able to respond to unpredictable circumstances (Bar-Tal and Gilat, 2019) and show a greater interest in professional development (Callahan and Brantlinger, 2023; Tichnor-Wagner et al., 2025). However, the work and life experience advantage of career-changing teachers does not automatically translate into better teaching skills, i.e., they are less effective in teaching the subjects they teach (Boyd et al., 2011). CCTs often report feelings of frustration because they have underestimated the demands of a new profession (Siostrom, 2024) and experience reality shock at the beginning of their work, especially when faced with the responsibilities of a classroom teacher (Kelchtermans and Ballet, 2002), the heavy workload (Dadvand et al., 2024), and the school’s inability to provide the support and recognition of their previous skills, expertise, and experience (White et al., 2024). And while recent research (Dadvand et al., 2024) reveals that CCTs are reflective about their decision-making and determined to remain teachers despite the challenges, another proportion of CCTs tend to leave teaching quickly (Dadvand et al., 2024; Siostrom et al., 2023; Siostrom, 2024).

Since the mid-20th century, considerable attention has been devoted to understanding why people choose to transition into teaching careers. The reasons have been classified into extrinsic and intrinsic categories, including altruistic (Brookhart and Freeman, 1992; Sinclair, 2008), pragmatic, altruistic, and personal motivations (Laming and Horne, 2013), as well as contextual, extrinsic, altruistic, and intrinsic motivations (Siostrom et al., 2023). At the same time, career change has been analyzed as a set of value-expectation motives (Hunter-Johnson, 2015; Watt and Richardson, 2007) or the result of social and personal factors (Bauer et al., 2017). One aspect of the attractiveness of the teaching profession is the prestige associated with it, which is a factor in career choice (Fico, 2024; Pérez-Díaz and Rodríguez, 2014). In some countries of the world (Dolton et al., 2018; Finnish National Agency for Education, 2018; Korhonen and Portaankorva-Koivisto, 2021; Lucksnat et al., 2022; Wrona et al., 2025), teaching is highly valued and respected, e.g., in Finland, Ireland, Germany, Singapore, Spain, Poland, Turkey, the prestige of the teaching profession is high and can attract career changers motivated by the desire to become part of a prestigious profession (Gorard et al., 2024). But in other contexts, where the profession is undervalued, its prestige is moderate, as in Australia, Belgium, and France (Coppe et al., 2023; Farges, 2025; Mockler, 2022), low or falling, like in the United States, and Lithuania (Bakonis, 2021; Callahan and Brantlinger, 2023), these attitudes can act as a dissuasion (Gorard et al., 2024; Siostrom et al., 2023). De Camargo and Whiley (2020) argue that the prestige of a profession is a dynamic and multidimensional phenomenon, encompassing not only social status but also income, educational attainment, professionalism at work, and societal attitudes toward a profession. Teachers’ professional prestige is determined by the income they earn or can earn, the psychological comfort they feel, and the perception of the respect shown by society to the teaching community (Mockler, 2022). Teacher shortages are often linked to a decline in the prestige of the teaching profession (De Camargo and Whiley, 2020; Gorard et al., 2024). Many concerns about the prestige of the teaching profession are voiced in the media, highlighting the profession’s low prestige and influencing public thinking, thereby creating a culture of “teacher-bashing” (Mockler, 2022). In many countries, the low or declining prestige of the teaching profession in society is reflected in the low take-up of teaching by young people who have graduated from general education, not only because of low salaries, age and gender disparities within the teaching community, or limited career opportunities but also because of a lack of freedom of autonomy, a lack of confidence in the teaching profession as a professional (Bakonis, 2021). Fico (2022) states that one of the reasons for the decline in professional prestige is the high level of responsibility in the teaching profession. Thus, what motives career changers have in deciding to go into teaching outweigh the low prestige of the profession is a highly relevant and under-researched issue, as this understanding may help to change the discourse on teaching careers in society and offer support and preparation programmes that match CCTs’ expectations (Frison et al., 2023). To assist in the career transition process, it is necessary to investigate the reasons why educated individuals with work experience in other fields decide to pursue teaching careers more deeply (Negrea, 2024; Nilsson and Cederqvist, 2025; Smetana and Kushki, 2021).



2 Literature review

The mounting literature on the motives for CCTs (e.g., Geoghegan, 2023; Hogg et al., 2023; Imanuel-Noy and Schatz-Oppenheimer, 2023; Kavanagh, 2024; Nilsson and Cederqvist, 2025; Watters and Diezmann, 2015) draws on several theories of motivation, including expectancy-value theory, achievement theory, and self-determination theory. According to self-determination theory (Ryan and Deci, 2020), there are extrinsic and intrinsic motives for CCTs’ choice to teach, with a particular emphasis on altruistic motives. Research on CCT motivation (Geoghegan, 2023; Hunter-Johnson, 2015; Koç, 2019; Kavanagh, 2024; Laming and Horne, 2013; Zuzovsky and Donitsa-Schmidt, 2014) has shown that individuals have a blend of extrinsic, intrinsic, and altruistic motives in their decision to pursue teaching. Extrinsic motives are the motivating forces for action that originate from outside sources (Ryan and Deci, 2020). Extrinsic motivation consists of incentives and rewards that are seen as controlling or compelling a person to behave in a certain way. External determinants of the CCT’s choice to teach include the influence of family members, relatives who are teachers (Geoghegan, 2023; Lucksnat et al., 2022), job security and stability, opportunities for continuous professional development (Berger and D’Ascoli, 2012), positive previous teaching experience (Lucksnat et al., 2022; Siostrom, 2024; Tichnor-Wagner et al., 2025), policy initiatives and recruitment programmes offering financial incentives, schools as workplace environments (Berger and D’Ascoli, 2012; Callahan and Brantlinger, 2023), the need to change careers because of the economy and the pension and health care benefits in the teaching profession (Bunn and Wake, 2015).

