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Abstract

This research study aims to explore the procesgdoicational change management in
Pakistan through the experiences and views oftinistn heads and teachers to look at the
reality of an externally mandated reform at theostHevel. Beyond contextualising the
process of educational change at the school leithinthe Pakistani education system, the
study aims to contextualise this process in théajlperspective by delineating an emergent
model of educational change management for Pakistiartcation system.

A change initiative to reform the national currianl and assessment system for public
examinations was investigated to provide the pp#dits of the study a point of reference to
express their opinions and to reflect upon and ridesdheir experiences. This particular
change initiative was part of a comprehensive mfprogramme called Education Sector
Reform (ESR) programme initiated in 2002. To define selection of institutions and the
sample of teachers within those institutions, theiculum and assessment system change at
Higher Secondary School Certificate (HSSC) levethia subject areas of English, Urdu and
Pakistan Studies was focused in the institutioridicaéd with the examination board of
Federal Board of Intermediate and Secondary Edutd&#BISE). Beyond affiliation with
FBISE, the selection of twenty institutions was ead order to balance a number of factors
as the ownership, attraction for admissions, genegresentation and administrative
structures. The data collection was done at thi@ges through three research tools. At the
first stage, the institution heads of the seleateditutions were included in the research
through semi-structured interviews. At the secaiagies an exploratory questionnaire, which
was based on the interview data and the relateliire, was given to twenty teachers in ten
of the institutions included in the study. The datam this exploratory questionnaire was
used to develop a structured questionnaire forthite phase of the research, which was
given to 124 teachers in the twenty institutionsluded in the study. The sample was
balanced for the subject areas and the lengthachteg experience of the participants.

The analysis of data from both institution headsl amachers has converged on three
overarching themes of student learning and assesgsimgues related to the role of teachers
in the process of change and the management oéfilven process.

In summary, participating institution heads andchess are positive about the need and
purpose of the reform; they also consider it gamdstudent learning and attainment but have
reservations about the top down approach in chargggagement and poor resourcing. They
demand well-resourced institutions and teachensaaty building for implementers in the
institutions and their inclusion in the procesdhsd reform planning. They suggest improved
communication and coordination for effective imptartation of the reform along with
comprehensive, inclusive, consistent and reseasded approach in the policymaking,
planning and implementation strategy of the refasmich needs to be incremental in nature.

Based on the data, especially the suggestions eofpé#inticipants, an emergent model for
educational change management in Pakistan hasdogtiéémed with strategic management at
the core built around incremental, consistent, aedebased, inclusive and comprehensive,
approaches. This model extends into the role othtes: who are resourced with

information, guidance, support, materials, fa@btiand funds, who are satisfied with the
change management process and their professioatlssin the system and working

conditions, and who are ready for the change thraagreptance of the change (especially
with reference to its effect on student learnimpgxticipation in the whole change process and



training. This emergent model has been situatélderexisting research literature to highlight
the similarities as well as the distinctive featuoé the Pakistani context.
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Chapter 1 Introduction

1.1 The background of the study

Change has been an integral part of human develapmth knowledge and education at its
core. Knowledge and curiosity have brought enornahsge in the human situation and its
surrounding physical, social and cultural milielnisT resultant change, in turn, has led to
great demands, challenges and opportunities fodévelopment of knowledge and nurture
of curiosity. Since education systems have takear the tasks of knowledge generation and
transfer in society, the struggle to regulate tgelic and complex association between
change and knowledge/development has been undeatvdifferent levels of the systems
with varying degrees of concentration in differearhporal and spatial settings (Harris, 2009;
Levin, 2009). The motives behind this regulationénaot always been pristine, especially in
the presence of political expediency (Curle, 1968nter, 2008; Hargreaves, 2005; Harris,
2009; Harris, 2011; Hoodbhoy and Nayyar, 1985; heamd Fullan, 2008; Levin, 2010b),
market ruthlessness (Cheng, 2010; Hargreaves ainié\52009; Harris, 2011; Hill, 2009;
Walford, 2000; Whitty, 2008) and even religious gispositions in some education systems
(Esposito, 1987; Hill, 1980; Kennedy and Lee, 20®®pson, 1971).

