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Abstract 

The Hungarian educational system has been changed rapidly in the last decade, which has 
fundamentally transformed the status and position of teachers as well. The study attempts to 
explore how innovative, knowledge-intensive teachers perceive their own organizational 
environment based on their opinion regarding three main areas: image of an ideal school, 
organizational socialization and culture as well as leadership. The research was basically based 
on qualitative elements: structured interviews, career path narrative and focus group 
discussions. Besides qualitative analyses, the large-scaled teacher survey was also used. Many of 
these teachers formulate a concept of a good school in general on the basis of a performance 
aspect and emphasize the role of school climate. Within this, however, the opinions are highly 
segmented. There are several factors in school climate (teacher-teacher relationship, teacher-
student relationship, teacher-parent relationship, school leadership, common values and 
norms). Based on the analysis, three socialization patterns were identified, which are 
distinguished by the level of support, formalization and the role of the newcomer. We've 
compared the above with organizational culture elements appearing covertly in the responses. 
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Introduction 

There is a growing expectation toward the teachers to regularly renew their practice 
and to share their acquired knowledge or renewed practice with their colleagues. 
However, studies concerning these factors have revealed that numerous factors within 
the institution may support or hinder innovative ambitions and the quality of knowledge 
sharing within the organization. Taking these considerations into account and exploring 
the aspects of teachers who are actively innovating their practice and sharing their 
knowledge, our research group believes it is worth discovering which organizational 
levels they perceive, which stimulate and which inhibit these activities.  

To be able to interpret these processes it is important to bear in mind that traditionally, 
in Hungary, innovation based on central reforms (top down) has greater significance 
than innovation based on teachers’ initiative. Studies on the nature of innovation, 
however, show that reforms are really successful if they are based on local initiatives, 
responding to local needs, but supported by educational policy. (e.g. Schmoker 2004; 
Creemers Kyriakidēs 2012; Towsend 2007; Halasz 2011; OECD 2013) In order to 
increase teachers' innovation activity, however, a supportive organizational 
environment is needed, which encourages its members to innovate and, secondly, within 
the organization, to share the new knowledge and innovative practices that will be 
developed, thus helping the professional development of all members of the 
organization. In the field of knowledge sharing, it is therefore important to examine the 
organizational culture of institutions that are stimulated by direct or indirect means of 
knowledge sharing. Without the knowledge of these characteristics and the conscious 
development efforts taking into account the culture typical of the organizations, the 
linkage between professional development and knowledge sharing becomes mere 
formality (Heargraves, Fullan 2012) and hence the concept itself is eroded.  

In this paper three features are examined: the image of the ideal school formulated by 
the teachers, the organizational culture and socialization of their institution, and the role 
of school leader. We study how innovative teachers perceive their organizational 
environment. 

Context 

The Hungarian educational system has been changed rapidly in the last decade, which 
has fundamentally transformed the status and position of teachers as well. These 
changes can be summarized in the following points: (1) The state took over the 
operation of the majority of schools. (2) Parallel to this the radical transformation of the 
National Core Curriculum and the new curriculum defined by the state covers 90% of 
the learning content in education. (3) Teacher's career path and teacher appraisal has 
been introduced, which dramatically increased the role of external assessment of 
schools and the role of individual teacher evaluation in the whole evaluation process. All 
these reforms markedly reduced the professional autonomy of the teachers. This 
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process obviously has an impact on the institutional environment of innovations and has 
a reduced scope for innovation of individual teachers. It is important to note that our 
research was conducted in parallel with this education policy changes, which had a 
significant influence on the results of our study. 

Numerous studies point to the fact that besides the globally identical characteristics of 
educational research and reform aspirations, the local context and the dimension of the 
given country or region add specific elements to the development and research results 
that can not be ignored during interpretation and analysis. (Anderson-Levitt, 2003) 
There are a number of examples in Hungarian management research (e.g. Bakacsi-
Takacs 1998,  Bakacsi 2008) for the social context of the culture of the given 
organization. These studies show that Hungarian organizations are generally 
characterized by great power distance, low focus on future, performance and human 
orientation, avoidance of insecurity and strong group collectivism. In order to interpret 
the value dimension of organizational culture, it is also worth taking into account the 
results of international comparative value assessments, which point out that the values 
of Hungarian society are characterized by strong individualism, closed value choices and 
significant lack of trust (Giczi, Sik 2009). In the accountability discourse, the voices that 
call attention to the influence of the social environment of the education system, 
including confidence as a factor (Harris, Caldwell, Longmuir, 2013), are getting 
continuously stronger. 

