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ABSTRACT
OF THE THESIS OF

Hoda Y oussef Houssami for Master of Arts
Major: Educational Administration
and Policy Studies

Title: Understanding the Challenges of an Externally Mandated Change Process: A Case
Study of a Lebanese Private School.

Change in educational organizations has always confronted myriads of challenges
(Hargreaves, 2005). It is a complex process that is accompanied with messiness and chaos
(Fullan, 2020). Among those challenges, scholars repeatedly argue that teacher resistance is
one of the main problems that obstructs change and school improvement (Glickman et al.,
2007).

Utilizing Fuller’s concerns theory and the lens of the Concerns-Based Adoption
Model (CBAM) as a theoretical framework, the researcher employed an interpretivist
approach to deepen the understanding on factors and concerns affecting the implementation
of change and how the role of leaders in facilitating the change process is perceived by
teachers and the leaders themselves in a Lebanese private school.

To collect data, semi-structured interviews were collected from 8 professionals in that
school, 5 teachers and 3 school leaders. The data collected was analyzed thematically in both
inductive and deductive approaches. The study aligned with the literature regarding the
importance of the role of leadership in implementing change successfully. The study found
that the perceptions of teachers and leaders could differ vastly with regard to the roles and
processes of change. Finally, and perhaps most significantly, study highlights a new strategy
to approach resistance that can be used as an asset in the change process. The study offers
several implications regarding informing leadership on implementing change in schools, and
understanding how resistance could be utilized for succeeding in change.
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CHAPTER 1
INTRODUCTION

This chapter aims to introduce the reader to the research being conducted. The
researcher aims to provide a background of the study through briefly surveying the context
and recent events in Lebanon in relation to the topic at hand and providing an overview of
the relevant literature. The researcher will identify the research problem, research questions,
and the study’s overall importance before summarizing the structure of the study and
providing a brief conclusion.

Background

The Lebanese educational system has always been relying on private schooling and
a great proportion of Lebanese people chose private schools for their children because they
trusted them for their quality education (CRDP, 2021). However, this perception has no basis
in the available data on the effectiveness of these schools, as no formal process exists for
evaluating them, nor is there a clear mandate for standards that must be observed. Those
private schools are in their majority dependent on various religious communities and are
established by either western clerics (French, Anglo-Saxons, Germans, and lItalians) or
diverse local and foreign religious and secular schools. (Lebanon - educational system-
overview, 2021)

Among those private institutions, catholic schools have been acknowledged for
endorsing missions and values with the aim of building lifelong learners and patriotic citizens
(Mouchantaf, 2021). According to the General Secretariat of catholic schools, about 20% of

private school students attend catholic schools (Abi Raad, 2018). This influx has compelled



these schools to exert relentless efforts towards promoting quality education, as well as
pursuing constant improvement and growth. This commitment is evident in the various
baccalaureate curricula they offer and the diverse accreditation they acquired (SGEC-L.org,
2023).

Many educational institutions became accredited and partnered with the Agency for
French Education Abroad (AEFE) L. They offered their students the option to take the French
baccalaureate program (AEFE, 2022a). This program according to the protocol signed in
1994 with the French Republic gives any Lebanese or foreign student the right to pursue, in
Lebanon or abroad, the French high school program and get a Lebanese Equivalency
(MEHE, 2021).

Along similar line, this program mandates that students, teachers, and schools within
its network adhere to the French national curriculum, while also embracing the language and
culture of the host country. They are also required to apply the French evaluation, grading,
and examination system, as well as implement any changes enacted in France (AEFE,
2022b).

Current situation

In 2018- 19, the minister of National Education and Youth in France decreed a change to
be implemented over the period of three years in the high school program to prepare the
students for the new 2021- 22 French Baccalaureate requirements. This change entailed a

modification in the curriculum, in the evaluation system, grading criteria, instructional

! The Agency for French Education Abroad (AEFE) is a government institution supervised by the French
Ministry of Foreign Affairs founded in 1990 and is responsible for monitoring and managing the network of
French schools abroad
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methods and examination. According to the Bureau Officiel (BO) journal (2018), the main
changes introduced by this reform were:

1. The introduction of a new core subject called "human, literature and philosophy"
which aimed to provide students with a broad understanding of the humanities and
social sciences.

2. The integration of technology (NSI) into the curriculum, with a focus on digital skills
and new teaching methods.

3. The introduction of more personalized learning pathways, allowing students to
choose specific courses (specialties) based on their interests and career goals.

4. Changes in the high school exit exam (baccalaureate), including a reduction in the
number of subjects tested, a high coefficient on the specialty subjects and the
introduction of continuous assessment throughout the year.

This reform reflected on Lebanese private schools that adopt the French
Baccalaureate.

Concurrently, Lebanon was confronted with unprecedented challenges mainly due to
economic instability and the global pandemic only exacerbated the issues. Therefore, the
educational sector was hit hard by this compounded crisis and covid-19 exposed the weak
infrastructure of the education system (Moghli & Shuaib, 2020).

In this turbulent environment, private schools in Lebanon particularly the French
affiliated ones experienced the challenge imposed by the French Baccalaureate change
initiative implementation, the economic crisis, and the global pandemic repercussions.
Further, most affiliated French schools undergoing change grappled with maneuvering the

volatility of the environment while implementing the 2018-19 change and maintaining high
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educational standards to ensure quality teaching and learning. This meant that several
uncertainties were present in the process, in addition to changes in the roles and practices of
many who were involved and influenced by the change initiatives. This situation led the
efforts to change to be met by some criticism and controversy from teachers, students, and
parents in schools.

The study aims to understand the factors affecting the implementation of externally
mandated organizational change and particularly understanding teachers’ concerns to change
relying mostly on Fuller’s concerns theory and the Concerns Based Adoption Model
(CBAM) for their relevance to understanding teachers and school-level responses to
educational change and to informing change facilitators on interventions that facilitate
change processes (Hall & Hord, 2006).

Conceptualizing change

Change is inevitable in all sectors as in education. It plays a pivotal role in schools’
life and remains a necessity in a fast-paced changing global world (Glickman et al., 2007).
Literature brings to light many different notions about change, yet scholars agree on some
broad areas of it. Robbins & Delenzo (2001) define change as “an alteration of an
organization’s environment structure, technology or people” (p. 230). Carlopio (1998)
describes it “as the adoption of an innovation, where the ultimate goal is to improve outcomes
through an alteration of practices” (p. 2). Bell and Ritchie (2002) state that “change is the
way people improve. It is not going to go away nor should it” (p. 157). Fullan (1992) argues
that “change is a process of learning new ideas and things. It is learning to do and learning to

understand something new” (p. 22). This is supported by Hord and Hall (1984) who argue
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that “change is a process and not an event. Therefore, change requires time, energy, and
resources to support it as it unfolds.” (p.20).

Of all the definitions, this study follows Fullan’s (1992) and Hord and Hall’s (1984)
definitions and views change in educational institutions as a process of improving practices
and learning. It also sees that a comprehensive understanding of the change process is critical
to the success of the education reform (Fullan & Miles, 1992) which aims towards school
improvement. However, the study recognizes that the change process, complex in nature, is
accompanied with messiness and chaos due to many factors that affect its implementation
(Fullan, 2020).

Factors affecting the change process

Since this study examines a case study to understand the challenges of implementing
externally mandated change in the Lebanese private context, several factors depicted from
empirical studies must be described (Scapens, 1993). Understanding those factors impacting
teachers’ behavior in relation to change is essential since without the support of teachers,
successful change could be challenging and even unattainable (Terhart, 2013). Those factors
are regrouped under different categories: psychological, perception, cultural, and
organizational and follow the below definitions gleaned from literature.

Psychological Factors: Factors related to teachers' stress, discomfort, worries, fear
and insecurity (Flamholtz & Randle, 2008).

Perception Factors: Factors related to how the change process is understood by
stakeholders (Ford et al., 2008). Ford et al. (2008) suggest that leadership may unintentionally

encourage resistance, and there are factors associated with this phenomenon. Meanwhile,
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according to Ford and Ford (2009), what may seem like teacher resistance to change might
actually stem from their belief that their approach aligns better with achieving the school's
mission, rather than an actual opposition to change.

School culture: Factors emanating from engrained moral values and beliefs such as
sharing, communication, collaboration, problem solving, support, continuous learning, and
openness to change (Per, 2004)

Organizational Factors: Factors related to school structure that influence leadership
strategies. Those strategies range from setting the main goal, aligning the workflow, planning
the steps, introducing an environment conducive to staff learning, monitoring, implementing
the change and working on motivating the staff to embark in the change process (Fullan &
Ballew, 2004). The impact of those factors could be alleviated through effective leadership.
Role of leadership in change

The pivotal role of the principal in maneuvering the complexity of change in
educational organizations, in sustaining reform efforts therefore decreasing teachers’
resistance is acknowledged (Fullan, 1992, 2020). Fullan (2016) emphasizes the prominent
role of the leaders in the change process and stresses the importance of effective leadership
strategies for improvement, and success of school change efforts.

Research problem

Considering the importance of change and its inevitability, many private educational
organizations in Lebanon thrive to design and implement change with a focus to improve
education. As the country grapples with multiple crises, accommodating the overgrowing

demand of an ever-changing world has been a strenuous challenge. Accordingly, the
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Lebanese private school in question for this study had to undergo urgent changes in their
educational approaches as they worked for implementing the French baccalaureate reform
that started in 2018 and entailed a change in the curriculum, methods of instruction in the
classroom and examinations. This aggravated the challenges and increased the obstacles to

change, namely, teachers’ resistance.

The change process has neither been smooth nor easy (Fullan, 2020). Whether the
change occurs on a small scale, like the integration of technology in the teaching process
(Hicks, 2011) or on a wider one such as curriculum change (Troudi & Alwan, 2010), the way
change is approached in terms of stakeholder involvement in the process impacts its success
or failure. As stated by Glickman et al., (2007), various research to explore the obstacles to
leading change agree that resistance is one of the salient barriers to educational change.
Rationale of the Study

This study aims to deepen the understanding on factors affecting change
implementation and the role of teachers and leaders in facilitating the change process. It will
depict and analyze from an interpretivist approach that allows the researcher to see through
the eyes of the participants and generate multiple views for the research problem (Greener,
2008), the factors affecting teachers’ successful participation to educational change and the
leadership strategies to overcome the barriers to change. This leads to achieve the richest
possible understanding of the implementation of change phenomenon in the Lebanese private
sector and gain insights of the barriers to change through delving deeper in analyzing

resistance and the factors impacting it.
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Thus, the study will be placed within the context of Lebanese private schools through
a qualitative case study of a catholic private schools offering the French baccalaureate
program that was and is still undergoing change. The context is of importance considering
the fact that catholic schools form the biggest consortium of private schools in Lebanon.
Additionally, the concept of resistance in this context is understudied, meaning that this study
aims to fill a gap in literature in the Lebanese context and the Arab one in general. Most
reforms in Lebanese private schools receive little culturally grounded research that will
contribute to the improvement of the change process; Only TAMAM worked on teacher
resistance in the Lebanese context (2014) followed by a study conducted by Chaar, Khamis
and Karami in 2016, the fact that reinforces the need for more in-depth contextual studies of
teachers’ resistance and effective leadership strategies in leading change (Akkary, 2013).
Further, no studies were done in the Lebanese French baccalaureate setting in the Lebanese
private school context the fact that made me conduct my study in this context with the aim
to investigate the teachers concerns during change implementation and the way leadership
strategies overcome the barriers to change.
Research Questions

This study focuses on understanding the challenges of an externally mandated change
process in a Lebanese private school setting that have and still undergoing major changes. It
will attempt to answer the following questions from the teachers and formal leaders’
perspectives:

1-What are the factors affecting the implementation of externally mandated changes

in a Lebanese private school in Lebanon?
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2- How is the role of school leadership understood by different stakeholders in light
of implementing external mandated changes?

3-What are the concerns of Lebanese private school teachers in playing a role in
implementing mandated changes?

Significance of the study

The results of this study will be of significance to both research and practice. When
it comes to research, it aims to build on the international body of research on change and
factors influencing its success (Fullan 2020; Ferreira et al., 2007). Locally, it aims to add to
the scarcity of research about studies on leadership and concerns during change processes in
the context of Lebanese schools, offering a significant contribution to fill the literature gap
in the Lebanese setting (Boujaude et al., 2006; Chaar et al., 2016). Further, the results could
be a starting point for larger scale studies that intend to undergo an in-depth examination of
the barriers to change and the factors impacting in the Lebanese context, and other contexts
sharing similar criteria.

Finally, this study would hope to inform practice of leadership in private schools, to
shed light on factors that could affect their efforts to change and unearth useful policy
implications regarding the design and implementation of successful school reform models
through an attempt to reframe resistance as a tool rather than an obstacle that can be used
towards change and reform. Such a conceptualization builds on the understanding that
teachers and other stakeholders resort to resistance to “proactively address challenges
potentially detrimental in building authentic, collaborative relationships between families

and schools” (Graf and Vasquez, 2013, p. 85).
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Structure of the study

This study will broadly be sectioned into five chapters which sequentially are: the
introduction chapter, the literature review chapter where the researcher will visit past
international and local literature to gain further information regarding her topic of interest,
the methodology chapter where the method to be utilized in collecting data and unpacking
findings will be detailed, the findings chapter where the researcher will share the results from
the collected data, and the analysis and conclusion chapter where the researcher will explain
the findings and link them to what she has learned through literature to identify alignments

and discrepancies.
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CHAPTER 2

LITERATURE REVIEW

This chapter reviews literature to analyze relevant works in relation to the research
problem tackling the challenges of change implementation and the way leadership addresses
barriers to change in a private school in Lebanon. There is a plethora of studies on barriers
to educational change and reform in the general community. However, since the focus of this
research is on factors impacting teachers’ behavior in relation to change, this will not be
reviewed in detail and will only be referred to as appropriate.

The chapter will start with briefly conceptualizing organizational change and the barriers
to change before discussing the theoretical understanding of teachers’ concerns to change
relying mostly on Fuller’s concerns theory and the Concerns Based Adoption Model
(CBAM) for their relevance to understanding teachers and school-level responses to
educational change and to informing change facilitators on interventions that facilitate
change processes (Hall & Hord, 2006). Next, the chapter will discuss major findings from
empirical studies conducted to understand the way resistance is perceived among all the
stakeholders involved in the change process. It will offer an understanding of the factors
impacting teachers’ behavior in relation to change and reveal what these studies have
concluded regarding the causes underpinning resistant behavior. Finally, the chapter will
emphasize the importance of the role of the school leader in facilitating change and the

leadership strategies for improvement that address resistance. The chapter will end with a
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summary and a discussion of the limitation of the study as well as the relevance of the adopted
theory in the 21% century more specifically its pertinence to the Lebanese context.
Organizational Change

Organizational Change has been studied, conceptualized, and explained by many
(Fullan 2020; Lewis, 2019; Weick & Quinn, 1999). Lewis (2011) saw that change is usually
synonymized with improvement and development, adding that organizations head towards
change “partly owing to a cultural value, organizations are under extreme pressure to
constantly change” (p. 21). This reflects a conception that change is a remedy for stagnation,
which is generally frowned upon. Change for change’s sake, however, does not lead to induce

improvement, but rather burdens organizations (Lewis, 2019).