The dynamics of change in the educational arena bawerated interest among the theorists
and researchers, especially recently in the wak@ghf stakes accountability and impact of
large-scale educational reform programmes (Harggal997; Harris, 2011; Fullan 2009a;
Levin and Fullan, 2008; Wendell, 2009). With theyiag degrees of activity in the political,
social and cultural cauldron, educational change thken different forms in different time
and space zones, which has been the subject ofmdaruof individual and large-scale
research projects. The established and growingesiteand research in the domain of
educational change has instituted it as a fieldstafly in its own right. At this stage of
development, there is a growing realization that fileld of educational change is Anglo-
centric and based on the scholarship from the dpeel world - largely western liberal
democracies. For a comprehensive maturity of tbld,fthe horizon of research is expanding
to add perspectives from different geographical sodo-political locations. This research
study is situated in this trend of contextualizedycational change, and sets out to explore

the experience of educational change managem@&akistan.

1



Beyond this epistemological background, the reseatady has stemmed from the personal
experiences of the researcher. Since 2002, thestdaakieducation system has experienced a
concerted and unprecedented reform agenda. Thmahtgressure to improve the quality of
public education and multiple external pressuresngetMillennium Development Goals
(UN Millennium Declaration, 2000) an#&ducation for All(UNESCO, 1990) targets, to
revamp madrassa education, and to contain the atesh@xtremism (Gardner, 2005) led to
devise Education Sector Reform (ESR) programmdeatniational level. This programme
was launched in 2002 with a range of sub prograntargeting different levels of education
and different issues and concerns in the Pakistdncation system. In the wake of ‘the war
on terror’ (Thomas, 2006) and the particular gephi@al and ideological position of
Pakistan (Yasmeen, 2003), many international doaaysDFID, US Aid, GTZ, UN, World
Bank etc provided the funding for different educaél and social projects. These dimensions
of political and financial issues added to the hype the proposed educational reform
programme ESR, though the initiators of every lesgale education reform programme
endeavour to paint a positive image sometimes basegenuine convictions and sometimes
to create illusions. The educators in the Pakistastitutions included in the study accepted
the reforms due to not only the hierarchical decishaking and administrative control
system in the country’s education system, but aso,revealed through data, for the
perceived positive impact of these reforms esplgcal the teaching learning process. The
researcher was teaching in the system and expedehe reform process, which followed
the usual pattern in Pakistani education and camea d@op down intervention in the
institutions. This ‘modal’ process of change, whighsumed the reform package to be
‘context free’ (Sarason 1996, p 62—-63) was meanbdoimplemented across the target
sectors, levels or segments of the education systém varying cultural and resources
backgrounds. This created a situation where there & range of competing factors and the
researcher personally felt intrigued to investigdlbe process of educational change

management in Pakistan.

After this brief introduction to the personal, maial and disciplinary foundations of the
research study, it is appropriate to provide annogw of its key elements. Therefore, in
order to provide a broader backdrop, the rest f thapter gives an overview of the key
features of this research. This discussion has bleeeloped and presented in four main

sections containing the overview of:



1. The concept of change and different perspectivassarature and management

2. The objectives, parameters and significance ofrégsarch

3. The Pakistani education system with its historicaltural, social and administrative
background

4. The structure of the thesis

The construction of ‘change’ is a key issue in ediion and is a central issue in this study.
Therefore, it is pertinent to situate the concepeducational change by mapping out the
theorization of the concept of change in generdl educational change in particular through
the views of researchers and scholars in the flaldhe following section, these theoretical
perspectives have been used as frames to dedueilmplications of initiating and managing

change in educational institutions and the issdethe reframing and multiple framing of

change management perspectives have also beerdemusiwith reference to the existing
literature. This argument has been extended toiptilese multiple perspectives to link them

with some of the models or strategies for the mamamnt of change.