Theory of organizational culture and climate 

For the interpretation of the results we rely on a different theory of organizational 
culture and climate. Climate or culture? Teddlie and Schoen (2008) examined how these 
two concepts appear in the international literature. They have come to the conclusion 
that there is no real difference in using the term climate or culture, it only points to the 
difference between research traditions and research communities. In the field of tools 
and methods, climate research is more quantitative, while cultural research can be 
examined by qualitative methods. 

The concept of school culture is heavily influenced by the organization's theory of 
culture definitions, which are the most frequently cited source of Schein (1986), who 
interprets organizational culture as a pattern of fundamental assumptions, which the 
organization learns in the process of solving internal and external problems and which 
the members of the organization find acceptable, valid and functional for similar 
problems. In the use of this concept, the primary function of organizational culture is to 
develop adaptivity, thus forming the culture is interpreted as a learning process. We 
have chosen Schein's approach as one of the theoretical frameworks for research on 
organizational culture, since the views of Schein's student culture and student 
organization have generally inspired the concepts and practices of educational studies 
and developments regarding school organization, including educational developments 
in Hungary. In addition to Schein's theory, the theory of organizational culture was 
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strongly influenced by theories that examine the effects of the society surrounding the 
organization on the organizational culture.  

During this research, teachers’ professionalism is interpreted according to the theory of 
professional capital by Hargreaves and Fullan (2012). The authors consider teachers' 
professionalism as a determining condition for increasing the effectiveness of school 
education, the theoretical framework for which is described based on the professional 
capital model. The professional culture of schools is interpreted as a determining 
element of the operation of professional capital and at the same time as its condition. 
From the point of view of operating capital types the following culture types are 
differentiated: 

Non-cooperative organizational culture:  

1. Individualist culture: the activities of the teachers working in the institution are 
separate, isolated from each other, the cooperation is sporadic and random, and the 
teachers receive feedback about their work from their colleagues at formal 
evaluation events.  

The following factors may contribute to the development of individual professional 
forms of operation:  

 spatial separation (e.g. separate buildings);  
 relationships focusing on evaluation instead of professional support (cooperation 

as a result means control); 
 excessive professional expectations: unclear and limitless expectations from 

teachers who face increasingly complex problems; 
 time constraints, overload: there is no time nor energy to cooperate. 

 
2. Collaborative culture: formal and informal forms of cooperation exist between 
teachers in the institution. Different types can be identified: 

 
 Balkanization: small groups within the institution have close cooperation, but 

groups are separated and competing with each other, for example, for resources, 
time and goals to be pursued.  

 Bureaucratic collegiality (Contrieved collegiality): in the institution there are 
formal elements of cooperation, joint learning, and knowledge sharing (e.g. joint 
planning, mentoring, teaching in pairs), but there is a lack of confidential and 
accepting atmosphere as a basis of the above. 

 Professional learning communities: there are relatively stable professional 
groups in the institution for joint professional learning and development. 

 Professional networks: a close, structured form of cooperation between the 
institutions is developed to share knowledge, share good practices and develop 
the institutions. 
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School climate is the starting point of another branch of international literature,  
different theories identified several relevant climate dimensions in the school (Arter, 
1987; Cohen et al., 2009; Santiago, 2002; Thapa et al., 2013), these are: 

 the physical and emotional security of the school;  
 interpersonal relationship network within the school;  
 partnerships with non-school actors and other schools;  
 the pedagogical environment of teaching and learning, the quality of pedagogical 

practices and opportunities;  
 the objective, norm and value system;  
 the various evaluation aspects of pedagogical work; 
 the forms, characteristics, ways of sharing professional knowledge and content 

with each other;  
 the complex process of school development;  
 the structural and material environment of schools. 

Teddy and Schoen, after analyzing differences between the concept of school climate 
and culture, have undertaken to synthesize the concept of school culture (Figure 1). 
They have determined four dimensions for describing the school culture: the 
professionalism of teachers (their knowledge, views and approaches); the 
organizational structure (school management, governance, network); the quality of the 
learning environment; learner-centered approach (parent involvement and student 
support services based on learner's individual interest and abilities).  

Figure 1: The dimensions of school culture (Teddlie and Schoen, 2008)  
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Following that, Teddlie and Schoen matched the school culture dimension with the 
components of school effectiveness. Several success models were also taken as a basis 
(Hopkins, 1994; Stoll and Fink, 1996; Teddlie and Reynolds, 2000) and they have come 
to the conclusion that school culture is the most determining success factor.  

