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Being in school means being in culture
(Czerepaniak-Walczak, 2018, p. 72) 

abstract
The text discusses the issue of rooting of a beginner teacher in the social and 
cultural space of the school. The article is intended to raise awareness about pos-
sible fields of tension in the school culture, which – as identified in the experi-
ence of teachers – may serve as a barrier for functioning of a novice at school.
In the beginning I presented a short discussion of the essence of school culture, 
and pointed out to possible presentation of problems related to functioning of 
a beginner teacher in it. In this background I presented assumptions and results 
of my own studies devoted to looking for an own place in school culture by 
a novice. From the perspective of teachers, when referring to their opinions 
I presented what types of own experience may be identified in the process of 
participation in school life and what types of anchors are used by novices. The 
discussion develops the thesis that due to multiplicity and locality of school 
cultures, a novice cannot learn them during their academic education, but they 
may be transgressively open to the notion of difficult embedding into the social 
and cultural space of school. The data obtained show that the teachers try to 
understand their own experiences and juxtapose them with their limited knowl-
edge about school life when they start their work. The results show that they are 
motivated to take transgressive actions, and actively look for reference sources 
to formulate the interpretation framework and define a situation which is new 
to them. This can be understood as an attempt to immerse in the social world of 
the school and become an inherent part of the school culture.
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introduction

The title mentions two complementary categories, around which the content of 
the article is built. The beginner teacher draws attention to the specific features 
of the beginning of the professional career, while the social and cultural space 
of school points out to the novice’s need to understand the logic of social world 
of a school. Under the notion of the social and cultural space of a school I mean 
two references. The first one is the culture of the organisation, that is, the school 
that is described, analysed and interpreted in the internal perspective. The second 
one is the culture of the profession, in this case – the profession of a teacher 
(Nowosad, 2019).

In the topic discussed in the text, I devote particular attention to the problems 
of acknowledging the social world of a school by a novice, learning its logics, 
openness to new experience. Talking about participation in social and cultural 
space of school, I refer to the interpretative approach in survey of organisation, 
which searches for local meanings explaining the manner of construction of “the 
organisational reality” (Kołodziej-Durnaś, 2012, pp. 146–147). I assume that the 
context provided for the social learning of a profession is the space related to 
participation in school culture that is acknowledged, acquired and co-created by 
a novice. On this basis the thesis is established that due to multiplicity and locality 
of the social and cultural space of school, it is impossible for a novice teacher to 
learn the principles of participation in the school culture during their academic 
education, but they may be ready for transgressive opening to the culture, ready to 
face the difficulty of embedding into it, feel the need to understand the school life. 
This text is aimed to present how it happens that a novice moves from peripheral 
areas into the centre of social and cultural practices in school, that is the recogni-
tion and description of possible ways and strategies for a novice to embed into the 
school culture. 

Due to the wide scope of the problem, the analysis performed here presents 
only a small scope of the examined phenomenon and is a part of a wider survey on 
becoming a teacher. Assuming that the social and cultural environment of school 
is the context of thinking patterns adopted by a teacher, as well as reflections and 
undertaken activities, in the text I point out to selected contexts of novice’s pres-
ence in school culture. 
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school in cultural perspective 

The literature reveals a variety of concepts and approaches related to the school 
culture. As this term has a broad meaning and is ambiguous, it is defined in differ-
ent ways by researchers. In the perspective of problem-related and historical anal-
yses, it may be concluded that there is no unique arbitrary definition of the school 
culture (Nowosad, 2019). We may assume most generally, like Maria Dudzikowa 
(2010, p. 220), that school culture means material, immaterial and symbolic ele-
ments of the “life of the organisation” that do not develop linearly, and the results 
of development cannot be foreseen and arranged. 

In terms of the cultural space of the school, the focus should be on interaction 
processes which create and maintain meanings common to a given group of teach-
ers and encourage specific behaviours. The areas of symbolic messages and mean-
ings, hidden for outside observers, are built as a result of everyday interactions 
based on social context and cultural order (Pawłowska, 2012, p. 160). Provided that 
the school culture expresses people’s deepest needs and the way the meaning is 
assigned to their experiences, it is assumed that the school culture provides many, 
both individual and common, worlds which are assigned the meaning reflected in 
everyday practice. Although each teacher perceives, interprets and experiences the 
surrounding reality in a different way, the teachers are also part of a social world 
shared with others, with the rules which require submissive approach. Therefore, 
more precisely, school culture can be understood as a network of basic assumptions 
reflected in social and organisational norms, values, beliefs, behaviours, rituals, 
myths, ways of communication and symbols adopted by a given group of people 
in connection with joint work, solving problems, taking challenges and learning 
how to handle external adaptation and internal integration. These assumptions 
are subject to renewal. Senior teachers “teach” neophytes of “how things are 
done” (Nowosad, 2019, p. 113), which means that the assumptions are passed on 
to the new members of the group as the appropriate way of perceiving, thinking,  
and feeling. 