1.2 The concept of educational change

Altrichter (2000) has described educational chafrgen different angles creating varied
images for change. These images envisage changepescess or a product, the result of
intentional processes or the consequence of unioteth processes, change may be
individual or collective, may result in profoundastge or a partial change, may be a pattern
of stages or just an event, may be locally and teally or universally valid and may be
gradual or abrupt. Thus, change is variable andddaw(1994) has identified those factors
that shape a particular change process as bemgutbstance (type and scale) of change, the
politics (social conflicts, pressures, negotiatiofilchange and the context of change. If the
conceptualizations of both Altricher on educatioohinge and that of Dawson on general
change are seen together, it can be concludethinatynamics of the determinants of change
(the substance, politics and context of changeater¢he specific image of change in a
particular context. Apart from a series of imaggsnge can also be perceived as a broad-
spectrum term covering an extensive range of cdeagpated to development particularly,
renewal, evolution and innovation. The expansivenetk the term ‘change’ makes it a

complex phenomenon; as many researchers (Carf8l; Law and Glover, 2000; Wendell



2009) have pointed out change is not a routindynieal, purely linear and programmatic

process rather it is a complex social phenomenon.

The idea that change is essentially a rationahrtecratic activity which can be
mandated, is clearly thought through and leadsd¢asurable outcomes is one
that has been increasingly challenged and founbetonisleading (Law and
Glover, 2000, p 128).

‘Change is ubiquitous’ (Altrichter, 2000 p 1) are teducational world is not an exception. It
is also buzzing with the notion of ‘change’ and icillaries like improvement,
effectiveness, reform and innovation are reiteratggbatedly in the discourses relating to
both policy and practice. Further, if educatiomasisidered as an activity resulting in growth
and improvement, it becomes a closely linked pheaman with the concept of change.
Change becomes an imperative (Cheng, 1996) wheairthef education is improvement: ‘A
changing education system is inevitable’ as puahd governmental perception about the
educational priorities change with changing ecomoarid market forces and ‘no change is
not an option’ (Bush and Coleman, 2000, p 77).dasmg social and cultural diversity
alongside the demands for improvement in pupilimttent is intensifying the demand for
change-

The strain on current systems arises from twinques. The first pressure is
to ensure and demonstrate better attainment aaliostsidents and schools, and
narrow the gap between the highest and lowest aalistudents. The second
pressure is to respond to the ever-growing rangenedd and demand,
expressed as social and cultural diversity; changtudents, family and
employer expectation; growing economic inequalityd a geographical
polarisation. The major challenge therefore is wdosystems able to reflect
the heterogeneity and diversity of the societiey therve, without sacrificing
the quality of learning outcomes or the public iass of their distribution
(Bently, 2008, p 207).

Although social and technological changes demartdosough and timely response from
education systems (Stoll and Fink, 1996); changay‘mso arise from internally generated
innovation’ (Bush and Coleman, 2000, p 77). It baninitiated for various reasons such as
‘personal status [of those initiating or pressirgy thange]; bureaucratic self-interest;

concerns to meet perceived but currently unmet sjeeahcerns to comply with external



pressures and so on’ (Law and Glover, 2000, p 1BBgrefore, sources of educational
change can be multiple including ‘new legislatiomgpection, pressures from staff, parents

and students, new technology development’ (LumB981p 191).

Several researchers talk about change as supkrdicideep. Change can be surface or
structural (Kinsler and Gamble, 2001), ameliorabedadical (Romberg and Price, 1983),
first order or second order change (Cuban, 1998 dmeliorative, surface or first order
change does not affect the structures, roles aftdreu However, the radical, deep and
second order change focuses on goals, roles, wtescand culture for transformation. ‘Real,
sustained change, however, does not occur unless lbeliefs and assumptions also change’
(Finnan and Levin, 2000, p 90). This differentiatiof superficial and cosmetic change from
real and deep change has special implicationsdocaional change. Fullan (1991) argues
that an account of the sources and purposes ofjehamecessary to understand educational
change and asserts that educational change idyu$urat order’ focusing or improving the
existing rather than ‘second order’ changing th&idsa Second order change however, should
not be an end itself. Hopkins (1994) has suggestadol improvement approaches covering
not only educational outcomes but also educatipnatesses as the basis for a strategy for
meaningful educational change when enhanced stadmévement is the aim. This is an
important aspect because educational processdbearaeans to raise the outcomes and to
bring about the second order change, which is daeaningful and results in effective and

sustainable practice.