The impact of leadership roles and competences on the organization  

The effectiveness of organizations depends to a great extent on the quality of leadership, 
such as organization of work, nature of external relations and professional career 
opportunities of individuals. One possible model of organizations, a model of competing 
values, developed by Quinn et al. (Quinn, 1996) based on experience. The purpose of its 
development was to create an approach that can be used to evaluate the effectiveness of 
organizations in a complex way. However, the model did not result from the observation 
and analysis of some operating organizations, but came from the systemization of 
criteria and techniques used by organizational specialists, evaluators and researchers 
that these experts used to use when evaluating the performance of organizations. This 
model depicts the organization and its leader in four major areas.  

(1) Stability and control have a determining role in the model of inner processes, 
which uses well-organized information system and good communication as its 
tools. The roles in the system are well defined, the basic requirement for 
individuals and departments is to follow and comply with established rules. 
Generally, bottom-up initiatives, innovations benefit the least from this model as 
the management of the organization, and its members are less likely to take risks. 

(2) The Rational Goal model is designed for high productivity, economical operation, 
using design and goal-setting as tools. In this model, individual goals are guided 
by organizational goals. Leadership is strong and determined, goals and tasks are 
clear for everyone. High performance is a requirement set and honored by a well-
coordinated leadership.  

(3) The Human Relations model places great emphasis on flexible operation and 
internal relationships. During the organization's operation, cohesion and 
morality function as a tool that is most conducive to the result, the development 
of human resources. The leader is supporting in this model (facilitator) and is a 
mentor. In the role of the former, it nourishes and supports common efforts, 
builds cohesion, organizes teamwork and manages interpersonal conflicts. In 
such an atmosphere knowledge sharing works well, members are open to 
internal training and innovations from colleagues. 

(4) Flexibility, action and proactive thinking have great significance in the Open 
System model, with the help of which the organization gets resources and 
external support. Such a school adapts well to changing external conditions, 
monitors changes, tries to go ahead of the changes, its operation is characterized 
by innovation and flexibility. Members of such an organization have a bigger 
playing field and more freedom, but this is accompanied by insecurity, constraint 
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on taking risks and responsibilities. The leader is brave and creative and takes 
initiatives.  

Organizational socialization 

We have assumed that a good indicator can be for learning processes in the organization 
how respondents perceive the socialization processes in their own organization. The 
question was: what would you suggest to a newcomer to the school, what to do and 
what not to do to fit into your organization? To analyze the findings we used the three 
main approaches of organizational socialization: 

 Left to itself: This approach do not show planned, organized activities supporting 
integration from the institution. Integration is interpreted as a newcomer’s task, 
but it is the only way to get it started: for example, get help from more 
experienced colleagues if you do not know something. 

 Tradition-focused: The second approach focuses on the activities in support for 
the new entrants within an organized framework (such as mentoring, observing 
classes, case discussions), but these are limited to the passive acceptance and 
adoption of the organization's operating procedures and rules, they target 
adaptation. (Kardos 2001) 

 Interaction-focused: The third approach includes those activities in which both 
the newcomers and the institution are active participants in the organizational 
socialization. Organized forms of support appear, in which the newcomer is not 
the task of passive inclusion, but is expected to provide new impulses, 
perspectives and suggestions for the school's operation (Korte-Linn 2013, 
Naranjo-Valencia 2011) 

Research questions, method, sample 

The research was basically based on qualitative elements. The teacher sample of the 
exploratory research is based on a large-scaled teacher database (Sagi 2015). As the 
essential purpose of the research was to be explored the main features of innovative, 
knowledge-sharing teachers with continues professional development, these aspects 
appeared in sample selection as well. Based on the teacher database (8581 people), we 
created an indicator that measures innovation, learning and knowledge- sharing activity. 
When constructing this indicator, we used 51 items from the blocks of questionnaire 
(learning: 18 items, innovation: 12 items, knowledge sharing: 11 items). It was based on 
this indicator that we ranked the teachers and selected the first 100 people, to carry out 
structured interviews out of which 37 were willing to respond. In addition, we used a 
career path narrative and focus group discussions as research methods. Besides 
qualitative analyses, the database of teacher survey was also used. 
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The study aimed at exploring the following research questions: 

1. According to teachers participating in continuing professional development and 
taking initiative in development and innovation, what is the difference between a 
good school and a bad school? 