Intrinsic motives lead to action because they are enjoyable, promote personal fulfillment, and are interesting (Ryan and Deci, 2020). For CCTs, these include a long-standing desire to teach from childhood (i.e., Bauer et al., 2017), the ability to teach, the desire to work with children and adolescents (i.e., Lucksnat et al., 2022), the search for meaning in a career (Hunter-Johnson, 2015), the pursuit of a work-life balance (Berger and D’Ascoli, 2012), a passion for the subject, and the pursuit of personal fulfillment (Alvariñas-Villaverde et al., 2022; Geoghegan, 2023). A type of intrinsic motivation is altruistic motivation, which focuses on enhancing the wellbeing of others (Friedman, 2016) by selflessly thinking and caring about the interests of others (Knell and Castro, 2014). Altruistic motives are associated with social value and desire to make a difference in the education of children and young people when teachers prioritize the well-being of students over their own personal wellbeing (Bauer et al., 2017; Laming and Horne, 2013), as well as serving the community and the common good (Hunter-Johnson, 2015; Tigchelaar et al., 2008). Moreover, altruistic, service-oriented goals and other intrinsic motivations are the main reasons why teacher candidates choose a teaching career (Bauer et al., 2017).

Notwithstanding, these categories are insufficient to convey the complex influence of interrelated motives. The Factors Influencing Teaching as a Career Choice model (FIT-Choice; Watt and Richardson, 2007) is based on the theories of expectancy and value (Eccles, 2009) and social cognitive career (Lent et al., 1993). The FIT-Choice model comprises five groups of motives, including: “socialization influences,” “task perceptions,” “self-perceptions,” “values,” and “fallback career.” Socialization influences include both encouragement and discouragement, as well as dissuasion from becoming a teacher. Task perception, or the perception of a teacher’s performance, encompasses the demands placed upon them (such as competence and readiness to overcome difficulties) and the rewards offered (e.g., social status and salary). When assessing self-perception, emphasis is placed on a person’s perceived teaching abilities. The construct of values in this model consists of “intrinsic value,” “personal utility value” (i.e., job security, time for family, job transferability), and “social utility value” (i.e., shaping the future of children/adolescents, enhancing social equality, and so on). Negative motivation is also assessed and revealed by the statements describing the fallback career position (Watt and Richardson, 2007).

Research indicates that career transitions are associated with challenges of resistance and adaptation (McMahon and Abkhezr, 2025). One of the universal challenges of CCTs in different cultural contexts is the difficulty of managing classrooms and teaching pupils (Dadvand et al., 2024; Shwartz and Dori, 2020; Troesch and Bauer, 2020). Without adequate support, CCTs, especially in hard-to-staff schools, experience significant practice shock, which brings back the issue of teacher shortage (Troesch and Bauer, 2020). Secondly, according to the novice-expert theory, CCTs are “experienced novices” with a dual identity – that of their previous profession and that of their new profession as teachers (Dadvand et al., 2024; Troesch and Bauer, 2020; White et al., 2024). They need recognition for their extensive experience but also support in developing their new identity and competencies as teachers, as they often construct their teaching careers independently and face additional qualification requirements, mastering teaching skills and developing a holistic, empathic approach (Aslan and Eröz, 2025). Without adequate support, CCTs, especially in hard-to-staff schools, experience significant practice shock, which brings back the issue of teacher shortage (Troesch and Bauer, 2020).

In Lithuania, teacher qualifications can be obtained at universities and colleges through parallel, sequential, or concurrent studies (Eurydice, 2025). Teacher training programs are provided by teacher training centeres and higher education institutions. There are various alternative ways to become a teacher. One of them is that a person who already has a higher education degree can participate in a teacher training program. Paradoxically, although a special evaluation committee assesses the motivation of students applying to pedagogy programs at universities and colleges (Eurydice, 2025), the prevailing opinion in Lithuania is that teaching programs are chosen mainly by unmotivated students who lack strong academic backgrounds (Gruodyte and Pasvenskiene, 2013). A teaching career begins with the first phase of pedagogical interns’ status, which helps inexperienced teachers integrate into the teaching community and receive professional assistance and support. After successfully completing an internship, teachers work independently (Eurydice, 2025).

Although no studies have been found on the relationship between the motives for CCTs’ career choice and the level of prestige in a given country, it is still possible to observe a tendency toward a certain dominance of some motives related to prestige as an aspect of the attractiveness of the teaching profession (Pérez-Díaz and Rodríguez, 2014; Fico, 2024; Gorard et al., 2024).

In countries where the prestige of the teaching profession is relatively high due to public trust and respect for the professionalism of teachers, decent salaries, and so on (Barron et al., 2023; Frison et al., 2023), as in Finland, Ireland, Bahamas, Malaysia, Germany, Turkey, the predominant motivation for CCTs was a long-held dream to become a teacher, the influence of family members who had also been teachers, positive previous teaching and learning experiences and loss of a job, lack of interest in a previous job (Geoghegan, 2023; Kavanagh, 2024). Research has also shown that intrinsic value and self-perceived pedagogical ability were the most important factors in the transition to teaching, followed by social benefit values, such as shaping the future of children and adolescents or making a social contribution. Family time and social influence motives were the least important factors (Fray and Gore, 2018; Lucksnat et al., 2022). Similar motives for choosing to teach have been revealed by other studies (Zuzovsky and Donitsa-Schmidt, 2014; Koç, 2019): changing careers to teaching in search of spiritual satisfaction, balance between work and other life roles, job security, wanting to have a career that is in line with one’s personal values, and a sense of disappointment with one’s previous career.