1.2.1 Perspectives on educational change management

Whatever the source of the initiation of change iit, any case, ‘requires effective
management’ (Bush and Coleman, 2000, p 77). Thadding different views on the
purposes of education and how it should be mantgadhieve these, see the concept of the
management of change in education differently. €hpesspectives and their implications for
the study of educational change can be analysed diifierent angles. The analysis of theory
on schools as organizations can be one approacudbr an investigation. When seen from
the organizational point of view, which emphasizeiple rationalistic models of
management and organizations, change is like wgriawards a known end in a predictable



environment. So from the rational or classic perspe, schools are seen to function as
structuralist, functional bureaucratic establishtegtermed the standard model of schooling
by Sawyer (2008, p 47), which is ‘structured, sched and regimented’. Bennett et al (1992)
have also discussed this approach as scientifimaiel A where organizations work on
rationality, control and segmentation of the wokikkhen they applied this concept of
organizational models to the education system, tteayje up with two approaches: the
structural approach and the interpersonal approBuod .structural approach uses the ideas of
model ‘A’ and the interpersonal approach works e political/micro-political model
wherein organizations are seen as a web of comifidtpower struggles and negotiation. The
scientific or ‘A’ model of schooling assumes edimatas transmission of facts and
procedures to students by teachers so that theybeaorepared to play their role in the
industrialized economy, and this was especially ti the early 20 century. From this
perspective, educational change can be very lirganned, documented and a controllable
process which can be completed with strategic phganLaw and Glover (2000) also
incorporate the same ideas when they write abaitotiganizational models in relation to
perspectives on the change process. They argueihanisations comprise structures and
culture in which people do tasks with the helpeafhinology and control. They discuss two
organizational models: the systems (also descrésedcientific or structural or classical or
bureaucratic) model and the cultural model. Theéesys approach is based on bureaucratic,
hierarchical and rigid organizational structures, donsidered logical, rational and is
complemented by the use of quantifiable data ircthese of the input/ output linear process

of operation.

This approach has been criticized for its linetidy' and inflexible nature as it ‘assumes
tidiness in organizational relations, goals andicdtres which does not necessarily exist’
(Law and Glover, 2000, p 114). In addition, ther@ased understanding of the importance of
the specific organizational context has also pist dpproach in question and criticism comes
from those who see change management as a compudedyaamic process like Pettigrew
(1985) who generated a context sensitive ‘procd'seumdel of change. Collins (1998) has
also criticised schematic change models which ptesational analysis of organizational
change, a sequential approach to the planning amhgement of change and a generally up-
beat and prescriptive tone’ (p 84) and has terrhedet models as ‘under-socialized ones'.
According to Collins (1998, p 90)



In the real world where social factors such as robntemotion,
politicking and human interpretation are allowedimtrude, we must
acknowledge that, even with careful planning we ld¢ooot hope to
control the aims, ideas, needs, drives and atstudeothers with regard
to our cherished plan for the future. The procesdeshange, therefore,
are more complex and far less manageable tharatiomalist approaches
to change management.

The cultural approach is more humanistic and stibgdn the perspective adopted to
examine organizations. Here the attitudes and pgores of those involved are the focus of
organizational structure and culture. As every stiwa distinctive organization with its own
workforce determining its particular culture, soexible structures are needed to
accommodate this cultural picture. This culturahrofpe model was focused on by the early
theorists like Bennis (1969) who stressed thatdhky viable way to change organizations is
to change their culture’ (p. v) through the ‘sotgchnical’ (p 80) approach to change. Chin
and Benne’s (1969, p47) normative-re-educative thamfe change also encompasses
‘sociotechnical’ (p 47) aspects of changing systddesnett et al (1992) propagated the same
perspective while presenting ‘collegialism’ as amgarable model of educational
organizations. A collegial model stresses sharexlsia-making, co-operation and holism.
Hargreaves (1992) produced a critique of this moithelre is risk of contrived collegiality,

which can be used as a tool in the structuralipaliperspective.