2. According to innovative teachers, what approach is suitable for describing a good 
school?  

3. What forms and contents of organizational socialization can be identified? 
4. Based on the forms of organizational socialization, which organizational culture 

images are drawn from the interviews? What are the desirable and undesirable 
behaviors, views, and values to be followed in the given organization according to 
the respondent?  

5. What is the ideal school leader like, according to the respondents?  
6. How does the leader influence the innovative teachers and the whole school as an 

organization? 

Prior to the data analysis, based on the literature review, we have identified the 
categories that may appear in the texts. We treated the idea units appearing in each 
interview as analytical units, analyzing the individual interviews separately, as a result 
of the sampling process. We then examined the texts with open coding, identifying the 
elements in open coding for the subjects studied (ideal school, school culture, school 
climate, organizational socialization, transformation of organization, organization 
management), forming descriptive categories within them. Then, comparing the 
descriptive codes with the interpretative codes based on the literary interpretative 
categories, we created secondary interpretative codes, based on which we attempted to 
determine patterns. In doing so we removed a few interpretive codes, since the test 
material was not suitable to provide information in this area (e.g. learning network) 

Findings 

Organizational socialization and organizational culture perceived by teachers 

Impressions on organizational culture were deduced from the question analyzing 
organizational socialization. The answers given to culture can be classified into the 
following main groups: 

Individualized: In the response elements that can be categorized into this group, during 
organizational socialization or in the institution in general what is emphasized is solely 
the work of the teacher, there is no professional community that would provide support. 

"When I arrived as a new colleague, I tried to choose a friend, a mentor, based on my 
initial feelings, who helped a lot. Somebody, who I thought would help me in my work. 
You have to map the situation in the school. It's good if a colleague is trying to pick 
someone with whom they may become more personal.” 
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 "Well ... it's hard, because we have so much work that we literally can not talk, 
because if I have eight hours, I will always be on the run. You have five minutes, you go 
to the restroom and that’s where you really talk.” (I 13) 

Private-group-collective: The role of these groups appears in the responses, but only to 
emphasize the importance of personal relationships. Integration into groups is not 
organized around the organization and implementation of work processes and activities, 
but is assigned to informal, partly leisure activities outside professional activities. 

"On the other hand, to colleagues of any age, I would advise them to use every social 
occasion when there is an extracurricular activity at school because they can actually 
meet with colleagues on these free occasions to talk about professional and other 
issues in a more friendly atmosphere.” (I 22) 

Professional–small-group–collective: the type of organizational learning culture in which 
small, relatively separate groups work. This group is usually a work community. 
Answers categorized to this group will include a formal framework for knowledge 
sharing such as mentoring in the community, observing classes, and professional 
discussions. From the answers, it seems that there is a different formalization of the 
above in each institution: there are places where it is integrated organically into the 
work of teachers, but in other responses it only appears as an optional activity involving 
the participants on a different level.  

„Be a member of the work community. In our school there are professional work 
communities since the beginning. It is non-mandatory to be a member, but I think if 
someone comes from elsewhere or has some affiliation with some part of the work 
activity, then it's not a big problem if there is a forum where people interested in 
similar topics can sometimes convene, officially, and of course semi-officially.” (I 26) 

Professional learning community: in some of the interviews a group-based learning 
process is organized in a professional community, their organizational framework is 
generally the work community, but in some cases it goes beyond this and is aimed at the 
development of the whole organization. These responses also show the need for 
continuous renewal of the organization. 

"The other is that there are a lot of programs in the school that go beyond teaching 
time, community events, bat derby, various kinds of talent days where, when someone 
comes to us and has not yet been integrated into the school life in any form, here they 
may become members of communities that present them as new challenges. So I also 
recommend the afternoon programs to those who come to us because they can then 
figure out what else can be done here. (...) And it's a good to take part because you can 
see it right away, it's relatively fast to find out what's going on in the school.” (I 26) 

Based on the interviews, we have attempted to outline socialization patterns that show 
the typical forms of relationships between organizational socialization and 
organizational culture, but it can be seen that they are not distinct from each other. The 
following patterns were identified from the responses: 
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- Cold, distrustful: Expect the person entering the institution to be the only one 
who accommodates. They will receive support up to the level of access to 
documents. Conscious support in responses is not perceptible or formal. The 
responses that can be identified here are referring to a toxic organizational 
culture: newcomers are expected: not to rely on anyone, not to “gossip”, 
accept that they know less, get to know (independently) the rules and habits 
of the organization and adapt to them. 

