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Abstract
Novice Teachers’ School Culture Experiences: A Study of Three Secondary Schools in
Kazakhstan
The induction period for beginning teachers constitutes a critical phase in professional
development, often determining long-term career satisfaction and effectiveness in the
classroom. However, numerous studies found that teachers are most likely to leave the
profession in the first three years of their practice, which can lead to many problems for both
schools and the nation. Thus, this study explored the experiences of novice teachers in three
secondary schools in Kazakhstan, examining how different school cultures impact their
professional lives. In this qualitative study, nine novice teachers from different types of
school (private, mainstream, autonomous) participated in a semi-structured interview and
shared their experiences of school cultures, motivations for entering the profession, and
challenges they encountered. Findings revealed significant tensions between teachers’ initial
motivations and the realities of institutional constraints, including bureaucratic overload,
hierarchical leadership structures, and inadequate support systems for novice teachers. In
addition, while collaborative culture was identified as an ideal model in theory, it was not
widely practiced across these schools. Practical implications suggest the need for policy
reforms that formalize mentorship programs and reduce teachers’ non-instructional burdens.
Keywords: school cultures, novice teachers, autonomous schools, maintream schools,

private schools



viii
AHaaTna

Bacraypim myrajgimaepain MekTen MyJeHueTiMeH Taxkipuoeci: KasakcTaHHBIH yII opTa

MeKTeOiH 3epTTey

XKanaman GacraraH MyFamiMJep YIIH Kipicrie Ke3eH KociOu TaMyIbIH MaHBI3IbI
Ke3eHi 00JIbIT TaObLIabl, KOOIHECE Y3aK MEP3iM/Ii MAHCANITHIK KAHAFATTAHy MEH CBHIHBIITTAFbI
YKYMBIC TUIMJIUTITTH aHBIKTAN b, AJlaiia, KONTereH 3epTTeyiep KOpCceTKeHIeH, MyFaIimMaep
03 TOKIPUOECIHIH aJFaAIIKbl YIII XKbIJIbIHJA KOCIITEH KeTe 1, OyJI MEKTENTep YIIIH 1€, Kallbl
€J1 YIIIH JIe KONTeTeH Macenenepre okenyi MyMKiH. Ocbutaiiina, OyJ1 3epTreye opTypiil
MEKTEIl MOJICHUETTEP1 0JIapAbIH Kaci0M eMipiHe Kaslail ocep €TeTIHIH aHbIKTay YIIiH
KazakcranHabiH yI1 opTa MEKTEOIHIE )KaHa aH 0acTaraH MyFaIMACPIiH TOXIpruOeci
3eprrenal. by camanmel 3epTTeyae yin TYpii MEKTEI TypiHeH (JKeKe, Kbl OUTiM OepeTiH
YKOHE aBTOHOM/IBI) TOFBI3 OacTayIIbl MYFaIIM JKapThlIail KYPBUIBIMIIBI CyXOaTTapFa KaThICHII,
MEKTEIl MOJICHUETI, MaMaH IbIK TaHAaylaFrbl MOTUBTEP JKOHE 0JIap KE3JIeCKEH KUBIHJIBIKTap
TypaJibl ©3 TOKIpUOeIepiMeH 0oricTi. 3epTTey HOTIKEIEP1 MyFaTiMaepIiH OacTamKbl
MOTHBAIUSACHl MEH MHCTUTYLIMOHANIBIK IIEKTEYIEPAIH IBIHBIKTAPbI, COHBIH 1LIIHIE
OIOPOKPATHSUIBIK [IaMaJIaH ThIC )KYKTEMe, HepapXUsUIbIK KOIIOACHIBIIBIK KYPBLUTBIMIAPhI
YKOHE KaHaJaH O6acTaraH MyFalliMepre KOJAAayAblH KETKUTIKCI3/IIr apachIHIaFbI
alTapabIKTall KAMIIBUTBIKTap bl aHBIKTa1bl. COHBIMEH KaTap, bIHTBIMAKTACTHIK MOJCHHUETI
TEOPUSIHBIH HJI€ANIIbl MOJIEIIl PETiHAE TaHbUIFaHBIMEH, OYJI MEKTENTep Ie KeH TapaaMabl.
[IpakTHKaNbIK )KOHE TEOPHSUIBIK TYXKBIPBIMIAP TOTIMIepIliKk OaraapiaManapblH peciMAeHTIH
KOHE OKBITYFa KaThICHI )KOK MYFaTiMIepre KyYKTeMeH1 a3aiiTaTbIH casicu pedopManapabiy

KKETTUIIrH KOpCceTe/i.

Tyuinoi co30ep: MEKTEN MOJICHUETI, OacTayblll MyFaiMep, aBTOHOM/IbI MeKTenTep, JKamsl

O11iM OepeTiH MEKTenTep, )KeKe MEKTEITep



AHHOTAUA
OnbIT LIKOJbHOM KYJIbTYPbl HAUMHAKIIKX yuuTesieii: McciaenoBanue Tpex cpeHux

mkoJa Kazaxcrana

BBo1HBII 1TepHO/T 171 HAYMHAIONINX YIUTEIICH MpecTaBisieT co00i BaKHEUIITHIA
3Tan B Npo(ECCUOHAIBHOM PAa3BUTHH, YACTO OINPENEIISIFOIIMNA TOJITOCPOUHYIO
YAOBJIETBOPEHHOCTH Kapbepoil v 3PPeKTUBHOCTH paboTHI B Kitacce. OTHAKO
MHOTOYHCIICHHBIC UCCIICJIOBAHUS TTOKA3aJIH, YTO YUUTEIS, IIOKUIAIOT TPO(ECCUIO B TIEPBHIC
TPH TOJ1a CBOCH MPAKTUKH, YTO MOXET MPUBECTH KO MHOTHM ITPOOIEMaM KaK JIJIsl IIIKOJI, TaK
Y JUTS CTPAHBI B 1ieJioM. TakuMm o0pa3om, B JAHHOM UCCIICOBAHUH OBLIT H3y9YCH OITBIT
HAYMHAIOIINUX YIUTEICH B TPEX CpeTHUX mikonax Kazaxcrana, YToObI BBISICHUTb, Kak
pa3IUYHbIC MTKOJIBHBIC KYJIbTYPHI BIUAIOT HA UX MPO()ECCHOHATBLHYIO KU3Hb. B aTOM
KaueCTBEHHOM HCCJIEIOBAaHUH JIEBSITh HAUMHAIONINX YUUTEIeH U3 TpeX pa3iIHMyuHbIX THIIOB
ITKOJI (4aCTHBIX, 00111€00pa30BaTEIHbHBIX M ABTOHOMHBIX) MPUHSIIN y4acTHE B
MOJIYyCTPYKTYPHUPOBAHHBIX HHTEPBHIO U MOAETUINCH CBOUM OIBITOM O IIKOJIBHOM KYJIbTYpE,
MOTHBaX B BbIOOPE Mpodeccrur U TPYIHOCTSX, C KOTOPHIMU OHU CTOJIKHYJIUCH. Pe3ynbTaTsl
WCCIIeTIOBAHUS BBISIBUIIM 3HAYUTENIbHBIE TPOTUBOPEUHS MEX/Ty TEPBOHAYAIBHON MOTHUBALIUEH
yUUTeNeH U peausiMyi HHCTUTYIIMOHAIBLHBIX OIPaHUYCHU, BKII0Yasi OI0POKPATUUYECKYIO
Meperpy3Ky, HEPapXUYECKUE CTPYKTYPhl PYKOBOJICTBA M HEJOCTATOUHYIO MO ICPKKU
HaYMHAIIUX yuuTesaeil. Kpome Toro, XoTs KyiabTypa cCOTpyAHUYECTBA ObLIA IPU3HAHA
UJeanbHOM MOJIENBIO B TEOPUH, OHA HE MOJIyYUsIa IUPOKOTO PACIPOCTPAHEHHS B 3TUX
mikonax. [IpakTudeckue u TeOpeTUIeCKre BBIBOABI YKa3bIBAIOT HA HE0OXOIUMOCTh
MOJIUTUYECKUX peopM, KOTOpbIe GOPMATHU3YIOT TPOrPaMMbl HACTABHUYECTBA U YMEHBIIAT

Harpy3Ky Ha yduTeleil, He CBSI3aHHYIO C 00yUeHHEM.

Knioueswie crosa: mkonbHas KYJIbTYypa, HAUMHAOMIHUEC YIUTCIISI, aBTOHOMHBIC IIIKOJIbI,

06HleO6pa3OBaTCJ'IBHBIC HIKOJIbI, YaCTHBIC IIKOJIBI
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Chapter 1: Introduction to the Study

1.1 Introduction

The chapter introduces the study on novice teachers’ school culture experiences in
three secondary schools in Kazakhstan. The upcoming section will provide information
about the study's background, explaining the rationale for this research by exploring
teachers' critical role in society and the significant stressors affecting their well-being and
retention, particularly among novice teachers in Kazakhstan. The problem section will
highlight the practical issues the study aims to resolve, such as the high attrition rates
among new teachers. Additionally, the research purpose and questions will clarify the
study’s objective and guide research methodology and data analysis. Finally, in the
significance of the study section, the potential implications of the research to policy and
practice will be addressed in order to improve teacher retention and job satisfaction,

ultimately contributing to the sustainability and quality of education in Kazakhstan.

1.2 Background Information

Teachers determine the future course of a nation since they contribute significantly
to the development of individuals and societies. Their influence extends beyond academic
instruction, as they also impact students’ motivation by fostering students’ competence and
self-efficacy in their learning journey (Johnson, 2017). They are essentially playing the
role of a guide and instructor. Despite the significance of the teaching profession, it was
found that teaching is considered one of the most stressful careers of the last couple of
decade. Nearly half (48%) of teachers across OECD [Organisation for Economic Co-
operation and Development] (2023) countries reported significant stress. Key stress factors
include a lack of control over professional activities, standardized tasks, bureaucracy, and
constant policy changes (Macbeath, 2012). These stress factors affect teachers’ well-being

and significantly influence teacher retention rates. Recently, it has been reported



worldwide that many teachers are leaving the profession in the first three years. It was
found that novice teachers, at the beginning of their careers, are particularly vulnerable to
these stress factors since they are expected to perform the same tasks as teachers with
many years of practice (Fantilli & McDougall, 2009). Their initial experience greatly
predicted job satisfaction and teacher retention (Meristo & Eisenschmidt, 2014).

These difficulties in the first years of teaching either encourage lasting commitment
to the profession or make them leave. Ingersoll and Smith (2004) On the contrary,
collaboration with experienced colleagues and team teaching has been shown to be an
effective way to keep teachers in the profession. The support system provided at schools
is connected to the school culture. 1t encompasses the values, beliefs, and behaviors that
characterize a school and its members, and it plays a crucial role in mitigating or creating
the stress experienced by novice teachers. Supportive school cultures that promote teacher
autonomy, competence, and relatedness can enhance job satisfaction and reduce turnover
(Fantilli & McDougall, 2009). Conversely, school cultures marked by high levels of
bureaucracy, lack of support, and frequent policy changes can increase stress and

contribute to higher attrition rates (Irsaliyev et al., 2019).

1.3 Problem Statement

Numerous studies found that teachers are most likely to leave the profession in the
first three or five years of their practice (Ayubayeva, 2018; Fantilli & McDougall, 2009;
Kelly et al., 2019; Parker et al., 2009) which can lead to many problems for both schools
and the nation. Wushishi et al. (2014) noted that teacher attrition imposes a significant
financial burden on the country's educational systems because recruiting teachers involves
costs for advertising and training. At the school level, teacher attrition increases workloads
for remaining teachers, causing stress and job dissatisfaction. Doherty (2020) discovered

that a heavy workload is the primary reason teachers quit their profession. This is due to



frequent changes in the curriculum, increased time spent on assessment, and greater
accountability. Moreover, high turnover rates negatively impact school culture, the
learning environment, and student outcomes. Research has indicated that high teacher
turnover is linked to inconsistent teaching methods and curriculum delivery. Consequently,
this leads to lower student achievement, as inconsistent instruction can result in knowledge
gaps among students (Gallant & Riley, 2017 as cited in Doherty, 2020).

Furthermore, according to data from the OECD (2019), the average age of
educators in Kazakhstan is 41, of which 18% is represented by specialists younger than 30.
These figures indicate that teachers in the early stages of their careers may choose not to
teach or leave the profession altogether. Inadequate support for new teachers, such as
difficult assignments and lack of resources, contributes to high attrition rates in the early
years of teaching (Borman & Dowling, 2008)._Irsaliyev et al. (2019) also point out that
over time, a high proportion of individuals who enroll in pedagogical specialties do so out

of hopelessness, leading to a large number of unmotivated novice teachers.

1.4 Research Purpose and Questions

This study explores the experiences of novice teachers in three secondary types of
schools in Kazakhstan, examining how different school cultures impact their professional
lives. Hargreaves’s (1995) forms of teacher culture theory will be used in the study.
According to theory, there are four main school culture structures: fragmented
individualism, balkanization, collaborative culture, and contrived collegiality. By
understanding teachers' opinions about their experiences, the study provides insights into
how school culture influences novice teacher stress, satisfaction, and retention. These
insights can inform policies and practices designed to create more supportive environments

for novice teachers. In the process the study also identified the different types of school



cultures in Kazakhstan. To achieve the study’s aims, the following questions were

explored:

1. What are the distinct school cultures in Kazakhstan’s mainstream, private, and
autonomous secondary school systems?

2. What motivates individuals to pursue teaching careers in Kazakhstan’s mainstream,
private, and autonomous secondary schools?

3. What specific challenges do novice teachers face when adapting to different school
cultures?

4. How do different leadership styles within secondary schools in Kazakhstan

influence the school climate and novice teachers' experiences?

1.5 Significance of the Study
1.5.1 Theoretical Significance

The study advances Hargreaves’ (1995) theory of teachers’ different professional
cultures by investigating how school culture influences teachers’ experiences in the
workplace. It fills gaps in current literature by capturing the diversity of experiences
among new teachers in different school settings (private, mainstream, autonomous). Also,
the use of a qualitative approach allows readers to understand the depth of complex factors
influencing teachers’ retention and experiences. The study contributes new knowledge on
school climate and teacher well-being.
1.5.2 Practical Significance

The findings offer actionable insights for school leaders and policymakers. For
school administration, the study highlights the benefits and risks of certain school cultures.
School leaders can review curricula and create a more favorable school culture to improve
workplace conditions. By comparing teacher experiences in different school systems, the

study reveals systematic disparities that require policy interventions. The study can guide



policymakers in addressing teacher attrition by identifying which school environment is
more favorable to teachers. Moreover, participants in the study can gain a better
understanding of how a specific school environment influences their experiences and
professional growth. Reflection helps teachers address problems by breaking down their
actions and understanding their impact. This process leads to the development of new
strategies and a deeper understanding of teaching practices (Cimer et al., 2013).
1.5.2 Contribution to Knowledge

The impact of school culture on novice teachers is important for developing
strategies to improve teacher retention and job satisfaction. Firstly, this study can address
the potential gaps in the research area. It provides insights into different school
environments in Kazakhstan by capturing the in-depth diversity of experiences among new
teachers in various school settings: private, public, and autonomous. Additionally, the
studies conducted in Kazakhstan before focused on teachers’ job satisfaction and used
quantitative and mixed methods of research (Courtney et al., 2023, Irsaliev et al., 2019,
Ratova, 2024). Current research used a qualitative research design to understand novice

teachers' complex experiences (Maxwell, 2009).

1.6 Outline of the Thesis

The introduction chapter outlines the purpose of the study. The background section
emphasizes the critical role of teachers in both society and the educational system,
highlighting their significant impact on students and overall societal development. The
following chapter reviews current literature on the motivations, challenges, and
experiences of novice teachers within various school cultures. The methodology chapter
explains the rationale behind the chosen research design, instruments, and sample. It also
details the processes for data collection and analysis. Chapter 4 presents the key findings

from the interviews. The discussion chapter interprets and explains these findings,



connecting them to existing literature. Finally, the last chapter addresses the implications

and limitations of the research.