In Lithuania, there is an ongoing debate about the teaching profession lacking prestige due to several factors. Since the perception of prestige stems from various sources, the image of teachers portrayed in the media influences how they perceive the significance of their work, its importance to society, and their ability to make a positive impact on the world (Jung and Heppner, 2017). The image of the Lithuanian teacher communicated in the news media is dual: teachers are shown as role models, taking initiative and acting in the face of challenges, but at the same time, they are portrayed as victims with no hope left (Zdanavičiūtė, 2025). In addition, the teachers’ work prestige is also shaped by the perception of a lack of prestige in the profession among existing teachers, due to the signals sent by their immediate environment (Budreikaitė and Raišienė, 2024). Teaching, a strongly feminized occupation in Lithuania, is not seen as an attractive and worthy career path (Bakonis, 2021; Bilbokaitė and Bilbokaitė-Skiauterienė, 2017). This negative picture is eroding the prestige of the teaching profession despite the national policy goal to make the teaching profession prestigious by 2025.

In countries where the prestige of the teaching profession is low or declining, such as the United States and Lithuania, career changers are motivated to teach because they find it personally rewarding or because it makes them feel effective. These motivations reflected both intrinsic motivations, driven by a passion for the work, and extrinsic motivations, influenced by lifestyle factors, as well as motivating social influences, including former teachers, family background, parents, colleagues, and friends. These social influences inspired altruistic motives to help children and make a difference in the world, while extrinsic motives were perhaps the least frequent (Callahan and Brantlinger, 2023, Mičiulienė and Kovalčikienė, 2023; Tichnor-Wagner et al., 2025), and altruistic motivation dominate the motivation of the study participants from low or declining prestige contexts. However, these findings show that there is a particular lack of research in contexts where the teaching profession has low prestige and low attractiveness, which is why, according to Alvariñas-Villaverde et al. (2022), it is important to focus on improving the selection and training of future teachers, starting with a more profound knowledge and understanding of their motivations for making the transition to a career in teaching. Therefore, it is crucial to comprehend the factors that motivate individuals to transition into teaching in a context of low professional prestige.



3 Materials and methods

The paper conducts a qualitative study with the primary aim of investigating in greater depth the reasons why educated individuals with work experience in other fields choose to pursue teaching careers, despite the low prestige associated with teaching professionals.

The study was conducted in accordance with ethical research standards and approved by the Kaunas University of Technology Research Ethics Committee (No. M6-2024-05). As all participants were adult students (CCT), written consent forms were not required by the approving body. Instead, students were informed in writing about the study’s aim, the voluntary nature of their participation, and the confidentiality of their responses. They indicated their consent by confirming their willingness to have their reflections included in the study via email reply with their name. This pathway was approved by the ethics committee as sufficient documentation of consent, given the low-risk nature of the research and the adult status of participants.


3.1 Participants

The purposive sample consisted of individuals with a higher education in a field other than teaching and enrolled in a 1-year teacher education program at one of the largest Lithuanian universities. Inclusion criteria were: (1) enrollment in the teacher education program and (2) completion of an introductory reflection task. Participation in the study was based on these written reflections, after obtaining the students’ informed consent to have their texts analyzed for research purposes. Six students did not agree to participate. A total of 109 reflections were eligible for analysis. The remainder were coded with the letter ‘T’ and a number to maintain confidentiality.

The sample was not homogeneous in terms of gender, with 102 females and seven males. The sample was diverse in terms of age, with 42 (38%) individuals aged 23–30, 47 (43%) aged 31–40, 16 (15%) aged 41–50, and 4 (4%) aged 51 and above.

All the participants held bachelor’s degrees, some had master’s degrees, and several had a Ph.D. All of them had a non-teaching-related education. Their previous vocations covered more than 50 different fields, including accounting, finance, mathematics, programming, economics, chemical engineering, advertising, architecture, art studies, journalism, political science, philosophy, psychology, medicine, military science, sports, dance, and several other disciplines.



3.2 Data collection and analysis

At the beginning of their studies (first month of the program), all participants were asked to complete a written reflective assignment, submitted online through the university’s learning platform. The prompt was: Please write a reflection on your career pathway and your motives for choosing teaching as a profession.’ No minimum requirement was imposed; however, students were advised to provide a thoughtful and detailed narrative. The resulting reflections ranged in length from approximately 730–2,400 words, providing rich material for qualitative analysis. Given the relatively large sample size for qualitative research, thematic saturation was not the primary principle guiding data collection; instead, all reflections were included to ensure comprehensive coverage of the sample. During the analytic process, we monitored the emergence of new themes and found that patterns recurred across participants, suggesting that the dataset was sufficiently rich for in-depth reflexive thematic analysis.

The completeness, depth, and diversity of the responses led the present researchers to assume that the CCTs had openly expressed their opinions and were based on their unique experiences, thereby generating a detailed picture of the development of their motivation for choosing a teaching career. The research participants wrote their answers in their mother tongue, Lithuanian. All selected quotes were translated from Lithuanian into English with the help of translators/interpreters. To ensure accuracy and preserve the meaning of participants’ expressions, translations were checked through peer review by a second researcher familiar with the study context. Discrepancies were discussed and resolved collaboratively. No formal back-translation was conducted, as the peer review process ensured conceptual equivalence and clarity for an international readership.

The data were analyzed using reflexive thematic analysis (Braun and Clarke, 2021). The first author conducted the initial coding and developed candidate themes, engaging in ongoing reflexive reflection to consider how her position as a teacher educator shaped her interpretations. The analytic process was iterative: codes were generated inductively from the data, clustered into patterns of meaning, and gradually developed into themes through repeated reading, writing, and discussion. An audit trail was maintained through analytic memos and documented theme revisions, ensuring transparency in the decision-making process. Final themes were refined through reflexive dialogue among the researchers rather than through coder agreement. Table 1 presents themes, subthemes, and illustrative quotes to demonstrate the analytic process.