To this point, we have considered change as a imahprocess and change as a socio-
political process. However, wider influences hawddedd complexity to the idea of
educational change. The late™€entury saw a social transformation of industeebnomy
into knowledge economy. In the last decade of #@wry, a realisation of the need to align
schooling with social change became evident in litegature on schooling and change
(Hargreaves, 2003; Breiter, 2002 and Sawyer, 20®6qw@oted in Sawyer, 2008). Post
modernists see schools working within the framewofkchaos or complexity theory in
which truths or realities are always changing iruapredictable way. From this perspective,
linear or planned change with a predictable cousseot feasible. ‘Educational change is
technically simple and socially complex’ and ‘ediimaal change is Eearning experience for

the adults involved..as well as children’ (Fullan, 1992 p109 italiesthe original). This



social complexity affects and alters any set prpgon of change (Hopkins, 1994). So post
modernists who view schools as open systems camaléeggt change as an unpredictable and
chaotic process (Fullan, 1993) which cannot be epiily pre-planned and well-prepared
techniques. Hopkins et al (1994, p 14) call thispredictable and all pervasive’ change,
systemic change. In this way, no single changerthemdel, policy or practice can fit all the
schools with their particular organizational ses @md situations. From this perspective, the
implementation of educational change cannot beaasmission instead it needs to be
constructed as a transformation (McLaughlin, 198¥)t involves the behaviours and beliefs
of people about what they do and what they thinkualthe change (Fullan, 1992). Thus,
‘change is about altering both practice and orgaiun and individuals’ perceptions about
their roles and responsibilities’ (Bennett et @92, p 10). Sergiovanni (2001) terms these
norms and perceptions of values, purposes and conemis the ‘cultural cement’ (p 6)
needed to tie parts together for harmonious funcigp Therefore, deep, true and sustainable
change can only be ensured through a cultural foemation of attitudes, behaviours and

beliefs.

Change is not just about the creation of new psdi@and procedures to
implement external mandates. It is also about tkeeeldpment of
personal strategies by individuals to respond rid, seek to influence the
impact of, structural and cultural change: persactfadnge as well as
organisational change (Bennett et al, 1992, p 2).

House (1981) has categorized these perspectivesiacational change differently and his
categories are comparable with the organizatiorsahéwork to be used in the process of
reframing by Bolman and Deal (2008). House gaveetlperspectives namely: technological
perspective; political perspective; cultural pertpe and Bolman and Deal (2008) gave
comparable frames as structural, political and tobwith the addition of the human

resource frame, which have also been elaboratdolyddalin (1993) as perspectives on the

management of educational change. Bolman and R2e@aBj describe these frames as:

The Structural Frame: The structural frame emphasizes the importancerohdl roles and

relationships in the framework of structures, rulesles and responsibilities. In the
organizations, there are rules, policies, and mamagt hierarchies to coordinate diverse
activities. From this perspective, any change distithe clarity and stability of roles and
relationships necessitating realignment and remegot of formal patterns and policies.
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Problems may arise when the new structure doeditnibte situation. At that point, some

form of further reorganization is needed to remtmymismatch.

The Human Resource Frame: The human resource frame focuses on people andnassu
that individuals who work in organizations have agefeelings, and prejudices. They have
both strengths and limitations. They have a graphcity to learn, as well as to defend old
attitudes and beliefs. The change causes peogketancompetent, needy, and powerless.
Therefore, developing new skills, creating oppaitaes for involvement, and providing
psychological support are essential during a chamgeess so that people are mobilised to
achieve the objectives of the particular changgeptaand feel good about what they are
doing.