To be impactful, change should be ingrained in the organizational culture and
reflective of continuous efforts to serve institutional and organizational goals. (Fullan, 2020).
Such a conception is shared by Weick and Quinn (1999) who differentiated two kinds of
change, change “that is episodic, discontinuous, and intermittent and change that is
continuous, evolving, and incremental” (p. 362). The researchers saw that the former does
not yield the benefits sought after in terms of improvement and could be more prone to many
barriers which risk the chances of success. | believe that for change to be successful and
meaningful, it should be purposeful and enable the organization to work towards its vision
and goals while remaining true to its values and philosophy. However, change of any kind is

challenged by many barriers which will be discussed next.
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Barriers to change

Successful change implementation in organizations faces many barriers. Beer and
Walton (1987) stated that “culture may be a barrier to innovation; it may diminish
integration and be a phenomenon to be managed and turned around” (p. 347). Another
potential barrier they identified, which indirectly ties to culture, relates to organizational
structure and communication where segmentation and one-way channels could impede
change. A third barrier is resistance due to lack of investment in the change and its personal
benefits (Lewis, 2019). Those barriers are present in the context of change within schools in
particular. This review focuses on one of the barriers which is teachers’ resistance to
change because it was identified among the paramount challenges that negatively impact

the change initiatives.

Theoretical Understanding on teachers’ concern to change.

Since the major focus for investigation in this study is the identification of factors that
impact teachers’ behavior in relation to change implementation and the way leading change
overcomes resistance barriers, the researcher will mainly use Fuller’s concerns theory and
the lens of the Concerns-Based Adoption Model (CBAM) as a theoretical framework because
she believes that it is relevant to the topic at hand and it provides a framework for organizing
and understanding the research questions, guiding the selection and interpretation of data,
and informing the findings and results.

Further, this model was developed by Hall, Wallace, and Dossett (1973) but revisited
by Hall and Hord in 2006 which renders the framework more relevant in the 21% century. It

provides new insights about identifying the concerns of teachers during the implementation
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of educational change and informs the choice of school leaders about the types of
interventions that facilitate the change process (Hall & Hord, 2006). This will be eventually
discussed in light of the CBAM model’s diagnostic framework that can aid school leaders
developing leadership strategies and ensure a successful implementation.
Fuller’s concerns theory of teacher development

The CBAM originated from Fuller’s (1969) concerns theory of teacher development.
Fuller (1969) throughout her research studies on teachers’ concerns defines concerns as the
perceived problems of the teachers and thrive to pragmatically conceptualize the
developmental concerns of prospective and in- service teachers. Her theory posits a three -
developmental stage of concerns that are typically observed when people are engaged in any
type of change (Hall & Hord, 2006). This sequence ranges from early unrelated concerns to
late concerns classified as follows:

1. Self: concerns for the self are reflected by feelings of self-adequacy, concerns for
receiving good evaluations by administrators, and acceptance by students and
colleagues.

2. Task: concerns for the teaching tasks such as the instructional methods, delivery of
the curriculum, and, particularly, perceived impediments to effective teaching such
as a lot of non-instructional tasks, scarcity of instructional materials, high number of
students etc.

3. Impact: This stage represents concerns for guiding, challenging, and meeting the

diverse needs of students (Hall & Hord, 2006).
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Hall et al. (1973) built on Fuller’s work and conceptualizations to develop accordingly their
Concerns Based Adoption Model.
The Concerns Based Adoption model (CBAM)

The CBAM is a theoretical model that not only helps identify the above stated concerns
teachers have in the process of change, but also serves to inform change facilitators, namely
school leaders, in making interventions that are to address implementers’ concerns in our
case the teachers’ concerns (Hall & Hord, 2006). In fact, Hall and Hord (2006) conducted
research in different schools on the verge of change (curricular, structural, strategic), with
the aim of customizing the implementation of this change to address teachers’ concerns. They
asserted in their studies using the CBAM that “interventions to facilitate change must be
aligned with the concerns of those who are engaged with the change” (p.84). They showcased
in their research the importance of human dimensions, namely the teachers, in the success of
any change intervention. This is explicitly manifested in the assumptions that guide the
CBAM:

1. Change is a process.

2. Change is individual.

3. The perceptions and feelings of individuals are crucial to successful implementation.

4. Individuals proceed through stages in their feelings about change, and level of skill

in the use of an innovation.

5. Change facilitators must proceed systematically, assess regularly, and provide

support continually.
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Through their research study Hall and Hord (2006) redefined concerns as “the feelings,
preoccupation, thought, and consideration given to a particular issue or task” (p. 85)
highlighting the fact that individuals perceive a given issue differently on the basis of their
past experiences, personal constructs, and education expertise (Hall & Hord, 2006). Thus, it
is “the person’s perceptions that stimulate concerns, not necessarily the reality of the
situation” (Hall, George, & Rutherford, 1979, p. 5).

Further, Hall and Hord (2006) edited Fuller’s (1969) original developmental stages of self-
concerns, task and impact for a more thorough and in-depth understanding of those stages,
and CBAM in general. They split up self-concerns to informational and personal concerns,
and impact concerns to consequence, collaboration, and refocusing (Hall & Hord, 2006). This
configuration would help change facilitators to construct Stage of concern (SoC) profiles for
the teachers that address the affective side of change—people’s reactions, feelings,
perceptions, and attitudes (Hall & Hord, 2006, p.106). Further, it would allow change
facilitators to assess those profiles through the CBAM three diagnostic dimensions: One-
Legged Interviewing, Open Ended Concerns Statements, and the Stages of Concern
Questionnaire ?(p.104). Finally, change facilitators would be able to tailor “concerns-based

interventions” that support and are aligned with the teachers’ concerns (Hall & Hord, 2006,

2 One-legged interviews are short hallway or workroom conversations that probe issues related to using a new
practice. They are called “one- legged” because the conversations should last if you can stand on one leg.
Open-ended concerns statements could be a few short sentences staff write on an index card in response

to a prompt such as, “When you think about differentiated instruction, what concerns do you have?” The final
option to gauge teachers’ stage of concern is using a formal 35-question survey (Roy, 2008)
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p. 88). The fact that facilitates the change implementation and therefore reduces resistance

(Hall & Hord, 2006).

To conclude, CBAM’s constructs, and its three diagnostic dimensions propose a
number of analytical categories and possible entrances aiming at an in-depth understanding
of teachers’ concerns in terms of SoC that eventually leads to a better intervention approach
emanating from a concerns profile analysis (Hall & Hord, 2006). The setting of the studies
conducted by Hall and Hord (2006) is very similar to that of the current research, where the
school is undergoing a change focused on the French Baccalaureate reform. Hence, the
study at hand found the CBAM model to be a good fit because it enabled the researcher to
understand the concerns and needs of teachers throughout the process of change
implementation and identify effective strategies in helping teachers navigate through the
different stages of concern and prevent a resistant behavior.

Teachers’ resistance was found to be a major obstacle to implemented change in a school.
Understanding resistance to change through literature

Based on the theoretical literature on teachers concerns to change, resistance is
considered as perceived problems of the teachers that engenders internal conflicts and
discomforts which will manifest in the form of concerns to the change (Fullan, 2015) and
can create a barrier to its implementation (Glickman et al., 2007).

Based upon Fuller’s work, resistance is seen as a common reaction that occurs
among teachers when their concerns are not addressed (Hall et al., 1973). Fuller (1969)

concluded from her three studies that teachers may exhibit resistance when their personal
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adequacy and self-perception are threatened, concerns about self, to concerns about the task
of teaching.

For a better understanding of the idea of resistance to change, it is essential to
determine and understand, based on empirical studies, the different facets of resistance and
how they can be perceived and understood by educational leaders. This will enable those
leaders to gain insights of the underlying reasons for teachers’ resistance and provide
opportunities to delve deeper in addressing the root of their concerns. Literature delineates
major challenges, specifically resistance that work against change initiatives and connect
them to underlying factors that will be discussed henceforth.

Resistance due to personal growth requirements

Resistance could be linked to change that requires learning and development on the
side of the teacher. The findings of a research study conducted by Hicks (2011) reported on
the concerns that teachers develop towards the integration of technology in their classrooms.
Hicks (2011) showed that teachers are afraid to “look stupid” in front of their “tech-savvy
students” (p. 189). This fear of failure engenders a feeling of insecurity, incompetence and
powerlessness that intimidates teachers, blocks change and creates resistance (Hicks, 2011).
According to the study results, resistance to technology is due to a lack of professional
development in this field and absence of support to troubleshoot technical problems.
Ornstein and Hunkins (2017) associate this cause of resistance to the school managerial
approach that should ensure the interrelatedness and alignment of all the change
components, secure the necessary resources, allocate the needed budget, and provide the

holding environment in terms of quality support and capacity-building for teachers. In this
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view, Ornstein and Hunkins (2017) argue that teachers’ readiness to embark in the reform
journey would circumvent their resistance to involvement, therefore facilitate the change
process.
Resistance due to perception of effectiveness of change outcomes

Studies have shown that resistance to change can stem from how stakeholders perceive
the effectiveness of the proposed changes that eventually impacts the way they act upon it.
Ford and Ford (2009) discussed in their study new approaches that view resistance as “created
(constructed) in the conversations and relationships operating between agent and recipient”
(p. 1). In their reexamination of the resistance approach, they bring to light the subjective
nature of resistance which is reflected in how agents interpret and make sense of a particular
situation. This process of sense making, according to Ford and Ford, influences how agents
understand a particular situation, and decide to act upon it. Their study showed that a resistant
behavior as seen by change agents is not always driven by the fact that individuals want
things to stay unchanged. It is, however, perceived by teachers as a form of effort supporting
the organization’s mission which means that they do not see the practice of change offered
as the step needed to reach the common vision. Based on this study, this way of perceiving
things stems from the sense of ownership and commitment long-time employees have for
their institution. Resisting, in this case can be regarded as a person’s approach of changing
the way a task is done for the better (Ford & Ford, 2009).

Ford et al., (2008) argue that resistance could be further amplified due to how leaders
perceive it and act upon that perception in their schools. They reexamined in their study the

way school leaders see resistance and suggested a restructuring of the concept. According to
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the study, current views of resistance perceive it as a reality only in the mind of the change
recipient “in them” or “over there” (p. 362) and misses the other possible consideration that
views school leaders as causal factors to the occurrence of a resistant behavior. In this respect,
school leaders can promote resistance through what they label as “communication
breakdowns” and “broken agreements and the violation of trust” (Ford et al., 2008 p. 366).

Finally, Terhard (2013)’s article discusses teacher’s resistance, which is embodied in
their reaction to feedback information based on results from standards-based performance
tests that aims to influence classroom teaching, which is considered in that study as a step
towards school reform.

Terhard states that the cause of resistance is not that teachers do not want school
reform; it is rather that the problem arises when they are asked to change their beliefs and
practices at classroom level. The author draws conclusion with the perspective that
acknowledges that reform is not beyond teachers’ intellectual abilities, it is a process in which
teachers are invited to take part in, to embrace, hence the importance of three questions to be
answered:

1- How will this innovation help me in my teaching?

2- If it helps me, how much time do | have to invest to learn for my students to
benefit?

2- How can | adapt the needs to fit my students?

Resistance due to psychological factors
Some studies on teacher resistance found that teachers experienced paradoxical

feelings to change. Some became positive and content as they got used to the novelty with
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time, whereas a significant number experienced a low morale and developed resistance
(Trudi & Alwan, 2010).

Fullan and Ballew (2004) argue that people emotionally react when change is taking
place. Teachers might experience fear of loss, threat, discomfort and feeling of awkwardness.
Those feelings may affect the teachers’ attitude towards change and result in resistant
behavior among them (Fullan & Ballew, 2004).

A qualitative study conducted by Troudi and Alwan (2010), investigated the reactions
of English language teachers in UAE towards the curriculum change. Their study aimed at
understanding teachers’ different attitudes towards curriculum change and focused on the
generated affective issues that eventually turned into a form of resistance. In their
interpretation of their study data, Troudi and Alwan (2010) pointed out that the reasons
behind teachers’ low morale lie in the way teachers perceived their role in the curriculum
reform. The study denotes that the distress teachers revealed was related to the exclusion of
most of them from the decision-making process regarding the curriculum change. Teachers
perceived their role in the curriculum as insignificant as they were inactive agents in the
decision-making process within the top-down approach to educational change (Owens &
Valesky, 2011; Troudi & Alwan, 2010). This non- participatory role engenders a feeling of
“low self-esteem” and “low-morale” among educators; the fact that negatively impacts their
attitude towards change and triggers resistance (Troudi & Alwan, 2010). Other scholars
acknowledge that this feeling of insecurity, exclusion, inactivity, disregard teachers
experience during a reform might be due to the school top-down approach to educational
change and therefore to the absence of the teachers’ voice in the change process (Owens &

Valesky, 2011; Troudi & Alwan, 2010).
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Another study conducted by Chaar, Khamis and Karami (2016) aimed to explore the
concerns that teachers experienced at Lebanese private schools because of their schools’
adoption of the curriculum-based accreditation programs (Chaar et al., 2016). Their study
revealed that teachers in those schools experienced concerns related to the “self”, “task’ and
“impact” (p. 123). Explicitly, the study shed light on organizational factors such as time
constraints, teaching and management skills, the change requirements, collaboration,
coordination, and resources availability. Further, their study showcased that teachers doubted
their ability to execute new type of tasks required by the new curriculum, and worried about
the consequences on students’ achievements. Therefore, the study points out that those
concerns ranging from anxiety feelings to internal discomfort will turn into resistance if not
addressed (Fullan as cited in Chaar et al., 2016). Further, Ornstein and Hunkins (2017) argue
that teachers' self-doubt in their ability to meet the requirements of change hinders their
autonomy, effectively turning them into soldiers of the new system rather than change agents.

The topic of teacher resistance was also researched by Snyder (2017) who talked
about resistance from veteran teachers to change, and how they pose a unique challenge for
effective implementation of change. The purpose of the study was to clarify the reasons
behind this resistance so that educational leaders can figure out how to respond to it in more
meaningful and effective methods.

Snyder’s study highlighted two reasons for resistance. One is social nostalgia where
teachers resist change in relationships. Several teachers highlighted their frustration with new
curricular demands and the presence of technology in teaching since they affect their
interaction with students. The other reason is political nostalgia which is triggered by

decrease in autonomy and continuous change. The study concluded that resistance can be
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engaged through clarifying conversations between administration and teachers. Another
action the study recommended is being aware of the value of psychic rewards for veteran
teachers.