TABLE 1 Example of theme identification: main themes, subthemes, and illustrative extracts.


	Main theme
	Subtheme
	Relevant extract





	Investment for security
	Job security
	“The work in the school office decreased in volume after the division of work into areas, so I started working as a teacher’s assistant, and later as a teacher.” (T88)
 “I wasn’t sure if I was going to keep my job, so I started thinking about changing my activity fundamentally, and this prompted me to enroll in pedagogy studies.” (T2)



	Natural continuation of another career
	“I still play for a professional team, but not for long. I have an invitation to coach youth, which requires a teacher’s qualification.” (T78)
 “Entering teaching is a completely natural path for a musician. Learning to play solo or orchestral music is a period that I call a stage of active play. I’m not going to give up live music yet.” (T5)



	Current career circumstances
	Demands to grow with the organization
	“I work in a professional school where a common education department is being established. Due to this, the need arose for pedagogical competence, and some employees started pedagogical studies.” (T63)
 “And it turned out that all my administrative jobs were in educational institutions<…>. Although the specifics of my work were not directly related to teaching, I had to touch pedagogical work with one finger - conducting classes during a summer camp, group elders” meetings.” (T90)



	Emigration
	“The Saturday school I took my children to so they could communicate in their native language needed a Lithuanian language teacher.” (T15)
 “After emigrating abroad, I was placed in the school environment where I had to work with the youngest children in a Lithuanian school.” (T39)



	Self-rescue from humiliation
	“At the age of 27, I decided to leave project management<…>I felt very empty and unmotivated. I did not want to develop in that field, and I did not know myself as such.” (T49)
 “The director of the company and the clients were rude, and it eventually became unbearable. I understood that I had to save myself, so I came to teaching.” (T55)






The initial themes and sub-themes were revised in accordance with the research question of why participants chose to change their occupations and become teachers at that time. The description of the analysis aims to convey to the reader the participant’s experience through direct quotations. During the mapping phase, the researchers discussed and selected a visual solution that would best reflect the participants’ motives.




4 Results

Based on a qualitative thematic analysis, two groups of themes related to the motives for choosing the teaching profession were identified: extrinsic motivations and intrinsic motivations, including altruistic motivations.


4.1 Extrinsic motivation for choosing a turn to a teaching career

Extrinsic motives originate from the environment, including changes in the labor market and career circumstances (Ryan and Deci, 2020). In this group of motives, the following themes were identified: “Investment for security” and “Current career circumstances” (Figure 1).


[image: Bar chart shows a horizontal hierarchy created from a qualitative analysis of themes. On the left is a rectangle labelled Extrinsic motivation, which has branches leading to two graphs arranged one after the other in the middle of the figure. The upper graph, Investment for security, has two rectangles on the right with sub-themes: Job security and Natural continuation of another career. Out of the second center graph, “Current Career Circumstances,” lines are drawn to three rectangles on the right, arranged from top to bottom, with subtopics: Demands to grow with the organization, Emigration, and Self-rescue from humiliation.]
FIGURE 1
Extrinsic motivation for choosing a turn to a teaching career: themes and subthemes.



4.1.1 Investment for security

The theme “Investment for security” indicated that the participants took a pragmatic approach to their potential teaching careers, basing their decisions on life circumstances and the need for financial security and stability. Regarding the subtheme “Job security,” the responses suggested that the participants chose pedagogy studies simply to maintain an existing position or to obtain a new one at the same or a different educational institution: “Changes awaited a reduction in dietitian positions (where one specialist is assigned to four preschool education institutions) and completely different working conditions. I wasn’t sure if I would keep my job, so I started thinking about fundamentally changing my activity, which prompted me to enroll in pedagogy studies” (T2).

The subtheme “Natural continuation of another career” was also associated with career security. The participants found it quite natural to deviate from the standard career trajectory of a professional musician, dancer, or athlete. A teaching career here was referred to as Option B, better than nothing and the like: “Entering teaching is a completely natural path for a musician. Learning to play solo or orchestral music is a stage I refer to as a period of active play. I’m not going to give up live music yet, but I’m well aware that, just like in sports, in music, you need to get off the stage in good time” (T5). Moreover, the knowledge and experience gained in such fields can be beneficial in other areas, including teaching.



4.1.2 Current career circumstances

The theme, “Current career circumstances,” revealed three subthemes: “Demands to grow with the organization,” “Emigration,” and “Self-rescue from humiliation.” These were motivated by the external circumstances of some of participants’ current work situations, eventually causing them to move into teaching. The first subtheme referred to a situation where organizational change and professional development required pedagogical competence. The development of the educational organization was one such example: “I work in a professional school where a common education department is being established. Due to this, the need arose for pedagogical competence, and some employees started pedagogical studies” (T63).

Moving with one’s family to another country disrupted the normal flow of work for some participants, affecting not only the process of establishing oneself in a new community but also finding a new career. The second sub-theme, “Emigration,” showed that family movement to another country and shared cultural values led to a turn to teaching for at least one participant: “On Saturdays, we drive our children to a Lithuanian school so that they can improve their mother tongue and learn more about Lithuanian culture and traditions. I didn’t even notice how I joined educational activities because here, where we live, only a limited number can teach in Lithuanian” (T50); “after emigrating abroad, I was placed in the school environment where I had to work with the youngest children in a Lithuanian school” (T39).

The last subtheme, “Self-rescuing from humiliation,” drew our attention to the adverse circumstances of some participants’ previous work, which prompted them to change careers to avoid further embarrassment. As one participant noted, “Tension and stress were constantly present when I worked at the building company.” As a woman architect, “I experienced discrimination. The director of the company and the clients were rude, and it eventually became unbearable. I understood that I had to save myself, so I came to teaching” (T55). Indeed, previous studies have shown that changes in circumstances or work trauma (e.g., Savickas, 2020) can lead individuals to devise an exit strategy.