Thepolitical frame:  The political frame views organizations as rifehwcompetition for
power and scarce resources and conflict due talifferences in needs, perspectives, and
lifestyles among various individuals and interastups. Bargaining, negotiation, oppression,
and compromise are all part of everyday organinatidife. Change generates conflict and
creates the need for the reallocation of resousndspower shifts. Managing change requires
the creation of forums where issues can be negdtiaThe concentration of power in
appropriate places or the wide dispersion of pomeay cause problems. In such cases,

solutions should also be developed through poliskdls and acumen.

The symbolic frame: The symbolic frame treats organizational culturesdaven more by
rituals, ceremonies, stories, heroes, and myths tha rules, politics, and managerial
authority. In the organizational theatre, dramaacted out by many actors inside the
organization, while outside audiences form imp@ssibased on what they see occurring
onstage. The symbolic framework also brings horeegbue that change can create a loss of
meaning and purpose. People form attachments wfispgymbols and symbolic activity.
When the attachments are severed, they face trauldéting go. Part of the change process

is to create new meanings and new symbolic framlesvor

While giving an overview of theories of change DajR005) declared Paulston’s (1976)
work entitled Conflicting Theories of Social and Educational Cgaras a further step in
discussion of theoretical frameworks after Chin &ahne’s (1969j)heorization on change.

Paulston has grouped a number of theories of changge two broad philosophical



perspectives, namely the equilibrium paradigm andlict paradigm. Under the umbrella of
equilibrium paradigm, he grouped the evolutionargp-evolutionary, structural-functional
and system theories based on the commonality afsvielated to social and educational
development. From these perspectives, developnsemt gradual process, education and
social development go together, and a state ofieum is to be maintained in the process.
Therefore, change in education is linked with amgheshdent on change in society. The
conflict paradigm includes Marxist, cultural refgroonflict and anarchy theories. There are
differences between these as Marxists stress upenetonomic conflict while cultural
reformers focus on the values conflict. Conflicedhists emphasize power struggles in
society and anarchists highlight the conflict do@ppressed institutions. All these schools of
thought see schools as arena of conflicts, martipuks exploitations and power struggles so
educational change is a tool used by the powerfdliafluential to align society with their

interests.

Other theories of change have focussed on the tegfeshange. Hopkins et al (1994) have
categorized different approaches to educationahgas adoptive and adaptive. Adoptive
approaches are top down and assume change tcebe dind externally motivated. Therefore,
it requires the adoption of certain practices, wagd devices. Fullan (1992) has used the
term ‘adoptive’ for the educational reforms intrecdd in 1960 when changes were
introduced and adopted without considering ‘whywas necessary to change. The adaptive
approaches are responsive to the context, cultoce esavironment in which change is
introduced. With this approach to change managentiesite is a structural flexibility in the

reform to adapt according to the situation and irequents of the context.

Hoban (2002) proposed another way of categorizioglets of change: as the mechanistic
approach and systems thinking approach based ocothelexity view. According to him,
the mechanistic approach takes a fragmented viewh@findependent segments of the
education process. It perceives teaching as atoqeeof skills and techniques, takes teacher
learning as the addition to the existing repert@nel knowledge, and assumes the change
process a scientific one based on presentationewof ileas and their implementation
supported with money and materials. On the othedhthe complexity theory of change
encompasses the multidimensionality and non-litgaf educational change and perceives
teaching as an art and a dynamic process sensdivntext and environment. It takes
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teaching as part of the complexity and endeavaursreéate a fit among various elements
such as curriculum, teaching, assessment, studerexts and societal expectations and the
available resources. All these elements work agstes so educational change has to be
based on systems thinking and strive to integrate synergize all elements of the system.
This approach shares features of cultural and agampproaches but has an added

dimension of being holistic.

Though theorists have used different terms to desgrerspectives and models of change
management, there are some common points of rekerenplace them into two broader
categories. The following table summarizes the sdpgesented by different scholars and

researchers by placing their models into theselimwad categories.