Resistance due to cultural and organizational factors

Resistance might be due to other factors related to school culture. Hall and Hord
(2006) advocate the importance of the organization culture and describe this aspect as “the
overall feel, the shared values and assumptions” (p. 132). Scholars assert that cultural factors
play a pivotal role in teachers understanding the change process. According to Per (2004),
cultural factors impact the organization workflow, build interpersonal liaisons, and interpret
the way the change concept is seen in educational organizations. Therefore, cultural factors
have an influence on the perception of teachers towards change and how they approach this
process.

In this respect, Tusting (2009) in her research studies explored the resistance issue in
relation to the “introduction of the Skills for Life language, literacy and numeracy strategy
in England in 2000” (p. 1). Her analysis demonstrated that resistance occurs when teaching
philosophies are challenged. This line of research suggests that teachers’ philosophy
influences teachers’ dealing with the change.

Thus, change agents including school leadership should provide teachers with a venue
to engage in a perpetual state of reflection about their values, to transcend the confinement
of their personal beliefs, and move forward toward their professionalization (Ornstein &

Hunkins, 2017).
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In addition to culture, organizational factors also could promote teacher resistance.
Doucette et al., (2012) considered the following as influential organizational factors
influencing change: proactiveness, risk taking, autonomy, work ethic, and adequacy of
resources. Fullan and Ballew (2004) describe the organizational factors as strategies related
to the change agent’s leadership style. Many scholars, curriculum developers and change
experts advocate the prominent role of the school leaders and teachers as key players in the
change process. This led to many studies on the role of leaders in both facilitating change
and possibly causing a state of resistance towards that change. In this respect, Ford, Ford and
D’Amelia (2008) addressed resistance from a different perspective and suggest that change
agents themselves promote the development of resistance. In their reexamination of the
nature of resistance, Ford and Ford (2009) built on their previous study and made linkages
between conversation and relationship occurring between the change implementer and the
recipient. Both studies highlighted the importance of leadership approach in mitigating
resistance through maintaining healthy relations within the school context, and open lines of
communication with all stakeholders regardless of their position within the school’s
organizational chart.

In conclusion, the visited literature has shown that several factors ranging from
personal growth requirements, perceptions of the effectiveness of change outcomes,
psychological, cultural, to organizational can impact teachers' response to change and lead to
a resistant behavior. The literature review also revealed that understanding resistance from
the above-mentioned angles provide further information and clarity to decision makers on
how resistance can be understood and therefore offer a base to deal with resistance to induce

a more successful change process. Hence, the pivotal role of the school principal and the
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leaderships strategies was identified as central in both leading and managing change
throughout all the studies.
Leadership Role to Promote Change: Shifting Perception

Many research studies showcase the importance of leadership strategies that can
facilitate the change process in educational organizations through a reconceptualization of
resistance, capacity building, professional development, and peer coaching.

Park and Jeong (2013) aimed to understand the role and impact of leaders in
minimizing teacher resistance to change towards reform induced by teacher autonomy. The
study found that there is a positive correlation between instructional leadership behavior in
principals, where the principal leads curriculum and instruction in the school, and teachers’
attitude towards change. There is also a positive relation between transformative leadership,
where principals attempt to instill leadership qualities in teachers, and teachers’ commitment
to change where level of resistance dropped when the principal was more experienced and
understood what teachers want and adjusted his or her administration accordingly.

Using resistance to enhance change

Many studies have shifted the perception of resistance from a barrier to an asset that
can be integrated in the change process. The study carried out by Ford and Ford (2010)
brought to light a reconceptualization of resistance. In their view, managers are invited to
perceive resistance as a “valuable resource” (p. 24) that enables change and fuels the growth
of the organization. Change agents’ tendency to blame negative attitude and reluctance
constitutes prominent barriers to change implementation and reform (Ford & Ford, 2010). In

this respect, Ford and Ford (2010) suggest that school leaders should be involved in a self-

33



reflective work and ask themselves why they label a noncompliant behavior as resistance;
then try to consider this negative behavior as a constructive feedback and use it to improve
the change process. These questions can shift the way change agents perceive resistance from
a “barrier” that obstructs change to a “valuable resource” that enhances it (Ford & Ford,
2010).

This new approach towards addressing resistance could benefit in further
understanding Hicks’s (2011) study that evidenced teachers’ struggle with the
implementation of technology; the fact that engendered a noncompliant behavior among
teachers as well as a feeling of insecurity, uncertainty, and powerlessness. According to
Hicks, this reluctant attitude blocked change and engendered resistance. He added that this
is where the comprehension and involvement of principals in breaking down resistance into
its root causes becomes essential for limiting that resistance and promoting the change
required.

By recognizing the reasons for resistance, school leaders can utilize it as a positive
signal to examine and improve their reform efforts (Ford & Ford, 2010). They can then
incorporate mentoring programs to facilitate transformative learning among teachers, as
suggested by Drago-Severson (2004). Hence, utilizing such strategies to address resistance
can be valuable in the change process and can boost teachers' self-efficacy, thus enabling

them to play a more effective role in the change initiative.
Promoting Professional Development and Peer Coaching

The literature highlighted the importance of promoting teachers’ professional

development and self-efficacy that proved to play a major role in empowering teachers and
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helping them embrace change. Within this approach, the role of school leaders emerged to
be pivotal to the success of educational reforms (Fullan, 2016).

Zimmerman (2006) argues that promoting professional development and leadership
support enhances teachers’ self-efficacy and guides them in the change process. According
to Zimmerman, change agents are expected to promote a culture conducive to change, gain
teachers’ trust and engage them in the decision-making process. This culture enables teachers
to embrace change and view it as an opportunity for growth rather than a barrier or a threat
(Bandura, 1997). In this regard, Fullan (2016) focuses on the effectiveness of “peer support
and pressure” (p. 243) in adopting innovation and approaching resistance. He brings to light
the fact that influential teachers not only support their peers in their struggles but can also
influence their opinion by exerting pressure and convincing them with the novelty introduced
in school (Fullan, 2016).

In the same sense, Khalil’s (2013) study aimed to analyze faculty’s resistance to
technology in academia, and to develop a theoretical basis that helps leaders in the process
re-thinking this resistance to induce a process of learning instead, which can be the solution
for overcoming this obstacle. The author mentions the following reasons for resistance which
are based on works of Moerschell (2009); limited vision of the future, comfort with the way
things are deficits in information and communication, individual’s nature to be
uncooperative, and lack of skills. Khalil goes on to highlight the Theory of Resistance of
Change which states that change should be looked at multi-dimensionally, as it consists of
three interconnected components: behavioral, cognitive, and affective. Change is represented

by positive responses along all three dimensions.
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Khalil (2013) showed that in addition to a learning environment, five core areas were
instrumental in helping school leaders lower faculty anxiety levels when it comes to
professional development which are: amount of information, quality of information, ease of
use, appearance, and usefulness of information. Providing training while taking those areas
into consideration would make teachers more open to professional development and hence
less resistant. Findings also suggested that important antecedents to resistance to change were
employees’ sense of autonomy, challenge, motivation, and trust in management. Trust in
management proved to be the dominant variable in association to all three resistance
components.

Furthermore, Makdadi and Chrifat (2014) advocate a similar approach to deal with
resistance. Their study generates the following guidelines:

e Engage teachers in the process of change.
e Build trust between change agents and recipients.
e Avoid top-down approach in the implementation of change.
e Ensure training sessions clarifying the importance of change, its objectives, and the
process of implementing it.
¢ Motivate teachers who welcome and implement change.
Those approaches, adding to what was mentioned before, help promote teachers’ agency

which as described next as a correlation with resistance to change.
Building Teachers’ Capacity

Many studies touch upon enhancing teachers’ agency as a potential to direct teachers’

professional growth and to contribute to the educational change (Owens & Valesky, 2011;
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Sannino, 2009). Sannino’s (2009) qualitative study attempts to address resistance by making
important linkages between resistance and agency. She draws on the “experiencing concept”
(Sannino, 2009 p. 839), which generates opportunities for practitioners to take active part in
the change process. According to Sannino (2009), this process of capacity building allows
teachers to engage in participatory shift from resistance to self-initiative. Sannino (2009)
argues that this shift requires self-reflection on problematic areas teachers might face and an
externalization of their concerns and conflicts. Thus, school leaders are invited in this case
to build trust with their teachers, support dialogue, and facilitate the externalization of their
concerns (Sannino, 2009).

To sum up, literature shows that leadership can bring about change and reduce teachers’
resistance to change. This could be achieved through building capacity, promoting
professional development, peer coaching, and tackling sources and reasons for resistance in
school. However, scholars agree that there is no set formula or one best leadership type,
tailoring an efficient model should be congruent with the culture and needs of the
organization. According to Hallinger (2003), leadership models should be evolving in
response to the changing needs of schools and practitioners in the context of global

educational reforms.

Limitations in literature

While the evidence gathered for this paper underpins the interrelatedness of the
factors impacting change and the need for effective leadership, most reforms in Lebanese
private schools receive little culturally grounded research that will contribute to the

improvement of the change process; One limitation mentioned is the scarcity of studies on
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this specific topic, which suggests that there may be gaps in our understanding of how
externally mandated change is implemented in the Lebanese context. Another limitation is
the fact that the CBAM model has not been used extensively in the Lebanese context for
externally mandated change, which raises questions about its applicability and effectiveness
in this particular setting.
Conclusion

To conclude, the chapter reviewed the literature on resistance to change within
educational contexts. The reviewed empirical studies argue that initiating change for school
improvement will inevitably face internal resistances in educational organizations, and each
resistance behavior varies in intensity according to the factor impacting it. Further, literature
manifests that the success or failure of the change process is connected to factors that can
facilitate or impede its implementation. The chapter highlighted the right leadership
strategies that can expedite the implementation and showcased the value of the human
dimension, mainly their concerns and involvement, in the success of the change process
(Fullan, 2015), hence the importance of a theoretical model that helps identify those concerns
and build accordingly teachers’ profiles that contribute to inform school leaders in making
better interventions (Hall & Hord, 2006).

The generalizability of Fuller’s theory as hypothesized by Hall et al. (1973) made the
findings broadly applicable to diverse situations or contexts. Moreover, the development of
the Concerns Based Adoption Model (CBAM) based on Fuller’s Theory and revisited by

Hall and Hord in 2006 renders its role in assessing the teachers’ stages of concerns significant
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(Hall & Hord, 2001) and applicable to other situations. This level of generalizability allows
it to be applicable in different contexts including the Lebanese context.

Thus, this study relies on the CBAM model to frame the teachers’ stages of concern
that is mostly important during change implementation which will then lead to informing
leaders on interventions that facilitate change initiatives in the Lebanese context and

guarantee higher chances of success in the implementation process.
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CHAPTER 3
RESEARCH METHODOLOGY

The first section of this chapter defines the researcher philosophical paradigm, the
interpretivist paradigm, and offers a description of how this paradigm will guide the
researcher’s data collection process and procedure. The second section explains the research
design and the qualitative research methodologies. It then continues to describe the context
of the study with respect to the selection of the study site and participants, the data collection
tools, and data analysis framework utilized to interpret meanings emerged. In the last section,
the chapter discusses the strategies applied to ensure quality criteria for qualitative inquiry
followed by the limitations of the study.

The objectives of this research will be to:
e Contextually Understand Teachers concerns to change and the factors impacting
them.
e Determine the role of school leadership, namely the principal and section heads, in
implementing externally mandated changes.
e Capture a new strategy of approaching resistance and reframe it to be integrated in
the change process.
The researcher aims to reach those objectives through asking the following research
questions:
1-What are the factors affecting the implementation of externally mandated changes

in a Lebanese private school in Lebanon?
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2- How is the role of school leadership understood by different stakeholders in light
of implementing external mandated changes?

3-What are the concerns of Lebanese private school teachers in playing a role in
implementing external changes?
Philosophical Paradigm

Mills, Bonner, and Francis (2006) state that an effective research design is built upon a

research paradigm aligned with the philosophical foundation of the researcher regarding the
nature of reality (ontology) and the nature and form of knowledge (epistemology). To that
end, the researcher will utilize the interpretive lens to identify the factors affecting the
implementation of change at the school level, build a contextual understanding of the
resistance phenomena and explore the way leading change overcomes the barriers to change.
Interpretive Paradigm

This study assumes an interpretive paradigm (Guba & Lincoln, 1994) that is
interested in the relativist reality existing in the research problem under investigation
(McKenna, Richardson, & Manroop, 2011). The comprehension of this problem is not
universal and objective, but rather subjective and specific to the reason guiding a subject’s
interpretation. The researcher chose this paradigm because it is in congruence with her view
of the nature of knowledge that she believes is socially constructed and impacted by
contextual situation (Guba & Lincoln, 1994). It also aligns with her relativist ontology that
believes in multiple truths and perceives social realities as “a set of meanings that are
constructed by individuals who participate in that reality” (Gall et al., 2005, p. 305) and “are

socially and experientially based” (Guba & Lincoln, 1994, p. 110).
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Research method

Following the interpretive paradigm (Gall et al., 2010) that seeks to understand the
social phenomenon, namely resistance, from the perspectives of the participants themselves
rather than solely from the viewpoints of the researcher (Cohen et al., 2007) and given the
aim of this study in deepening our understanding of the complex phenomena understudy, the
proposed study will employ a qualitative approach because it aligns with the interpretivist
paradigm and the subjectivist epistemology (Guba & Lincoln, 1994; Merriam, 2002, 2009).
To capture the interpretation of the participants to the fullest extent possible under this
research conditions, the researcher will adopt a case study approach.
Case studies

Flyvbjerg (2006) states that a human study “produces the type of context- dependent
knowledge that research on learning shows to be necessary to allow people to develop from
rule-based beginners to virtuoso experts” (p. 221). This description reflects the value of case
studies where learning and understanding are constructed based on the context the study is
being conducted. This, according to Flyvbjerg, does not mean that the findings cannot be

generalized to similar contexts, on the contrary.

Since the 1970s, case studies have taken on increased importance in educational
research and were utilized to deepen our understanding within educational communities
(Stenhouse, 1978, 1980). This qualitative research method allows the researcher to observe
the participants in their social context with a focus on the meanings that individuals ascribe
to particular instances of a phenomenon. This means that researchers must spend significant

time and effort analyzing the perspectives of the participants themselves, rather than solely
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relying on the researcher's own interpretations (Gall et al., 2010). This allows him to gain
insights into the case and provide a contextual understanding of the phenomenon under study
(Weingand, 1993). Further, Yin (2018) argues that a case study would be suitable for
researchers who desire to obtain answers to how and why questions since it allows
participants’ learning examination within a scope of time and under a specific environment

(Merriam, 1998, 2015; Yin, 2018).