Problematizing the emancipatory potential of school culture, Maria Czerepa-
niak-Walczak (2018, p. 80) stresses that it is the particular space for development 
of a person that is created of beliefs, opinions, attitudes and relations, written 
and unwritten principles. It is the space that shapes every aspect of operation of 
a school as institution, organisation and community. It should be emphasized that 
the school culture understood in this way has its local specifics related to the fact 
that “[…] it is deeply embedded in the ‘matter’, in layers of meanings and behav-
iours […]. It is present in bodies and walls […]” (Kołodziej-Durnaś, 2012, p. 311). 
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However, researchers of organisational cultures point out to the possibility of 
co-existence of various dimensions of the same culture, and then they speak about 
“fragmented culture”. Next to transparent, public, easily recognizable culture, 
there is the other one that is hidden, deep and much more difficult to be identified. 
For example, if one can observe involvement, harmony and shared responsibility 
in the first one, in the latter people can express their dismay or indignation with 
the conduct of others. Recognition of both dimensions, necessary for participation 
in the culture, is possible only by means of long-term and involved participation 
in life of an organisation (Morgan, 2005, pp. 137–138). The phenomenon of co-
existence of cultures refers also to school (e.g., culture of teachers, pupils, parents, 
school administration that are in mutual relationships, which creates the “multi-
culture” of a given school). However, there is always the dominant culture that has 
smaller or bigger impact on the other ones (Czerepaniak-Walczak, 2018, p. 85).

Participation in the school culture requires both sharing the cognitive perspec-
tive with the group of teachers and self-identification in the personal and profes-
sional dimension. The elements of the social and cultural world of the school are 
arranged in compliance with specific logic and criteria of hierarchy by means of 
personal interpretation framework. Its elements include self-awareness and subjec-
tive teaching theory. They enable recognition of patterns and mechanisms of opera-
tion adopted in a group, and in case of a novice teacher they provide answers to two 
questions: how do I cope in the new situation, and why do I think that it is an efficient 
manner of operation (Kelchtermans, 2005). According to the thesis that “the culture 
is not a harmoniously agreed principle, but ‘fragmented’ unity, and members of an 
organisation are both separate and united” (Kołodziej-Durnaś, 2012, p. 171), it may 
be assumed that although construction of interpretation framework is of individual 
nature, their contents is the result of the social resources of a group. 

If we assume that members of the school culture cannot feel it, since it is 
everywhere around, it is a part of themselves (Nowosad, 2018, p. 49), the position 
assumed in school by a novice draws attention. 

beginner teacher at school 

Researchers of professional development of teachers state that only few expe-
riences have such a huge impact on personal and professional life of a teacher, 
as those in the first years of work in that profession (Michalak, 2007, p. 338). 
Becoming a teacher is considered to be a process that depends both on changes in 
personality and interaction between a teacher and the context, that is, a school as 
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an organisation with its various actors (Kelchtermans & Ballet, 2002). The mean-
ing of interactions or beliefs and actions undertaken by a novice depends on the 
nature of such interactions, since a novice is not a passive recipient of norms and 
values, but they always interpret them in a specific manner. This process cannot 
be normalized, standardized and takes place in the social and cultural space of the 
school. It is related, for instance, to following of acceptable norms, patterns of con-
duct, beliefs, values that have been formed by members of a community, as well 
as to reflective and critical construction of own hypotheses and theories and re-
creation of those that have already functioned socially. As far as beginner teachers 
are concerned, becoming a member of school culture takes place mainly through 
adjustment. Only acknowledgment and understanding of mechanisms that govern 
the culture, which is pointed out by M. Czerepaniak-Walczak (2018, p. 85), makes 
it possible to make a decision on adjustment to it or its intentional transformation, 
adaptation or emancipation. The above-quoted author also believes that regardless 
of the manner of becoming a member of culture, embedding takes place by means 
of experiencing of the culture, which should be understood as experiencing and 
understanding its elements and relationships among them (2018, p. 77).