4.2 Intrinsic motivations

Intrinsic motives stem from a person’s values, characteristics, experiences, and expectations (Ryan and Deci, 2020). Within this group, the following themes were identified: “Prior T&L experiences,” “Pursuit of meaning,” and “Achieving self-realization and development” (Figure 2).


[image: “Bar charts show a horizontal hierarchy based on a qualitative analysis of themes. On the left is a rectangle labeled Intrinsic motivation, from which lines extend to three graphs arranged one after the other in the middle of the figure. The top graph, Prior T&L experiences, has three lines on the right leading to sub-themes arranged in three rectangles. The graph below, Pursuit of meaning, has two sub-themes, and the last graph, Achieving self-realization and development, has four sub-themes.”]
FIGURE 2
Intrinsic motivation for choosing a turn to a teaching career: themes and subthemes.



4.2.1 Prior T&L experiences

The first theme, “Prior T&L experiences,” connects three subthemes: “Inspiration from teacher,” “Being part of a teacher dynasty,” and “Teaching role games.” Regarding the former, the participants wrote about their teachers and their influence on the formation of their personality and professional identity; for instance, “I wanted to become a primary school teacher because I had a wonderful teacher myself.” “Her wide smile, sincerity, friendliness, and the ability to communicate with children still live in my memory” (T31). Teachers of senior classes who were able to interest their students in particular subjects and form a close and positive relationship with them were also mentioned: “I’ve always admired my singing teacher so much. She was, I thought, perfect: talented, cool and confident. After finishing school, I chose to study at the music academy” (T41).

The second subtheme included references to the metaphor of an “inherited career” (Inkson, 2004). The statements in this subtheme highlighted the uniqueness of the teaching profession and the influence of an intimate social environment—namely, the immediate family and relatives—on career choice: “My parents, uncles, aunts, and especially my grandparents, constantly dreamed about me as a child…” “Maybe they saw that my character traits were suited to this job, maybe because it was considered an honorable and prestigious profession 30-odd years ago” (T32). However, several generations of teachers in one family, a factor that in many cases favored the choice of a teaching career, could also work in the opposite way to prove and consolidate their individuality: “But it was time to search for myself… and here the “family career” was no longer satisfying at all” (T35).

The subtheme “Teaching role games” demonstrated their preference for teaching activities, which they described in detail and vividness. T25 wrote that “I really liked dictating to the students, reading fairy tales, analyzing them, and performing various mathematical calculations.” Another wrote, “I often taught my imaginary students, explaining and repeating tasks aloud” (T15). These and similar quotes suggested that the participants had a strong and very early interest in teaching, but they did not emphasize this aspect. Instead, they believed that being a teacher “was the dream of all girls” (T42) or that “all children used to play this way” (T43).



4.2.2 Pursuit of meaning

The theme “Pursuit of meaning” revealed that the participants had a desire to act wisely and not waste their time. Indeed, this was regarded as the principal motive for changing careers. There are two subthemes here: “Giving meaning to one’s career” and “Giving meaning to one’s life.” The first of these referred to the notion that a teaching career was somewhat idealized and presented as being a through-route to giving meaning to one’s life: “I did not feel happy, and I did not want to waste the rest of my life on insignificant things, I wanted to make myself meaningful somehow, to bring universal benefit. Working in a school and with children fills me with the hope that I can contribute to their education and increase their awareness. It seems that communicating with me motivates them to try harder and become better students… and so far, I feel happy doing it” (T10). In another subtheme, greater emphasis was placed on personal position and the value derived from teaching: “My career is focused primarily on the experience of a meaningful life, on the desire to “harvest every day” (carpe diem), on the desire to know myself and follow my own path. This is why, “I changed my profession and my place of residence. Additionally, my intended career is closely related to my abilities and developed competencies, that is, what I do best and what I am able to study most intensively to excel in” (T12).



4.2.3 Achieving self-realization and development

Under the theme “Achieving self-realization and development,” the participants were pleased to discover that pedagogical activities enabled them to maximize their potential, leverage their strengths, and make progress. Four subthemes emerged: “Realizing yourself best,” “Developing as a person,” “Obtaining teacher status,” and “Teaching as a hobby.” The first of these included statements that emphasized the opportunities that teaching allowed the participants to apply their competencies and personal qualities: “I realized that the activities were much more interesting and meaningful for me, and they consisted of pedagogical rather than therapeutic activities. So, after realizing this, I stopped my master’s studies in art therapy, enrolled in a master’s program in painting, and chose my current course” (T8); “I started systematically reading lectures on the topic of preparing sports cars.” “I realized two things: that I had something to say, and I liked to say it” (T39).

As part of the subtheme “Developing as a person,” the participants described the significance of personal growth and personality change in the teaching context: “I couldn’t begin to count the number of discoveries I made while working as a teacher. Having been naive and rather narcissistic, I became much more responsible. For the first time in my life, I experienced what it means to immerse myself in the process. I learned to give, and I felt that by giving, I received even more in return” (T11); “Being a teacher frees creativity – every lesson, I create something new” (T21); “It strengthens my self-esteem and gives me self-confidence, and it gives me a lot of confidence.” “I don’t consider it a job, more a way of life” (T10); “It teaches me responsibility – I grew up with problems, but I accepted that I am responsible for their [the pupils’] knowledge and, in some sense, their future” (T41).