Chapter 2: Literature Review

2.1 Introduction

To get an understanding of the extent of the research problem and current
literature, a literature review was undertaken. The process of reviewing the literature
consisted of four main stages, that is, searching for relevant literature, identifying gaps to
adjust and construct research questions, determining main themes and patterns, and
outlining the structure.. The chapter explores the factors that impact teacher motivation,
new teachers' difficulties, and the significance of school leadership and supportive

environments.

2.2 Theoretical Framework

School culture encompasses the shared values, beliefs, attitudes, and behaviors that
shape interactions and collaboration among individuals within a school (Ismail et al.,
2021). Key elements of a positive school culture such as teacher collaboration,
professional development opportunities, a unified purpose, support from colleagues, and
effective leadership tend to enhance teachers’ job satisfaction and overall school
effectiveness (Duan et al., 2018). Conversely, a negative school culture can result in
inefficiency and increased staff turnover (Santiago et al., 2022).

Andy Hargreaves (1998) systematically categorizes school cultures based on the
patterns of behavior and relationships that emerge among teachers. He identifies four
specific cultures: collaboration, contrived collegiality, individualism, and balkanization.
This study adopts Hargreaves's (1998) framework as it captures the full range of teacher
interactions from isolation to deep collaboration providing a comprehensive understanding
of each culture's strengths and weaknesses. This helps identify areas for improvement

within school environments.



Loose (2008) defines individualism as a culture that prioritizes personal gain over
collective benefit, valuing individual independence and uniqueness. However, numerous
studies indicate that individualism can isolate teachers from meaningful interactions and
limit opportunities for collaboration, resulting in isolation, lack of shared planning, and
fewer chances for professional learning (Shah, 2022; Williams et al., 2001). In contrast,
Hargreaves (1994) argues that labeling individualism as purely negative hinders a deeper
discussion about its potential advantages. He identifies three types of teacher
individualism: constrained individualism where teachers work alone due to external
constraints; strategic individualism where teachers intentionally isolate themselves to
manage their time and energy; and elective individualism where teachers choose to work
independently by preference. Thus, the impact of teacher individualism varies depending
on its specific form (Hargreaves, 1994).

Hargreaves (1998) describes contrived collegiality as a top-down, administratively
regulated form of teacher collaboration. In hierarchical school structures, teachers may
comply with collaboration directives out of respect for authority rather than engaging in
meaningful professional development. This type of collegiality limits teachers'
opportunities to grow professionally and significantly contribute to school improvement
(Flores, 2008). Hargreaves’s (1994) research supports this notion, describing contrived
collegiality as an inflexible and ineffective practice.

Balkanization refers to a situation where different departments within a school
work in isolation, focusing solely on their subject areas, leading to minimal collaboration
across groups (Hargreaves, 1994). Unlike other school cultures, balkanization fosters
strong in-group loyalty while distancing itself from out-groups. Studies have found that
such divisions hinder communication and teamwork, making it challenging to implement

meaningful changes throughout the entire school (Ng, 2011). In line with this, Hargreaves



(1994) discovered that balkanization restricts opportunities for collaboration and stifles
innovation.

Finally, collaboration is defined as an environment where teachers work together in
spontaneous, voluntary, and development-oriented ways. It arises organically from
teachers’ shared willingness to grow and improve. Research shows that teacher
collaboration generally enhances student achievement, boosts teacher motivation, and
fosters a positive professional culture (Hargreaves, 2019). However, Johnson (2003) found
that many teachers feel that collaboration can increase their workload due to additional
meetings and responsibilities. Using this framework, the study identifies the dominant
cultures in Kazakhstani schools and analyzes how systemic factors either sustain or disrupt

these cultures.

2.3 Motivations for Becoming a Teacher

Teacher attrition is defined as teachers leaving the profession (Ingersoll & Smith,
2003) while teacher retention refers to the ability of educational institutions to attract and
retain teachers (Fessehatsion & Peng, 2020). Motivation is a crucial factor that can
contribute to the attrition or retention of teachers. For teachers who enter the profession
with extrinsic motivations, such as salary and job security, maintaining enthusiasm and
commitment over time may be a significant challenge. According to Courtney et al.
(2023), these teachers are more prone to experiencing burnout and job dissatisfaction. If
teachers do not expect the emotional and practical demands of the profession such as
heavy workloads, administrative tasks, or the need to constantly engage and support
students they may feel unprepared and disappointed. This gap between their expectations
and the realities of the job can diminish their motivation over time, potentially resulting in
stress, dissatisfaction, and burnout. However, research consistently show that intrinsic

rewards, such as the satisfaction of helping students learn, personal growth, and a sense of
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accomplishment are more powerful and sustainable motivators for teachers (Alvarifias-
Villaverde et al., 2022; Haruana, & Millicent Sackey, 2023; Wilkesmann & Schmid,
2014). Alvarifias-Villaverde et al. (2022) indicated that extrinsic motivations are generally
less influential than intrinsic motivations in the decision to enter teaching since most of
teachers perceive teaching as a sense of calling and the desire to make a meaningful impact
on students’ lives.

Thus, those who are primarily motivated by intrinsic factors, such as altruistic
motives and a genuine love for teaching, tend to exhibit higher levels of job satisfaction
and commitment to the profession. Research by Irsaliev et al. (2019) supports this notion,
suggesting that intrinsic motivations foster a deeper connection to the teaching role and a
greater sense of fulfillment. Those teachers consider teaching as a rewarding career and
they have higher confidence in their capabilities and success in the profession (Alexander
et al., 2020). Similarly, the research conducted by Watt and Richardson (2007)
demonstrated that factors such as job security showed no relationship between long-term
engagement and teacher retention.

However, Menon and Saitis (2006) found that positive and idealistic expectations
before entering profession often decrease as teachers engage in school practice. The study
found that teachers with lower expectations are likely to find the reality better than
expected while pre-service teachers with higher expectations about salary promotion,
training and work conditions may experience disappointment and cognitive dissonance.
Similarly, the study by Proost et al. (2011) reported that when teachers’ expectations about
their job are not met, they tend to feel emotionally exhausted. Menon and Saitis (2006)
highlight that mismatch, and unmet expectation can lead to low job satisfaction and

anxiety. Therefore, it is crucial for educational institutions to foster a positive school
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culture and provide supportive working conditions to sustain teacher motivation and well-

being, ultimately benefiting both educators and their students.

2.4 Challenges Faced by Novice Teachers

Most studies on novice teachers' experiences contain information about challenges
they face regularly. One significant challenge is the lack of resources, which Ayubayeva
(2018) identifies as a major barrier to effective teaching and learning. An inadequate
number of tools such as teaching materials, classroom supplies, and access to technology
may make novice teachers unable to meet their professional responsibilities effectively. As
a result, it can amplify stress and lead to quicker burnout.

In addition to resource constraints, the absence of effective leadership and
mentorship poses another significant issue since mentoring allows new teachers to develop
essential teaching skills. Fantili and McDougall (2009) emphasize that with proper
guidance and support, new teachers can navigate the complexities of the profession. Qanay
et al. (2021) found that teachers need help in self-directed learning due to suggested gaps
in pre-service training and lack of collaboration in school environments.

That leads us to the next point, which is the lack of effective induction programs
that enhance the difficulties faced by novice educators. Flores (2004) points out that
comprehensive induction programs are crucial for helping new teachers acclimate to their
roles and develop necessary skills. Effective induction programs should contain coaching,
training, peer observation and feedback, collaborative planning, and networking
opportunities. These aspects ensure that new teachers develop the skills, knowledge, and
confidence necessary to be effective educators.

Another critical issue is the difficulty in managing student behaviors, which
Gholam (2018) identifies as a common and challenging aspect of teaching that can

overwhelm inexperienced teachers. In some contexts, specific cultural and historical
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factors also play a role. For instance, Qanay et al. (2021) discuss how conservative
perspectives on leadership influence the absence of teacher leadership in certain post-
Soviet countries. This cultural backdrop can hinder the development of proactive and
innovative educational practices. Additionally, Ratova et al. (2024) highlight the absence
of autonomy as a significant concern. When teachers lack the freedom to make
instructional decisions and tailor their teaching methods, it can lead to frustration and

reduced job satisfaction.

2.5 School Cultures

The study is based on Andy Hargreaves’s (1995) work on school cultures and
explores how the culture within a school impacts teaching practices, professional
relationships, and learning outcomes. Teaching is deeply social, even if physically teachers
alone, mentally they never are. Instructional styles and openness to innovation are affected
by colleagues with whom they work (Hargreaves, 1994). Hargreaves identified different
types of school cultures, such as individualism, balkanization, contrived collegiality, and
collaboration. Each type has unique characteristics and implications for school leadership
and teacher collaboration.
2.5.1 Individualism

The concept of individualism emphasizes autonomy, self-reliance, and individual
rights. In individualistic culture, people tend to prioritize personal gain over collective
benefit and value the independence and uniqueness of individuals (Loose, 2008). The root
reasons for individualism in schools are mentioned in the work of Diniz-Pereira (2003).
The work mentioned the focus of teacher education programs on individual lesson
planning and the physical isolation of teachers in “cellular” classrooms to be the origins of
individualistic culture. Moreover, Flinders (1988) identified three causes for teachers'

isolation: psychological state, ecological condition, and adaptive strategy. The
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psychological state refers to the lack of support and loneliness teacher feels, ecological
conditions deal with the physical setup of the school that can create isolation, and adaptive
strategy is chosen by teachers themselves to save time and energy for their students and
instructional responsibilities without distractions from colleagues (Flinders, 1988).

However, this approach is often seen as a barrier to change and collaboration as it
prioritizes the individual over the group. Teachers' isolation can significantly affect
professional development and overall school performance. The research done by
Hongboontri and Keawkhong (2014) at Hope University’s Language Institute examining
how school culture influences teachers’ beliefs and behaviors indicated negative influence
of individualism. It found that because of the Institutes’ minimal encouragement for
teacher collaboration and lack of teachers’ involvement in the Institute’s organized in-
service training sessions many teachers rarely attended professional development event
because they did not perceive them as relevant. Despite the view that individualism may
not be ideal for the school climate, some teachers believe it provides them with teaching
autonomy and professional support. Many value solitude for creativity and planning
(Realo et al., 2002).

In schools that value individual accountability, distributed leadership is often
implemented. Distributed leadership is a type of leadership that is not concentrated in one
person but is shared across multiple individuals within the school community (De Lima,
2008). However, in situations with individualistic leadership, principals tend to delegate
authority due to the heavy burden of being solely responsible for everything. In such
environments, power distribution does not serve to empower other staff members and
develop their leadership skills, but rather to avoid responsibility. As a result, this
distributed power structure is not always flexible, and power dynamics remain rigid

despite collaborative efforts, making participation in decision-making more symbolic than
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substantive (Hodaya & Berkovich, 2023). Newly qualified teachers often face difficulties
at the beginning of their careers. The presence of a mentor can significantly ease the
adjustment period for new teachers, helping them navigate the complexities of their new
roles and responsibilities. These programs offer new teachers the opportunity to reflect on
their professional strengths and weaknesses, receive constructive feedback, and improve
essential classroom skills such as time management and student behavior management
(Gholam, 2018). Thus, an individualistic culture among staff can hinder the development
of newly qualified teachers, leading to higher staff turnover and a lack of collaborative
learning opportunities. According to the case studies of Williams et al. (2001), a novice
teacher in a small primary school faced difficulties due to a culture of individualism and
left the school mid-year. The teacher felt isolated due to physical separation and lack of
colleague support. Even though attempts at team teaching were made, individual teachers
conducted lessons by themselves, depriving new teachers of learning opportunities.
Therefore, novice teachers in individualistic environments felt unsupported and
challenged.
2.5.2 Balkanization

In balkanized cultures, teachers work in insulated sub-groups rather than
collaboratively across the whole school. Balkanization refers to dividing teachers into
fractions (Ng, 2011). Balkanized cultures have strong boundaries between sub-groups, and
membership in these groups is exclusive. Thus, professional learning and knowledge
sharing mainly occur within these isolated sub-groups. To study the concept of
balkanization in-depth, Hargreaves (1995) conducted case study research in two different
secondary schools (conventional and innovative). Lincoln Secondary School was focused
on reducing the impact of traditional educational divisions and enabling staff to work

collaboratively through a cohort system. The aim was to foster collaboration across
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different subjects and focus on student-centered learning. Each cohort had a designated
leader coordinating discussions about students and academic programs. However,
Hargreaves (1995) found that conversations between cohort leaders often led to the neglect
of subjects outside the core curriculum, as these were considered less rigorous by core
teachers. The majority of staff and the principal determined these subjects. This perception
of teachers limits opportunities for cross-disciplinary learning and growth. Despite the
challenges, some innovations were made within specific subjects. However, these
innovations often remained isolated and not integrated into the broader school culture
(Hargreaves, 1995). Hongboontri and Liao (2021) later found that this segregation leads to
a decrease in motivation to teach and even burnout.

Engels et al. (2008) caution that a relentless focus on constant innovation and
improvement can have negative consequences. When teachers are constantly under
pressure to meet high expectations and implement new initiatives, it can lead to stress and
burnout. Therefore, while supporting teacher-led initiatives is important, school leaders
must also be mindful of the workload and stress levels of their staff, ensuring that the push
for improvement does not overwhelm them. Creating a supportive environment that values
both innovation and well-being is crucial for sustaining teacher motivation and
effectiveness.

2.5.3 Contrived Collegiality

Wang’s study (2014) characterized contrived collegiality as imposed or
orchestrated structures that may not align with the teachers’ real needs or the context of
their work. It does not involve decisions made by teachers, is compulsory, is fixed in time,
and is predictable. This forced collaboration can feel inauthentic and may not lead to the

desired outcomes of teaching practices. It often results in superficial cooperation, where
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collegiality becomes a routine task rather than a meaningful step toward professional
growth. Moreover, excessive focus on conformity can disrupt teachers’ autonomy.

Ayubayeva (2018) and Flores (2004) argue that hierarchical school structures and
top-down communication often result in teachers complying out of respect for authority
rather than engaging in meaningful professional development. This type of structure can
hinder creativity and discourage teachers from taking the initiative, as they may feel their
primary role is to follow directives rather than innovate or improve their practice.
Furthermore, Ayubayeva (2018) and Flores (2004) argue that such environments limit the
potential for teachers to grow professionally and contribute to school improvement in a
significant way.

On the other hand, the study by Datnow (2011) provides information about more of
the positive influence of contrived teacher collaboration. Teachers were provided with
tools and regular meetings. Even though these meetings were administratively regulated at
first, over time many teachers found value in these sessions. Teachers could engage in
critical discussions, share ideas, and support one another. This shift from contrived to
authentic collaboration was fostered by the trust built among teachers and the supportive
structures provided by school leaders (Fitria, 2018). Mandated preparation time
encourages collaboration among teachers during the school day. Wang (2014) found that
intentionally structured collaborative culture in two-high performing Chinese secondary
schools fostered genuine collegiality rather than superficial interactions. The effectiveness
is attributed to a combination of shared commitment and mutual trust. Thus, positive
interpersonal relationships among teaching staff can turn contrived collegiality into

genuine (Datnow, 2017).
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2.5.4 Collaborative

In collaborative cultures, teachers work together with a focus on professional
development. Key characteristics of collaborative cultures include joint problem-solving,
data sharing, and distributed leadership, which build trust, respect, and improve both
instructional practices and student outcomes (Waldron & McLeskey, 2010). Collaborative
culture allows teachers to decide which innovations to adopt and which to reject based on
their goals. Research suggests that effective school leadership should support teacher-led
initiatives to motivate and empower teachers (Qanay et al., 2021; You et al., 2017). When
teachers are given the autonomy to lead projects and contribute to decision-making, they
are more likely to feel valued and motivated. This sense of ownership and involvement can
lead to a more dynamic and collaborative school culture, where the needs and insights of
the teachers themselves drive professional development.