The process of embedding into school culture does not take place overnight, 
it takes time and requires teachers’ participation and involvement, rooting (cf. Pio-
runek, 2009, p. 307), anchoring (cf. Kędzierska, 2015) in their professional roles. 
Borders of participation in social and cultural space of school are related not only 
to time, but also conditions of work, relationships of power, school staff, present 
conflicts or type of chosen rationality in thinking about school. A barrier may 
have a form of a specific closure of a school community against a novice, which 
is related to non-acceptance of changes, new things and things that do not resem-
ble routine. Consequences refer, for instance, to a threat of professional burnout 
syndrome, disputes over competence between younger and older teachers, which 
replace support that would be satisfactory for both parties. Moreover, a novice is 
in a difficult situation since communities resign from their traditional bonds and 
internal relations (Aarts, Kools, & Schildwacht, 2020), in result of which sociali-
sation of new members is not controlled. 

Entering the labour market is surely a difficult transgressive situation in early 
adulthood (cf. Grochowalska, 2015), where conduct of an individual is generated 
by competences possessed by them, including transgressive competences allowing 
for openness to changes (Czerepaniak-Walczak, 1999, p. 64). Transgressive open-
ness is an element motivating people to changes in their development, overcoming 
difficulties and involvement in new challenges, but it requires particular sensitiv-
ity, self-knowledge, self-recognition, transgressing oneself (Łukasik, 2018, p. 31). 
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Transgressive competences related to self-realisation and designing own future 
enable transgressing of barriers and borders – social, temporal and material ones, 
they motivate to exceed borders of the world that already exist (e.g., of the profes-
sional world). Transgressive activities such as “I know I can” in human function-
ing perform other function than protective and adapting activities such as “I know 
I have to”. The first ones are directed at transformation of reality, which requires, 
for instance, replacement of old habits with creative activities (Kozielecki, 2002), 
while the latter enable adaptation to the environment and have a form of routine 
and reproducing activities. 

A question may be asked, what activities are particularly necessary for a nov-
ice to find their place and teach in the school culture, to be ready for multiplicity 
and comprehensiveness of possibilities, and simultaneously contribute effectively 
to transformation of both the self and the school? 

assumptions of the research project 

Talking about embedding of a novice into the school culture, a departure from 
the functionalistic way of thinking about the teacher and assumption of the per-
spective of symbolic interactionism (Blumer, 2007) attracts attention to interactive 
and personal contexts of that process, emphasizing the meaning of experience 
of an individual that enables creation of self-knowledge. Therefore, the analyses 
presented here, that are a part of a wider research, are based on interpretative 
approach enabling recognition of subjectivity of adopted meanings. 

Finding own place in the school culture requires from a novice to refer to 
gathered experience, including taking into account its three aspects (Ablewicz, 
2015, pp. 12–13): experiencing related to emotions, reflecting, and learning result-
ing in drawn conclusions. It means that in attempts of recognition of the aspect 
of participation in the school culture, one should pay particular attention to what 
is recognized by novices, how their interpret situations, other practices, activi-
ties performed by them in order to determine and then ensure working conditions 
acceptable for them, to what extent they are satisfied with undertaken activities. 
One should also remember that things learned by a person may contribute to active 
embedding in reality, but also be a source of discouragement. 

With regard to the category of socio-cultural space of the school referred to in 
the title, practice should be understood as a discourse constructed by subjects and 
relating to their everyday activities. The discourse assumes mutual interactions 
between the subjects involved in the construction of the meaning of actions and 
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the ways the activities are arranged (Barbier, 2016, pp. 114–116). The universe 
of discourse understood in this way is a communication platform in which par-
ticipants share a common perspective on how they perceive reality, learn how to 
deal with a given action and pursue their own interests, and create a social world 
(Kacperczyk, 2012). Distinctive features of the social world of school include, for 
instance, non-obviousness, elusiveness, volatility, uncertainty. Each social world 
adopts a special terminology and uses various rhetorical figures to stand out from 
other worlds. A novice which enters the social world constructed by teachers starts 
to adopt its assumptions, to form the interpretation framework and to build profes-
sional identity. The confrontation of everyday work with expectations causes the 
feeling of helplessness and lack of achievement (Kędzierska, 2012, pp. 346–347), 
but at the same time triggers learning mechanisms (Confait, 2015).