- Individualized: in this case, too, there is certain formalized support for 
newcomers, but it mainly refers to rules, obligations and routines. They 
expect independence and adaptation. 

- Personalized, community-related: emphasizes the personal aspects of 
adaptation to the teaching staff, to the community: the newcomer’s task is to 
socialize, participate in non-professional events, to be open and tolerant. The 
organization is also encouraging this by organizing non-professional 
community occasions, with an open and friendly reception, and providing 
emotional support. This also basically indicates socialization aimed at 
imitation: the newcomer is supposed to fit into the community. 

- Professional small-group collective: the closed framework is usually the work 
community. Formal organizational forms of socialization appear in this group: 
mentoring, organized observing classes, themed professional discussions. 
Socialization, however, is also aimed at imitation here: the emphasis is on the 
integration of the already established patterns and schemes. 

- Interaction, innovation and joint learning: In general, it also supports 
socialization at the level of working communities, but the newcomer's task 
here is to shift from imitation to innovation, interaction, mutual knowledge 
sharing activities. 

In the answers, most of the groups formed were personal and professional small-group. 

Taken together, the formalization of organizational socialization in organizations differs 
considerably. The way teachers who are more active participants of continuing 
professional development and innovations see organizational socialization: the factors 
that hinder knowledge sharing within the organization include many elements (e.g. 
fragmentation of facilities, time allocated to these activities, autonomy), which are the 
conditions of knowledge sharing activities due to which they move to the direction of 
formal collegiality and these activities become a mandatory prize, becoming a task to be 
documented in the institutional documentation (Fullan, Hargreaves 2012).  

In regards to this factor, it is worth pointing out the question of trust again as the 
criterion of collaborative organizational culture (Harris, Caldwell, Longmuir, 2013, 
Fullan, Hargreaves 2012). According to the people in the sample, the lack of trust in 
many cases poisons the relationship between those working in the institution, and this 
phenomenon is not only characterized by a clearly perceived organizational culture: it 
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also appears in interviews – sometimes strange to the tone of the text – or a receptive, 
family-centered organizational culture.  

Response elements for the leader 

The management's attitude 

In the literature on leadership, two management attitudes are distinctly distinguished, 
the manager and the leader. The former is characterized by creative problem solving, 
activity within the framework of a given system, keeping affairs and people moving, as 
well as related techniques, the “doing" attitudes. The latter is characterized by 
discovering opportunities, creating a new paradigm, thinking about transforming the 
system, and supporting affairs and people in a way that leads to higher performance, in 
other words, it may be described as a kind of “service”. Our research revealed that most 
of the interviewed innovative teachers highlight the importance of the manager's 
attitude and the role of the attitude in creating a comfortable physical environment, in 
applying successfully in tenders as well as the immediate handling of everyday 
administrative issues and problems encountered. According to the respondents in the 
present world, it is essential for an ideal leader to have managerial competencies.  

“At some level, it is also important for the school principal for to be a manager type 
and to know how to carry the school on their back and to know how to maintain 
partner relationships” (I.12) 

“A person who is a highly foresighted manager who can estimate processes well 
enough to take the school in the direction it needs to go.” (I.7) 

The image of a leader with long-term plans and a clear pedagogical vision, a leader, 
rarely appears in the description of an ideal leader, although it is often stated that the 
scope of school management and the head of the institution are fairly limited within the 
current regulatory framework. 

“The school principal chose to became an operational manager, he was a good 
manager in the past and he had high intellectual capacity and a school-forming 
personality.” (I.26) 

“I believe a good school principal has a general idea or a vision about the institution, 
what kind of institution they want to build.” (I.28) 

Two other important conclusions can be deduced from the answers: on the one hand, 
among the expectations of the ideal leader a leader's vision and their long-term 
pedagogical concept barely appear, and on the other hand, the expectations of 
organizational development, organizational learning and conscious support and 
motivation of their individual professional development do not appear at all in the 
interviews. 
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The leader's personality and its impact 

Most of the respondents describe the ideal leader as one who governs democratically, 
has autonomy and decision-making competence, in their human relationships are open 
and empathic. Significant deviations were based on the size of the organization, that is, 
in the case of small schools, the person who knew everybody by name and solved the 
conflicts personally was idealized, while in the case of larger schools ideal leaders are 
team-player task-sharing executives. Among the expectations of the management, 
however, the knowledge content related to the management and coordination of the 
organization appeared in a limited manner. Instead of innovation and bearing or starting 
conflicts, people expect of the management to be predictable and generate a peaceful 
atmosphere. This impact system points to an interesting phenomenon. Teachers seem to 
want to apply the following principle to their own organization: after “closing the door” 
they operate as islands, doing what they want, somewhat independent of what is 
happening in the education system, in the society, in the world. This expectation puts the 
school principle in a particularly difficult situation in domestic circumstances. 