This so-called “interpretation in context” (Cronbach, 1955, p. 123) makes case study
a convenient means to capture the complexity of the change and resistance phenomenon
under study and frame it in a particular Lebanese private school context. Case studies,

however, do not negate the voice of the researcher. On the contrary,

The interpretations of the researcher are likely to be emphasized more than the
interpretations of those people studied, but the qualitative case researcher tries
to preserve the multiple realities, the different and even contradictory views of

what is happening (Stake, 1995, p. 12).

Selection of the study site

This study was conducted in one of the French affiliated private schools in Mount
Lebanon governate that has a history in implementing externally mandated changes. The
rationale behind choosing this study site is based on its previous experience and
organizational structure that both can make a good fit to the research question and are directly
connected with what will be discussed in this study. Another main reason for this choice is
that the researcher has been working at this school for 15 years and this allows for gaining

access to a wider scope of information that might not be attainable in different site.
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The case school was established in 1979 and provides education to students from K-
12. 1t is licensed to receive learners at all pre-university levels. Its mission as stated on the
school website is to “Build the person, the whole person” it embraces the education of the
whole person, and actively participates in maximizing the learner’s potential. It sees the
school as a place of life in which the student as a whole is at the center of all concerns.
Accredited by the French ministry in 1994, the study school offers the French and Lebanese
curriculum and prepares its students for both official exams. The institution is divided into
KG, elementary, middle and high school. It currently enrolls 2000 students and has around
220 teachers.

The case school is currently undergoing a French curriculum-based reform, a change
in methods of instructions and examinations. It is not undergoing any leadership strategies
change.

Since its establishment, the school has been run by a religious congregation
represented by a principal forming the school’s strategic apex. The current principal took
office at the start of 2008-2009 academic year till present. She has the legitimate power to
take all salient academic and strategic decisions. The middle line being the board of
management is composed of the administrative council (heads of departments) and
academic council (subjects coordinators). The school’s middle line ensures the link and the
flow of information between the apex and the operating core. The technostructure
consisting of auditors, IT experts, HR director plays a role in controlling the school’s
financial situation, implementing technology and hiring new personnel. The operating core
in the school, being the teachers are mainly BA and MA holders. Their role is limited to the

classroom. Despite the presence of these units, the power is concentrated in the higher part
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of the hierarchy acknowledging the importance of the apex in the strategic decision-making
and school management process.

Selection of participants

The researcher established certain criteria based on factors such as gender, years of
experience, and job position that the participants needed to meet to ensure that the data
generated based on their input could be valid and informative to the research. Therefore,

purposeful sampling was used.

Table 1

Participants

Participants Role Gender years of
experience
Tl English teacher Female 5
T2 ICT teacher Male 17
T3 History teacher Female 7
T4 Life Sciences teacher Female 10
T5 French Teacher Female 25
L1 Head of department Female 22
L2 Coordinator Male 26
L3 Head of department Female 4

Note: Table 1 shows a description of the participants in the study.

Purposive sampling

This section aims to show how the researcher chose the participants in the research
study. Purposeful or purposive sampling involves choosing individuals who are considered
“information rich” and offer “useful manifestations of the phenomenon of interest” (Patton,
2000, p. 40). The phenomenon of interest is teachers’ attitude namely their resistance to

change implementation and the parallel process of change agents maneuvering the
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complexity of change. According to Patton (2002) “The logic and power of purposeful
sampling lie in selecting information-rich cases for study in depth. Information-rich cases are
those from which one can learn a great deal about issues of central importance to the purpose
of the inquiry” (p. 230).

The criteria chosen by the research dictates that the participants who will be
interviewed are currently employed in the case school. The sample included high school
teachers who have been teaching in the study case school for more than 3 years (because the
externally mandated reform was implemented in 2018 in the high school curriculum in all
the French affiliated schools) and who have good command of the English language.

Additionally, the participants included coordinators and heads of departments who
have been in a position of leadership in the study case school for more than 3 years and who
have good command of the English language. These school practitioners and leaders
constituted a rich source of information to this topic, thus providing purposeful sampling.

Further, the researcher included variations among participants of different gender, job
status and years of experience to capture diverse perspectives of change and resistance and
make sure that voices are heard to a large extent (Charmaz, 2015). Regarding the number of
participants involved in the study, Israelsson (2016) states that the number is not crucial, and
the focus is on the researcher’s capabilities to articulate learnings into a coherent and
meaningful study. Campbell (2015) adds that the number of participants in case studies is
usually not more than 12. Taking time and school size into consideration, the researcher
decided to work with 8 participants, three formal leaders (one coordinator and two heads of
department), and five teachers as she feels that she can gather the data she needs from this

pool.
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The researcher forwarded an email to all school professionals upon getting approval
informing them about the research, its purpose and value. She ensured that they are aware
that participation is on a voluntary basis and participants can end the process if they believe
they do not want to carry on. Upon receiving replies, the researcher contacted the first teacher
or leader from different capacities within the school to confirm their inclusion in the study.
Upon the confirmation of participation, the researcher moved forward with the other
participants until the number of participants sought after was reached. The rest was emailed
back with thanks and informed that they will be contacted if needed.

Methods of data collection

This section will include a description of the methods and tools used for data collection
of this study. The main method selected for data collection is semi-structured interviews,
which aligns with the interpretive paradigm and allows the participants to share their voice,
which in turn provides the researcher with the information and data needed to try to answer
the research questions of the study (Fielding, 1993).
Semi-structured interviews

The researcher opted for semi-structured interviews due to the wealth of details and
information they provide, which is an essential component for a successful case study. Semi-
structured interviews are found to be consistent with the interpretivist aspect and the aim of
this study given that it is the most functional methods in interpretive inquiry, and it allows an
in-depth exploration and a rich understanding of a particular subject shared with participants

who have had the relevant experiences (DeJonckheere & Vaughn, 2019).
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Individual interviews were conducted with the consenting participants to get a deeper
understanding of how change is implemented and what are the factors impacting the change
process at the study site. The aim of the individual interview here was to allow the researcher
to gain a deeper understanding of the leaders’ role in the change process, explore from their
perspective what barriers stand in the way of implementing change, and discuss the
leadership strategies they adopt to lead change. The interview questions differed between
leadership and teachers (see appendices A and B) to allow for more contextualized data from
the perspective of the individuals according to their position and responsibilities in the
school.

Data Analysis

The data collected was analyzed thematically where coding went through two major
processes. The first process was structural coding where codes were generated based on the
research questions (Charmaz, 2021). To that end, five codes were conceptualized.
Preparation of teachers, Pandemic, Economic Crisis, Leadership support, and Resource
readiness. After that, the researcher looked into the transcribed data from the interviews and
developed coding based on two phases, initial and focused coding.
Initial coding

During this phase the researcher attempted to “study fragments of data words, lines,
segments, and incidents-closely for their analytic import” (Charmaz, 2006, p. 42). Through
this process, the researcher exhibited an active and careful listening in an attempt to portray
meanings and actions in the practitioners’ stories then pursue further data gathering

(Charmaz, 2006).
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Additionally, the researcher planned to be fast and spontaneous in coding and
transcribing the data because working fast in this phase ignites her analytical thinking and
produces a fresh view of the data (Charmaz, 2006). Lastly, the researcher used English in her
interviews since it is the language she shares daily with colleagues and according to Charmaz
(2006), the codes emerging from the languages, meanings, and perspectives will allow the
researcher to learn about her own and the practitioners’ empirical world.

According to Corbin and Strauss (1990), initial coding is followed by
dimensionalizing the categories; this being said, the researcher framed the categories
dimension and defined their properties. Then, the researcher initiated the categories
refinement process through axial coding and therefore started to match the categories to their
subcategories (Charmaz, 2006). Thus, through Initial coding the researcher fragmented the
data into clear codes, while through focused coding she attempted to “[bring] data together
in a coherent whole” and “converting written text into concepts” (Charmaz, 2006, p. 60-61).
Focused coding

This second major step in coding prompts the researcher to sort, organize, compare
data to data, recategorize and refine further (Charmaz, 2006; Strauss & Corbin, 1990, 1998).
Throughout this phase the researcher elicited more directed, selective, and conceptual codes
than line-by-line coding (Charmaz, 2006). The researcher synthetized and explained data
while deciding on the most adequate or most repeated earlier codes that can make the perfect
analytical sense to sharply categorize the data (Charmaz, 2006).

Though the transition from initial coding to focused coding might look linear at first

sight, the researcher found herself returning to earlier respondents and data to discern the
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implicit and uncover new meanings under the influence of newly found understanding
(Charmaz, 2006).

This active involvement in the coding process opens new perspectives and prompts
the researcher to reflect upon her preconceptions about the topic and avoid forcing them on
the data she codes (Charmaz, 2006). Thus, the researcher in this study took a “reflexive stance
toward challenges” and this may “result in questioning her own perspectives and practices”
(Hertz, 2003 as cited in Charmaz, 2006, p. 68). This stance was evident where the researcher
initially believed that a main factor influencing the change process would be the economic
situation, leading her to consider it as a focused code while later finding out that her
perception was not accurate.

During the field work, the researcher analyzed the data as it was collected and was
consequently using the notes she took and taped during the interviews with the leaders and
teachers (Charmaz, 2006). This early memo writing as proposed by Charmaz enabled the
researcher to inquire into qualitative codes that will elicit more targeted focused data
collection” (Charmaz, 2006). This was done with one of the participants where the researcher
went back for a follow up interview to collect more data that was deemed important to
elaborate on what was initially collected in the initial interview. This phase led to the
categorization of the data under big ideas (themes) which the researcher could relate to and
reflect on the possible consequences, then start the data comparison and adequate selection
process (Charmaz, 2006).

A sample of the initial and focused coding is provided in Appendix C.

The sample reflects the process where each interview was initially transcribed

separately. The next step was to identify themes and initial codes from each document in an

50



iterative manner. After this process, all codes were moved over to an excel sheet where
similar emergent codes were grouped, initially per participant, and then for teachers and
leaders separately. Finally, the codes under similar themes for teachers and leaders were
studied and later compared.
Quality criteria

To establish the trustworthiness of the study and address the concerns that might
emerge from a constructivist qualitative study, the researcher adopted Merriam’s (1998)
quality criteria that essentially relate to credibility, reliability, and transferability of data.
Credibility

Credibility refers to the extent to which research findings match reality or in other
words are congruent with reality (Merriam, 2015). To increase the credibility of the study,
the researcher relied on the use of multiple methods of data collection and multiple sources
of data to shore up the internal validity of the study (Denzin, 1978 as cited in Merriam, 2015).
In this regard, the researcher continuously attempted to check what the interviewees said in
individual interviews against what she observed from her own engagement in the school as
a school professional (Merriam, 2015). Further, to ensure the use of multiple sources of data
the researcher compared, and cross-checked interview data collected from participants from
different department sharing different perspectives or from follow-up interviews with the
same practitioners (Merriam, 2015).

Subsequently, the researcher used the respondent validation technique to rule out any
sort of misunderstanding, misinterpretation, or biases (Merriam, 2015). This strategy also

called “member checks” allows the researcher to go back to the participants and check with
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them whether her interpretation to what they said aligns with the description of their
experience (Merriam, 2009; 2015). Therefore, she was able to fine-tune her own
interpretation to better capture the participants perspectives (Merriam, 2015).
Reliability

Reliability refers to the extent to which research findings can be replicated (Merriam,
2015). To enhance reliability the research used besides triangulation a strategy labeled
“researcher’s position, or reflexivity” (Merriam, 2009; 2015). This method allows the
researcher to explain her position with regards to the study, clarify her position and
assumptions without “eliminating the researcher’s theories, beliefs, and perceptual lens”;
Instead, “understanding how a particular researcher’s values and expectations influenced the
conduct and conclusions of the study” (Maxwell 2013, p. 124 as cited in Merriam, 2015).
Thus, this maximized the integrity of the study whereby the researcher’s position is
transparent and the way she affects and is affected by the study is explicit to the readers and
researcher herself (Merriam, 2015). This is clarified by clearly stating the researcher’s stance
regarding the role of teachers in education as a whole and in leading and implementing
change particularly. Further, the researcher kept a journal through which she documented her
thought processes, decisions, and actions throughout the research process. By doing so, she
was able to track her work progress and maintain a record of any changes made. This journal
was continuously used by the researcher to verify the accuracy and consistency of the data

and to provide transparency in the research process.

Transferability
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Transferability refers to the extent to which research findings can be generalizable
or in other words applied in other situations (Merriam, 2015). To enhance the possibility of
the results transferability to another setting the researcher primarily employed “thick
description” strategy. This common technique consists of a highly descriptive, detailed
presentation of the setting, participants, and the findings of the study (Merriam, 2015). The
researcher provided adequate evidence presented in the form of quotes from participant
interviews and field notes (Meriam, 2015).

Further, the researcher relied on “typicality or modal categories” strategy to
maximize transferability (Merriam, 2015). The researcher in this case purposefully selected
a typical or modal sample through which she described how typical the program, event, or
individual is compared with others in the same context (Catholic private school, religious
principals, teachers of different genders and age). This allows diverse users to relate to and

make comparisons with their own situations (Merriam, 2015).

Ethics
Ethics of the researcher play a major role in the research validity and reliability

(Merriam, 2015). In fact, according to Patton (2015) “the trustworthiness of the data is tied
directly to the trustworthiness of those who collect and analyze the data—and their
demonstrated competence” (p. 706). To fulfill ethical considerations, the researcher
manifested “rigorous thinking” with respect to the methods and analysis (Patton, 2015,
p.703).

Further, IRB guidelines in terms of informed consent, participant confidentiality and
privacy, participant protection from harm, collaboration to a large extent (including diverse

voices), noninterventionist researcher position in fieldwork and so on (Merriam, 2015) will
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be thoroughly respected and detectable throughout the strategies used by the researcher. In
terms of informed consent, the participants were asked to sign consent forms that they are
willing to participate in the research study. The participants were informed that their names
will remain anonymous using pseudonyms, and they will be free to step down at any point
of the research, and their data will be deleted if requested.
Conclusion

The researcher aimed to offer the methodology she will follow in studying the factors
affecting the implementation of change in the school context. The researcher decided to
utilize semi-structured interviews to collect the data she will use in this qualitative case study.
The collected data was transcribed and coded through initial and focused techniques in
preparation for analysis. To ensure the quality of the research, the researcher adopted
Merriam’s (1998) quality criteria focusing on credibility, reliability, and transferability of

data. The next chapter sheds light on the collected findings.
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CHAPTER 4
FINDINGS

In this section, | will present the results that emerged from the interview with the three
leaders and five teachers. The research is based on the following three questions: 1) What are
the factors affecting the implementation of externally mandated changes in a Lebanese
private school in Lebanon? 2) How is the role of school leadership understood by different
stakeholders in light of implementing external mandated changes? 3) What are the concerns
of Lebanese private school Teachers in playing a role in implementing external changes? In
line with those questions, the findings will be presented under 3 main sections. The first will
focus on the barriers to change taking into consideration the themes identified in the literature
review. The second is the perception of the role of leadership in facilitating the change
process. Finally, the third is teachers’ concerns to being active contributors to the change
process. All sections will present the data from the teachers’ and leaders’ perspective.
Factors affecting Implementation of the change initiative.