In reference to the presented remarks, the aim of the undertaken attempt of 
research was to learn and understand meanings attached by beginner teachers to 
their experience – in the context of acquired knowledge, undertaken activities, 
motivations and emotions – related to the first years of work at school. Thus, the 
aim was not to describe school structures with their local conditions, but identify 
experiences gathered by people embedded in them. The researched issue gained 
a form of the following question: what facts and situations cause rooting felt 
by teachers in the social and cultural space of the school? Operationalising the 
category of social and cultural space, attention was focused on two dimensions: 
types of own experiences identified with participation in school life and scopes of 
understanding of situations, practices identified with securing of own conditions 
of work.

The research materials come from free, partially structured interviews. This 
technique makes it possible to respondents to present the manner in which they see 
the world, while a researcher may make an attempt to understand experiences and 
perception of the world by his/her interlocutors (Lofland et al., 2009, pp. 131–133). 
The manner of identification of the category of school culture – in reference to 
pedagogy, anthropology, sociology and theory of organisation – defined the scope 
of the main questions. Interviews were conducted with 24 female teachers of 
grades 1–3 of primary school (in Małopolskie Voivodeship). Purposeful sampling 
was based on the criterion of length of service (third year of work), professional 
advancement degree (completed internship�), continued education (during 2nd 
degree studies).

�	 Research was conducted in years 2014–2015. According to the legal regulations on pro-
fessional advancement, the respondents had the degree of a contract teacher at that time.
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Having acknowledged all material, I selected fragments of answers that were 
grouped on the basis of similarities and differences in meaning. Thanks to this, 
I obtained descriptions of experiences considered to be important for respond-
ents at the early stage of work at school. Then I performed analysis of experience 
sequence schemes (Lofland et al., 2009).

finding own way in the social and cultural space of school 

The teachers talk about their feelings related to beginning of work, entering into 
a new team of people in various ways. Searching for opposite themes in utterances, 
I noticed that when talking about “finding own way”, they often use a metaphor. The 
research shows that used metaphors are related to conceptualisation of the teaching 
process, adopted work programme and manner of work in a team (Mahlios, Mas-
sengill-Shaw, & Barry, 2010). They reflect many features, emphasize specific and 
characteristic features of culture, “they are mental linguistic structures, ensuring 
insight into thinking processes” (Czerepaniak-Walczak, 2018, pp. 93–94). There-
fore, I assumed that metaphors may be meaningful for functioning of a novice in 
the school culture, they will help to understand novice’s experiences. I typified 
experiences discussed by the respondents and related expectations that they con-
sidered significant for organisation of their own professional activity. 

I will refer here to three selected experiences that may be described meta-
phorically as: The first pancake is always spoiled (6); Waste of time and money (5); 
There are two sides of every story (5), Like a child lost in the woods (4).�

the first pancake is always spoiled (6)
Replies of respondents show their uncertainty, anxiety, or scare related to the 
fact that they do not know the rules of conduct in the beginnings of their work. 
Although teachers valued highly their practical skills, involvement, responsibility, 
discipline, which encouraged them to solve difficult situations, they experienced 
strong tensions. That is why they expected assistance in solving everyday prob-
lems, they needed a tutor/mentor, since the internship supervisor did not fulfil 
their role, and formal principles of the internship were not satisfactory for them. It 
is clearly visible that they fought against uncertainty, which they could overcome 
with support of a member of the teaching staff. These are the examples: 

�	 Accepted metaphors come from the in vivo code. The number of statements in which the 
given thread was recognized is given in brackets.
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“At the beginning I was simply scared. Not of the work in class, because I was rather 
well prepared, but in general of everything. I didn’t know anybody here, I didn’t 
know what are the rules (.) I couldn’t talk to anybody. Probably, my biggest problem 
was that such a young teacher cannot say anything”. (4)�

“[…] and also my supervisor, he is not worth talking about. Fortunately, Jola, the 
teacher of another class, visited me once, and she really showed me the rules in the 
school. I learned slowly and now everything is good, things are getting better”. (9)

Respondent teachers do not agree on acting without any reflections about it, they 
want to participate in the life of a school, which is a difficult task even in a small 
group of teachers. It is visible that during time devoted to learning of the pro-
fession in the place of work from the experience of others they go beyond their 
uncertainty. Things will be getting better now – it is a pattern of interpretation, 
according to which only initial recognition of the group culture makes it possible 
to undertake satisfactory interactions (Czerepaniak-Walczak, 2018, pp. 173–177). 
According to the replies, certain manner of determination may be an efficient way 
to cope in this difficult period of work for them. 

waste of time and money (5)
Experience corresponding to this statement consist of two opposite themes. 
Although teachers realise fields of own activities that in their opinion are pointless 
and not worth talking about, they encourage the teachers to undertake opposite 
activities. 