Additionally, Hargreaves (1995) mentioned that effective leadership includes
praising and thanking staff and promoting rituals that bring the school together. They also
encourage experimentation with cross-grade groupings and collaborative projects,
supporting teachers in developing initiatives. Hargreaves' (1995) study, describes an
example of collaborative culture in action is described. The principal of a small rural
school worked to prevent isolation among teachers by encouraging collaboration across
different grades. He promoted joint projects, such as a whole-school focus on the
Olympics, which involved cooperative planning and execution, allowing teachers to work
together on various activities. This approach led to a sense of unity between different age
groups. Also, personalized guidance and support received in the workplace can foster a
sense of competence and confidence in new educators, enhancing their teaching
effectiveness and professional satisfaction. Studies by Han (2022), Kelly et al. (2019),

Kutsyuruba et al. (2017), and Parker et al. (2009) highlight the positive impact of
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mentorship on teacher retention. The support received through mentorship programs has
been shown to reduce teacher attrition rates by addressing the challenges contributing to
early career burnout and dissatisfaction. Mentorship programs help new teachers develop
resilience and a stronger commitment to their profession, leading to improved student
outcomes and a more stable and experienced teaching staff.

However, teacher collaboration still can carry negative consequences if
implemented incorrectly. Johnson (2003) found that teachers feel collaboration increased
their workload, due to more meeting and responsibilities. Some teachers even felt
pressured to conform, reducing individual freedom in teaching approaches. Also, the study
by Goldstein (2015) identified that collaboration not scheduled during work hours which
made it difficult for some teachers to combine with their daily responsibilities.

2.6 Summary

The literature review chapter established the theoretical and empirical foundation

for the study by examining key themes related to school cultures, teacher motivation,

challenges in the adaptation process, and a variety of leadership styles.
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Chapter 3: Methodology
3.1 Introduction
The chapter outlines the overall strategy for conducting the study, including details
about the research design and specifying how data were systematically collected and
analyzed to address the following research questions:
1. What kind of school cultures exist in the three different secondary school systems
(mainstream, private, and autonomous) in Kazakhstan?
2. What are the primary motivations for individuals entering the teaching profession
in Kazakhstan's mainstream, private, and autonomous secondary schools?
3. What are novice teachers' distinct challenges in adapting to these varied school
cultures?
4. How do different leadership styles within secondary schools in Kazakhstan
influence the school climate and novice teachers' experiences?
Using semi-structured interviews as the primary data collection instrument, the study
obtained data from nine teachers from different mainstream, private, and autonomous

secondary schools.

3.2 Research Design

The present study aimed to understand the experiences of novice teachers by
exploring how school culture affects their practices. Considering the research purpose, a
qualitative research design was chosen. Qualitative researchers’ main interest is “in
understanding how people interpret their experiences, how they construct their worlds, and
what meaning they attribute to their experiences” (Merriam & Tisdell, 2016, p. 6).
Similarly, Hennink et al. (2019) highlighted the possibility of identifying issues from
participants' perspectives and understanding their interpretations of phenomena as an

important feature of qualitative research. In short, the qualitative method fits when the
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researcher wants to interpret and understand the experiences of participants in depth
(Sandelowski and Barroso, 2007, as cited in Kim, 2020).

A basic qualitative research design was selected for this study since it suits purpose
of my study, which is exploring the experiences of novice teachers in three different school
types. To be more specific, Merriam (2009) indicated three main purposes of basic
qualitative research: finding out how people interpret their experiences, exploring how
people construct their knowledge, and understanding the connections between the
experiences and meanings. This research design allows flexibility for adjustments based on
findings, unlike other qualitative designs with predefined guidelines (Kahlke, 2014). The
focus can be refined by reflecting on what is interesting or useful and the researcher can
explore nuances in the participants’ experiences. Therefore, methods and samples are

adaptable based on unexpected data that might arise during the data collection.

3.3 Research Instrument

Semi-structured interviews were used as the primary instrument for gathering data
from nine teachers in this qualitative research. A semi-structured interview is a qualitative
research method that blends prepared questions with “how”, “why”, or “describe”
questions to elicit detailed responses (Adams, 2011). Since interviews “allow us to enter
into the other person’s perspective” (Patton, 2015, as cited in Merriam & Tisdell, 2016, p.
426) | was able to obtain in-depth insights from participants about how school culture

impacts their professional lives in their respective schools.

Moreover, interviews can be flexible and adaptive. Thus, semi-structured
interviews were used to collect precise and detailed data from participants. During the
interviews, depending on the interview flow, both format and questions can be modified
(Ary et al., 2013), allowing the interviewer to ask additional questions for clarification and

specifying the previously mentioned statements such as “why?”, “could you specify?”” or
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“describe”. Also, using semi-structured interviews is useful in providing opportunities for
in-depth exploration of some responses (Creswell & Guetterman, 2018). The semi-

structured format allowed for an open-ended conversation where participants could reflect
on their experiences, while I could ask follow-up questions to clarify or explore a specific

topic in greater depth.

The interview protocol consisted of a set of core questions designed to elicit
responses on the following themes: relationships within the school, motivations for
becoming a teacher, changes in expectations, school culture and adaptation process, and

career outlook

3.4 Research Sample

The participants of the study were novice teachers with less than 3 years of
teaching experience, currently employed in one of the selected schools. Participants were
taken from three different types of schools: mainstream, private, and autonomous. The
teachers taught a variety of subjects, including foreign languages, science, and
mathematics. This allowed for a comparative analysis of how school culture may vary
across different educational contexts.

Table 1
Demographic Data of the Participants

Ne Participant Gender Workplace Subject Years of
Codes Experience
1 Ainur Female Private School  English Language 1 year
Teacher
2  Mariyam Female Private School  Korean Language 6 months
Teacher
3 Aliya Female Mainstream English Language 2 years

School Teacher



4 Zhanar Female
5 Dameli Female
6 Kasym Male

7 Moldir Female
8 Aruzhan Female
9 Anel Female

Malterud et al. (2016) described qualitative studies as beneficial when they are
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focused not on numerical input but on new knowledge and insights. Thus, nine participants

were selected for this study using a purposeful sampling method. Purposeful sampling

involves identifying and selecting individuals or groups with significant experience with a

particular phenomenon (Palinkas et al., 2015 as cited in Creswell & Clark, 2011)-in this

case, the experiences of novice teachers in school culture. According to Patton (2015) as

cited in Merriam and Tisdell (2016), purposeful sampling is employed to select individuals

or cases that can provide rich, detailed, and contextually grounded insights. Another
critical feature of purposeful sampling is the opportunity to choose participants with
specific characteristics or experiences that are essential for my research. In my study, |

needed participants who have relevant experiences as a novice teachers and insights to

provide meaningful contributions.

3.5 Data Collection Procedures

The data collection process began in November 2024 after | received ethics

clearance from the NUGSE Ethics Committee. | specifically sought out novice teachers

from three different types of schools to participate in semi-structured interviews, where
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they could share their experiences and perspectives on adapting to school culture, the
challenges they faced, and the support they received. To reach potential participants,
contacted the schools through email and sent letter of invitation describing my study, its
aims, and proposed timeline (see Appendix D). After getting official agreement | went to
schools and met up with principals or school administrators to discuss detailed data
collection procedures. School leaders recommended willing teachers themselves.

| assured teachers of confidentiality and emailed them a consent form (see
Appendix B) to confirm their participation in the interviews. Participants had the option to
choose their preferred language English, Kazakh, or Russian for the interview, as well as
the location. Some interviews were conducted face-to-face in comfortable, convenient
spaces outside of school, while others were held virtually due to logistical constraints.
During the interviews, | asked teachers to reflect on specific aspects of their school
environment, including their relationships with colleagues, interactions with school
leadership, and their overall sense of belonging within the school (see Appendix C). I sent
participants the interview questions in advance, allowing them to decline any questions
they found uncomfortable. Each interview lasted between 30 and 55 minutes and was
audio-recorded with the participant's consent. | made sure to create a comfortable and

confidential setting to encourage participants to discuss their personal experiences openly.

3.6 Data Analysis Procedures

After collecting the data, I analyzed it using Braun and Clarke’s (2006) thematic
analysis framework. Thematic analysis is a qualitative research method that helps identify,
analyze, and interpret patterns of meaning within qualitative data. One advantage of
thematic analysis is its versatility; it can be applied to a wide range of research questions,

sample sizes, and data collection methods (Braun & Clarke, 2016). The framework
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consists of six key phases: familiarization with the data, generation of codes, search for
themes, review of themes, naming themes, and report production.

The analysis process began with transcribing the interviews to get familiar with the
data. According to Braun and Clarke (2006), transcribing effectively immerses the
researcher in the data, as it requires close attention to detail when comparing transcripts
with the original audio recordings. Each interview transcript was read multiple times to
proofread and gain a deeper understanding of its content. Next, I manually grouped the
responses according to each interview question. Conducting manual data analysis allowed
for meaningful interaction with the data, as | re-read and manually coded the transcripts
(Mattimoe et al., 2021). This organization involved categorizing the data based on the
specific questions posed during the interviews. By structuring responses this way, | could
compare participants’ answers on the same topic, which facilitated the identification of
common themes. Subtopics were named after research questions.

The identified themes and subtopics were then reviewed and refined to ensure
coherence and relevance. This step involved checking the themes against the coded
extracts and the entire dataset to confirm their validity. Themes that did not align well
were either redefined or discarded. For example, themes such as “novice teachers’
relationships with their colleagues” were dismissed due to my focus on four main research
questions. This iterative process ensured that the final set of themes provided a
comprehensive and accurate response to the research questions.

3.7 Ethical Considerations

Since the study's sample consists of in-service novice teachers with working

experience, all participants were aged 18 and above, making it minimal-risk research.

However, Creswell (2018) mentioned ethical considerations researchers should consider
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when working with human subjects. Even though the study will not involve a vulnerable
population, the participants' private information will be kept confidential.

All participants received an informed consent form, outlining the purpose of the
research, the procedures involved, and any potential risks or benefits. They were informed
of their right to withdraw from the study at any time. Furthermore, to ensure the safety of
the participants, this study will be subject to approval by the GSE Ethics Committee.

3.7.1 Anonymity

Crow and Wiles (2008) defined anonymity as the condition in which the identity of
participants is not known or cannot be traced back to them. To achieve that Davidson
(1996) stated that in research, participants' names and personal identifiers need to be
removed or masked so that their responses cannot be linked to them directly. Thus, the
research assigned pseudonyms (names) to participants instead of using their real names.
3.7.2 Confidentiality

Confidentiality involves managing and safeguarding participants' data so that it is
not disclosed to unauthorized individuals or entities (Cohen et al., 2007). The obligation is
to protect participants' information from being shared beyond the research context or
without permission (Wiles et al., 2008). To ensure confidentiality, physical data is stored
securely in locked cabinets and digital data are encrypted and password protected.
According to Welland and VVan Den Hoonaard (2003) keeping confidentiality involves
only responsible data management.

3.8 Summary

In this chapter, the research design and methods are described, outlining the
qualitative approach and rationale for choosing semi-structured interviews. It explained the
selection of participants (novice teachers with less than three years of experience) from

three secondary schools in Kazakhstan, the data collection procedures, and how thematic



analysis was applied to interpret the interview data. Ethical considerations, such as
informed consent, confidentiality, and ensuring participant welfare, were also discussed.

The next chapter presents the findings from the study.

26
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Chapter 4: Findings
4.1 Introduction

This study explores the experiences of novice teachers in three secondary schools
in Kazakhstan, examining how different school cultures impact their professional lives.
More specifically, it identified the different types of school cultures that exist in three
different secondary school systems in Kazakhstan. This chapter presents the findings of the
study, which aimed to answer the following four main research questions:

1. What are the distinct school cultures in Kazakhstan’s mainstream, private, and
autonomous secondary school systems?

2. What motivates individuals to pursue teaching careers in Kazakhstan’s mainstream,
private, and autonomous secondary schools?

3. What specific challenges do novice teachers face when adapting to different school
cultures?

4. How do different leadership styles within secondary schools in Kazakhstan
influence the school climate and novice teachers' experiences?

The primary method used in the study was semi-structured interviews, which
consisted of a total of 11 questions (refer to the Appendix). The data were analyzed using a
qualitative approach, allowing for the identification of emerging themes that formed sub-
sections in the analysis. This chapter presents four interconnected themes that emerged
from the interviews: school cultures, novice teachers’ motivations for becoming educators,
reasons for selecting specific types of schools, and leadership styles at different
institutions.

4.2 School Cultures
The data collected through interviews with teachers revealed a range of perceptions

about school cultures, highlighting both the similarities and differences across these school
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types. ldentified school cultures are 1) Private school cultures: collaboration and
individualism; 2) Mainstream school cultures: contrived collegiality and individualism; 3)
Autonomous school cultures: collaboration with a degree of contrived collegiality.
4.2.1 Private School Cultures
Ainur, working at a private school, described the school culture as one rooted in
collaboration, emphasizing inclusive governance, where all decisions are made collectively
with the involvement of both teachers and administration. Ainur shared,
We have a friendly atmosphere in our school. The relationship between teachers
and school administration is very good because there is no such thing as
authoritarian governance. All decisions are made collaboratively, and all important
issues are discussed together. So, | would say collaborative.
However, the other two participants described an individualistic work environment,
contrasting sharply with Ainur’s description of a collaborative atmosphere. Mariyam
mentions feeling isolated, particularly when entering the staff room, which was described
as uncomfortable and unwelcoming,
| got used to sitting in the same office alone, and when | started going into the staff
room, for example, just from the door, the atmosphere was so uncomfortable that |
didn’t want to go in there... I would say the environment is individualistic since
new teachers had to find their place and adapt themselves without any assistance.
This experience suggests that while the overall school environment is collaborative, there
are still challenges related to personal adaptation and integration for newcomers. Kasym
reflects the presence of Balkanization within their school. He noted that while teachers
generally worked within their departments, there was little cross-departmental

collaboration. On this, Kasym commented,
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| would describe the school culture as Balkanized. Collaboration wasn't that strong.

Different departments worked only within their groups and rarely interacted with

each other. | didn't feel weird because when there's nothing to compare it to, you

don't know what's better, what's good, but only after that, when we're already used
to it, and already somehow, | started communicating well with other departments, |
realized that it turns out to be better to interact with others.

This section focuses on the culture within private schools described by the
interviewed teachers. The data reveals both the collaborative nature of decision-making
and governance, as well as the challenges posed by individualism and departmental
isolation.

4.2.2 Mainstream School Cultures

One of the dominant themes in mainstream schools is the prevalence of contrived
collegiality, where collaboration among teachers is often required by the administration
rather than stemming from personal interest or a shared desire for professional growth.
Aliya describes the school’s collaborative efforts as being primarily driven by
administrative directives, noting that the administration forces teachers to collaborate: “I
would say that it’s more contrived collegiality. The administration of our school forces
teachers to collaborate and work with each other.”