In the last decade, the school understudy has been subjected to numerous change
initiatives. The most recent initiative was an externally mandated change in high school
curriculum, methods of instructions, and evaluations in 2018. According to teachers and
leaders, this initiative has faced many challenges, and various factors have influenced its

implementation.
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Psychological factors

Teachers and leaders cited several psychological factors such as discomfort,
instability, fear of change, lack of enthusiasm, apathy, depression, and difficulty in adapting,
which impeded the implementation of change.

Instability. Some of the teacher participants identified instability as a major factor
influencing the change initiative. This was attributed to the constant change that came with
the French baccalaureate reform. Teachers attributed their reluctance to commitment to
reform requirements to the instability they felt as a result of constant change. This was evident
in T1’s reply “every year they change. So, dealing with this is a challenge itself, you are
never settled. Always on the run and always it’s a challenge against time, against this rapid
change of everything.”

Concerns about change. Leaders attributed the concerns they observed among
teachers to many factors. One factor was students’ outcomes which manifested in L3’s reply
“part of the teachers was resisting this change because they were afraid of the outcomes”
“their fear was reflected in the students’ low grades” due to the influence that might have on
students’ future plans. Another was the financial crisis that came after Covid and
compounded in magnitude afterwards since, at that point, teachers were responding to the
curriculum change in light of the challenging circumstances that unfolded due to Covid. With
this regard, L2 stated that “the financial situation that made them very indifferent to the whole
thing and basically they were there but at the same time, they were fishing for a new job”.
L2 attributed the challenges and resistance he encountered to the financial difficulties and

admitted that sometimes he “lacked policies”. He noted, “I just wanted to do what we call
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make do. They [academic director and principal] put the coordinator and teachers in charge
of everything. Because they were primarily preoccupied with other issues, particularly the
parents' refusal to pay on time and the financial issues.”

Finally, external influence was another reason where L3 shared that “part of the
teachers was resisting this change because they were afraid of the outcomes in terms of
threats coming from the outside”.

However, teachers attributed their concerns to completely different factors, mainly
their lack of confidence in their ability to bring about change and the absence of support.
Teachers were “afraid of the change” and the new requirements it entailed. They doubted
their ability "to be up to it," as T1 stated in her interview. Similarly, T2 described the
difficulty of teaching a new curriculum and the anxiety it causes among teachers, particularly
when they are unsure whether they will be able to perform as well as before. Teachers
expressed concerns about the lack of support they received in terms of guidance, clarification
sessions, and frequent meetings, which made them anxious about the upcoming change. This
manifested in many answers T1 expressed uncertainty about whether the support she received
could be attributed to the school, as evidenced by her response “I don’t know if I can call it
a support system, but my support system in school concerning this reform, ehh, are actually
colleagues.” T2 mentioned “it was really personal effort, ok. The only support we had from
the AEFE was this specific diploma given over two years. Yes, here we have we had the
support, but we hadn’t, we didn’t have any other kind of support.” T3 noted “I had to prepare
lessons for 3 levels without any guidance.”

Teachers’ morale. Teachers' low morale, according to leaders, was among the

factors that impacted their engagement in the implementation of the change process. Teachers
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felt indifferent towards the reform and lacked enthusiasm. This was attributed to the
economic crisis and covid 19 as evidenced in the leaders’ responses. L2 noted that after covid
teachers “ran out of patience and energy.” They manifested indifference, not only towards
the French reform but also, towards their career. People felt underpaid, they felt depressed,
and this is why we have about 30% of teachers in Lebanon who left their career.” He further
explained that low morale cultivated resistance among some teachers during the
implementation process, which manifested itself in absenteeism, lower productivity, and less
participation of some teachers in the activities and projects mandated by this reform.

Difficulty in adapting. Adjusting to new methods of instruction, criteria of
evaluation and curriculum content was among the main elements the respondents recognized
as having a significant impact on the implementation process.

Leaders attributed the difficulty in adapting and the resulting resistant behavior of the
teachers to their age, which caused discomfort and difficulties in embracing change and
adapting to the reform's requirements. This was manifested in L2’s reply stating that “People

99 ¢

were not happy to adapt” “people above the age of 35, become resistant to change because
they become comfortable, their comfort zones become more dominant in their psychology.”

Teachers' narrative also shared their discomfort and struggle to adapt to change. This
was evident when some discussed issues such as feeling overloaded in their work. T3 shared:
“We had to start from zero. And it was a lot of work for me because | had to work on 3
academic years: grade 10, 11 and 12 in one year. So, | was really overloaded, and | had to
change everything. The first year the workload was extreme. As | told you, | had to prepare

lessons for 3 levels without any guidance.” T4 also displayed her struggle with the change

due to misalignment with their teaching philosophy: "All the objectives do not align with my
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objectives and my teaching philosophy, and they were not clear to me, so | cannot implement
them in Lebanon,” she explained. L1 raised this issue, observing that “teachers were a little
bit puzzled between the old ways of teaching and the new ones”.

Perception factors

Teachers and leaders hold divergent views regarding the objectives of the reform and
its implications. This, according to the respondents, posed a hindrance to the change process.

Questionable impact. Most of the teachers interviewed felt that this reform had many
gaps and had a negative impact on students and teachers. This negative perception of the
reform resulted in resistant behavior as evidenced in the teachers reply. T4 stated “it is not a
reform for Lebanon, it is a reform to be applied in France”. T5 clarified the negative impact
it had on students' learning and the insecurity it instilled in teachers “teachers were puzzled
and insecure.” T3 explained that this reform has put a lot of pressure on students who aren't
yet ready to make the right decision about their future specialties. As a result, they were "mal
orienté” [Mis-oriented]. “T2 elicited the fear caused by the change and the negative impact
it had on teachers she stated, “every change generates some fear in people, because we don’t
know if we will go about as well as before”.

The three leaders presented different responses to those of teachers. They believed
that teachers believed in and endorsed the change because they trusted the impact. This was
evidenced in their responses. L1 stated “the teachers I know are thrilled about this; they are
passionate about this. There were not many difficulties; They were convinced since the
beginning that this is going to work and that this is interesting and meaningful to the

students”. L3 emphasized the significance of change and its positive impact on students'
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learning and future paths. L2 argued that the loss of enthusiasm and motivation among
teachers was not attributed to lack of trust in the reform impact, but rather due to other
reasons, particularly COVID and the economic crisis rather than the reform itself.

Vague objectives. One of the initial challenges cited by most of the teachers was the

vague objectives of this externally mandated reform. This is reflected throughout T1-T3-T4
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respective answers “it was ambiguous” “unclear goals” “not clear enough”. Additionally,
some of respondents reported that the constant change perplexed teachers and leaders. T3 for
example noted that the Agence pour I'Enseignement Francais a I'Etranger (AEFE) seemed
uncertain of their goals as they made frequent changes during the initial years: “It appears
that our school is still in the process of determining the optimal structure for implementing
the reform, as we continue to see yearly reforms”. She added that in such an unpredictable
context, it was “impossible” for anyone or any school to maneuver the complexity of the
situation.

The unclarity about the reform objectives could also be reflected in how T2 and T5
interpreted the reform objectives when asked to describe the reform initiative. While T2 says
that the main objective of the reform is “to prepare every student for real life for the future
as workers in society”, TS5 gave a different explanation stating that “the most important
objective is to motivate students to express themselves orally and let them talk with self-
confidence, without hesitation.”

Leaders seemed to have varying perceptions regarding the clarity of the reform
objectives. L1 specifically believed that the reform objectives were clear to the teachers.

According to L1, some teachers had attended training sessions aimed at elucidating the

objectives of the reform, with the intent of subsequently disseminating the knowledge
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gleaned from these sessions to other teachers within their schools. As a result, L1 believed
that teachers possessed an understanding of the reform objectives. In addition, L1 stated that
regular coordination meetings were conducted on a weekly basis, and teachers were
encouraged to seek clarification, ask questions, and provide feedback at any time.

L2 and L3 were less confident in the clarity of the objectives. While acknowledging
the existence of workshops intended for teacher training, L2 underscored the challenges
posed by the Covid-19 pandemic and the economic crisis, which hindered attendance. L3
observed a lack of awareness among some teachers and emphasized the importance of
increasing the number of training sessions that clarify the reform's objectives. This was
reflected in her response “I think the change must be more explained for the teachers because
we start to feel some resistance, | think that we need to create some moments with teachers
where we make them remember why we did it in the first place.”

Cultural and organizational factors

The school culture and context, as well as structural factors such as school logistical
readiness, teachers’ readiness, and availability of resources, were frequently cited by both
teachers and leaders as major barriers to the implementation of change. Most respondents
claimed that this significant barrier made implementation challenging and generated
resistance.

School structure and culture. The school structure and culture were some of the
factors mentioned to negatively affect change, particularly in terms of how teacher
involvement in decision making. This was evident in T5's response, in which she stated that

she has been teaching for 25 years in a religious and private school, and that everything has

61



been imposed since then. This reflects the fact that such practices have withstood time and
became normalized into the daily actions within the school, making them part and parcel of
the culture. On a similar note, T3 characterized the imposition of changes on the school
culture without involving all stakeholders in the decision-making process as dictatorial. This
was evident in her answer “not all the coordinators are being involved in decision making.
They want to be involved, but the situation appears to be dictatorial.” Similarly, T4 noted
that tasks were imposed, and her role was only to apply what was required.

School context. Furthermore, context-specific challenges emerged throughout the teachers'
narratives. Teachers questioned the applicability of the foreign mandated reform in Lebanon,
a country with a hugely varied context than that of France. Teachers revealed that this reform
does not fit the school context in any way. T4 argued that the objectives could not be
implemented in Lebanon. Other said, "Yes, because it is not a reform for Lebanon, it is a
reform to be applied in France. It is not a reform that can be implemented in Lebanon,
particularly in our schools with the current curriculum. The Lebanese baccalaureate is
abolished, and they only focus on the French baccalaureate."

Teachers’ readiness. Some teachers mentioned that they were not ready to take part
in the reform. They attributed this to their lack of preparedness to engage in the change
process. T4 for example mentioned the scarcity of training sessions and the lack of follow-
ups. This was evident in her reply: “I attended a training session once during the
implementation process. | learned a lot from this session. But unfortunately, there wasn’t any
follow up”. The perception of teachers however was vastly different than that of two of the

school leaders.
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Two school leaders had a different take on teachers’ readiness and even commended
implementers' readiness and high level of expertise. This was manifested in L2’s reply “In
our case, it was successful because of the competency and well-trained people who are doing
it”. On the other hand, L3 opposed this view and suggested the need to improve teachers’
preparation at all levels. She said, “the HR department is planning to inform teachers about
sessions that tackle class management, students’ motivation, working through projects”. This
discrepancy was eye-opening, especially that it was not limited to perception on teacher
readiness but stretched to different aspects such as resources and role of leadership in the
change process as depicted in the upcoming sections.

Lack of resources. A lack of resources in the form knowledge acquired from
workshops, training sessions, internal, and aiding tools to facilitate the teaching and learning
process were among the top coded challenges mentioned by all of the teachers in the
interview. This was clearly illustrated by the responses provided by the participants. T1 stated
“I wouldn’t wait for the workshops; I would be left behind. There wasn’t even a single

29 ¢

workshop, or any training session or any aiding resources or tools to guide us” “workshop
did not meet the points of this reform. T2 noted “there were not any book in the market to
tell us what we could teach to the students exactly, so | prepared the contents, the exercises,
the way of assessment completely alone, of the students, so that they could pass the
baccalaureate without any problem. It was the main challenge in fact.”

T3 expressed that they were not informed about how to work, hence nobody discussed

it with them. “No one talked to us.” T4 shared her experience of attending a training session

during the implementation process, where she gained valuable knowledge. However, there
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was no subsequent support or follow-up provided to them. “I learned a lot from this session.
But unfortunately, there wasn’t any follow up. Besides, there wasn’t any support system.”

Leaders did acknowledge some challenges in terms of resource readiness but focused
on logistics in particular. L1 explained that the challenges she confronted were "logistics".
They were concerned with the availability of students, teachers, and classrooms. "The
schedule didn't allow me to put all the courses in the same day or to have all the periods in
the day with available teachers/ this is logistics, it was difficult because we do not have
enough classrooms. We do not have teachers available all the time.”
Role of school leadership in implementing externally mandated changes
In this section, the perceptions of both the leaders and teachers towards the role of leadership
in implementing the change will be shared, with each presented in a separate section. The
study revealed a significant discrepancy in opinion and perception between the two groups,
which will be highlighted in each section under the corresponding title in the findings.
From the perspective of leaders

School leaders are the initial recipients of the reform requirements from the AEFE
and are accountable for integrating them into the school's culture. As reported by the
interviewees, their responsibilities encompassed a variety of tasks, including offering
structural and psychological support, conducting student assessments, and facilitating
reforms.

Leadership structural support. School leaders provided both structural and
psychological support to the teachers to assist them in implementing the reform requirements.

In terms of structural support, L1 stated that their initial step as head of departments was to

64



organize internal meetings for her teachers to equip them with the necessary skills to
implement the changes. In addition, she had to send her teachers to external workshops
organized by the (AEFE), which is based in Lebanon. Simultaneously, she commenced
modifying the programs in line with the official curriculum (BO). She pointed out that in the
initial stages, classroom visits were conducted regularly, with weekly visits being the norm,
particularly when teachers expressed uncertainty about specific matters.

L2 mentioned that currently, the school and its departments are solely responsible
for executing, supervising, and evaluating the plan. This means that the entire responsibility
rests with the teachers and coordinators who are carrying out the plan's implementation. L2
attempted to provide the necessary resources to aid successful delivery of the plan, equipping
individuals with the appropriate materials. One strategy that L2 utilized to support the
teachers was “task simplification”. Rather than providing the entire program at once, he
divided and separated it into manageable chunks. This strategy, according to him, made it
appear more straightforward, allowing individuals to better digest and process the
information with more energy. L2 recognized the obstacles they continually encountered in
their department. When he experienced “a drop-out case”, he resorted to modifying the staff's
responsibilities entirely. He recruited new individuals in the department. However, this
strategy did not make a noticeable difference in terms of increasing teacher motivation since
people remained indifferent for various reasons.

Leadership psychological support. L1 noted that psychological support played a
vital role in easing the implementation process. She highlighted that the head of the
department provided assistance in facilitating the process, encouraging the teachers, and

arranging for all necessary logistics. L2 employed the "sponge approach” throughout the
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implementation process, particularly when he encountered resistance. He followed a strategy
of patience, aiming to absorb any negative reactions, and to raise the morale of those feeling
discouraged or down.