Some teachers perceive such activities as a nasty obligation, emphasizing 
coercive nature of activities related to professional advancement. In such context, 
the purpose of work in a team of teachers is mainly to obtain tools for efficient 
organisation of pedagogical practice. For example:

“[…] of course, I used workshops or class visits, but sometimes it was really a waste 
of time! I did not benefit much, I went there and watched. […] I want to know as 
much as possible, I know that I still have a long way ahead of me, but I think that 
at the beginning I should receive some materials to work on. I do not mean any 
arrangements, but some (.) ordinary assistance”. (17) 

Expectations of such time resemble a demanding attitude. It may be assumed 
that it is related to overloading, but it may also derive from no reflections on pro-
fessional activities. Research of expectations of novices about the environment of 
work, collegiality and the need of being recognized show high expectations about 

�	  The number means the number of interview where the quotation was found.
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organisation of the special and material environment of work (Gavish & Fried-
man, 2011). The quoted teacher has no doubts, either, about who and why should 
guarantee assistance to her. 

Another theme of undertaken activities that are initially assessed as not 
worth attention is related to perception of possibilities of personal development 
in such type of activities. There are three teachers in this group, who – while 
describing the beginnings of work – pose themselves in another context, in 
opposition to the one quoted above. They see a possibility of development, but 
personal development, even in “pointless” activities. They talk about work in the 
context of fulfilment of own needs rather than response to external expectations 
that are, for instance, related to achievement of professional promotion. One of 
the teachers says:

“I have set a goal for myself, I don’t know if I manage but I’d like to work here as long 
as possible. Sometimes it seems to me, yyy, I cannot define it, that we make something 
pointlessly, but I take the risk, I look for something new that I can learn”. (6)

there are two sides of every story (5)
The respondents talk about situations when they experience particular care from 
others, which they accept with pleasure, but at the same time they have doubts 
about the scope and the duration of period when they can accept such care. Con-
cerns are related to experienced limitation of own independence, which is a partic-
ularly appreciated value. Too much monitoring of their work, even mothering (1), 
may result in reduction of the sense of professional responsibility or open, creative 
approach to work. In the behaviour of their “supervisors” they notice interpersonal 
errors, they assign the dominant functions in relationships to them, inclinations to 
steer other people, to management or even to despotism. One teacher describes her 
doubts in the following way: 

“Probably I should feel comfortable with such supervision, assistance provided to 
me every day, I did not bear the full liability. But I didn’t want to work in the way as 
if I was controlled every time. I was completing my internship, I felt that I should be 
more independent (.) I had also problems when talking to parents, as if I was still the 
new one. Kindness, assistance, some kind of care is good at the beginning, but then 
finally one has to bear the liability for oneself”. (7)

The monitoring mentioned above means probably that things understood by an 
experienced teacher as support and care may be treated by a beginner as limita-
tion of independence and the right to decide on own activities. The main motive 
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of learning of a new group member who tries to become a part of the group is 
becoming more recognizable by the professional community (Gavish & Friedman, 
2011). Undoubtedly, this task was more difficult for the quoted teacher because of 
too much care offered to her. 

like a child lost in the woods (4)
Such experiences are raised by the four teachers. They indicate, albeit to varying 
degrees, that they see the contradiction between their expectations for teacher’s 
work and the events in which they participated. The passages relate to surprise, 
amazement, but also confusion due to ignorance of the new workplace:

“I really wanted to stay there, but it was difficult. Some matters, certainly those 
handled outside the classroom, were kind of hidden from me, shrouded in secrecy. 
It was really difficult for me to figure it out, to understand what is done, by whom, 
and how”. (23) 