This notion of forced collegiality is further highlighted by Aruzhan, who explained
that teachers only collaborate when there is an external motivator, such as the
implementation of a new program or task that requires teamwork:

If there is any order from the administration, for example, a program, then the

teachers will work together. If you need to do something in common, then the

teachers will work together. But if you want to work together, | don't know, it's
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probably possible to do this, but it still depends on the teacher's motivation.
Because it brings more paperwork which teachers don’t want to deal with.
A related theme that emerged from the responses is the concept of Balkanization, or the
division of the school into separate, siloed departments that operate independently from
one another. Aliya discussed and explained: “Also, it’s kind of a balkanization too. For
example, all departments like science department, English department they work inside
their groups but not with each other, but it is maybe because there are like 150 teachers.”
Moldir also had similar views and said,
I think we tend to have a very distinct hierarchy in our school. We have veteran
teachers, and then we have teachers who are between 30 to 40 years old, and then
we have younger teachers, novice teachers. There's a distinct hierarchy. And we
cannot really communicate with each other because we have different mindsets
about work, about work-life balance, about responsibilities, about job allocation,
and about duties allocation. For example, we as novice teachers think that we need
to have a work-life balance, we need to do our only job, which is teaching, and we
cannot be assigned to other responsibilities and jobs. But veteran teachers and
senior teachers think a little differently. They think that we are younger, and we
can engage with different activities in school, that we can devote ourselves fully to
the school.
The response focused on the experiences of mainstream schoolteachers, highlighting how
administrative staff influenced collaboration and the challenges teachers encountered in
building relationships. Both Aliya and Aruzhan mentioned that while teachers are required
to work together, this collaboration often feels forced rather than stemming from genuine

interest. Moreover, even when teachers are willing to collaborate, as noted by Aliya and
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Moldir, they tend to collaborate mainly within their departments and rarely extend this
collaboration beyond their specific subject areas.
4.2.3 Autonomous School Cultures

In autonomous schools, collaboration is generally a strong component of the school
culture, but it is often mixed with elements of contrived collegiality, where collaboration is
sometimes imposed by administrative tasks rather than arising from voluntary engagement.
On this issue, Zhanar shared,

Our foundation is generally collaboration mixed with contrived collegiality because

sometimes administrators give tasks, and we must work together without us

wanting that. However, the tasks are always completed well and in a timely
manner. Because we have a sense of responsibility and respect for each other.
Dameli mentioned the shift in their perspective over time,

I think it's somewhere between collaboration and contrived collegiality, if I'm not

mistaken, because we do have a lot of teamwork, and we have several tasks and

responsibilities that we must do in pairs or in groups... I think it was at the very
beginning, contrived, but later, like, I came to the understanding that it's really
necessary, and we don't really, how to say, we're not really against doing that, we
see the benefits of that.

Despite the relatively high degree of collaboration within departments, there is still
an element of balkanization that exists between different academic areas. Anel points out
that, within their department, collaboration is frequent and robust. However, there is a
significant difference in the way that different departments within the schoolwork, leading
to a sense of separation or balkanization. This view can be seen in the following extract:

Within our department, we collaborate a lot. However, there is a degree of

balkanization between departments. Other departments follow the national
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curriculum, while we create our own. They’re more focused on content delivery,

while we are more abstract in our approach (Anel).

The three teachers from an autonomous school were interviewed and they
expressed differing opinions about the school culture. Zhanar mentioned that the
foundation of the school culture can sometimes feel imposed. Teachers are required to
collaborate on tasks assigned by administrators, even if they may not feel motivated to do
so. In contrast, Dameli described her experience as contrived, but over time, she came to
appreciate the necessity of collaboration. Aruzhan highlighted the concept of a balkanized

culture, where differences in curriculum lead to limited interaction between departments.

4.3 Novice Teachers’ Motivations for Becoming a Teacher
Across the different school types, motivations for becoming a teacher can be
categorized into several key themes. Several novice teachers report being inspired by their
personal experiences with role models in education, whether through family members,
mentors, or great teachers they encountered. For example, Ainur shared: “I studied in the
lyceum for gifted children, there | saw examples and they were my role models”.
Similarly, Zhanar felt motivated by the mentorship and creative examples set by teachers:
My teachers showed me that if I have some knowledge in my brain and if I can be
creative, if | can gather information and analyze information, I can do more than be
just a regular person. And since | was an A student, | tried to share my knowledge,
and they showed me that if you're sharing your knowledge, it's even better. So, |
think that's the path they showed me, and the path is actually very similar to
teaching. So that's why I chose to be a teacher, and that's how my teachers affected
me.
Another participant emphasized the influence of professors at the university: “At

first, I thought maybe it wasn't my way. But after that, there were some great professors
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who kindle your love for it. And you know, | thought I'm probably going to be a teacher, |
like it” (Mariyam).

For several novice teachers, entering the profession was influenced heavily by
family expectations and the perception of job stability. Aliya mentioned that their parents
played a significant role in their decision to pursue teaching:

My father told me to become a teacher, so | don't have a story that's like others

have. | mean, I've never seen myself teaching or I've never wanted to be a teacher,

so | only had to choose my career when | was 17, and my father told me to be, so |
became one. He reasoned that by saying that teaching is like an immortal
profession it means like I will always have money and a job that was the reason.

Moldir had a similar experience and shared, “Initially, I didn't want to become a
teacher. | became a teacher because that was my parents' choice, because our society,
teaching job is mostly considered a job for girls, for women, for females.” Similarly,
Anel’s parents, both of whom were teachers, emphasized that teaching would provide a
stable career with guaranteed employment.

My parents are teachers. My father was an ICT teacher, and my mother is a

chemistry teacher. They said it’s easier to find jobs in teaching than in other fields.

Initially, I wanted to study translation, but there was more competition. Teaching

seemed like a safer choice.

Data from this study also showed that most of the participants chose teaching as it
was easier to get in. Since most of the participants are English language teachers, their
choice of profession was dependent on the subject that was easy for them. Mariyam said:
“At first, | did it purely because languages were easy for me. and | liked learning
languages, I liked learning English. I also learned Korean with a tutor at school”.

Dameli chose teaching because of her confidence in her English skills:
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When | was about to apply, | think one of the most important factors was the fact
that at school | was learning English intensively. | was just like, okay, English is
going to be easy if | take it as a fifth subject on the UNT.

Moldir expressed her love for English. Having limited options, she decided:

| became a teacher because | was in love with the English language. | really loved

learning English. And I didn't know any other jobs that are related to English as |

was teaching. Being an interpreter was not an option because it's not a popular job

or a highly paid job in my region, at least. Also, being an interpreter is not

considered a stable job. Also, we've heard some negative experiences of being an

interpreter. So, that's why teaching seemed like a very stable, safe job for me.
Lastly, Kasym entered the profession due to practical considerations such as perceived job
security and fewer opportunities in other fields:

I did very poorly at school, and my parents said, “Well, let him become a teacher,”

and they sent me to college. I studied there, and eventually it turned out that after |

started going to university. Slowly, | became interested in the educational field. It
was during my bachelor's degree when I realized that | liked teaching the most.

A few teachers, like Aruzhan, were motivated by a desire to make a social impact
and contribute to changing lives. She was struck by the inequities she observed among
students during her practice teaching. She remembered:

In the second year, we were at school practice. | noticed one student who was

somehow ignored by everyone, the whole class, and the teachers. | just wanted to

see what it's like. And after about three days, | came up to the homeroom teacher, |
said, you have one student there, he sits alone, always alone, no one answers him,
the other children literally laugh at him. It struck me a little bit because the teacher

says that the children there are divided among themselves according to their socio-
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economic background, it turns out. Someone has a cool mom there, and the dad
also works in such a great position, and so they shared it with each other, and this
child, it turns out, his parents are not like that, not the same, in their opinion. They
didn't bully him, after all, like some kind of separation happened. After that, I
thought, it's interesting, it needs to be changed. And that's all. After that, | realized
that I really wanted to become a teacher, not only just to teach, but also to educate
and bring up children in some way.

Mariyam also shared her opinion:
We learned cool teaching methods at the university that made me think that I can
be different from the teachers | had at my school. One who will motivate students.
For example, we had so many teachers at school, but out of all the 11 years of

school, I can only name two teachers that | can call great teachers.

4.4 Reasons for Choosing Autonomous/Mainstream/Private Schools

Teachers' decisions to work in autonomous, mainstream, or private schools in
Kazakhstan are shaped by a mix of personal circumstances, professional aspirations, and
practical considerations. The reasons for choosing each type of school reveal distinct
attitudes toward career goals, workplace conditions, and broader educational ideologies.
Below are the primary reasons cited by novice teachers for selecting each type of school,
along with insights into how these choices align with the characteristics of each school
type.
4.4.1 Private Schools

Participants viewed the private school as offering better working conditions, which
ultimately led to their choice. Ainur indicated: “T had 2 options when I was looking for job,
mainstream or private. Because of better conditions private school offered me such as

advanced facilities, supportive environment, and student-centered education | have chosen
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private.” Kasym specifically mentioned the superior conditions of private schools
compared to public schools, which he described as being outdated and inadequate:
When | was studying, | realized that my university instilled one thing in me. It's not
only important where you work but in which place your work, meaning in a
modern campus with all the conditions made, you feel comfortable visually, and
you realize that this is becoming the norm for you. After that, we went to schools
that were built in the Soviet era, where, you know, everything is old and creaky.
Place also affects your satisfaction, as | understood, and after that, | realized that |
did not want to work in the public sector and chose a private school.
Another prominent reason was mentioned by Mariyam, who found an opportunity to teach
Korean an advantage:
| did it quite by accident, just because there was a vacancy for a Korean language
teacher. It turns out that this is the possibility that | can teach Korean; that is, it
never occurred to me that, for example, Korean could be taught in schools. That's
why | submitted my CV right away.
4.4.2 Mainstream Schools
Some teachers mentioned uncertainty as the main reason for choosing a workplace.
Moldir’s decision to join a mainstream school was largely due to the circumstances the
COVID-19 pandemic had caused:
| didn't want to work in school at all, first. But | happened to graduate during
COVID-19 in 2020. And at that time everything was closed. I initially thought 1
would be working in private tutoring centers or English teaching schools or
something like that. But they were all closed. The only things that were working

were schools. So, | printed out my CV, and | was in a rush because it was a time of
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instability. | went to different mainstream schools that were hiring. | didn't know
what times were ahead.

Family connections were said to be the primary reason for Aruzhan, who decided to

choose a mainstream school. She answered,
In the very first year, I was already sure that I was going to pursue my master’s, but
one of the requirements was 2 years of experience. | kind of thought it would take
at least one year of work to get the documents tomorrow, the requirements to fit.
And | was going to Almaty in general, but because of some, let's say, family
problems, | stayed in my hometown and literally worked for a year. But it helped
me a lot because my parents are also teachers, and they, well, compared to other
teachers my age, it's much more difficult for them because they don't understand a
lot of things. And thanks to the fact that my parents are teachers, they guided me
very well.

Aliya chose a mainstream school largely due to friendships with colleagues working at that

institution: “The first reason was that I have a lot of friends working at this school and this

was the only reason. And it was a good reason, of course”.

4.4.3 Autonomous schools

Zhanar explained,
Since I'm an alumnus of NIS, | have always dreamed of working as a teacher. |
always dreamed of being a teacher in my own school, in my alma mater. And |
think that was the idea that my own teachers instilled in me. So, it was my mission
overall to be an NIS student and then to prepare other NIS students.

Dameli had a different reason for entering her school:
I had been working for the same company, for the same language school, for more

than | should have, so I wanted some change of scenery, maybe. | wanted to
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experience teaching in schools, in the usual schools, so I think that was one of the
reasons. Another reason is that | enrolled in the MSc program as well, and my
previous workplace, my previous employer, wouldn't allow me to work and study
at the same time, so | also had to find some other place to work. So, all of these are
the equal constituents of my decision.
Anel’s choice of an autonomous school was largely accidental. She initially had no
expectations but had a positive first experience, which shaped their outlook toward their
job:
A friend suggested submitting my CV here, and | did, without expecting to get the
job. When they offered me the position, I had zero expectations. That’s why my
first experience was so positive it exceeded my non-existent expectations. Now, |
can see some of the negatives, but my initial positive experience helps me overlook

them.

4.5 Challenges Faced by Novice Teachers
Classroom management was a common challenge for novice teachers. Many
teachers, especially in their first year, mentioned difficulties in maintaining order and
effectively engaging students: “I struggled working with some students. I didn’t properly
know classroom management” (Ainur).
Mariyam also shared the difficulties she faced because of class management. She
explained:
There's really a lot you do not know about the class management. That is, it's
something that you start to sort out on the spot. And ... they said they would help
with everything, but in the end... | mean, I didn't understand what I needed to do.
This problem is intensified in classrooms with diverse student needs (e.g., students with

special needs or challenging behavior). Kasym discussed the challenge of working with
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students who have special needs, particularly autistic students, with little preparation or
support:
There were children who had autism. Unfortunately, during my bachelor's degree, |
didn't have any special inclusive education courses specifically for working with
students with special needs. No one in my school could help. There were mostly

people who were also learning this in the process because they hadn't experienced
it and hadn’t studied it before, either.

Challenges mentioned by the interviewees mostly concerned lack of induction and
mentorship in their schools. At times, mentors were assigned only on paper, meaning that
the induction program did not happen. Thus, a lot of novice teachers faced challenges
when completing simple tasks. For example, Moldir reported:

My adaptation was very difficult. The one thing that scared me was the

bureaucracy and the lack of a proper induction process for the profession. Again, it

was a time of instability during COVID-19. | wasn't assigned a mentor at all. But it
was on paper. But | didn't have a mentor. So, I've encountered multiple difficulties.

Such as not knowing what to do. And not knowing how to fill out the documents.
This was confirmed by Aliya, who said: “Novice teachers are assigned to experienced
teachers, but my mentor was, if I'm not mistaken, a Kazakh language teacher. She never
helped me. I guess it's because we're from different departments and she didn't have any
time”. Next, Aruzhan also pointed out a lack of mentorship in her school:

When | arrived, they told me that | would have a mentor. But after some time, they

told me I wouldn’t have a mentor. Well, what was the reason? Some years, it turns

out that they paid money to mentors, and to some they didn't pay. Also, many

tasks. Each mentor prepares some kind of folder. A full folder as big as they've



40

been working on for a month, a whole year. What is it again? It's a paper thing
again.

The absence of induction programs can later lead to challenges in the workplace. This is

particularly challenging for novice teachers who are still unfamiliar with the required

administrative tasks. For instance, Moldir said,
| remember I had a deadline to submit one document. But | didn't know how to
write it and | asked people. They were not giving me proper answers. So, | was
heading home and crying. Telling my mom that I'm going to quit. So, | would say
that bureaucracy might be one of the aspects that makes adaptation to the school
more difficult.

Anel remembered that she had gone through a similar situation. She said,
Experienced teachers sometimes forgot to explain small but important things. |
didn’t know that I had to deal with some documentation, and experienced teachers
did not mention that because they had gotten used to these processes. They thought
that every teacher knew what to do. But I didn’t. I made mistakes because of that,
but at the end they helped me correct them.

Similarly, Aruzhan mentioned,
There were problems with documentation in the first place. In the university, we
didn’t have courses that taught us that. There were also problems with teaching
methodology. Here, for example, are some topics. | didn't have enough scientific
content. Even now, I still face difficulties, I will not hide it.

While Dameli had difficulties in adapting to the teaching profession: “When I just came, I

remember my first working day, | had six lessons in a row, and that was really hard

mentally and physically, because everything was new for me”.
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4.6 Leadership Styles at Different Schools

The leadership styles within secondary schools in Kazakhstan play a significant
role in shaping the school climate and the experiences of novice teachers. The way
leadership is structured and practiced in different schools influences how teachers feel
supported, empowered, or constrained in their roles, especially during their formative
years. In the sections below, | analyze the various leadership styles described by teachers

and how these impact their experiences in school settings.

4.6.1 Supportive Leadership:

Ainur working in a private school mentioned a supportive leadership approach,
where decision-making is shared among the staff and teachers have a voice in important

decisions:

I guess we call it supportive leadership, right? When the school administration is
not the ones who do all the work, but the decisions are made collaboratively with
us. We, as teachers, can choose something, can decide something, can be the key

point when making decisions.

Also, Dameli described,

| don't think it's totally top-down, like we don't only do what the administration
tells us or whatever the principal wants to do. There is always communication
between the top and the down, and the administration and the principal, they talk to
the staff, they listen, they do what they want, and they work in collaboration to

make the whole school better.
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Similarly, Kasym worked at a school where the director is open to listening to teachers’
concerns, but teachers are expected to discuss matters with colleagues first before

approaching management:

There are some requests you go straight to top management, meaning you can
safely go to the director, talk calmly, discuss if there are any problems, difficulties,
or something good. And the management has always been open to this. But, of
course, if there are any requests, you will need to discuss them with your
colleagues first, and then go, yes. But in general, the leadership style is such that
there are some clear requirements.

4.6.2 Distributed Leadership

Zhanar described an autonomous school where leadership is well-structured and
the responsibilities are clearly divided between the principal, vice principals, and

department heads.