In a follow up interview, L3 explained that after a year from the implementation
process, her approach to addressing resistance included:

e Avoiding conflicts and disturbances in the department by refraining from clashing
with resistant teachers and instead trying to bring them to my side.

e Encouraging resistant teachers to discuss the reasons behind their behavior in a safe
environment, such as my office, where they can disagree on various points.

e Recognizing that burying concerns and not discussing them can lead to viral
resistance in the department, affecting student outcomes and departmental
functioning.

Utilizing negative comments, criticisms, and nagging from resistant teachers to
reflect on flaws in the reform and, to an extent, discussing them with the principal and
academic advisor to modify and adapt requirements to the needs of the department and reduce
resistance.

Support through evaluation. Another form of support was evaluation to identify
areas of support that teachers needed. L1 mentioned that she adopted “a midterm evaluation
approach”, which involved conducting multiple meetings to assess the progress of the
implementation. Similarly, L3 adopted an end of year assessment approach, and this was
evidenced in her reply, “So, at the end of the year, we conduct a teacher evaluation. Every
coordinator gathers his team and attempts to evaluate the year, the academic year, in terms

of its strengths and weaknesses”.
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Leaders as facilitators. According to the interview data, leaders view their role as facilitators
in implementing the change initiative. This was evidenced in several of their responses.

L1 emphasized the importance of open and frequent communication channels
between herself, the head of departments, and the coordinators in order to facilitate the
implementation process. She noted that they have weekly coordination meetings and that she
is available at any time for clarification, questions, evaluation, and other communication
needs. However, L3 recognized that communication breakdowns posed a significant obstacle
during the school's implementation phase. To address this, she undertook efforts to establish
“circular communication channels”, both with parents to keep them informed of any changes
or decisions made, and with students on a weekly basis to discuss important updates and
information.

When asked about the role of the school principal in the initiative, both L1 and L3
referred to the principal's role as a facilitator in relation to budget allocation. According to
L1, the principal and academic director worked together to support the decision that arose
from the end-of-year evaluations. They endorsed this decision with the board and are
committed to providing necessary support in terms of budget, training sessions, and other
academic-year decisions.

While leaders offered many insights into their role in the change process, teachers

generally seemed to have a different perspective of that role.
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From the perspective of teachers.

Teachers' perception of leadership roles in terms of support and guidance, personal
initiative, communication, and professional development differs from the way leaders
perceive these roles, as revealed by the interview data. This is further detailed below.

Lack of guidance and support. Teachers generally reported on the lack of guidance
and support that hindered their efforts and ability to properly contribute to the reform. T1,
T2, T4 teachers took personal initiative to seek guidance and support when implementing
new reforms or initiatives. They conducted their own research and reached out to colleagues
and other schools for advice.

The lack of support left teachers reflecting negatively on the role of school leadership
in the change process. T2, T3, T4, T5 expressed frustration with the lack of support and
guidance from leaders. They felt that there were gaps in the process and that they were left
to figure things out on their own. One of the gaps identified in the entire process was the
absence of reflection meetings to address the concerns of both teachers and students, and to
discuss all the necessary details pertaining to their needs. T4 added, “at school we had small
meetings but not effective meetings.”

Communication problems. The importance of clear communication from leaders was
emphasized by more than one teacher. Teachers wanted to know what was expected from
them and how to implement new initiatives effectively. T1, T4, and T5 all shared that there
was a problem with communication where what was required of them was not communicated

clearly by leadership. T4 shared that “[communication] was ambiguous enough that even
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when they come to tell me about certain presentations, it was not clear”, TS5 shared insights
along the same lines: “presentations were not clear”.

Professional Development. Teachers expressed a desire for more professional
development opportunities. They wanted access to training, coaching, and mentoring to help
them develop their skills and expertise. T1 shared that there were no development efforts
orchestrated by leaders: “my support system in school concerning this reform, ehh, are
actually colleagues”. T3 shared that “there were no learning sessions”. Along those lines, T4
added: “I attended a training session once and this was in the implementation process. I
learned a lot from this session. But unfortunately, there wasn’t any follow up”. Finally, T5
noted that “the lack of teachers support led to negatively impacting the students learning and
outcome, the teachers were puzzled and insecure”. Teachers felt that the lack of support and
guidance negatively impacted student learning and outcomes, and they emphasized the need
for leaders to prioritize students and teachers in decision-making.

Role of teachers in the change initiative

Based on the interview data, the responsibilities of teachers in the change initiative
can be classified into three categories - teaching and learning, decision making, and
implementation - as reported by both teachers and leaders.

Teachers’ Role in Teaching & Learning

All the participants who participated in the interview agreed that their primary
responsibility was focused on teaching and facilitating the learning process. T1, T3, L3, and
T5 shared their experiences regarding the role of teachers in teaching and learning. T1

mentioned that teachers play a vital role in course planning, lesson planning, and activity
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planning. Additionally, T1 asserted that teachers face the challenge of dealing with a class
consisting of students with multiple intelligences and their role consists in devising strategies
to ensure that all students comprehend the subject matter.

Further, L3 described a process where teachers engage in impact measurement at the
end of the academic year, where coordinators evaluate the strengths and weaknesses of the
year. However, T3 indicated that teachers were not asked to assess the success or failure of
the reform, emphasizing their exclusion from the impact analysis. Instead, their role was
limited to evaluating students' performance.

Teachers’ Role in Decision Making

According to the responses of all the interviewees, teachers displayed the urge to play
a more elaborate role in decision-making, planning the reform, or assessing the impact of
change initiatives processes in line with their perception of their professional identity. They
shared that the school practice in line with this aspiration was underwhelming. This was
validated through the fact that only one leader highlighted the need to include teachers in
these processes. This was evidenced in their answers.

T1, T4, T5, and L3 discussed the importance of a larger role for teachers in decision
making. T1 stated that teachers had no role in decision making, while T4 mentioned that
teachers had no say in the planning process. T5 shared that teachers were not encouraged to
express their opinions about changes in the school because it is perceived as resistant
behavior. this was manifested in her answer: “We as teachers don’t participate in the decision

making and were kind of raised to repress our concerns or opinion about any change that
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takes place in the school”. L3 highlighted the need to integrate more the teachers in the
evaluation meetings and action plans because as she said, “they are the front liners.”
Teachers as Implementers

The role of teachers in implementing changes related to the curriculum, instructional
methods, and evaluation was mutually discussed and agreed upon by both teachers and
leaders.

Throughout their narratives, all teachers mentioned that they implemented the
requirements of the reform. Leaders also shared their views on the teacher's role as
implementers. L3 explained that “The Conseil d'Etablissement” (school council) is
responsible for devising and initiating plans, which are then implemented by coordinators
and teachers. Similarly, L1 mentioned that the head of department facilitated the
implementation process, but the teachers are the ones who implement the changes and stated
that teachers were up to the implementation task” They were excellent and up to it”. TS noted
that their role was limited to implementing the requirements of the reform in the class and
meeting with the coordinator to change the methodology for the oral. L2 stated that the most
significant shift has been the transfer of responsibility from those in charge of reform design,
implementation, and monitoring to the teachers who are now responsible for executing the
program, along with the coordinators who support them. “All is now in the hands of the

teachers who are implementing the program.” He explained.
Summary of findings

This chapter aimed to share the findings based on the collected data from the participants’

interviews. The data was shared considering the research questions guiding this study.
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According to the data that was thematically presented, several factors seemed to affect the
change initiative. Psychologically, teachers and leaders cited several factors impeding the
implementation of change such as instability, fear of change, lack of enthusiasm, apathy,
depression, and difficulty in adapting.

Additionally, the perception of the impact of change played a role in the change
process. Teachers seemed to question the impact and process of the change initiative due to
the vagueness of the objectives and their questionable application to the Lebanese private
school context.

The school culture and context also seemed to influence the change process. Teachers
considered their role in the change process to influence their buy-in and effort. Additionally,
the school readiness to take on the change was also seen as a factor to impact the success of
the process. They added that they felt that they had a limited role in decision making when it
came to change.

In terms of the leadership role, leaders shared that they perceived their role as
supporters on structural and psychological levels, and expressed that evaluation and
facilitation were main venues to offer that support. Teachers also saw support to be essential
in terms of leadership roles and responsibilities in the change process. However, did not seem
to share the same feedback shared by the leaders in relation to the success leaders had in
implementing this role, citing a lack of guidance, communication, and professional

development opportunities. Those results will be discussed in the next chapter.
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CHAPTER 5

DISCUSSION, CONCLUSION,
AND IMPLICATIONS

The findings of the study were highly indicative in terms of answering the study’s research
questions. Several factors of psychological nature impeded the implementation of change.
The perception of the value and applicability of change was perceived as influential in the
change process. Additionally, school culture and context also influenced how change was
understood by teachers and leaders. Regarding the roles of leaders, teachers and leaders did
not seem to see eye to eye. While leaders saw their role as support and facilitation, teachers
shared that they didn’t feel supported in the process.

This chapter will discuss the findings presented in chapter 4, drawing from the
theoretical understanding provided in the literature review and using the CBAM lens to
answer the research questions of the study. First, it will discuss the factors affecting the
implementation of the change initiative. These factors will be categorized as psychological,
perception, cultural and organizational. Then, it will discuss the perceived role of leadership
in facilitating the change process. Finally, it will discuss the teachers’ concerns to being
active contributors to the change process. Each of these sections will rely on insights from
both the teachers' and leaders' viewpoint. The chapter will conclude with an overview of the

study and its limitations and will highlight implications for practice and research.
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Factors affecting resistance to the change initiative: from the perspectives of teachers
and leaders.

This section will discuss in light of the literature review conducted the first research
question pertaining to the perceived challenges that influence the implementation of
externally mandated change. Therefore, the factors will be discussed in the subsequent
subsections, which include psychological, perception, cultural and organizational, with a
focus on the discrepancy in opinion and perception between the leaders and teachers
highlighted in each section wunder the respective title from the findings.
Psychological factors.

One of the main challenges that emerged to impact teachers’ resistance at the high
school level and was underscored in the results as a major impediment to the initiation of
change, was psychological in nature. Participants shared that they experienced fear of change,
low morale, instability, and difficulty adapting. Teachers attributed these concerns to diverse
factors such as workload, misalignment with their teaching philosophy, lack of confidence,
lack of efficient support, and the constant change the school undergoes. These results
corroborate the findings of previous studies by Fullan and Ballew (2004) and assert that those
feelings if not addressed may affect the teachers’ attitude towards change and result in
resistant behavior (Fullan & Ballew, 2004).

This psychological factor was also perceived to be a significant challenge impacting
teachers’ resistance of UAE schools (Troudi & Alwan, 2010). In fact, the feelings that the
participants shared aligned with findings of Troudi and Alwan’s (2010) qualitative study,
which investigated the reactions of English language teachers in UAE towards the curriculum

change and the generated affective issues that eventually turned into a form of resistance.
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Hence, disregarding the psychological factors that affect teachers’ attitude towards change is
a major challenge that can lead to resistance and hinder the successful implementation of the
change initiative.

It's important to note there was a variation in the leaders’ and teachers’ responses
pertaining to the factors that influenced the teacher’s morale. Leaders identified distinct
factors that contributed to teachers' role in the change process, which differed from the
psychological factors emphasized by teachers and supported by the recommendations of the
existing literature. When asked about how teachers experienced the change and how it was
manifested in their professional life, leaders attributed their negative attitude to age, COVID
19, financial crisis, student outcomes, and external influences. In contrast, teachers cited
factors such as instability, worry about change, low morale a lack of confidence that they
attributed to the lack of support, the school's continual changes and inconsistency with their
teaching philosophy. Hence, those perceptions did not converge with those of leaders. This
observed discrepancy reflects a disregard to the teachers concerns and will be tackled next
from the lens of the CBAM model.

Previous research has demonstrated that addressing teachers’ concerns can have a
positive impact on their attitude towards change. Hall and Hord (2006) conducted research
in different schools on the verge of change (curricular, structural, strategic), with the aim of
customizing the implementation of this change to address teachers’ concerns. They asserted
in their studies using the Concerns-Based Adoption Model (CBAM) that “interventions to
facilitate change must be aligned with the concerns of those who are engaged with the

change” (p. 84).
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When comparing the results of the teachers’ interviews to the stages of concerns
outlined in the CBAM model, we notice that teachers' concerns were identified across
different stages and with various natures, rather than being limited to the impact stage as
perceived by leaders. In other words, teachers manifested concern for the self (they were
worried about the change and how it will impact them), concern for the task (they were lost
about what to do and how to do it) concern for impact (they were concerned about impact the
change will have on the students’ learning and outcomes). These findings suggest that leaders
might not be giving ample focus to teachers’ perceptions and actions, especially in terms of
the problems they face in the process of change. This falls in line with what Fullan and Miles
(1992) shared “it is usually unproductive to label an attitude or action "resistance." It diverts
attention from real problems of implementation, such as diffuse objectives, lack of technical
skill, or insufficient resources for change” (p. 747).

Perception factors

Teachers' resistance to change was influenced by various perception-related factors.
One such factor is the divergence of views between teachers and leaders regarding the
objectives of the reform and its implications. The data indicates that teachers considered that
the reform has a negative impact on themselves and on students' learning and prospects,
“students are Mis-oriented” “teachers were puzzled and insecure”, whereas leaders viewed
that the reform is important and has a positive impact on teachers and students’ learning “the
teachers are thrilled about it; they are passionate about it”. “It has positive impact on students'

learning and future paths.”

76



On a similar line, leaders' perceptions of the clarity of the reform objectives differed
from those of teachers. While teachers report “ambiguity” and “unclarity” of the reform
objectives, leaders seem to perceive the goals of the reform clear. This discrepancy observed
in the replies reflects communication breakdowns that might lead to a violation of trust
between leaders and teachers and the objective of the reform itself (Ford et al., 2008).

With this being said, leaders attributed teachers’ negative reactions towards the
change to factors related to the economic crisis and covid 19 disregarding factors related to
the process of change, its applicability, and its goals. We can infer that resistance in this case
can be considered as a product that arises in the interactions and discourse occurring between
the leaders and the teachers (Ford & Ford, 2009). In fact, Ford and Ford (2009) highlighted
in their study the subjectivity of resistance, wherein change agents' interpretation of a
situation influences their understanding and subsequent actions.