The subjects feel anxiety, and it seems that this is not due to how the educational 
process is arranged with regard to the students and the school classroom, but 
rather due to the concern about how other teachers would judge them. We can 
clearly see how a novice struggles with a sense of uncertainty, a feeling which can 
be overcome if positive reinforcement is delivered to them:

“This was not what I thought. I did not know what I expected. One time, I was inde-
cisive and confused. Another time, I could see the light at the end of the tunnel and 
thought that everything would be fine over time. My biggest concerns were probably 
that they would think I was weak, young and unprepared. Fortunately, I worked with 
X. She is... amazing. I really feel she guided me through all of this. She gave me the 
instructions on what to do, how to do and when it is worth it. She introduced me into 
this and showed me how to work in this school. In fact, it is thanks to her that I know 
all these things I did not know before. She encouraged me to get involved in various 
projects and I think it helped me to change my attitude”. (1)

This quote shows that the teacher definitely appreciates the opportunity to learn 
from others. The presence of a “significant other”, incorporating the activities of 
the student and the activities of the mentor for the sake of common goals, helps 
a novice to adopt new definitions and interpretations in the social world of the 
school (Kędzierska, 2012, p. 201).

When a novice experiences school as a workplace, they perceive the social 
world of the school – established by people who take action and create discourse 
in this respect – as a new and unknown context. To learn the logic of action used 
in this context requires the support of experienced participants of this context 
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and time, especially since the beliefs previously formed are not subject to rapid 
change, in particular in the first years of work (Mahlios, Massengill-Shaw, & 
Barry, 2010). 

Experiences of teachers related to searching for own place in the organisa-
tional culture of the school are illustrated by descriptions of situations that, in 
their opinion, contributed to embedding into the culture. The responding teachers 
referred to two types of anchors, out of anchors used for transformation of tem-
porary identity assigned by a professional group, which were identified by Hanna 
Kędzierska (2015, 2018). The first one uses high self-assessment of the starting 
capital of a career. Although in every day practice the teachers referred to the 
trial-and-error approach, they had a very high sense of competence in respect 
to undertaken professional activities. The other type of recognizable anchor is 
executed by adaptation and mimetism, which means that novices chose reproduc-
tive manners of operation learned during their academic education or observed in 
case of other teachers. No phenomenon of anchoring in family commitments was 
observed in case of the respondents. 

It appeared, however, that they talk about anchoring, which I called contest-
ing from working perspective (4), that results from disagreement on the state of 
things encountered by them, inability to be placed in the school culture. A point of 
reference for a novice in this case is the belief that she can do something even if 
she does not point to high assessment of the starting capital of the career and does 
not choose mimetism. Teachers then talk about willingness to perform activities 
that are radical but qualified positively from the moral perspective, and they lead 
to the change, “to the fact that they will feel better”. This position was illustrated 
by the following words: 

“I didn’t care for anything at all, I had to do something with that, I didn’t want to 
work more in such a way. I felt bad as a human being. I knew that it could be done 
differently, that I could change it, but I didn’t assume that I can, and that I will 
manage […]”. (20)

The declaration “I have to do something with it” does not result from protective 
activities but shows motivation to transgressive activities. Because openness to 
change requires knowledge about oneself, self-recognition, concept/vision of self, 
projection of own future, transcending oneself. This is, according to M. Czerepa-
niak-Walczak (2018, p. 177), transgression towards satisfaction and happiness, 
that is one of directions of change in the school culture. 
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conclusions

It may be concluded from the analysis of the content of responses that teachers 
have a need to get familiar with the life of the school, understand the specific 
characteristics of own experience, values, patterns and principles, which may 
show that they are open to changes. The identified and metaphorically described 
experiences of the teachers reveal two opposing ways of novices’ behaviour. On 
the one hand, they are open to new experiences and expect support in the process 
of immersing in the school culture (although how this support is valued varies). In 
my opinion, these expectations are due to the need of sharing the perspective of 
the world of school. On the other hand, they are reluctant to share their concerns 
with others, and this can be why they find it difficult to participate in school life. 
They may choose not to admit that something is difficult and that they need help 
due to the fear of being judged by others. Avoiding support, even if available, 
may be due to the lack of trust in other teachers or the principal. In interpersonal 
relationships, trust is the foundation for building a sense of security determining 
the novice’s involvement in new activities (Tołwińska, 2011). 