In one of the questions, we asked the interviewees to give an example when the school 
principle influenced the colleagues and the whole school as an organization. As 
expected, each interviewed teacher reported that a principle has a serious impact on the 
organization and leaves a mark on it. The more charismatic the leader, the stronger and 
longer the effect is. Despite all the circumstances, the principle and the head of the 
institution still have great prestige among the teachers. One of the main reasons for this 
may be that in most cases the leaders of the school grow out of the staff, with a close 
human and professional background, and most leaders have some specific idea of what 
they want to change, or what they would like to disseminate among the teaching staff.  

The leadership features of successful initiatives and innovations 

Three significant trends can be drawn from the answers to the questions. 

 Commitment: One of the important elements was the clear commitment and 
determination of the leader to a particularly important issue: 

 Consistency: It is clearly visible than in cases when the school principle is 
professionally committed to a pedagogical approach or a socially valuable issue, 
that serves as a role model, an alignment point to the members of the 
organization and is capable of sustaining development and organizational 
renewal. This is accompanied by a consistent, predictable behavior of the 
principle. 

 Sustainability: The third and perhaps the most important element is innovation 
which can be integrated into the structure of the organization, on the system level 
of the organization, in other words, if it can remain in the focus even after the 
one-time implementation, after the closing of the tender bidding cycle and 
continues to receive continuous support. In this case, the development can 
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survive the initiator and can continue to develop after the change of management 
in the institution. 

The leadership background of institutional development and innovation 

In the interviews, several respondents also argued that changes, developments and 
innovations can often not be sustained in the longer term, and often deteriorate in the 
organization. These three distinctive elements may be in the background: 

 Short-term planning: After a change in management, usually new goals get to the 
forefront, and the rapidly changing educational policy environment does not 
provide teachers enough time for the introduced methodological innovations to 
induce change in the mindset and the consistent conversion of classroom 
practice. The above practice has been further aggravated by  recent modifications 
in the powers of school principles. 

 Lack of preparation: It can be considered as a further barrier to the organizational 
embedding of the developments that the leader and management do not have 
enough time to prepare the introduction of the innovation, involve the colleagues 
in a substantial way, and support the step-by-step change of teachers' approach.  

 Lack of gradual change: During organizational development and change 
management, it is well-established that individuals involved in the process are 
only gradually becoming active participants in the change. Organizational 
innovation and development require the leadership to consciously observe that 
the members of the organization advance at different stages and at a different 
pace, while at each stage different issues are at the focus of the stakeholder's 
attention and, accordingly, are able to become more involved in different 
activities at different stages, otherwise they need support. (Creemers, 2001). 
 

Trainings 

In our research we also wanted to reveal how and to what extent is the centrality of 
learning, organized knowledge sharing and internal training present in the given 
organizations. From the responses it seems clear what is considered to be extremely 
important for successful training: 

 the subject of internal training, as they are considered successful if the training is 
organized around an actual issue in the given school (e.g. motivation, non-
discipline, learning organization, good practices in a given school environment, 
etc.) and tries to reflect on it. 

 the trainer should be an authentic person who is at home in the school 
environment,  

 the relevant new knowledge and interactive methods the participants should 
acquire by continuous learning from each other, 

 provide possibility to try out the learnt material in practice, 
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 the trainer should create an atmosphere where they can learn to know each 
other's thoughts, critical thinking, self-reflection, thus creating an opportunity for 
an attitude shift.  

 the training should work as a true professional / learner community. 

When talking about knowledge transfer within schools and between schools, it is an 
important factor what the knowledge sharing culture within individual organizations is, 
as it basically determines the willingness of individuals and organizations to share 
knowledge on an exterior, macro-level. In other words, schools with a high level of 
internal trust and cooperation can function as knowledge-intensive or learning 
organizations where community-based practices are developed and work and where 
knowledge sharing is a natural part of everyday practice, they are more willing to share 
their knowledge and good practices with the outside world. In the study, we examined 
whether there are any recurring professional meetings where educational topics, 
questions are discussed. The responses revealed that spontaneous corridor discussions 
and frequent formal work community meetings, staff excursions were the most common 
instances. 