We identified several statements that we decided to code under the subtheme “Obtaining teacher status.” Here, some participants spoke about rejection. They explained that a teacher’s career is a means of self-affirmation, of being able to prove the legitimacy of one’s voice: “Because of the great shortage and need for school leaders in Lithuania in recent years, I plan to use my legal and pedagogical experience as a school leader in the future” (T91); “I will have the opportunity to join associations, to express my views during meetings on all the issues being discussed” (T71). It seemed that this was a revelation after the struggle to overcome one’s or others’ stereotypes: “Though neither positive nor negative experiences at school drove me to become a teacher. A job that doesn’t require mental work. I wanted a challenge, something interesting, engaging, enchanting. And then I realized: that’s what working with children is all about!” (T86).

Other participants described a joy in teaching that we grouped under the subtheme “Teaching as a hobby.” For T105, the feeling experienced when standing in front of the students was indescribable: “It felt as if I remembered a favorite long-forgotten song… I am continuing my career as a chemistry scientist, and one or two days a week, I will be working in a school. It is like a hobby to me.” Self-realization and development as a CCT gave her a feeling of joy and satisfaction.




4.3 Altruistic motivations

Altruistic motives are intrinsic motivations related to social value, which enhance the wellbeing of others and serve the greater good of society. In this group, the following themes were identified: “Being useful” and “Commitment to improving the world” (Figure 3).


[image: Bar chart shows a horizontal hierarchy based on qualitative thematic analysis. On the left is a rectangle labeled “Intrinsic motivations,” from which lines extend to two graphs arranged one after the other in the middle of the figure. The upper graph, “Being useful,” has three lines on the right leading to sub-themes arranged in three rectangles, while the lower graph, “Commitment to improving the world,” has two sub-themes arranged in two rectangles.]
FIGURE 3
Altruistic motivation for choosing a turn to a teaching career: themes and subthemes.



4.3.1 Being useful

The theme “Being useful” indicates that participants are focused on enhancing the wellbeing of others, concerned about the public interest, and willing to share their resources selflessly. Three subthemes emerged: “Helping others,” “Making social contribution,” and “Sharing own academic knowledge.” The subtheme “Helping others” revealed that the participants were already orientated toward supporting others and caring for weaker peers and other living beings in their childhood: “Even as a child, I dreamed of becoming a veterinarian, but I imagined that teaching activity is very beautiful and more “caring” than the work of a veterinarian. In the long run, this desire coincided with the knowledge that I could take care of the weaker than myself, and it made me happy” (T14). The latter participant was aware of the universality of her inclination to help others and how it could be applied to her teaching activities. This inclination was a sign to some that they should teach: “Both at school and at university, I was the first to help a classmate and explain tasks or a topic and this gave me great pleasure” (T27).

The subtheme “Making social contribution” comprised statements in which the participants expressed the desire to benefit others by engaging in the activities they preferred, especially with children and young people: “I chose pedagogy studies very thoughtfully and purposefully; I had a mission to educate and accompany young people in their choices through the activities that were interesting to me, namely, cooking and handicrafts” (T15).

The subtheme “Sharing own academic knowledge” summarized the participants’ commitment to self-as-expert-efficacy. As one respondent explained, “It is important to show students that exact formulas are used in drawing houses and bridges. As I used to be an architect, I can do that” (T92). The statements relating to the theme “Pursuit of meaning” provided evidence that meaningful activities brought great satisfaction to the participants.



4.3.2 Commitment to improving the world

The theme, “Commitment to improving the world,” referred to the participants’ desire to change their situation at school and the vision they had for the schools of the future; these were the reasons why they decided to pursue a career in teaching. There were two subthemes: “Shaping future of children” and “Making the world a better place.”

Under the first of these subthemes, the participants expressed a personal interest in reforming education in Lithuania, particularly in providing schoolchildren with a better future. In the words of one participant: “While I was studying abroad, I had many good ideas on how to change the structure of lessons, the microclimate of the classroom, and attitudes toward students. I always wanted to implement my new ideas and changes in the school. Because my children are currently at school, I actively participate in their learning” (T7).

The subtheme “Making the world a better place” comprised expressions of desire and a determination to work for a better future for everyone: “I want to work purposefully with a class, to raise people who understand and appreciate culture and who are able to think independently and critically” (T14); and another CCT shared: “I’m excited about being given the opportunity to work as part of a great team with a shared idea of improving community life through education and training” (T29).





5 Discussion and conclusion


5.1 Discussion

The study examines career changers in a national context where the teaching profession has low prestige. We aimed to identify the motives that encourage individuals to change careers and transition into teaching in a context of low professional prestige. Our findings align with prior studies that show continuity between previous careers and teaching. In this Lithuanian context, the continuity appears more pronounced because many participants drew on domain expertise from arts and sports. We view this as a context-specific emphasis rather than a new category. As previous studies have shown, this motive is related to the question of teacher identity. The possibility of reconciling a new teaching career with a previous career strengthens CCTs confidence (Aslan and Eröz, 2025; Bar-Tal and Gilat, 2019; Dadvand et al., 2024; Hogg et al., 2023). The second alignment with previous CCT studies (e.g., Troesch and Bauer, 2020) was represented in the group of motives we categorized as “Commitment to improving the world.” These were ambitions inspired by the desire to contribute to the improvement of education while not being fearful of its shortcomings. In some studies of a country where the teaching profession has low prestige (Mičiulienė and Kovalčikienė, 2023), the idea of improving the education system has been linked to the altruistic values of teachers. In contrast, the present instance was more proactive, as it altered one’s career trajectory. The third finding was a new group of motives: “Current career circumstances” (i.e., “Demands to grow with the organization,” “Emigration,” and “Self-rescue from humiliation”), which seem to have arisen in an attempt to adapt to the complex conditions of a modern career (Savickas, 2020). A person chooses to become a teacher to grow with an organization and to preserve their and their children’s cultural identity in the context of migration. The preparation and attitude, abilities, and actions that are necessary to pursue the most suitable type of work and perform current and planned career development tasks highlighted the career adaptability and psychological resources for managing career change, new duties (tasks), and work traumas (Savickas, 2020; Del Corso, 2015) at critical points in their lives (Watters and Diezmann, 2015) that the CCTs possessed. This shows that external circumstances and stimuli become internal motivations, as noted in previous studies (Siostrom et al., 2023). This shows that external circumstances and stimuli become internal motivations, as noted in previous studies (Siostrom et al., 2023), that intrinsic, extrinsic, and altruistic motivations should not be viewed as entirely separate categories, but rather as intersecting and sometimes overlapping aspects. Indeed, several themes we identified, such as participants’ desire to “Give meaning to one’s career” (intrinsic) while seeking “Self-rescue from humiliation” (extrinsic), illustrate this variability. Similarly, altruistic motivations were often intertwined with intrinsic satisfaction, for example, when participants reported feeling personal satisfaction specifically from helping others (Hogg et al., 2023).