In addition to the above-mentioned factors, the school's culture and context, along
with organizational factors such as the school's logistical readiness, teachers’ readiness, and
the availability of resources, were frequently cited by both teachers and leaders as key factors
that significantly affect teachers' willingness to embrace change and the successful
implementation of the reform. These factors are supported by the literature as affecting the
success of implementation of change as well as its sustainability (Lukk, Veisson, & Ots,

2008; Purkey & Smith, 1983).
Cultural and structural factors within the school

The literature pertaining to the organization culture strongly suggests that cultural

factors play a pivotal role in teachers understanding of the change process. According to Per

77



(2004), cultural factors impact the organization workflow, build interpersonal liaisons, and
interpret the way the change concept is seen in educational organizations. Therefore, they
influence the perception of teachers towards change and how they approach this process. The
responses of the teachers at the case-study school highlighting the “top-down approach”, “the
misalignment of the reform with their teaching philosophies”, and the perceived
"dictatorship" in decision-making provided us with an overall feel of the school culture that
seems like a culture of compliance rather than collaboration. This culture can foster fear,
mistrust, low morale, and therefore leads to conflict, disengagement, and resistance to change
(Starr, 2011).
Organizational Factors

Organizational factors in terms of lack of resources in the form of workshops,
effective training sessions, adequate internal and external support, tools, and follow-up plan
were among the top coded challenges mentioned by all the participants in the interview. This
finding falls in line with Lucas (2017) who shared that successful implementation requires
the principal to provide instructional leadership through continual, ongoing conversations,
collaboration with teachers, developing themselves and others, and participation in all
professional development that is provided to the teachers, echoing the findings of Karami
(2019) in the study on the design of reform in the Arab region. The study found that there is
major neglect of concurrent and relevant capacity building for the teachers. Additionally,
several studies have investigated the impact of organizational factors during the change
process and focused on promoting professional development and leadership support to

enhance teachers’ self-efficacy and guide them in the change process (Zimmerman, 2006).
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This study results acknowledge the need of professional development yet, provide support
for the hypothesis stating that the challenge that is manifested in the Arab context is that
professional development provided in schools is often not aligned with the needs and
priorities of teachers (Karami-Akkary, 2014). In fact, teachers noted that “workshop did not
meet the points of this reform nor their needs.”

A notable discrepancy between the responses of the teachers and the leaders when
asked about teachers’ readiness is observed. Leaders did acknowledge some challenges in
terms of resource readiness but focused on logistics in particular. They were concerned with
the availability of students, teachers, and classrooms. Yet, when asked about the resource
availability teachers stated: “I wouldn’t wait for the workshops; I would be left behind”.
“There wasn’t even a single workshop, or any training session or any aiding resources or
tools to guide us” there wasn’t any follow up. Besides, there wasn’t any support system.”
The fact that only teachers raised the issue of inadequate training and lack of support and
resources as impeding challenge could indicate that they either did not communicate their
concerns to leaders or that leaders were not convinced of the ineffectiveness of the training
and perceived the support and resources they provided as adequate. This misalignment in
perception between teachers and leaders provides a definite basis for potential problems to
arise and can promote resistance through what literature label as ‘“communication
breakdowns” (Ford et al., 2008 p. 366). Therefore, it is important to consider the important
role of leaders and change agents in ensuring an alignment in terms of the change process

and outcomes to increase the chances of success of educational reforms (Fullan, 2016).
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I will move now to discuss the second research question pertaining to the role of
school leadership in implementing the externally mandated reform. This will be discussed
from both teachers’ and leaders’ points of view.

The perceived Role of school leadership in implementing externally mandated changes

This section discusses in the light of the literature review the role of leadership in
implementing the change as perceived by both the leaders themselves and the teachers. Each
will be presented in a different section with a focus on the discrepancy in opinion and
perception revealed by the study between the two groups. It is important to point out that all
the practices shared by leaders fall under effective school leadership practices in the Lebanese
context as highlighted by Harb and Karamy (2021).

From the perspective of leaders

There is a variation in opinion among leaders themselves when it comes to their role
in the implementation process. While leaders may share some common ground on certain
aspects of leadership, they hold divergent views on other aspects.

Structural support. In terms of structural support, the three interviewed Leaders had
various ways to provide support to the teachers. L1 opted to begin by organizing internal
meetings, sending their department teachers to external workshops organized by AEFE,
modifying programs in accordance with the Official Curriculum, and conducting classroom
visits during the early stages of the implementation with minimal feedback to teachers which
falls in line with what they shared regarding the lack of proper communication and
development. The tasks that were carried out suggest that the leader's position in this

department is more akin to a managerial role rather than leadership one (Ornstein, 1991). The
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findings of the study call into question the validity of the commonly held beliefs about the
managerial role of the leaders in the change process and its efficiency in a successful change
implementation and optimal treatment of teachers’ resistance.

On the other hand, L2 attempted to provide the necessary resources to aid successful
delivery of the plan, equipping individuals with the appropriate materials and using the “task
simplification strategy” to make teachers understand better the required tasks. However, this
leader's approach was surprising when it came to handling a "dropout case," as he opted for
a strategy that involves completely restructuring the staff's responsibilities and recruiting new
personnel for the department. This strategy diverges from literature on leadership. It may
even be perceived as deviating from supportive leadership strategies to address resistance
and could potentially cause further issues. According to Ford and Ford (2010), it is common
for leaders in organizational change contexts to view negative attitudes and reluctance as
significant barriers to the implementation of change and reform. Leaders may attribute the
resistance to change to personal flaws or a lack of commitment on the part of the change
agents, rather than recognizing the systemic and contextual factors that may be contributing
to their resistance. This tendency to blame teachers for their negative attitudes can create a
confrontational dynamic and alienate them from the change process, making it more difficult
to achieve successful change implementation (Ford & Ford, 2010).

Interestingly, L3 approaches were observed to be consistent with previous research
in this area. The study results show that L3’s suggestion was to focus on working with
teachers to provide coaching and support that meet their needs and as she stated, “allocate
some effort towards addressing their specific needs” because she believed that they are the

“frontliners”. Such an approach was important to L3 to lessen resistance to reform in the
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department she leads. This view corroborates the findings of Zimmerman’s (2006) studies
that highlight the importance of promoting professional development tailored to the
individual needs of teachers and coaching for teachers to foster their development and
efficacy. Leader 3’s approach was also highlighted by Haddad (2006) as one of the positive
traits of instructional leadership that could promote the success of teachers.

Psychological support. In terms of psychological support, the responses shared by the
leaders reflected a lack of alignment between leaders’ 1 & 2 understanding of psychological
support and the one of leader 3.

Both L1 and L2 agreed on the importance of understanding the teachers and encouraging
them throughout the implementation phase. However, their interview findings indicate that
their understanding of psychological support was limited to logistical facilitation to the
teachers and a patient attitude towards absorbing the negative reactions exhibited by the
teachers during the change process. They stated that they encouraged teachers, provided
assistance, arranged for all the necessary logistics and employed the “sponge approach”
throughout the implementation process.

Surprisingly, leader’s 3 interview results indicated a different understanding to
psychological support and even the findings contradicted the widely held belief in the
literature that resistance is always a barrier to change. In fact, L3 perceived resistance as a
“valuable resource” and treated it as an asset that enables change and fuels the growth of the
organization with the purpose of mitigating resistance (Ford & Ford, p. 24, 2010). This was
manifested in her non-conflictive approach that addresses resistance through the following

strategies:

82



e avoiding conflicts with resistant teachers and instead trying to bring them on board.

e encouraging discussion of concerns in a safe environment.

e recognizing that burying concerns could lead to wider resistance.

e using negative comments from resistant teachers to reflect on flaws in the reform.

o discussing modifications with the principal and academic advisor to reduce

resistance.

This aspect of leadership is addressed in the literature as a way to build relationships that
involves listening to others, valuing their perspectives, and building trust through honest and
open communication (Fullan, 2016).

Support through evaluations. In terms of the evaluations conducted by the leaders, the
results of the interview were found to be inconsistent with the recommendations in the
literature for organizational change. While the evaluations in the study school were
intermittent (mid-year or end of the year) and involving only coordinators and heads of
departments, the literature emphasizes the significance of continuous evaluation and
reflection meetings involving all stakeholders throughout the change process (Glickman et
al., 2007).

Leaders as Facilitators. In terms of leadership roles, the three leaders being 2 heads of
departments and one coordinator perceived their role differently where they used the term
‘facilitators’ to describe it particularly in relation to budget allocation and academic year
decision making. This doesn’t align with the following criteria stressed by the CBAM model:
change facilitators must proceed systematically, assess regularly, and provide support

continually.
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Leader 1 highlighted the importance of open and frequent communication channels
between the heads of departments and the coordinators and emphasized her availability at
any time for clarification, questions, evaluation, and other communication needs. This
reflects the absence of the teachers in the communication channels.

On the other hand, leader 2 stated that he served as a facilitator during coordination
meetings by simplifying tasks and breaking them down into manageable chunks to help
teachers better understand and digest the information.

Conversely, leader 3 identified that communication breakdowns constituted a
significant obstacle during the school's implementation phase. To overcome this challenge,
she implemented measures to establish "circular communication channels”. These channels
facilitated regular and open communication with both parents and students, allowing for the
sharing of important information and updates.

These findings indicate that while L1 and L2 strategies are supported in literature,
they are missing crucial elements that are deemed essential for effective school leadership
and successful change implementation. L1 and L2 relied mainly on strategies related to the
task and leader-to-leader communication, which meant that teachers were not included in
those channels and their concerns were disregarded. Hence, resistance was more likely to
surface within the department under their leadership. Contrarily, L3 demonstrated a broader
and more inclusive approach. She managed to address the concerns of the teachers related
the self-task and impact, and view resistance as an asset to be integrated in the change
process. This conceptualization of teacher resistance as a positive impact in change has been
discounted by literature as Gitlin and Margonis (1995) share who add that looking at teacher

resistance from this lens could help “avoid the push-pull cycle where outsiders push for
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reforms and teachers resist, leaving schools fundamentally unchanged” (p. 377). Based on
this understanding, L3 succeeded in mitigating resistance in her department and was able to
lead a relatively successful change process. This is particularly reflected in the following
CBAM criteria discussed by Ford and Ford (2006): the perceptions and feelings of
individuals are crucial to successful implementation.

By recognizing the root causes of resistance, leaders can take steps to address it in a
productive manner. In this case, they can view it as a valuable signal to assess and improve
the shortcomings in the reform, as suggested by Ford and Ford (2010). This notion is also
supported by Jones-Bliss (2020) who stated that when you seek to understand why staff
perceive a disconnect between changes and existing work practices, processes or systems,
you gain insight into other adjustments needed to make new approaches work. Often, their
resistance saves you from future problems.

From the perspective of teachers

The interview data indicates that teachers hold different views than leaders regarding
the roles of leadership. Therefore, specific differences will be discussed in terms of support
and guidance, personal initiative, communication, and professional development.

Lack of guidance and support. In terms of guidance and support, teachers believe
that leaders should provide continuous guidance and efficient support to enable them to
maneuver the complexity of the change.

Efficient support in the form of reflection meetings is a main urge that participants
perceived as being key to help them navigate change. Further, this support is perceived

essential for teachers, particularly when it comes to addressing students’ and teachers’
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concerns. Teachers conveyed their requirements for reflective meetings to address their
concerns, and to discuss all the relevant details pertaining to their needs. This is in line with
Sannino’s (2009) study that invite in its recommendations school leaders to build trust with
their teachers, support dialogue, and facilitate the externalization of their concerns, as this
would hold them accountable and able to report, explain, and justify change, which in turn
would reduce resistance (Sannino, 2009)

Guidance according to teachers can take many forms, such as clear communication
about expectations and goals, and on-going training and professional development.

Communication problems. In terms of communication, teachers highlighted the
significance of clear communication in the change process. They expressed their desire to
understand what was expected from them and mentioned that even the presentations offered
at school by the leaders, or the AEFE were “not clear”. This reflects the absence of the leader
role that should ensure training sessions clarifying the importance of change, its objectives,
and the process of implementing, as this would alleviate the teachers concerns, which in turn
would lessen resistance (Makdadi & Chrifat’s, 2014).

Despite considering that it is the leader’s role to provide clarification and build
communication channels, teachers sought “peer support” to overcome the challenges they
faced. This would fall in line with Fullan’s (2016) study reporting the effectiveness of “peer
support and pressure” (p. 243) in adopting innovation and approaching resistance. Fullan
(2016) brings to light the fact that influential teachers not only support their peers in their
struggles but can also influence their opinion by exerting pressure and convincing them with
the novelty introduced in school (Fullan, 2016). Hence, promoting the culture of peer support

in the school can benefit leaders and teachers and contribute to lessen resistance.
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Professional development. In terms of professional development, teachers perceived
the training offered by the school leadership as insufficient, inefficient and lacks follow up.
This contradicts the CBAM guiding assumption stating that change facilitators must proceed
systematically, assess regularly, and provide support continually to lessen the teachers
concerns towards the given task, reduce resistance, and therefore ensure a successful change
implementation (Hall & Hord, 2006).

Further, teachers expressed a desire for more professional development opportunities.
They wanted access to training, coaching, and mentoring to help them develop their skills
and expertise. This resonates with Zimmerman’s (2006) study on the importance of
promoting professional development and leadership support to enhance teachers’ self-
efficacy and guide them in the change process. Hence, improving teachers' self-efficacy can
greatly empower them, making them more willing to accept change and view problems as
challenges to overcome (Bandura, 1997). It also falls in line with the findings of Bryne and
Prendergast (2020) who stressed the importance of teachers’ professional development in
change in the math curriculum process.

As such, literature asserts that efficient support and continuous guidance in terms of
communication and professional development as viewed by the teachers are key components
that support leading and overcoming the barriers to teachers’ resistance to change. The value
of professional development and its influence on promoting positive school climate was also
highlighted by Sibahi (2020) when studying the Lebanese school context.

Finally, the study findings reveal a difference in perception between teachers and
leaders regarding the type of support and guidance offered for the change process, which has

led to frustration in some instances among the ranks of school teachers.
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I will move now to discuss the third research question pertaining to the concerns of
teachers in playing a role in implementing external changes. This will be discussed from both
teachers’ and leaders’ point of views.

Role of teachers in the change initiative

The findings of the study reveal that the participants have a partial awareness of the
role of teachers that needs to be present in the organization and that promotes a successful
change implementation. All participants concurred that the responsibility of teachers in the
change initiative was primarily focused on teaching, learning, and implementation rather than
decision-making.

Teachers’ Role in Teaching & Learning. Both leaders and teachers perceived that
teachers’ primary responsibility was focused on teaching and facilitating the learning
process. When asked about their role in the change initiative, teachers emphasized their
crucial involvement in planning the course, lesson, and activities. leaders highlighted the
teachers’ contribution to measuring the impact of the reform (strengths and weaknesses).
However, teachers felt excluded from the impact analysis process and expressed their
concern about the potential impact of the reform on students' learning.

These findings insinuate that the limited involvement of the teachers in the decision-
making and assessment processes led to the emergence of more concerns. In fact, we can
observe in the light of the CBAM lens that teachers’ concerns evolved from self to task-
related to impact-related as they embrace and implement new approaches. Our results provide
support for the hypothesis that teachers' concerns during the implementation process are

developmental in nature, progressing from concerns about self, to task, and finally to impact,
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and that neglecting the early concern stages can result in an escalation of resistance, which
could impede progress towards higher levels of implementation (Hord & Hall, 1984). This
replicates the results of Chaar’s (2016) study and further establishes the robustness of the
observed effect.