The principal of the school really knew all the ins and outs of the relationship
between teachers and colleagues overall. And he has very good management skills
in terms of, delegating all the responsibilities among teachers. So we had a good
system. We have a good system in terms of principal, vice principal, and then we
had heads, department heads. Everything is divided to each of the responsible vice
principals for well-being, for, for the scientific type of job, vice principal of the
academic’s part.
Anel said, “It’s very delegated. The principal is mostly absent, dealing with
external matters. Deputies and coordinators handle the day-to-day operations. Coordinators
are very approachable and responsive, even informally.” Mariyam had a similar

experience,
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We have three main supervisors. This is the director, but he's the last person I ask
for help because often I just don't have anything to ask. The second head is our
academic director, who is fully engaged in educational activities at the school, the
academic part. There is also a head specifically for classroom guidance.

4.6.3 Autocratic Leadership with Heavy Supervision

Aliya described a leadership style where the principal is rarely seen and only steps
in for important matters, while the deputies are more authoritative, enforcing deadlines and

tasks:

Our principal is just like Queen Elizabeth, you know. You never see her, and she
always hides in her office. About the head teachers are like tyrants, you know?
They say, like, it's a deadline, you must do that. Even when tasks don't make sense,
you must do them. Because they said so. They exaggerate the problem, and they

exaggerate the importance of some things.

Contrary to that, Aruzhan mentioned: “Director and vice principals have the power.

Everyone does what the director says, everyone does what the vice principal says”.

4.7 Summary

This study examines the experiences of novice teachers working in various
secondary school systems in Kazakhstan, including mainstream, private, and autonomous
schools. The teachers shared insights into school culture, their relationships with
colleagues and administration, their motivations for entering the teaching profession, the
challenges they faced during their adaptation process, and their future career aspirations.

The experiences of the interviewed teachers highlight the diversity of school
cultures within Kazakhstan's secondary education system. While some teachers thrive in

collaborative and supportive environments, others struggle with rigid hierarchies, a lack of
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mentorship, and the high demands of the profession. Schools that foster a sense of
community and shared decision-making help teachers feel valued and empowered. In
contrast, other schools have more rigid structures, where teachers feel pressured to
conform to top-down directives, leading to feelings of isolation or stress.

Additionally, the relationships between teaching staff and school administration
play a critical role in shaping teachers’ experiences. Supportive colleagues and accessible
leadership can ease the adaptation process for novice teachers. However, in schools with
pronounced hierarchies, novice teachers often feel intimidated or unsupported, hindering
their professional growth and job satisfaction.

Moreover, the leadership style within a school profoundly impacts the overall
climate and teachers' experiences. Distributed leadership, where teachers are involved in
decision-making processes, tends to create a more positive and collaborative environment.
In contrast, authoritarian leadership can lead to a culture of fear and compliance, stifling
innovation and professional growth. Effective leadership that is supportive, approachable,
and responsive to teachers' needs is essential for fostering a positive school climate.

Novice teachers face several challenges, particularly in managing classroom
behavior, handling administrative tasks, and navigating the complexities of school culture.
The lack of clear guidance and mentorship can exacerbate these challenges. These issues
indicate a need for improved induction programs and support systems for new educators.

Ultimately, the findings suggest that enhancing school climate, providing adequate
support for novice teachers, and aligning leadership styles with the needs of teaching staff
can improve teacher satisfaction and retention, thereby benefiting the quality of education

in Kazakhstan. These findings are discussed in the next chapter.
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Chapter 5: Discussion

5.1 Introduction

The chapter discusses the findings presented in the previous chapter, and it aims to
answer the research questions exploring novice teachers’ experiences of working in three
different types of schools: autonomous, mainstream, and private. The purpose of the study
was to explore the experiences of novice teachers in three secondary schools in
Kazakhstan and examine how different school cultures impact their professional lives.

The discussion is organized around key themes that emerged from the data, including
school cultures, motivations for becoming a teacher, reasons for selecting specific types of
schools, challenges faced by novice teachers, and leadership styles. This chapter aims to
provide a comprehensive discussion of how these factors influence the experiences and

adaptation processes of novice teachers in various educational settings.

5.2 School Cultures

School culture is crucial in positively impacting teacher performance, job
satisfaction, and student learning outcomes (Fitria, 2018). This section is divided into three
main sections, each focusing on a different type of school: private schools, mainstream
schools, and autonomous schools. The findings will be placed in the context of the broader
literature to emphasize their importance and relevance.
5.2.1 Collaborative Culture

A collaborative culture is marked by strong teamwork, mutual support, and shared
decision-making among teachers and administrators. In such environments, teachers feel
empowered to contribute to the school’s goals and are encouraged to work together to
address problems and enhance teaching practices.

However, this type of culture is not commonly reported. Only one participant from

a private school mentioned experiencing collaborative decision-making involving input
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from administrators. This may stem from school principals not fully understanding the
benefits of a collaborative culture. Waldron and McLeskey (2010) identified principals as
key players in fostering a collaborative school culture. Additionally, changing school
culture is a long-term process that requires a systematic approach (PSunder, 2009).

Ainur shared the positive impact that collaboration had on her well-being, making
her feel included and valued. These findings align with research conducted in publicly
funded charter schools in the USA. Margolis and Nagel (2006) found that administrators
play a crucial role in reducing teacher stress by providing support, acknowledging
teachers’ concerns, and fostering positive relationships. This support has been shown to
increase teacher morale and commitment to the school (Aslanargun, 2015; Margolis &
Nagel, 2006). Furthermore, a study conducted in Diizce, Turkey, among 677 volunteer
teachers revealed that teachers’ expectations from principals primarily revolve around
human relationships, communication, and support. They value principals who are
empathetic, respectful, and fair (Aslanargun, 2015). Additionally, this finding is supported
by Hargreaves (1994), who argued that decentralized decision-making is essential for
fostering authentic collaboration among teachers.

5.2.2 Contrived Collegiality

In contrast to a collaborative culture, contrived collegiality refers to a situation
where collaboration is imposed by the administration rather than emerging organically
from the teachers themselves (Wang, 2014). This type of culture was particularly evident
in mainstream schools, where teachers reported being required to work together on specific
tasks or projects, often without a genuine desire to do so. Contrived collegiality created a
sense of obligation rather than genuine teamwork. In such environments, collaboration is
often superficial, with teachers going through the motions of working together without

truly engaging in meaningful dialogue or shared problem-solving. Aruzhan even



47

mentioned paperwork and reports being the main demotivators of working in groups as she
mentioned groupwork turns into reports.

While contrived collegiality may appear to promote collaboration on the surface, it
often fails to achieve the same benefits as a genuinely collaborative culture. Teachers may
feel disempowered and disengaged, leading to lower morale and reduced job satisfaction
(Hargreaves, 1994). Additionally, the lack of genuine collaboration can hinder the sharing
of best practices and limit opportunities for professional growth. Over time, this can result
in a stagnant school culture where innovation is stifled, and teachers become resistant to
change.

However, experiences from participants in autonomous schools suggest that
collaboration may begin as forced but ultimately evolve into something meaningful. They
shared that, although they initially found collaboration to be enforced, they later
recognized its benefits in lesson planning. This change was attributed to the respect and
support felt among colleagues, as well as the positive interpersonal relationships among
teaching staff. Wang's (2014) study highlights that a culture of professional respect and
trust is crucial for supporting collaboration and collective responsibility. These findings
may indicate a shift in teachers' perspectives over time. Furthermore, a study by Datnow
(2011) found that administratively regulated collaboration can evolve into more genuine
collaboration, where teachers challenge each other, share ideas, and engage in reflective
inquiry. Zhanar emphasized that even if collaboration was initially forced, teachers
consistently completed tasks in a timely and responsible manner. Fitria (2018) notes that
organizational trust can enhance teacher effectiveness, which may explain why teachers in
autonomous schools are able to complete tasks effectively, even when their collaboration
begins as contrived. That shift in perception of contrived collegiality contradicts

Hargreaves (1994), who described it as “inflexible”.
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5.2.3 Balkanization

Balkanization refers to a school culture where teachers are divided into isolated
groups or departments, with limited interaction between them. This type of culture was
observed in all types of schools, particularly those with multiple departments or subject
areas. In such environments, teachers tend to work within their own groups, with little
cross-departmental collaboration or communication. Balkanization remains a significant
challenge in autonomous schools, as highlighted by Anel. Different departments often
work in separate groups due to varying curricula and teaching philosophies, which
Hargreaves (1994) identifies as a common issue in autonomous settings. Hargreaves
(1995) stated that all innovations in balkanized culture are made within specific subject
areas, thus, these innovations often remain isolated and not integrated into the broader
curriculum.

This fragmentation can create silos within the school, where departments operate
independently and rarely share resources or ideas. In some cases, this can lead to
competition between departments, as each group focuses on its own goals and priorities
rather than the school's overall mission. Balkanization can have several negative
consequences for both teachers and students. For teachers, it can lead to a lack of
professional support and limited opportunities for collaboration, which can hinder
professional development and innovation (Hargreaves, 1994). Balkanization can even
foster exclusion and segregation among teachers within the same institution which leads to
diminished interest in teaching, burnout, and a weakened sense of school connection and
belonging (Hongboontri and Liao, 2021).

5.2.4 Individualism
Only one participant described experiences of individualism, feeling isolated from

their colleagues. Moldir’s feelings of being "alienated" and "not fitting in" within the
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mainstream school environment highlight the negative impact of individualism on teacher
morale and professional growth. This observation is supported by Hargreaves (1994), who
noted that constrained individualism—uwhich limits collaboration due to structural
constraints rather than personal choice—serves as a barrier to progress.

Moldir’s sense of isolation was worsened by the absence of mentorship and
support, forcing her to navigate the challenges of teaching on her own. Individualism can
be especially challenging for novice teachers, who often rely on guidance and support
from more experienced colleagues to adjust to their new roles. Similarly, Shah (2022)
pointed out that isolation results in fewer opportunities for professional learning. When
teachers work in isolation, novice educators may struggle to develop the skills and

confidence needed to manage their classrooms effectively.

5.3 Motivations for Becoming a Teacher

One of the significant factors influencing their choice of school was the teacher’s
inspiration drawn from their own teachers, motivating them to pursue similar paths.
Meaning that examples set in earlier periods of life can still affect teachers’ decisions.
Positive role models set the example of teachers they wanted to become for students. The
study by Timmerman (2009) highlights the long-term impact that secondary school
teachers have in shaping future teachers’ professional identities and teaching practices.

Also, not only were positive examples of school role models mentioned. It was said
that teachers at schools were negative and generally not helpful. But positive examples of
teaching set later changed the attitude toward the teaching career, making people want to
break the stereotypes of “bad” teachers at school. This finding means that even negative
experiences in the past can influence the choice. Research by Nevin et al. (2009) indicated
that a major motivation for novice teachers entering the profession was the impact of

former teachers. Both positive and negative experiences with these educators can shape
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participants’ motivations to become teachers. Additionally, the study from two teacher
training centers in a Dutch university indicated that teachers with negative prior
experiences might be more motivated to improve and become better teachers than those
they had encountered, leading to higher effort and professional development aspirations
(Fokkens-Bruinsma & Canrinus, 2013).

Some respondents indicated that their choice of teaching was primarily driven by
external motivations. These participants expressed feeling compelled to pursue a teaching
career due to pressure from their parents, who believed that teaching offered career
stability, was suitable for girls, and was an easier degree to obtain. These parental
perceptions were largely informed by the realities of the teaching profession in Kazakhstan
between 2017 and 2019. According to Irsaliyev (2019), nearly 80% of teachers in
Kazakhstan are female, compared to an average of 69% among countries participating in
TALIS-2013. Furthermore, the PISA report highlights that academically strong school
graduates tend to choose more prestigious and competitive fields. In contrast, the relatively
low entry requirements for the teaching profession enable students with average or below-
average academic performance to secure scholarships (Israliyev, 2019).

Many participants initially chose to pursue teaching due to extrinsic motivations
like family influence and job security. However, over time, most described a shift in their
motivations toward more altruistic reasons. They found inspiration from role models and
developed a desire to change traditional views on teachers while wanting to help students.
This transformation in motivation occurred during their teaching practice. Although
participants began in the profession due to external factors, they eventually expressed a
genuine passion for teaching and a commitment to positively impacting students' lives.
Research by Whiteford et al. (2021) indicates that motivation can evolve. This

transformation often results from deep engagement in teaching practices and the
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development of personal and professional values. Additionally, positive experiences with
students and colleagues play a significant role in this shift. Teachers who experience
positive emotions and a sense of accomplishment are more likely to develop stable
intrinsic motivation, as noted by Liu et al. (2018). Furthermore, the study by Watt and
Richardson (2007) found that factors like job security do not correlate with long-term
engagement or teacher retention. Therefore, schools need to foster a supportive culture and

create conditions that enhance teacher motivation and retention.

5.4 Reasons for Choosing Autonomous/Mainstream/Private Schools

Although teachers in Kazakhstan selected autonomous, mainstream, or private
schools for different reasons, their decisions were consistently influenced by three
overarching factors: professional opportunities, workplace conditions, and personal
circumstances.

Novice teachers at private schools were primarily attracted to better resources,
modern facilities, and specialized teaching opportunities. In contrast, teachers at
mainstream schools often made their choice due to external pressures, such as the COVID-
19 pandemic or the influence of parents. Previous research indicated that private school
teachers typically had access to adequate supplies, including basic classroom materials and
technology (Forster, G., & D'andrea, C., 2009).

However, only one participant felt that their expectations aligned with reality. The
other two respondents identified a lack of systematic training and profit motives as
significant drawbacks. Meanwhile, teachers who opted for mainstream schools did not
experience significant changes in their opinions after starting, as most viewed teaching as a

fallback career and did not have high expectations.
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Autonomous schoolteachers identified career flexibility and alumni loyalty as key
motivational factors. Although they initially faced challenges with adaptation, support

from colleagues helped them adjust to the school environment effectively.

5.5 Challenges Faced by Novice Teachers

Participants from private schools reported a variety of challenges, including issues
with classroom management, communication gaps, and high parental expectations. At the
same time, participants working in mainstream schools stated that documentation and
bureaucracy were the main challenges. These findings align with a study that sampled
teachers in private and public schools in India. It revealed that novice teachers in private
schools face more significant challenges related to verbal communication, motivational
strategies, and teaching methods compared to their counterparts in public schools (Lazar &
Sikandar, 2020). Fantilli and McDougall’s (2009) research indicated that novice teachers
are confronted with numerous responsibilities, including paperwork and long-term
planning. The findings suggest that graduates of teacher education programs leave their
pre-service training with limited knowledge of documentation and bureaucracy, which
results in difficulties in their later teaching practices.

One of the difficulties encountered in private schools was related to working with
students and managing elevated parental expectations. It was noted that the absence of
specialized training during bachelor's degrees and initial teacher training made it difficult
to address the needs of some students. The research on novice teachers working in high
school conducted by Irsaliyev (2019) indicated that about a quarter of participants
expressed that they did not receive sufficient knowledge in the university to work at
school. That finding emphasizes that novice teachers lack professional knowledge in
methodology, teaching practice, communication skills, and work discipline. That issue is

present not only in Kazakhstan. Widiati et al. (2018) studied the experiences of 11 novice
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teachers from Indonesia and found that novice teachers felt that their pre-service education
lacked sufficient pedagogical training. They struggled with class management and dealing
with students’ varying abilities. Thus, Qanay et al. (2021) found that teachers need help in
self-directed learning due to suggested gaps in pre-service training and a lack of
collaboration in school environments. Additionally, pressure to meet parental demands,
such as inflating grades for business considerations, created ethical dilemmas. This finding
is consistent with the literature regarding the high-stakes environment of private schools,
where parents had high expectations of teachers, particularly in terms of providing help
and assistance to their children (Tatar & Horenczyk, 2000).

Private school teachers described a lack of assistance from colleagues to be the
main reason for these challenges describing their experience as “bad communication”, and
“sorting out on the spot”. Their experience highlights a gap in the school’s onboarding
process and underscores the importance of effective communication in fostering a
collaborative culture. Williams et al. (2001) noted that individualism in the workplace can
slow down the integration of novice teachers, as such cultures often promote isolation and
hinder collaboration.