The motives behind the CCT’s decision to become a teacher reflected the influence of the social context and the participants’ internal needs. The findings of the present study confirmed some previous research (Watt and Richardson, 2012; Laming and Horne, 2013; Siostrom et al., 2023) regarding internal values, specifically the pursuit of self-realization and the desire to contribute to societal improvement. Moreover, the participants, when reflecting on their decision to choose a turn to teaching, revealed how they thought about their new profession. Some of them viewed it as an attractive career based on their memory of childhood games, while others knew that it would only become attractive when they had acquired some experience; this would not only change the way they assessed the barriers but also give them an insight into the extent to which those barriers had disappeared, or at least had diminished, had become surmountable, or perhaps had equipped them with the resources to complete their journey. The roots of their decision often lie in childhood, for example, in their positive experiences with games and learning. The metaphor of an inherited career (Inkson, 2004) revealed the sometimes-significant role of the family’s (acceptable, established) career model and financial and educational opportunities. This metaphor highlights the influence of social class and ethnicity on family or kinship values. Several generations of teachers in one’s family reinforced the decision to choose a teaching career, despite the public perception of the profession as unattractive. The intimate environment in which the personality grows and develops can have a great influence, along with a positive teaching role model.

The pursuit of career security and stability was a significant motivator for choosing a career in teaching. For example, the optimization of school networks and the need for continually updated qualification requirements for educational institution employees mean that, as in other sectors, it is not easy to remain a competitive specialist in one’s field and retain one’s job. Disregarding the prevailing opinion that the work of a teacher is difficult and poorly paid, the participants associated the job with stable income and social guarantees and identified the profession as one that will always be needed: “No matter what happens, people will not go without food, treatment, and education. Artificial intelligence cannot replace real, live contact” (T34). On the other hand, some of the participants were professionals (e.g., athletes and performers) who sought to acquire a teaching certificate because it would give them a chance to work in the same field after going beyond their professional career stage and using their previous professional expertise as transfer or adaptive expertise (den Hertog et al., 2023). However, none of the participants who discussed teaching as a guarantor of financial security referred to it as a “backup career,” namely, an option for those unable to pursue prestigious and financially rewarding occupations (Richardson et al., 2014; Imanuel-Noy and Schatz-Oppenheimer, 2023; Siostrom et al., 2023).

The motivation to choose teaching due to its potential for wide social impact confirmed Schein’s (1990) theory of career anchors, one of which is ‘service/dedication to a cause.’ As T37 noted, “Teaching is a meaningful and significant activity for me.” “I feel good at school; it’s nice to see students show an interest in chemistry and to hear that I helped them understand or learn.” The juxtaposition, even identification, of the meaning of life and usefulness to society revealed the values of those who had chosen teaching as a career and their profound and sincere sense of engagement (Wilkins and Comber, 2015).

The pursuit of meaning was linked to the metaphor of teaching as a “carrier of meaning,” as described in career construction theory (Savickas, 2020). It also indicated the participant’s level of motivation and dedication (Bauer et al., 2017). Prevailing idealistic motives for choosing a career—to be useful to society, to realize oneself, to create a better school for our children, to make the world a better place, and so on—appeared to suggest that the participants saw teaching as a vocation. It may, therefore, be assumed that those who saw meaning in their work shared a core of values (Stanišauskienė, 2022).

The motive of achieving self-realization and development was associated with a metaphor enunciated by Inkson (2004), whereby the correspondence of a person’s characteristics to a particular field of activity is described as “being in one’s sled,” “finding one’s place in life,” and so on. Moreover, this metaphor is related to professional inclinations, where a strong correlation exists between a person’s interests, abilities, and specific professional attributes. The participants regarded teaching as an opportunity to express their creativity and satisfy this need. It was noticeable that the sense of satisfaction provided by self-realization helped to break down the boundaries between work and leisure. Indeed, the former provided as much pleasure as leisure time: ‘In this job, I am able to fully reveal my creative side, my ability to organize various activities, to raise children. I felt that I could fully realize myself, and work itself became a kind of free time. After graduating in non-pedagogically based studies and realizing that pedagogy was, in fact, the field in which I wanted to work, I enrolled in a teaching course (T6).