The need for external knowledge (e.g. practices applied by teachers from schools, 
expectations of the world of work, etc.) is drastically increasing in an education system 
where most schools work as a learning organization. However, where schools routinely 
perform tasks confirming to the central requirements, where the focus is on the 
successful "transfer" of the centrally-defined "curriculum", there is much less need for 
knowledge than where open learning situations are common, and where organizing 
adaptive learning is based on the pupils’ needs, where teachers guide the learning 
process with open tasks introduced to the lessons.  

The image of an "ideal school" 

Our first question aimed at discovering what distinguishes a good school from a bad one. 
Based on the respondents' opinions, five approaches have been defined (see Figure 2), 
which, beyond their presentation, are illustrated by a few interview excerpts.  

Performance-focused approach. According to this approach, the good school is the 
one in which the institution performs well in external evaluations and rankings, so their 
school-leaving exam results and entrance exam results are good. In addition, the results 
of the National Assessment of Basic Competencies also appear in several interviews, as 
well as the results of county and nationwide study competitions and language exams. 

"There are statistics that indicate that the schools from which many students are 
admitted to the university or which have many OKTV winners are better. They are 
usually referred to as better schools.” (I. 26) 

"Because this is the decisive trend I am currently experiencing, what results have been 
achieved on the National Assessment of Basic Competencies." (I 19) 
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Selective approach. A good school will be confirmed due external circumstances which 
the institution has or has not any impact on. For example, when a school is better than 
the other due to the differences in the type of settlement type. In addition, the reference 
to the territorial difference carries a reference to a latent socio-cultural difference, such 
as the student composition. According to selective approach the school that seeks out to 
attract children with a better social background and abilities is better than a school 
which cannot or will not seek children like this. 

“A school is better if you are in the position to select among the children. If it is in the 
position to say “I will not admit you” and provide you with whatever reason.” (I. 34) 

"The material aspect, the socio-cultural background of the students, the equipment, 
and the geographical location, are now largely important. It is a fact that today it is 
easier to solve the Budapest-X distance, but if a parent receives such a training, 
institution in Pest, and they live in Pest, then they will be more likely to enroll their 
children there than in the country.” (I. 36) 

Learner-centered (partial adaptive) approach. Adaptivity is limited, but it does 
appear in statements such as individual treatment or development of individual abilities. 
Teacher behavior adapted to learner needs (competence, autonomy, relationship) can 
be found in interaction, instruction and classroom organization (Lenard-Rapos, 2004). 
In the interviews, what mostly appears is the instructional activity serving to meet 
student competence needs: individualized support, consideration of differences between 
children. 

"We work according to a personal development plan and try to elicit what the child 
knows." (I. 19) 

Specialist approach. In this case, the emphasis is on the high level of expertise, in other 
words, a good school is the one where teachers have excellent skills. It is important that 
the teacher is mentioned here as an individual and not as a member of the organization 
or the staff. 

"Actually, I would prioritize the professional level. Where the teachers are highly 
educated, and though I certainly do not consider this a rule, but I believe the 
professional level will be higher where the teachers are more skilled.” (I. 3) 

School climate approach. This is a recurring aspect in most opinions, which shows 
additional internal structure, depending on what the respondent wishes to emphasize. 
There are factors in which they only appear on their own, but there are also some who 
have issued an integrated respondent’s opinion. 

a) Common values and norms: In several interviews, children's love and acceptance 
were also a recurring element, but the image of a child-centered school was 
actually depicted in only one interview. 
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b) School development: Innovation has appeared in many ways in interviews, partly 
as a professional, content renewal, partly in the development of services offered 
by the school and partly in the field of physical and infrastructural development. 

c) Relationships and collaboration between teachers: In the interviews the 
emphasis was mainly on relations, the cooperation appeared only once. The 
nature of social relationships is the essence of the community, but the use of a 
professional indicator is rare, but rather an emotional approach. 

d) Teacher-student relationships: Instead of a commonly accepted rule and norm 
system, the judgment of the teacher-student relationship was based on emotional 
grounds. In most cases, the loving atmosphere is put into the focus as the most 
important aspect of a good school. In addition, in some interviews, the teacher as 
an exemplar also appears.  

e) Teacher-parent-student relationships: This approach is very similar to the 
previous one, only to the extent that the students' parents appear as part of the 
school community. 

f) Management: It has also been argued above that most of the respondents use the 
term "community" rather than "organization" when referring to the school. 
Thinking in terms of an organization however invokes the importance of school 
management. School principle appears as a designator and implementer of 
organizational goals (goal-oriented leadership) but also as the person 
responsible for the human resources of the school (relationship-oriented 
leadership) (Quinn et al, 1996). Apart from the above the school principle 
appears as a charismatic person. There is also an opinion that the director will 
shape, form and influence the school atmosphere. 