At the same time, teachers working in autonomous schools also struggled to adapt
to the demands of teaching while lacking experience. They had too little or no time for
adaptation. The heavy workload of teaching multiple lessons in a row, establishing
authority when dealing with students close in age, and navigating administrative tasks.
However, these challenges did not last long since all participants working in autonomous
schools received sufficient support from their colleagues and mentors. These findings
emphasize the importance of mentorship in supporting novice teachers, reporting that
teachers with mentors during their induction period solve challenges more effectively

(Kutsyuruba et al., 2017; Shah & Jumani., 2015).
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5.6 Leadership Styles at Different Schools

The leadership styles in secondary schools in Kazakhstan significantly influence
the professional experiences of novice teachers, affecting their job satisfaction, sense of
autonomy, and overall engagement. Supportive and distributed leadership, characterized
by teachers in private and autonomous schools, creates environments where educators feel
valued and involved in decision-making. Participants in these settings emphasize that
decision-making and responsibilities are shared among teachers, department heads, and
administrators. This decentralized approach allows teachers the autonomy to contribute to
decisions related to their roles. All participants from private and autonomous schools
describe leadership as approachable and understanding, emphasizing openness to
discussions that help new teachers adapt. This aligns with the study by Kili¢ (2020), which
found that principals in private schools are more likely to adopt democratic leadership
styles, fostering collaboration in decision-making.

In contrast, participants from mainstream schools described their leadership as
hierarchical and autocratic, which often hindered teacher autonomy and satisfaction. This
observation reflects research suggesting that task-oriented leadership, focused on strict
supervision and rigid enforcement of policies, correlates negatively with communication
and job satisfaction (Josanov-Vrgovic & Pavlovic, 2014). Participants reinforced this view
by stating that leadership in their schools was entirely top-down, with teachers required to
comply with administration directives without question. This often led to degradation of
teachers' actions or assigned additional tasks unrelated to their core responsibilities.
Teachers in such environments may experience higher stress and lower motivation, as
noted by Margolis and Nagel (2006), who found that a lack of administrative support

contributes to teacher dissatisfaction and burnout. Public school principals tend to lean
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toward autocratic leadership, exerting stricter control and involving teachers less (Kilig,

2020).

These findings highlight the critical role of leadership in shaping novice teachers’
experiences. While supportive and distributed leadership fosters motivation and
engagement, autocratic and rigid structures limit teacher agency and contribute to

dissatisfaction.

5.7 Summary

The type of school, mainstream, private, or autonomous, plays a significant role in
shaping the school culture. Private and autonomous schools tended to have more
collaborative and supportive cultures, while mainstream schools exhibited more
hierarchical and authoritarian tendencies.

Challenges varied across different school types, while participants from private and
autonomous schools reported a variety of challenges, including issues with classroom
management, communication gaps, and high parental expectations. At the same time,
participants working in mainstream schools stated that documentation and bureaucracy
were the main challenges. Findings highlight the critical role of leadership in shaping
novice teachers' experiences. While supportive and distributed leadership fosters
motivation and engagement, autocratic and rigid structures limit teacher agency and

contribute to dissatisfaction.
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Chapter 6: Conclusion
6.1 Introduction
The purpose of this study was to explore the experiences of novice teachers in three
secondary schools in Kazakhstan, examining how different school cultures impact their
professional lives. This chapter provides the summary of the main findings and suggests
recommendations for educators and school administrators. Moreover, it discusses the
study’s limitations for future researchers to consider and gives recommendations for future

research.

6.2 Summary of the Major Findings

The findings reveal significant differences in school cultures, leadership styles, and
the challenges faced by novice teachers in Kazakhstan's private, mainstream, and
autonomous schools. In private and autonomous schools, teachers often feel more
empowered and supported, with greater opportunities for collaboration and professional
development. These schools tend to have more flexible structures, allowing teachers to
take on leadership roles and participate in decision-making processes. Consequently,
participants from these schools reported mostly positive experiences with their school
cultures. In contrast, mainstream schools often have more rigid structures, with decisions
made by a small group of administrators. Teachers in these schools reported feeling less
empowered and more constrained by bureaucratic processes.

Regarding motivation, many teachers cited role models, such as former teachers or
family members in the profession, as sources of inspiration. Others were drawn to teaching
due to their passion for languages or specific subjects, while some entered the field for
practical reasons or parental influence.

When it comes to the reasons for choosing a particular type of school, private

school teachers emphasized the presence of modern facilities and a progressive
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environment as key motivators, though they often struggle with a lack of induction
support. Mainstream schools were reported to provide stability but are hindered by
bureaucratic processes and insufficient support for novice teachers. In contrast,
autonomous schools foster a collaborative and supportive environment that promotes the
professional growth of new educators.

Additionally, leadership styles play a crucial role in shaping the school climate,
with collaborative and supportive leadership proving to be more effective in creating a
positive work environment. The findings reveal significant differences in school cultures,
leadership styles, and the challenges faced by novice teachers in Kazakhstan's private,
mainstream, and autonomous schools.

In private and autonomous schools, teachers often feel more empowered and
supported, with greater opportunities for collaboration and professional development.
These schools tend to have more flexible structures, allowing teachers to take on
leadership roles and participate in decision-making processes. Consequently, participants
from these schools reported mostly positive experiences with their school cultures. In
contrast, mainstream schools often have more rigid structures, with decisions made by a
small group of administrators. Teachers in these schools reported feeling less empowered
and more constrained by bureaucratic processes.

Regarding motivation, many teachers cited role models, such as former teachers or
family members in the profession, as sources of inspiration. Others were drawn to teaching
due to their passion for languages or specific subjects, while some entered the field for
practical reasons or parental influence.

When it comes to the reasons for choosing a particular type of school, private
school teachers emphasized the presence of modern facilities and a progressive

environment as key motivators, though they often struggle with a lack of induction
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support. Mainstream schools were reported to provide stability but are hindered by
bureaucratic processes and insufficient support for novice teachers. In contrast,
autonomous schools foster a collaborative and supportive environment that promotes the
professional growth of new educators. Additionally, leadership styles play a crucial role in
shaping the school climate, with collaborative and supportive leadership proving to be
more effective in creating a positive work environment.
6.3 Limitations of the Study

Although the present study successfully answered research questions, it is
important to highlight and address the limitations of this study. Firstly, the study focused
on novice teachers’ experiences in urban settings, specifically Astana, which may not
capture the perspectives of those in other regions. As a result, findings cannot reflect the
views or opinions of all novice teachers in Kazakhstan. Additionally, the small sample size
of nine participants may not fully capture the diverse range of experiences and
perspectives within the population of interest.

Moreover, data relied on teachers’ self-reported perceptions of leadership styles
and school cultures, which may be subjective and influenced by personal biases or
workplace dynamics. Participants might respond in ways they perceive as favorable, which

may not accurately reflect their authentic experiences with school cultures.

6.4 Research Implications

The implications of this research offer valuable insights for various stakeholders
involved in education. The study’s findings call for actionable changes in school culture.
Findings emphasize the critical role of collaboration in promoting a positive and
supportive environment in schools. However, many teachers reported contrived
collegiality or balkanization to take place in their schools. Thus, the study showed the need

to promote genuine collaboration through interdisciplinary projects, open communication,
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and collaborative decision-making. Supporting previous studies on the beneficial effects of
collaboration (Kalkan et al., 2020; Qanay et al., 2021; You et al., 2017).

Also, the research identified gaps in pre-service teacher training as participants
mentioned a lack of preparedness in inclusive education and handling school bureaucracy.

It highlighted the need to enhance teaching education programs.

6.5 Recommendations

The study’s findings reveal the importance of developing structured mentorship
programs for novice teachers and integrating classroom management and inclusive
education training into teacher certification programs. Also, reducing the bureaucratic
burden for teachers will allow more time for instruction and professional development.
Implementation of digital platforms for administrative tasks can be a great solution.

When it comes to school administration, promote and foster collaborative cultures
through staff meetings or by conducting professional learning communities where teachers
collaborate on curriculum, instruction, and student learning. Additionally, it is crucial to
design structured onboarding programs that include classroom management workshops,
peer observation opportunities, and regular check-ins with mentors. Also, principals can
encourage open-door policies where teachers can voice concerns without fear of reprisal.
Conducting surveys among teachers can also be useful in measuring school climate and

tracking progress over time.

6.6 Directions for Future Research

In terms of research, the study suggests expanding the scope of the research. This
may include incorporating different demographic groups, educational settings, or cultural
contexts to enhance the generalizability of findings. Also, because of time constraints in

writing a master’s thesis conducting longitudinal research can provide insights into the
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long-term effects of school cultures on novice teachers. Tracking participants over an
extended period will help determine any lasting impacts and trends.

Additionally, future research could benefit from comparative studies that examine
school cultures in different regions, institutions, or methodologies. Comparative analysis
can be done between schools with strong collaborative cultures and those without to
identify significant differences in retention, satisfaction, and student performance.

6.7 Personal Reflection

Writing this thesis has been more than just an academic task; it has been a journey
of intellectual growth and self-discovery. As I reflect on this process, | realize that working
on this research was not only about analyzing data or drawing conclusions; it was also
about understanding the complexities of the educational field.

| learned that writing is rewriting. Sentences | once thought were polished later
seemed clumsy, and arguments | believed to be coherent required further refinement. |
came to accept that good work is not necessarily perfect. This thesis challenged me
intellectually, but it also transformed me. It taught me patience with the data, with myself,

and with the gradual progression of academic work.
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7Kazbama aknapaTTaHIBIPbLIFAH KeJiCiM HbICAHBI

Kipicne: bi3 Cizai "Xac myraniMaepaiH MEKTeNn MOJICHUETIHIET1 TaxKipuOeci:
KazakcranHbIH yII opTa MEKTEO1H 3epTTey" aTThl FHUIBIMH 3ePTTEYre KaThbICyFa
IIaKbIPAMBI3.

Makcarsbi: by 3eprrey KazakcTaHHBIH yIII opTa MEKTEOIHIE Kac MYFaTIMICPIiH
TOKIpHOECIH JKOHE TYPIIi MEKTEN MOJICHUETIHIH OJIap/IbIH KociOn eMipiHe Kanai acep
eTCTIHIH 3epTTeyre OarbITTalIFaH. 3eprreyae Xaprpusc a3ipiereH (1995) myranimaep
MOJICHUETIHIH (popMasiapbl KOJAaHbUIaAbl. [lepexTepai )KuHayIbIH HET13T1 9/TiCi KapThliait
KypbUIbIMJaJIFaH cyxOaTTap 00J1a/bl, 0apAblH opKaichichl amaMmeH 30-50 MuHyTKa
CO3BLIAIBI.

bIkTuMan Toyekesaep: Oy 3epTTEyre KaThiCy, 9cipece MEKTeI OpTachiHa
KHBIHIBIKTapFa HeMece JKaFbIMCHI3 JKaFIaiiyiapra Tan OoJFaHgap YIIiH IICHXOIOT HSITBIK
HeMece SMOIMOHAIBIK KalChI3IbIKTapFa 9Kellyl MyMKiH. KaTeicymibuiap e3 MekTeOiHe
HEMece JpinTecTepiHe Hapa3bUIBIK OULIIPY OJIapAblH KociOu OejieniiHe HeMece JKYMBICKA
OpHajacy KemuIIIriHe HyKCaH KeNTipyl MyMKIH Jiell allaHaybl MyMKiH. Anaiijia
KaTBICYIIBITIAp ©3/IepiHe KOJANCHI3IBIK TYIBIPATEIH CypaKTapFa xKayar OepMeyre KYKbLUIbI.

APTBHIKIIBLIBIKTAPBI: OYJI 3ePTTEy MEKTET OacUIbIIBIFBIHBIH JKaHAIaH KeJTeH
MYFaTIMIEPAIH KYMbIChIHA KaHaFaTTaHybIHA )KOHE OJIap/IbIH KOCciOU TaxXipubeciHe acepi
TYCIHYJIeT1 OJIKBUIBIKTApAbI KO0Fa OarbITTanFaH. Kateicymibiap o3 Toxipudenepi Typaibl
oilylaHyFa JKoHE ©3/epiHIH KOCiOU KOoJIJapbl MEH MOCeJIeIepiH )KaKChl TYCIHYT€ MYMKIH/IIK
ananbl. COHBIMEH KaTap KaThICY apKbLIBI )KaHa OUTIM ajaibl.

Otemaknbi: KaTbicKaH YIITIH MaTepHATIIBIK ©TEMaKbl 00IMaiIbl. 3epTTEeYAIH
COHBIHJIA KaTHICYIIIBIIApFa 3€PTTEy HOTIKENEPIHIH KelripMeci 6epineni. by
KaTBICYIIBLIIIApFa ©3/IEPiHiH JKeKe Toxkipubdenepi KazakcTaHHBIH opTYpIIi MEKTEN
MOJICHUETTEPIHACT1 Kac MYFATIMIEP/AiH TOKIPUOECIH KeHIHEH TYCIHYTe Kalai bIKIaT
€TKEHIH Kepyre MyMKIHIIK Oepeti.

KynusinbibIK: 3epTTey 6aphIChIHAA ajbIHFaH OapIIbIK aKkmapaT 3aHMEH pyKcat
€TUITeH JIopeskeie KYIus cakTanabl. KaTeiCynibuiapaplH Keke 0achlH KOpFay YIIiH
AHOHUMJICY SJIICTEP1 KOJIIAaHbLIAAbI. 3epTTEy €CeNTePIHCT1 )KeKe aKmapaT MyMKIHIITTHIIIE
KyIust 001a/1b1.

3epTTey epikTi 60JbII TA0BLIAABI: OYJT 3€pPTTEYTe KAaThICY KaTaH €PIKT1 OOJIBII
TaOBLIA/IBI )KOHE KATBICYFa KEITICIM aJIFaH YKaF/aaii/1a OHbI K€3 KeJITeH yaKbITTa enoip
ayajaynblUIbIKChI3 KalTaphin anyra 00Jajbl.

BaiinanpicaTbiH TYJIFAJapbI: 3epTTEy OapBICHIHAA OCHI XK0O0aFra KaThICThI KaH ail
na Oip cypakTap MeH TYCIHIKTeMelep HeMece 3apanTap TybIHAaraH sKaraaiiia 3epTTeyIi
Hacuxat bexenb6aeBamen +87079372322 ten. HeMipiHe,
nassikhat.bukenbayeva@nu.edu.kz. DiekTpoHIbIK MEKSH)KalibIHA OailyIaHBICY KEPEK, Ke3
KelreH Oacka cypakrapMen resethics@nu.edu.kz. snekrponabik MekeHxkaiibina HazapOaes
YHauepcureTiHiH MHCTUTYIIMOHATABIK 3epTTEYNEep ATUKACHl KOMUTETIHE KYTIHYTe
0omassl,

KeJicimM Typassl eTiHinL.

Mem, ,
Ocbl 3epTTeyre KaTbiCyFa 63 epKiMMEH KeliciM OepeMiH.

3epTTeylIiep MaraH 3epTTey/IiH OacTalKbl akmapaTbl MEH MaKcaTTapblH, COHIai-aK OChl
3epTTeyre KaTbICybIMIbI HE KAMTUTBIHBIH aHBIK TYCIHAIPII.

MeH Oyi1 3epTTeyre KaTbICybIM €piKTi €KeHIH TYCIHEMiH. MeH Ke3 KeJIreH yaKbITTa K oHe
ce0ebiH TyciHAIpMeH KeiciMIMII KaliTaphIl ajla aaMbIH JKoHe OYJI MEH YIIIIH eIKaHaanl
KaFbIMCBI3 cajJlapra dKeJIMen/Ii.

MeH OyJ1 3epTTey/ie >KUHAIFaH aKknapar Kynus CaKTaJaTbIHbIH TYCIHEMIH.