Several career change motives can overlap because an individual may assume different roles throughout their life (Watters and Diezmann, 2015). The theory of career construction (Savickas, 2020) emphasizes the intertwining of social roles: for instance, the role of a citizen fosters the development of youth citizenship, along with respect for the homeland and its culture. As in previous studies (Wilkins and Comber, 2015), the role of the mother or father encouraged some of the participants to delve into the theories and practices of education, and this inevitably trapped them in the whirlwind of educational issues: “For years I had been dreaming of a different kind of school, and when life took such an interesting and unlikely turn so the possibility arose of establishing one, I didn’t hesitate for a moment…” And here I am. Discovering the way to a child’s heart, I try to accompany them on their educational journey. The pedagogical path is based on years of experience as a mother, observing children, understanding them, and achieving success in working with adolescents, as well as rebellion against the system (T64). Sometimes, this involvement exceeds the boundaries of the mother’s or father’s role and becomes the primary motivation for choosing a teaching career, i.e., its social utility value (Watt and Richardson, 2007). In every society where the teaching profession lacks prestige, those who have chosen a teaching career often encounter discouragement in the form of low status and a perception that their job is a form of backup occupation. A teacher’s social roles intertwine in a unique pattern of primary and secondary ones, which provide the energy to act, shape career-related decisions, and influence career trajectories (Siostrom et al., 2023). The motives for choosing a teaching career (e.g., the pursuit of meaning, professional and personal development, and personal growth) reveal the drive and inner potential of those who choose to make the leap, making it possible to predict the intense dynamics of their decision (Bar-Tal and Gilat, 2019; Varadharajan and Buchanan, 2021).



5.2 Limitations of the present study

First, we noticed that the participants’ change of career was influenced not by one, but by several motives; therefore, the chosen method of thematic qualitative analysis was insufficient to categorize them and reveal the connections between these motives. The second limitation was the use of reflective writing alone to gather data. We recognize that relying on reflective writing rather than interviews may limit our ability to explore participants’ motivations in real time. As Grigorovicius (2025) notes, online reflective essays provide participants with an excellent opportunity to express their experiences in detail and at their own pace, allowing for introspective insights that may not be apparent during interviews. However, we recognize that the lack of direct follow-up questions may limit the ability to further clarify or explore emerging themes.

The third limitation was that the participants were just starting their careers. It may have been that they had an idealistic view of teaching and had yet to be encumbered by the realities of their chosen path. Moreover, when analyzing the motives for a teaching career, the differences in their teaching experience were not taken into consideration (e.g., in terms of duration; Varadharajan and Buchanan, 2021).

One more limitation worth mentioning stems from the predominance of female participants in our sample (102 out of 109), which reflects the existing link between school level and the feminization of the teaching profession, where women occupy many teaching positions, which is characteristic not only of Lithuania (Kaminskiene and Galkiene, 2024) but also internationally (Kammermeier et al., 2025). Therefore, future research is encouraged to investigate the motives of CCT for transitioning to teaching, considering that gender assignment and expectations may influence perceptions of the suitability of a profession based on gender.



5.3 Practical recommendations

The findings of the present study have several implications. First, in the world of education politics, systemic changes are needed to ensure the recognition of the factors that determine the motives of CCTs (e.g., self-realization, personal development, the pursuit of meaning, and a simple change in career). Previous work knowledge and capabilities should be recognized as transferable competencies (den Hertog et al., 2023) and serve as a basis for lowering the requirements for work experience during their studies. Secondly, the prestige of the teaching profession could be improved through the dissemination of public information, wherein respect for teachers, trust, and the uniqueness of the CCT experience is acknowledged. Although the participants did not refer to any difficulties in registering for pedagogy studies, it should nevertheless be the case that the administrators of teacher training programmes should pay heed to how applicants have arrived at their decision (Williams et al., 2016; Korhonen and Portaankorva-Koivisto, 2021), for instance, their work mindset, personal qualities, career experience, and their professional identity and status.

For career education specialists and career consultants, it would be beneficial to expose adults in various professional fields to the teaching profession as a potential second career choice, emphasizing the positive aspects of a teacher’s vocation, including the competencies and personality qualities required of a teacher. Higher education institutions should create a conducive environment for students who are inclined toward pedagogical activities and allow them to test themselves by working as a teaching assistant, in a club, or acting as a camp leader. Their attention should be drawn to teaching values and the personality traits associated with the profession, and they should be encouraged to self-assess their professional suitability. Career education specialists in schools should strengthen collaboration between teachers and parents at different educational levels, thereby dissuading them from discouraging their offspring from choosing a career in the sector. Meanwhile, the heads of educational institutions should be obligated to provide CCTs with working conditions that enable them to concentrate on building relationships with students, deepening their subject and pedagogical competencies, and presenting opportunities for creativity and self-expression without burdening them with excessive documentation management and similar tasks.

We concur with the notion that the global shortage of teachers renders the need for scientific research on CCTs particularly urgent (Yinon and Orland-Barak, 2017; Hogg et al., 2023), especially from the perspective of teaching quality (Frison et al., 2023). The data in the present study were collected from CCTs’ reflections, but future researchers might undertake in-depth interviews that might yield valuable information on motivating factors, including those that shape the career trajectories of CCTs currently working in schools. A greater understanding of career change can also be a means of encouraging career development and opening up new directions. The ways different motives interact should also be explored further, for instance, how they reinforce individual effects and encourage proactive behaviors when individuals are deciding on distinct career paths.



5.4 Resume

It is hoped that this study will contribute to an understanding of the factors that motivate individuals from outside the education sector to join the teaching profession in contexts where the teaching profession has low prestige. The qualitative research strategy employed here enabled us to identify a range of motives and connect these with individual life stories and diverse learning experiences. Motives often derive from two temporal phases of a person’s development: childhood and the present moment. In Lithuanian context the continuity appears more pronounced because many participants drew on domain expertise. We view this as a context specific emphasis. Some of the motives revealed herein confirmed those unearthed in previous studies. They include internal values, a striving for meaning, the pursuit of self-realization, and the desire to contribute to the improvement of society. The findings also highlighted the need to assess the individual’s career adaptability; for instance, do they possess the necessary psychological resources to cope with changes in career, new duties, unforeseen crises, and so on? Finally, the study has revealed the significance of shared accumulated experience, the desire held by many CCTs to improve education systems, grow together as part of organizations, and, more broadly, preserve one’s own and one’s children’s cultural identity in migration contexts.
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