Figure 2: Responder patterns for the elements of a good school (The magnitude of the circles indicates the size of the 
response.) 
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In the next phase of the research, interviewees could respond to the results of the 
research, including what they think is a bad school. According to the received teachers' 
opinions, the characteristics of a bad school can best be attributed to the school climate. 
The school, where neither the teacher nor the student feels good, is a bad school. In 
addition, it has also appeared in some opinions that this can often be linked to the 
teachers’ and students’ low levels of motivation. In a bad school, the teacher and the 
student both experience the learning teaching process as a pressure. 

Respondents rarely describe complex aspects of a good school along multiple 
dimensions. Overall, only three of the four dimensions appeared in the interview texts. 
Their common feature is the connection between the performance-oriented and the 
school climate approach. It is also typical that performance orientation usually does not 
appear on one, but more indicators. However, the respondents' opinions differ as to 
which characteristic of the school climate should be emphasized. There is an opinion 
according to which the school as an organization and as a place of innovation appears, 
while in others the emphasis is on teacher-student relations.  

Comparative data  

There is a questionnaire in the teacher's database13 (Sagi 2015) for interviewing our 
interviewees, which makes it possible to make a comparison relevant to our topic 
(Figure 3). This question series examined the three factors that teachers consider the 
best indicators of quality and effectiveness of the pedagogical work in the school. The 
quantitative data show a similar picture to the qualitative data: teachers say that the 
effectiveness is best seen by how much students like to go to school, how well qualified 
teachers are working in the institution, and how much the institution supports the 
development of the student's competences. The teacher-student relationship is also an 
important performance indicator for teachers. Only every fifth teachers values the 
importance of professional cooperation, with a much lower proportion of those who 
have voted for leadership or innovation. 

  

                                                 
13The survey was realized within the second phase of the framework of TAMOP project “21st century public 
education” (development, coordination), (TAMOP-3.1.1-11/1–2012-0001). The data collection took place in 2013. 
Research leader: Matild Sagi, Hungarian Institute for Educational Research and Development 
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Figure 3: The teachers’ opinions of the most important factors in the efficiency, % N = 8573 

 

Source: OFI Teacher Database, 2013 

According to quantitative data, teachers also highlight certain aspects of school climate 
in the definition of a good school. Two of these factors include: whether students like to 
go to the institution and what the relationship between teachers and students is like. 
Besides, as the interviews reveal, the level of expertise and professionalism are also 
important aspects.  

Summary 

The study attempts to explore how innovative, knowledge-intensive teachers perceive 
their own organizational environment based on their opinion regarding three main 
areas: image of an ideal school, organizational socialization and culture as well as 
leadership. Many of these teachers formulate a concept of a good school in general on 
the basis of a performance aspect and emphasize the role of school climate. Within this, 
however, the opinions are highly segmented. There are several factors in school climate 
(teacher-teacher relationship, teacher-student relationship, teacher-parent relationship, 
school leadership, common values and norms). Typically, approaches are one-
dimensional. All the dimensions in Teddy and Schoen's school culture model appeared 
in the teacher's opinions, but with a different emphasis. The quality of the learning 
environment was almost undetectable in the responses, while professional orientation 
and learner-centeredness were much more visible. The fourth dimension of the model, 
the organizational structure, is ambivalent, because Teddlie and Schoen emphasize the 
role of school leadership, while the interviewed teachers are less interested in this 
aspect and interpret it as teacher-teacher relationships. Based on the analysis, three 
socialization patterns were identified, which are distinguished by the level of support, 
formalization and the role of the newcomer. We've compared the above with 
organizational culture elements appearing covertly in the responses. Finally, we tried to 
identify patterns from the intertwining of culture and socialization. Within the 
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responses of our teachers active in training programs and innovations, a personal, 
community-based form dominated, the determining organizational framework of which 
is the professional work community. 
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