Komsr: Kyni:
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3epTreymi:
Komebr:

Kyni:
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®opma NUCbMEHHOT0 HH()POPMUPOBAHHOIO COTJIACHS

Berynienne: Mbl ipuritaimaem Bac IpuHATE ydacThe B HAyYHOM MCCIIEIOBAHUA
o HazBaHueM "OIMbIT HAUMHAIONIUX YUYUTENeH B IKOJIbHOM KynbType: MccnenoBanue
Tpex cpeanux mkon Kazaxcrana'.

Heab: JlanHOE Mccae0BaHUE HAITPABICHO HA U3YYEHHUE ONbITA HAUMHAKOIINX
YYUTENCH B TPEX CpeIHuX ImIkomax Kazaxcrana u Toro, Kak pa3iuvHbIC IIKOJIbHBIC
KYJIBTYPBI BJIUSIOT Ha UX MPOPECCHOHANTBHYIO )KHM3Hb. B riccienoBannu OyayT
HCI0JIb30BaHbI JOPMBI KYJIbTYphl YUUTENEH, paspadoTanHbie Xaprpus3oM (1995).
OCHOBHBIM METOJIOM cOOpa JaHHBIX OYAYT MOJYCTPYKTYPHUPOBAHHBIC HHTEPBBIO, KAXKI0€
U3 KOTOPBIX OyAeT nThes npumepHo 30-50 MUHYT.

IMoTeHnMAaNbHbIE PUCKH: YUYACTHE B 9TOM HCCIICIOBAHUH MOXKET MMPUBECTH K
TICUXOJIOTUIECKOMY HJIH SMOIMOHATIBHOMY JIUCKOM(POPTY, OCOOSHHO /ISl TEX, KTO
CTAJIKMBAJICS C TPYJAHOCTSIMU HJIM HETATUBHBIMH CUTYAITUSIMHU B IIIKOJILHOU CpeJie.
Y4acTHUKHU MOTYT OBITh 00ECIIOKOEHBI TEM, YTO BhIpaK€HUE HEJJOBOJILCTBA CBOEH HIKOION
WJIM KOJUTETaMHU MOYET HaHECTH YIIepO uxX Mpo(eCCHOHATBLHON PeIyTAllMH HITH TapaHTHN
TpynoycrpoiicTBa. OTHAKO YIaCTHHKHM HMEIOT IPABO HE OTBEYATh Ha BOIPOCKHI, KOTOPHIC
JOCTaBIISIIOT UM HEYA0OCTBa.

IIpeumymecTBa: D10 Uccle0BaHUE HAIIPABIEHO HA YCTPaHEHHE MTPOOENIOB B
MTOHMMAaHWH BIUSHUS PYKOBOJICTBA IIKOJIBI HA YIOBJIETBOPSHHOCTH PA0OTOW HAYMHAIOIIINX
yuuTene u ux npopecCUOHANbHYIO IPAKTUKY. Y YYAaCTHUKOB Oy/IeT BO3MOKHOCTh
MOPA3MBIIUIATH O CBOEM OIIBITE U JIydlle MOHSTh CBOI Mpo¢ecCUOHANbHBIN MTyTh U
npobiembl. KpoMme Toro, yyactrue o3HadyaeT notydeHrue HOBBIX 3HAHUIA.

Komnencamusi: MarepuanbHO# KOMIIEHCAIIUU 32 y4acTe He Oyaer. B xoHIe
UCCIIEIOBAaHUS YUaCTHUKAM OyJleT MpeocTaBieHa KOMUsl pe3yabTaToB HCCIeI0BaHusA. ITO
MO3BOJIUT YYACTHUKAM YBUJIETh, KaK UX JIMYHBIN ONBIT CIOCOOCTBOBAJ O0JIee HIMPOKOMY
MTOHMMAHHIO OIbITa HAUMHAIOIIUX YUYUTENEH B Pa3IMUHbIX IIKOJBHBIX KYyJIbTypax
Kazaxcrana.

Konduaenunanbuocrsb: Bes ungopmariius, nonydeHHas B X0/I€ UCCIEI0BaHNUS,
OyZIeT XpaHUThCSA B TailHE B TOI Mepe, B KaKOH 3TO pa3pelieHo 3aKOHOM. J[J1st 3a1uThl
JUYHOCTH YYaCTHUKOB OYyIyT MCIOJIb30BAThCS METO/Ibl aHOHUMH3auu. JInunas
uH(popmMalus B 0T4eTax 00 UCCIeTOBaHUH OyIeT MAKCUMAJIbHO KOH(PHUACHINATHHOM.

HccnenoBanue HOCUT 100POBOJILHBIN XapakTep: YuyacTHe B JaHHOM
WCCIIEIOBAaHUU SIBIISIETCS CTPOTO JOOPOBOJIBHBIM, U B CIIydae MOJy4YeHHUs Coriacus Ha
y4acTHE OHO MOXET ObITh 0TO3BaHO B JIH000€ BpeMs 0e3 Kakux-I100 MpeayoeskKIeHH.

KonTakTHble una: B ciyyae BOSHUKHOBEHHS KaKUX-T1HO0 BOTIPOCOB WM
KOMMEHTapHeB OTHOCUTENIBHO JTaHHOTO MPOEKTa WU Bpelia B XOJ€ UCCIIeI0BaHuS,
clenyeT cBs3aThes ¢ uccienonareneM Hacuxat bykenbaesoit, +8.707 937 23 22,
nassikhat.bukenbayeva@nu.edu.kz. C mro0bsiMu ApyrUMy BOIPOCAMHU MOXKHO 00paIiaThCs
B KoMurer no 3Tke MHCTUTYLIMOHAIBHBIX UccleqoBanuii Ha3zapbaes yHUBepcuTeTa,
resethics@nu.edu.kz.
3asiBJIeHHE O COTJIACHH.

A, :
Jlaro cBoe T0OpOBOJILHOE COTIacHe Ha y4acTHe B 3TOM HCCIIEJOBAHUM.
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HccnenoBaTenu 4eTKO 0OBSICHUIN MHE HCXOJHYIO HH(OPMAIUIO U LIEJIN UCCIIeIOBaHuUs, a
TaKXKe TO, YTO BKJIOYAET B CE0s1 MOE y4acTHE B 9TOM UCCIECI0BAHUU.

51 noHuMaro, 4To MO€ y4acTHE B 3TOM HMCCIIE0BAHUU SABISETCS 10OPOBOJIBHBIM. S MOTy B
mo6oe BpeMs 1 0e3 00bICHEHHS TPUYHH 0TO3BATh CBOE COTJIACHE, M ATO HE OY/IET HMETh
JUISl MEHSI HUKaKUX HETaTUBHBIX MOCIEACTBUM.

S nonumatro, uto HGOpMalus, coopaHHasi B X0J1€ 3TOI'0 UCCIIEOBaHUSI, OyIEeT XPaHUTHCS
B TalHE.

IToanuce: Mara:
HccnenoBarenb:
IToamnuce: Jara:
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Appendix C: Interview Questions
How many years of experience you have got?
How would you describe the culture of your current school?
What are the core values or principles at your school? (What is the mission of the
school?)
How would you characterize the relationships between teaching staff?
How would you characterize the relationships with school administration?
What motivated you to become a teacher, and how did you choose to work in a
(mainstream/private/autonomous) secondary school?
Have your motivations or expectations changed since you started teaching here? If
so, how?
How did the school culture influence your adaptation process? Were there aspects
of the culture that made it easier or more difficult for you to settle in?
What challenges did you face when you first joined your current school? Were
these challenges related to the school culture?
How would you describe the leadership style at your school?
In what ways has the leadership at your school influenced your experience as a
novice teacher?

Where do you see yourself in the next 5 years? Do you see yourself in teaching?
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Cyx0at cypakrapsl
Kazipri MexTeOiHI3A1H MOICHUETIH KaJlail cunaTTap emiHi3?
CizniH MeKTeOIHI3/IeT1 Heri3r1 KYHIBUTBIKTap HEMECe MPUHITUNTED KaHail?
(MexkTenTiH MUCCHSCHI KaHaii?)
[TegarorukabIK Y’KbIM apachIHIaFbl KapbIM-KAaThIHACTHI KaJIail cUIaTTap eiHi3?
MexTen oKIMIIUTINIMEH KapbIM-KaTbIHACTHI Kalail cunaTrap eaiHiz?
Myranim OoJtyFa He TYPTK1 O0JIJIbI )K9HE (HET13T1/’KeKe/aBTOHOM/IbI) OpTa MEKTEITE
KYMBIC 1CTey/11 Kajlall TaH1adbIHbI3?
MyHnpa cabak 6epe 6actaraHHaH Oepi Ci3/1IH MOTHUBAIMSHbBI3 HEMECE YMITTEPiHI3
e3repai me? Omait 6omca, Kamai?
Mekrten MoieHHETI Ci3/11H OeiimMaeny yaepiciHi3re Kanail ocep erTi? MojaeHueTTIH
ci3re KOHBICTAHY bl )KCHUIIETETIH HEMECe KUbIHIAaTaThIH acrieKTiiepi 601161 Ma?
Kasipri MexTenke anramn KelIreH Ke3/ie KaHaail KUbIHIBIKTapFa Tar OO IbIHbI3?
Bys1 KMBIHIBIKTAp MEKTEI MOJICHUETIHE OailIaHbICTHI 001161 Ma?
MekrenTeri KemOacIbIIBIK CTHIIH Kalai cunaTTap eaiHi3?
Ci3aiH MekTeOiHI3AeT] KombacIbIIBIK CI3/TIH KaHaaH OacTaraH MyFaliM
peTiHeri TOKipuOeHI3re KaHaan )oaapMeH acep eTTi?

Annarsl 5 Kbuiaa e31H1311 Kaiinan kepeciz? Ci3 ©31HI3/1 OKbITy1a Kepeci3 0e?
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Bonpocsl nHTEpPBbIO
Kak OblI BB oncany KyJabTypy Ballleil HBIHEITHEH MIKOJIbI?
KakoBbl OCHOBHBIE LIEHHOCTH WJIM NPUHIMIIBI Baiel mkoJibl? (KakoBa muccus
LIKOJIBI?)
Kak ObI BbI 0XapaKkTepHu30BaIl OTHOIIECHHUS MEXTy MTPET0IaBaTeIbCKUM COCTaBOM?
Kak Obl BBl 0XapakTepr30Bajy OTHOIIEHHUS CO IIKOJIBbHOM aJMUHUCTpaLuei?
Urto noOyauiio Bac CTaTh yUUTENIEM U KaK Bbl PEILIMIM paboTaTh B
0011100pa30BaTEIHHOM/YaCTHO/aBTOHOMHOM cpeHel 1Koie?
W3MeHunuce v Ballll MOTUBBI UJIH 0KHMJIAHUS C T€X MOP, KaK Bbl HAYAIU
npemnojasath 31ech? Ecnu na, To kKak?
Kak mikonpHas KyJbpTypa MOBJIHIIA HA TTPoLiecC Balen agantauuu? beumm jn
KaKHe-TO aCMeKThl KyJIbTYpPbl, KOTOPbIE 00JIErYUITN W YCIOKHUIA BaM
aganTaruio?
C KakuMHM TPYyIHOCTSAMHM BbI CTOJIKHYJIMCh, KOTJ[a BIEPBbIE MPUILIN B BaIly
HBIHENTHIOK MKOJy? BhUTH 71 3TH MpoOJIeMBI CBA3aHBI CO IIKOJIBHOUW KYJIbTYpOi?
Kax ObI BB Onucany CTUIIb PYKOBOJICTBA B BaIlIeH mIkoJe?
Kakum o0pa3om pykoBOACTBO B Ballleil IKOJIE MOBIUAIO Ha Balll ONBIT pabOTHI B
KaueCTBE HAUMHAIOIIETO YUUTEINs?
Kewm BbI BuguTe cebdst B Omkaiiue 5 netr? Buaurte iau Bbl cedst B KauecTBe

npenonaBaTeJm?
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Appendix D: Letter of Invitation

Dear Sir or Madam,

I hope this message finds you well.
My name is Nassikhat Bukenbayeva. | am a graduate student at the Graduate School of
Education, Nazarbayev University, and | am currently engaged in research for my master's

degree program.

I am reaching out to kindly invite your school to participate in a research project called
“Novice Teachers’ School Culture Experiences: A study of Three Secondary Schools in
Kazakhstan”. This study has received approval from the NUGSE Research Committee,
ensuring its adherence to the standards of academic research and ethics. The purpose of
this study is to explore the experiences of novice teachers in three secondary schools in

Kazakhstan, examining how different school cultures impact their professional lives.

| am writing to request your permission to be allowed to engage teachers in your school in

this study, which will include participating in interviews.

The interview will take 40-60 and will take place between December 2024 - January 2025.
The interviews will be scheduled at a time and date convenient for the participants. All
answers and results from the research will be kept strictly confidential during and after the
research.

If this is possible, please could you e-mail me at nassikhat.bukenbayeva@nu.edu.kz or by
phone number +7 707 937 23 22 to confirm that you are willing to allow access to your
participants.

| appreciate your time and willingness to contribute to this research.

Sincerely,

Nassikhat Bukenbayeva
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MeHniH 3epTTeyiMe KATHICYIIbLIAPABLI TAPTYFA apHAJIFAH XaT

Kyp™meTTi MekTen 1upeKkTopsl,

Memnin ateiM Hacuxat bykenOaeBa xone meH HazapOaeB YHuBepcuretinin XXorapsr 6itim
Oepy MeKTeOiHIH MarucTpanThIMbIH. Ka3ipri yakpITTa MarucTpIik OargapiaMara apHaiIraH
3epTTeyYMEH aifHAJIBICHII KaTBIPMBIH. JKac MyFamiMIepiH MEKTEeN MOJCHUETIHIET1
TOXKIpUOECIH aHbIKTayFa OaFbITTAIFaH 3€PTTEY ’K00aChIHA CI3/11H MyFalIMAEPIHI3IIH
KaTBICYBIH Cypay YIIiH XabapJiachlll OTBIPMBIH. By 3epTTey akaaqeMHsIIBIK 3epTTeY JKOHE
9THKA CTaHJapTTapbliHa coiikecTiriH Kamramacel3 eteTiH NUGSE 3epTrey KOMUTETIHIH
MaKyJ1/layblHaH ©TT1. 3epTTEYAIH MaKcaThl — SPTYPJIl MEKTEIl MOJCHUETTEP] KaHAAaH

KYMBICBIH OacTaraH MyFallIMIEpiH KociOU eMipiHe Kaslail ocep €TeTIHIH aHbIKTaYy.

3epTTeyre KaThICYIIbUIAPABI CyX0aTKa TapTy MaKCAThIHAA CI31H MEKTEI MyFaliMIepiMeH
KaTBICYIIBI PETIHIE KYMBIC icTeyre pyKcart OepyiHizi cypaiimbia. CyrOartap 40-60
MUHYT ajaJibl )KoHE JKeJITOKCAaH MEH KaHTap aiapsl apanbiFbiHaa 6onaapl. Cyx6arrap
KATBhICYIIbIIIapFa bIHFAUIIBI YaKbIT MIEH KyHre jxocnapianaabl. Cyrdar xkayanTtapbl KaTaH

KYIIHsI TYpJE CaKTaJIabl.

Erep Oy mymkin 6osca, maran nassikhat.bukenbayeva@nu.edu.kz anexTpon bt
normTackiHa Hemece +7 707 937 23 22 tenedoH HoMipiHe Xabapiachll, KaThICYIIbLIapFa
KOJI )KETKI3YT'e pyKcaT OepeTiHIHI3/I1 pacTaybIHBI3IbI CYPaliMBbIH.

3epTTeyre KOCKaH YJIECiHI3 YIIiH YaKbIT O6JTeHIHI3re alblH alla aJIFbIC aliTaMbIH.