Teachers’ Role in Decision Making. Both teachers and leaders agreed that
teachers do not have any involvement in decision-making, planning the reform, or assessing
the impact of change initiatives. However, both leaders and teachers failed to recognize the
need to have them involved in the decision making in order to have a successful
implementation. Only leader 3 acknowledges the importance of integrating more the
teachers in the evaluation meeting plans because as she said, “they are the front liners”. The
value of teacher engagement in decision making is also shared by Jones-Bliss (2020) who
considered that leaders often attempt to enact new approaches without understanding
employees' different perspectives on these changes, where successful implementation of

change would require teachers’ engagement and opinion to be considered.

Throughout their narratives, teachers mentioned the need for support and guidance
and exhibited a belief in the potential role of leaders in the implementation process. It is worth
noting that teachers did not mention during the interview their need to have a participatory
role in the decision making. This reveals that teachers underestimate their abilities to be
decision makers and weren’t able to transcend the confinement of the beliefs prevailing in
the Arab world that leaders are the sole decision makers (David & Abukari, 2019). Thus, the

fact that teachers doubt their abilities in fulfilling the change requirements obstructed their
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freedom and turn them into soldiers of the new system and not change agents (Ornstein &
Hunkins, 2017).

Further, the results indicate that teachers repressed their concerns and are hesitant to
voice their opinion regarding the change in the school. They said, “we are not encouraged to
express our opinions about changes in the school because it is perceived as resistant
behavior”. “We as teachers don’t participate in the decision making and were kind of raised
to repress our concerns or opinion about any change that takes place in the school”. The verb
“raise” refers to the way individuals grow up and develop in a culture or environment that
can have a significant impact on their beliefs, attitudes, and behaviors. This leads us to
reinforce the previously discussed deduction that the school culture that disfavors
collaboration and participation in decision making shaped the teachers’ understanding of
their sense of identity and abilities to be change agents (David & Abukari, 2019)

Teachers as Implementers. Both leaders and teachers perceive the role of the teachers as
curriculum implementers. They all agreed that their role was confined to implementing the
mandated requirements of the reform that the school council initiated and devised. This
reveals a decision-making hierarchy in the form of a top-down approach that places the
teacher at the bottom of the hierarchy and excludes them from decision-making. This
approach, which diverges from the recommendations of literature and many studies in the
same area (Makdadi & Chrifat’s, 2014), might be a breeding ground to many challenges
particularly resistance. According to Starr (2011) it is human nature to resist change
particularly when the people responsible to implement and live the change did not take active

part in the decision making and appraisal process.
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Conclusion

This study examined the factors affecting the implementation of externally
mandated changes in a Lebanese private school in Lebanon. It determined the role of
school leadership in the implementation process and identified the concerns of the teachers
in playing a role in implementing external change. Analysis of data collected from 8
interviews, 5 with teachers and 3 with school leaders, led to interesting findings. The study
found that the role of the leader is central in implementing a successful change process. The
study adds that equally important is how teachers perceive the role of leadership in the
process. Perception can either promote or challenge the change process and therefore the
success of the initiative.

In this respect, the study found that the perceptions of teachers and leaders could
differ vastly with regards to the roles and processes of change. Teachers did not seem to
acknowledge the role of school leaders beyond budget setters, while leaders failed to see
the challenges teachers were facing and the reasons behind them. They felt that all was
going well. This highlights the importance of proper communication two-way channels
(Ornstein & Hunkins, 2013) to alleviate any concerns that might hinder the change process.

Finally, and what was of an AHA moment to the researcher is the paradigm shift in
understanding teacher resistance. The study highlights a new strategy of approaching
resistance that can be used as an asset in the change process. This leads the researcher to
perceive resistance as a positive drive if harnessed properly. By understanding the specific
reasons behind teachers' resistance, leaders can build on this understanding to create a more

effective change process that addresses those concerns and build trust.
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This paper concludes with limitations and implications for practice and future
studies.
Limitations of the study

The trustworthiness of qualitative research has always been challenged and many
scholars have often questioned its validity and reliability (Heck & Hallinger, 1999). This
study, like any other case studies, has its limitations. The main limitation emerged from the
small and non-random sample adopted. This would limit the generalizability of the findings
of this research which would in turn loom over its validity and reliability (Merriam, 2009).

The second limitation was related to the researcher’s positionality which reflects her
world view and their position within the social context (Holmes, 2020). Being the primary
instrument for data collection and analysis and a teacher in the case school pushes the reader
to question whether the researcher is a valid and reliable instrument and whether she is biased
and just finding out what she expects to find (Merriam, 2015). To ensure the study reliability,
the researcher kept a journal through which she documented her thought processes, decisions,
and actions throughout the research process. By doing so, she was able to track her work
progress and maintain a record of any changes made. This journal was continuously used by
the researcher to verify the accuracy and consistency of the data and to provide transparency
in the research process.
Implications on practice
This study has several implications on practice in the context of change, particularly in
Lebanese private schools. The study can: 1) help school leaders understand how their role is

perceived from other school professionals in the curriculum change process, 2) help school
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leaders understand how to deal with teacher resistance and harness it for a more effective
change process, 3) help change facilitators identify the teachers concerns during the
implementation of educational change to inform their choice about the types of interventions
that facilitate the change process (Hall & Hord, 2006), and 4) inform schools undergoing

change with respect of stakeholder engagement.

Helping school leaders understand how their role is perceived from other school
professionals in the curriculum change process

The study recommends that school leaders need to understand how their role is perceived
by other stakeholders within the school in relation to the change process. The study
highlighted that teachers were not aware of the role of leadership, the principal in
particular, beyond handling financials and budgets. This stance was a main source of
frustration to teachers as they felt unsupported and not acknowledged as an integral part of
the school in terms of vision and goal setting.

Understanding how their role and actions are perceived through the eyes of others
would allow school leaders to better interact with teachers which would help create
effective practices (Dimmok, 2011) that promote the reform. Such interaction would
improve the quality of communication which leads to a more impactful and successful

curriculum reform process (Gouédard et al., 2020).

Inform schools undergoing change with respect of stakeholder engagement
The study recommends including school professionals, regardless of their position in the
organizational structure, in ideating and implementing the curriculum change initiative.

This can be applied in both cases where the change is internally designed based on the
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school vision, or externally mandated. The study clearly showed that teachers felt
marginalized because they were not engaged in the curriculum development process. They
shared that they saw themselves present in the planning process knowing that this would
have required effort and time on their behalf, keeping in mind that they were not too keen
on offering them when they found themselves perceived as mere implementors.

For professionals to be instrumental in the change process ideation and
implementation, professional development and capacity building are essential (Keiny,
1993). This has been reflected through the feedback of the teachers who considered
themselves to be in need of such opportunities. Such professional development would in
turn lead to higher efficacy (Ross & Bruce, 2007) which in turns lessens resistance in the
change process. This is why such professional development has been pivotal in the efforts
of school improvement initiatives such as TAMAM which places capacity building in the

core of their development model (tamamproject.org, 2023).

Recommendations for research

This study presents a platform for future research in the Lebanese private school context.
First, the study was conducted in a one school undergoing change based on the French
Baccalaureate mandates. Considering that there are many schools which have undergone
several changes, the study could consider participants from those schools to further
understand the barriers to change and teacher resistance. Additionally, the study opens the
way to further understand the difference in perception between teachers and leaders to how
each plays their role in the change process. Finally, further research on how resistance can

be utilized to promote successful change is recommended in light of the gap in literature in
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this area both locally and internationally. Helping school leaders understand how to deal

with teachers’ resistance and harness it for a more effective change process.

The study recommends that more study should be done to inform leadership on how to be
more mindful and purposeful in understanding teacher resistance towards curriculum
change and thinking of methods to utilize the energy behind resistance to promote the
change process. As shown from the approach of the three leaders, only L3 was mindful in
addressing teacher concerns that she felt were manifesting in resistance. The strategies she
followed in terms of showing interest to their worries and working on addressing them paid
dividend in the change process where she managed to lead her department through the
change process with minimal disruptions.

The positive impact of the leader’s action remains influential till this date which is
reflected in the high level of functionality and minimal absences on behalf of teachers.
Such actions are instrumental to effective leadership which has proven to be a positively

influential factor in promoting a successful change process (Niesche & Jorgensen, 2010).
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APPENDIX A

INDIVIDUAL INTERVIEW PROTOCOL
WITH THE LEADERS

The interview begins with a general overview to clarify its goals, procedures, and
usage of the generated data. The consent of the coordinator and two heads of departments
will be taken to record the interview. The duration of the interview will last around 45 to 60
minutes.

The following set of questions guided the interview:

1- Please describe the latest change initiative your school has undergone.
Possible probes.

e How were the plans constructed?
Who contributed to them?
What were the roles and responsibilities of the stakeholders (teachers and leaders)?
What were the strategies used to implement, monitor, and assess the initiative?
Was the initiative aligned with the school vision and mission?

2- From your perspective, how successful was the implementation of the change in
terms of achieving its objectives?

3- Inyour experience, was the transition smooth? If yes, describe the factors that enabled
it to be so, if not, describe how would you go about.
e Did u play any role in making it smooth?

4- What were the barriers encountered during the implementation process?

Structural barriers:
e Were there any communication channels built to listen to the teachers’ concerns,
negotiate, and reflect with them?
e Were there any training sessions to prepare the teachers for the change? (Before,
during and after the implementation)
Psychological barriers

e How did the teachers experience the change? What were their concerns?
e How did you help the teachers navigate through those concerns?
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e How was that manifested in their professional life? Examples.

4- How did you deal with those barriers in the process of a successful change
implementation?

5-  What was the role of the principal and formal leaders in the implementation process?
please elaborate on this point with examples.
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APPENDIX B

INDIVIDUAL INTERVIEW PROTOCOL
WITH THE TEACHERS

The interview begins with a general overview to clarify its goals, procedures, and
usage of the generated data. The consent of the practitioners will be taken to record the
interview. The duration of the interview will last around 45 to 60 minutes.

The following set of questions guided the interview:

1- From your perspective, what does the French baccalaureate reform that is being
implemented in your school over the past years consist of?
Possible Probes
e What are its objectives?
¢ Do they align with the school vision? / With your teaching philosophy?
e What change did it engender? (Instructional methods, assessment
methods, grading system, curriculum content?)

2- What role did you play as a teacher in this change initiative?
How involved were you in decision making and planning?

3- What were the challenges you faced in this reform?
e Awareness of the innovation /Learning problems? Learning the routine of
the new task.
e Adequacy to meet the demands of the change/ your role.
e Resources availability.
e Impact of the innovation on the students’ learning/ evaluation/ outcomes.

4- Structures of change: What were the strategies and activities adopted to facilitate the
implementation process?

e Were there any training sessions to clarify the core goals of this reform and
its alignment with the school vision and the students benefits?

e Was there any support system whether internal or external built to help the
teachers understand and implement what is required?

e Was there any monitoring plan to measure the implementation success or
failure? and to identify the gaps during the process? Modify if needed?

e Were there any reflection meetings to discuss the modifications?

5- Is there anything else you would like to add that I did not ask?
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Figure 1

Initial Coding

APPENDIX C
FIGURES

Code

Quote

Change in teaching material

it's just a constant change that we are having year after year periods of, of school or new
subjects, sometimes it’s the Spanish sometimes it’s the sports,

Unclear objectives
[Preparation of teachers]
[Leadership support]

Unclear objectives

Change in teaching material
[Preparation of teachers]
[Leadership support]

it was ambiguous enough that even when, when when they come to tell me about certain
presentations, it was not clear, no

Change in student outcomes

Ok, because | was asked to adjust my grades according to the reform,

Preparing students for official
exams

they need to prepare for the oral presentation and for the exams of bacl and the bac2, so | just
needed to pave the road for them through my oral discussion in the class, it was apart of the
process and apart from this not pretty much

Limited decision making

in decision making, not really much

Teachers’ role in T&L

in planning on a personal level, yes | was involved, because | had to catch up with a pace and |
had to be, ehh.. | had to upgrade the methods, the approach itself.

Teachers’ role in T&L

The planning of course, the planning, the lesson, the activities, everything in the classroom

Teachers’ role in T&L
Teacher Agency
[Preparation of teachers]
[Leadership support]

No | took the initiative, myself. In fact | took the initiative myself and of course when it was time
to be discussed on a wider range among groups, | proposed and ideas were welcomed and of
course at the same time |, | benefited from the other opinions.

Teacher professional identity
[Preparation of teachers]
[Resource Readiness]

I wouldn’t wait for the workshops, | wouldn’t wait, it would be like ah... | would be left behind.
Yes, and this is something | wanted to avoid. For the sake, for my own sake and for the students’
sake.

Note: Table showing the initial coding conducted based on the transcribed interview of one

of the participants.
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Figure 2

Thematic coding process
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teachers] change teachers] learning implementer
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[ P [ P Teacher role Curriculum change
support] change support]
Change in student | Choose [Resource . Teaching and
B N Unclear objectives )
outcomes specialization readiness] learning
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reform

School
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Teachers’ rolein [Preparation of | [Preparation of | Bureaucratic Teacher rolein
T&L teachers] teachers] decision making | change
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Teaching skills L. .

T&L support] motivation implementers
Teachers’ i i i

eachers’ rolein [Preparation of [Resz_)urce Teacher role [leadership
T&L teachers] readiness] support]

Teacher Bureaucratic Impact of change
Teacher Agenc Teaching skills
Agency £ challenge decision making |on students

Preparationof | Teacher Lesson
[ P ) ) Teacher role Negative impact
teachers] experience preparation

[Leadership [Preparation of | [Preparation of | Teacher Lack of teacher
support] teachers] teachers] motivation support
Teacher . . .

. . i [Leadership [Preparation of |[leadership
professional Teaching skills . teach .
identity support] eachers] support]
[Preparation of | Teacher [Resource [Leadership School
teachers] experience readiness] support] environment
[Resource Student [Resources

R N School culture
Readiness] centeredness readiness]
Lack of school Unclear
. Curriculum level L Teacher role Teacher role
readiness objectives
Teachers not Curriculum Teacher Role of
settled chanee motivation manaegement

for teachers] |school

[leadership Internal staff Student

support] readiness development

Teacher . University

) Barriers )

readiness readiness
Teacher

Evaluation Career readiness
workshops
Challenge of

Impact Impact
commute to

assessment measurement
workshops

success Coordinator role
Preparation of|

Success criteria [Prep Student level
teachers]

Impact Resistance to

P Teacher role

assessment the reform
Challenge to

External support B Curriculum reform
adapt

Impact Lack of

P . Reform
assessment enthusiasm

Note: Figure showing the process the researcher followed as a step to producing themes
based on the emergent codes.
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Figure 3

Thematic coding
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atic coding process where codes were joined under themes to

facilitate producing findings. On the left are the structural codes the researcher relied on
before transcribing
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