The research material reveals the need to draw on the experience of other 
teachers. Despite being motivated to change, the teachers feel lonely, secluded and 
deprived of opportunities for feedback. Based on the data obtained, it should be 
noted that there is a need to develop practices which help novice teachers adapt 
to the school community. If social expectations are higher than the novices’ own 
perception of their work, they find it difficult to understand the situation (Con-
fait, 2015) and, as the data obtained indicate, may reject the patterns of behaviour 
developed in a given culture and concentrate their efforts on satisfying their own 
interests. Therefore, it can be assumed that the more novice the teacher is, guided by 
their own expectations, the more they are open to the need to understand the logic 
of the social world of the school, effectively searching for their own pedagogical 
path by following both clear and hidden cultural patterns adopted by a group of 
teachers. Acquired data point out to dynamics of decisions made by teachers who 
choose various anchoring mechanisms in order to find their place in the social and 
cultural school environment that is new to them. 

Presented results of research entail consideration of the type of support given 
to beginners. Social support that is needed according to declarations of teachers 
plays a role of a buffer, in particular when requirements of a situation are higher 
than possibility of control on the side of an individual. However, the respondents 
do not expect “mothering”, the feature that is assigned to the contemporary gen-
eration of young adults. The reasons of such situation may be found in professional 
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responsibility that is born regardless of the number of years of service and a need 
to “cope” on one’s own in everyday circumstances. It may be said that independ-
ence is a timeless value because young teachers who participated two decades ago 
in the research performed by Wanda Dróżka (2004, pp. 100–101) also said that 
they wanted to be themselves in everything they do. 

Received data confirm Eugenia Potulicka’s (2016) thesis that support and 
assistance provided for a novice is not enough for successful process of leaning 
and inculturation in school organisation. When discussing active formation of 
professionalism and teacher’s identity, the quoted author points out that the proc-
ess of entering into the school culture, understood as introduction to the profes-
sion, provides the ground for life-long learning. Thus, support should be aimed at 
promoting development in novice’s career and in teaching. Madalińska-Michalak 
(2016, p. 49) asks about the role of the school in the development of teachers and 
emphasizes the need to build communities oriented towards development and 
integration. These communities can only exist if the consent to create a culture of 
learning is given. The author emphasizes that learning is not a separate activity, 
possible only after the teacher „[…] stops getting involved in other activities. The 
teacher’s learning has a socio-cultural character […]”. This means that the patterns 
of learning and thinking are determined primarily by the social environment and 
school culture. Being in the social space of the school, the novice learns through 
interaction and develops communication practices within the group which, as one 
of the carriers of culture, are related to the oral form of communication and to the 
ritualized communication (Ollivier, 2010, p. 228).

Embedding in school cultured, extending fields of activities related to trans-
gression of borders, acknowledging principles, behaviours, ideas is not an imposed 
task. As it is critically observed by M. Czerepaniak-Walczak (2018, p. 174), trans-
gression starts always from “understanding of obvious or imagined limitations in 
what is here and now. From understanding of specific characteristics of own expe-
rience, ideas, values, norms present in the culture, patterns, figures and opinions”. 
The thesis on multiplicity and locality of social and cultural space of school, that 
was presented in the beginning, results in the fact that during their academic edu-
cation a novice cannot learn the principles of participation in the school culture, but 
they may be prepared to face the challenge of embedding into the culture. It entails 
the statement that this task requires activity and openness of a novice teacher 
and readiness of other teachers for presence of a novice in school culture. The 
research on the condition of identity, own and collective image of teachers, which 
was performed by Henryka Kwiatkowska (2007), enabled recognition of a type 
of identity promoted in the organisation of social life and educational systems. It 
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appeared that due to high level of objectivization of teachers they prefer external 
work management and they feel bigger comfort of work in case of strictly defined 
assignment of tasks. Responding teachers do not feel such need. Therefore, it is 
worth considering, according to H. Kwiatkowska (2007, p. 29), how much is the 
school ready to “demand made for an autonomous teacher”. In the context of the 
responses, it may be assumed that in order to overcome norms of conduct adopted 
in some schools, rather re-adaptation of teachers working there than adaptation of 
novices is necessary. 

At the end of my reflection I want to point out to the problem that I leave 
without an answer. It is expressed in the question: how much school cultures are 
transgressively open to novices characterised by strong involvement, need of inde-
pendence and overcoming standards, willingness to bear responsibility understood 
as co-participation, who voluntarily act according to the principle “I can, although 
I don’t have to”. 
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