Kypmernen, Hacuxat byken6aera
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ITucemo NpUurJialeHue o Haﬁope Y4YaCTHUKOB Ha yYaCTue€ B MOEM UCCJICA0BAaHUMN

YBajkaeMbli JUPEKTOP LIKOJIBI,

Mens 30ByT Hacuxar u s sIBJIsIFOCh MarucTpanTom Beicmieit mkoisr o0pa3oBaHust
Hazap6aeB YHuBepcutera. B HacTosiee BpeMst 3aHUMAIOCh UCCIICAOBAHUEM JIJIsi CBOCH
MarucTepcKoil nmporpammel. S o6pamaroch K BaMm ¢ MpoCch00ii MPUTIACUTh BaIlIUX
y4uTeNnel NPUHATh Y4acTUE B UCCIIE0OBATENILCKOM MPOEKTE, MOCBALICHHOM U3y4eHUS
OTIbITA IIKOJbHON KYJbTYphl HAUMHAIOMIMX yuuTenel. J[aHHoe ncciaeoBaHue Noayausio
onobpenune Komurera no uccnemoBanno NUGSE, 4to rapaHTHpyeT ero COOTBETCTBHE
CTaHJapTaM aKaJeMUYECKOro hcciae1oBaHus 1 3Tuku. Llens atoro uccienoBanus -
W3YYUThH ONBIT HAUUHAIOLIUX YYUTENEH, YTOOBI BBISICHUTD, KaK Pa3JIMYHbIE IIKOIbHBIE

KYJIBTYpBI BJIUSIOT Ha UX MPOPECCUOHATBHYIO KU3Hb.

S nuiry Bam ¢ mpock00i pa3penuTb MHE paboTaTh ¢ YIUTEISIMHU Balleil MIKOJIbI 171
HaboOpa y4aCTHUKOB MCCIIEJOBAHUS - HAUMHAIOIINUX YUUTENeH, YTOObI OHM MOTJIHM IPUHSATH
y4acTre B HHTEpBBI0. IHTEepBhIO 3aiimeT 40-60 MuHyT - ¢ nekadpst 2024 o ssaBaps 2025
roja. IHTepBbIO OyyT 3alUIaHUPOBaHbl Ha y100HOE [l y4acCTHUKOB BpeMsi. Bece oTBeTHI

U JIMYHOCTH YYACTHUKOB MCCIICIOBAHUS OYIyT CTPOTO KOH(MHICHI[MATEHBIMH.

Ecim 370 BO3MOKHO, IPOIITY Bac CBA3ATHCS CO MHOM IO 3JIEKTPOHHOM IMOYTE
nassikhat.bukenbayeva@nu.edu.kz wmu o Homepy Tenedona +7 707 937 23 22 s
MOTBEPKIECHHS TOTO, YTO BbI TOTOBBI IIPEIOCTABUTE JOCTYII K BALlIMM YYaCTHUKAM.

3apaHee 6J'IaFOIlapIO BacC 34 Balll€ BpEMsA U TOTOBHOCTb BHCCTHU BKJIAA B 3TO UCCIICAOBAHUC.

C yBaxxenueM, Hacuxat bykenbaeBa



84

Appendix E: Data Analysis — Transcription Sample of Interview
Speaker 1: Hello. Please tell us about your work experience and about the school.
Speaker 2: I've been working, as | would say, for the third year at a music school.
Speaker 1: What are the core values or mission of your school?

Speaker 2: Honestly, 1 would not say that there is a goal for the whole school, as it usually
happens often in schools, or in any other schools, like NISHK, TEL. But they are, in
general, the administration, and we, the teachers, are moving in the direction of the State
Educational Standard. We do what they give us. I'm not really sure about this, to be honest,
but every year it changes somehow, not really, but it does. And every year there are some
new rules, some new values. For example, this year we have Port d'asterbe, it turns out that
it includes six values that you, as a class leader, as well as a subject teacher, also like, you
will have to teach your children these values are different.

How would you describe the culture of your current school?

Well, there is no such conflict between teachers or anything else, there is no such thing
between the administration. Or, most likely, I didn't feel it, because I'm kind of a young
specialist, and I don't really delve into different problems that much. But, as | understand
it, there are many teachers who work mainly in these regions right now, they are
experienced teachers. Many of them are 10-15-20 years old, and because of this they know
each other, a person. They've been working with a person for 10-15 years, 20 years, that's
understandable. And between them, maybe I'll say, | noticed, say, some kind of altercation
between them, let's say, not an altercation, but some kind of conflict, say, any problems,
inter-competition. 1 do not know what kind of competition it is, healthy or unhealthy, but
there is some kind of competition. It doesn't really feel like it to me, it feels good to me.
Everyone respects each other, everyone responds. Yes, there are some points, but I think
it's easy and without problems.

Do these conflicts occur between certain departments, or are they just personal
conflicts between people?

Personality conflicts are more likely than not.

And do teachers in general, so to speak, work in a group or a collaborative? Are
there such moments when you are gathered into one and you work together?

If there is any order in the Estonian stage, for example, a program that | like lately, if there
is in the Estonian stage, then the teachers will work together. If you need to do something
in common, then the teachers will work together. But if you want to work together, | don't
know, it's probably possible to do this, but it still depends on the teacher's motivation.

How does school work most of the time?
This year | was offered to work in the Estonian department, and I'm probably going to try

to work together with other teachers if I have time. Of course, |1 would like to have such an
experience working with other teachers, but at the moment, most likely, 1 work alone.
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There's one problem in state schools when you work together, which is that many teachers
actually want to try something new, something interesting, but the problem is that it all
turns into paperwork, literally. Reports, reports, reports, and this kind of demotivates
teachers, and because of this, many people don't really want to even work in a group.
That's because additional works on papers, yes.

Then do you also have any obligations, so to speak, other than teaching?

I'm still the homeroom teacher, yes, 7th grade, and this is like the 3rd year already
homeroom teacher, yes.

And what is your job?

Well, it is... Well, you know, it's like a flow manager. Every day you gather the children,
you make sure to look at who is missing, who is there, parents call, ask why they are
absent, that kind of thing. It's a little distracting, actually. I think, probably, in the future I
won't have it, and home rule teachers will have their responsibilities, and we subject
students will do only our own work.

How would you describe the relationship with the school administration?

Depends, yes. Well, I have a pretty good relationship with the teacher, which means that
the administration loves me there, if you can say that at all. Well, yes, sometimes there are
conflicts, yes, it happens. Well, it depends on the person, so | don't really think you need to
focus here.

Do teachers and principals often listen to teachers' opinions?

You should probably try to give your opinion first. Only then will you understand whether
they are listening to you or not. Because, as we usually have, say, a meeting, yes, you can
express your opinion there or something else, any questions, but that I didn't see, and |
wasn't a director myself, that's it, let's do it or let's do it. This is because, | don't know,
maybe this is the approach of the educational system in general, but there is a top-down,
literally an order, an order, an order. Well, I think it depends on the school, on the
administration. You still need to try to understand.

All right, then, in your experience, have you ever suggested something to the school
administration yourself?

No, no, there was no such thing.
Okay, okay, okay. Then what motivated you to become a teacher at all?

Have you told the full story? In fact, even when we were graduating from high school, yes,
in those days teaching was not a very good profession, actually. And when they used to
ask you who they were studying for, | didn't want to say that | was a teacher there, and |
was going to be a teacher. There was something like that, I don't know, such an attitude
towards teachers, but I think it was again because of some moments, because of the clean-
up days, because of some rallies that the teachers were supposed to, well, there was no
authority. But after this order, I think, something changed, and the RT was also raised, all
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these points. And I myself, now, think the role of a teacher is more or less good, lower
than in comparison with the past. Well, | probably wanted to become a teacher. In the
second year, we were at school practice, it turns out that we were sitting like, we were just
doing explosives for the classroom. And I noticed one student who was somehow ignored
by everyone, the whole class, the teachers, that's something like that. And I notice, |
notice, well, what can | do? I'm explosive, | just wanted to see what it's like. And after
about three days, a week, or something like that, three to five days, | went up to the
classroom, | said, you have absolutely one student there, he sits alone, always alone, no
one answers him, the other children are literally laughing. And it struck me a little bit,
because the teacher says that the children there are divided among themselves according to
their socio-economic background, it turns out. Someone has a mom there, somewhere
there is a great master, dad also works in such a great position, and so they shared it with
each other, and this child, it turns out, his parents are not like that, not the same, in their
opinion, of course. And so, let's say they didn't bully him, well, most likely, they bullied
him after all, like some kind of separation, not a physical one. Yes, and it turns out, after
that I thought, it's interesting, it needs to be changed. And that's all, after that, I already
realized that I really want to become a teacher, not only just to teach, but also to educate in
some way, not to educate, but because this is the future.

You wanted to change attitude towards children.
Yes, yes, yes.
Why did you decide to work at a public school?

So, first of all, it's a good experience, actually. And actually, in the very first year, when

... I was already sure that | was going to enroll here, but it said requirements 2 years of
experience. | kind of thought it would take at least one year of work to get the documents
tomorrow, the requirements to fit. And | was going to Almaty in general, but because of
some, let's say, family problems, I stayed in my hometown and literally worked for a year.
But it helped me a lot, because my parents are also teachers, and they, well, compared to
other teachers my age, it's much more difficult for them because they don't understand a lot
of things. And thanks to the fact that my parents are teachers, they guided me well, very
well, made some comments like that or something else, and there was always support, all
that. And because of that, | understood. And also, probably, from a young age... | was the
daughter of parents, not a teacher, and from a young age | saw the whole internal process
of all this. And that's why it was somehow easier for me. In the second year, it was already
left because | wanted to see how my research would go. | wanted to do it in my region, so |
wanted to see it, and I think I'll gain some experience now.

So, what expectations did you have from working at a public school? Did you expect
anything before you started working there?

Honestly, | didn't expect anything. | didn't have any expectations, | just went through the
first day and that was it. Nothing like salary. I do not know, | was somehow sure. Or it
made so much difference that | didn't think. It didn't matter if it was a private school or not.
Yes, children are always the same in all schools, regardless of whether they are private or
public.
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So, do you think the school culture influenced the adaptation process? Were there
any aspects of culture that made it easier or more difficult for you to adapt?

As | said earlier, my parents were teachers, so | was adapting very well. Because, first of
all, all my friends who are somehow connected, they all literally cried, called me and said,
well, 1 have such a difficult situation, yes, yes, yes. | haven't had that before, this is one
time. Secondly, | think it's for sure, although I'm not hiding the fact that my parents, these
here, despite the fact that there are a lot of people here, they know each other, especially
the teachers. Always the same. He doesn't mess with it for me. And that's probably why no
one really scolded me. That probably had an impact, too. No one really pointed it out to
me. They always helped, they always listened. And the teachers, and the directors, too.
This also had an impact. | think if I didn't work there, in my own city, somewhere else, it
doesn't matter where exactly. No one who knows me knows anyone. | don't know any
teachers, principals, or anyone else either. Then the situation would be much, much more
complicated, I think.

Did you work at the same school where your parents worked?

No, the other one. Well, acquaintances, | mean, they know each other by sight. You see
one person here, and here's a familiar face. You know about the information, but to
approach it like this. And that's a kick-ass, just like that. You know a person, but that's it,
that's it.

And what difficulties did you face when you first came to your school?

I'll remember now. There were problems with documentation in the first place.Because,
again, it's already about high education, because we honestly didn't teach there. There were
also problems with how to teach. Here, for example, are some topics. | didn't have enough
scientific content. And even now, | will say, | mean the difficulties, 1 will not hide it.

Have you ever asked your colleagues for help?

Yes, | did. I've been getting some tips, interests, and interesting applications. | tried it.
Colleagues, in general, were helpful tips helpful? I wouldn't say that we got together like
this in some kind of office, sitting. That's what happens. And the cat is there, let's say
you're sitting in the staff room and you're thinking, | have such a problem, | have, let's say,
it's hard to fix there. Inclusive. In the same place. Inclusive. Or here's a topic like this, let's
say you don't read the text somehow, the Russian language. Somehow you read the text
there, your children read the text, and they share their experiences there, and that's why
you take something. My parents are at home, after all... Well, they both have other
problems. But you can also take something and collect it, and watch it, and bring
something the next day.

So was the mentoring program introduced initially?

Actually, it's a very interesting topic, a mentoring program. Because when | came, they
told me that | would have a mentor. But avtosanta was told after some time... Well, what
did they say? Although they probably said, let's say, that there would be no mentor,
because they don't get paid any money. Some year it turns out that they paid money to
mentors, and some year they didn't pay, it turns out. Also many... Here extrinsic
motivation is money, okay? Why? Because if you're a mentor... It depends on the school, |
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don't understand what's going on there, to be honest. Because some are led by a leader, a
mentor of mentoring. And even if they don't have the money, they don't get paid, but they
prepare some kind of folder. A full folder as big as they've been working on for a month, a
whole year. What is it again? It's a paper thing again. They gave me the first year, then
they removed the mentor, then they gave me back. I said | won't do any documentation,
please do it yourself. I won't. In general, there was no such mentality at all. Did not have.
There was probably some kind of report on the papers, but it wasn't.

Did that make you feel unprepared?

No, I won't tell you, I'm telling you.. I don't know, | wasn't really worried or anything, |
just walked into the classroom and that's it, let's teach the lesson, actually, and that's it.
And the kids seem to like it, but | don't know what the outcome was after that. Well, that's
it.

How would you describe the leadership style at your school?

Something else is not so dictatorial, but just like that. Everyone does what the director
says, everyone does what Weiss Principus says. Yes, some teachers can express their
opinions, but we are not young specialists, of course. Well, probably teachers who already
have experience, they can either say something. If it's like that, but you have to, or
someone was scolding someone, there was something else, such, such, such situations did
not happen.

And why sometimes new teachers couldn’t say something to the principal?

| don't know, it's probably something like that, well, honestly, I haven't tried it, so | can't
say anything. But | can assume that they can't accept you because you're young. That's it,
it's all literal. You're a young specialist, what can you say, you don't even have any
experience.

Can you say that the school administration did not take the young professionals
seriously?

No, I can't say that either, because we have a director, and in general, the vice press
specialists there suggested something, let's do it, like from the club or something else, they
will absolutely support you, absolutely, there is nothing like that. Or something else like
that, look, some kind of competition, something else. Everyone, absolutely everyone
supports you. I'm not offering it all because | want to do it, but I just stupidly don't have
enough time right now, literally, so | only do what they give me literally, just to get
everything done.

And how did the school's management influence your work experience as an aspiring
teacher? Was it a positive experience, did they give you something negative?

Well, I won't say that everything is positive, yes, there were moments, but basically, in
general, everything was fine, everything is fine, if you do your job well, with high quality,
then you won't have any such questions now.
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Then about colleagues exactly. What is your personal relationship with your
colleagues? Have they affected you in any way as positively or negatively?

If these are teachers a little older than me, yes, who already have more or less experience,
then mostly they influenced well, because they have experience, because they can share
any moment with you, if you ask something there, something | could not understand, this,
they always help you, that's a bit of a good team. And if you take teachers from my age a
little bit, older than me by 5 years, or younger than me in some way, then it's also good,
then it's more of a friendly connection, most likely.

Who do you see yourself in the next 5 years? Do you see yourself as a teacher?

Honestly, | don't even think about it, but | see most likely, but | would only like to teach,
only do teaching, and now I have been uploaded with a class manual, also with an
additional document, reports, reports, reports, reports, although they don't take up much
space, yes, there is no need to think much about in fact, you can take everything
electronically at once, but, again, it takes a little time and energy too, and when you're
tired, yes, you come in the evening, and there are so many documents that need to be done,
you know, a little bit of negative emotions, or, again, The class guide, you can sort things
out with children, you can somehow make some kind of agreement with him, but with
parents it's much more difficult, because somehow, as a young specialist, you don't see the
role of a teacher, you don't see yourself in the role of a classroom teacher, supervisors, so
there are always some disadvantages, in fact actually, you can't answer your age, your age,
because you don't care without experience, because you don't know how to behave
sometimes, and that's why | often, let's not say, periodically had conflicts with my parents
in my class, yes, then we found some kind of a common language, but I have a little bit of
it left, and here are some negative emotions, most likely, and probably it is. If there are
more such moments, yes, then, most likely, I will not behave in the role of a teacher,
honestly. Would you like to change your place of work in that case, maybe? Well, | guess
it can probably be done, because I like some of the designs.
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