Table 1.1 The categorization of approaches to eduttanal change management in
relation to theoretical perspectives on schools asganizations

Source Scientific/ Humanist/cultural
structuralist/classic

Paulston (1976 as cited Equilibrium paradigm Conflict paradigm
in Dalin, 2005)
Bolman and Deal Structural framework Human Resource, Political
(2008) and Symbolic frameworks
Bennett et al (1992) Model ‘A’, structural Collegialism

approach
Hopkins et al (1994) Adoptive model Adaptive model

Law and Glover (2000)| Scientific/structuralist/classig Cultural approach
al or bureaucratic approach

Hoban (2002) Mechanistic System thinking

Sawyer (2008) Standard Learning science basedlmode

After reading through this plethora of perspectiwes organizations in general and their
impact on educational change in particular, therghe question that which is the best
perspective to conceptualise change and partigutatlicational change. Some researchers
suggest a mix and match policy. Bolman and Ded&2@do not make their four frameworks

11



mutually exclusive; they assert rather the matclingven mixing the frames with change in
the situation because different frames can prowddierent lenses to examine different

dimensions of the change. Engéstr(2008) has also asserted ‘we need more lenseotiea

to look at and design change’ (p 380). While disous the ideas of different theorists in
relation to technical, political and cultural thiesr of educational change, Hopkins et al
(1994) emphasize that, ‘the important point is th@ione perspective has a monopoly of the
truth’ (p 35) and instead stress ‘a holistic ovewi of all the perspectives. Law and Glover
(2000) assert that, ‘In effect, both scientific amgman approaches can be found in most
organizations, reflected through organizationalicttire (i.e. roles and responsibilities) as
well as organizational culture (i.e. the level oferaction and collaboration’ (p 115). When
both these approaches co-exist in schools as aag@ms then addressing only one side of
organizational reality in the management of chatigeugh only a scientific and structural
perspective or an interpersonal and collegial pmtype will be an imbalanced design. Here
the point of caution urged by various theoristsagain to adopt a wider point of view
avoiding any prescription, which concentrates oa ontwo aspects of the organization. The
approach can be decided from case to case bassdoy organization in relation to the day-

to-day circumstances of the particular organization

In summary: the approaches and theories of edunadtahhange management are grounded in
the conception of educational systems and ingtitstias one form of an organizational

establishment or another. There are two broadesppetives on the organizational set up
which cover different approaches to educationahgekamanagement, either the scientific or
classical approach or humanistic or cultural apgimodhe former paradigm inclines towards

structuralist and mechanistic approaches envisiprihange as a transmission process
comprising instructions to be followed for the asrement of predetermined objectives while

the former leans towards cultural and incrementakdsions of change, which is sensitive to
the values, feelings, aspirations and contextslueebin the process.

This theoretical framework of the change in genarad educational change in particular
provides the backdrop for the research againsttwihie specific contours of the study can be

presented. In the following sections, these speddatures of the investigation have been
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presented including the overview of the researckh wis objectives, limitations and
significance and a discussion of the Pakistani atiliic system, specifically its historical and

structural contexts.
1.3 Overview of the study

This research is an exploration of the phenomenoth® management of an externally

mandated educational change in Pakistan througlexperiences and views of educators in
the institutions. To provide participants of thegarch project a specific point of reference to
reflect upon their practice and opinions, a spec#form initiative has been selected for the
investigation. This specific initiative is the clggnin the curriculum and assessment system
in the subject areas of English language, Urduudagg and Pakistan Studies at higher
secondary level, which is called Higher Secondasko8l Certificate (HSSC) in Pakistan.

The focus on this initiative has provided an opyoity to explore: the reception of change

by the educators in the institutions; change preegsieployed in the institutions; the impact
of these processes on teacher practice and papilitey; the implementation of change at the
institutional and classroom level noting potenthhllenges and areas for support; and the
suggestions for improvement in the process of changnagement. An important aspect is
the exploration of views of firstly, school leadersd secondly, teachers regarding the factors
related to the implementation process of this chaimmgtheir respective institutions. The

issues examined in the study were:

» the perception of head teachers and teachers asdsetp their attitudes towards
change

> the strategies used to take the change programmearib from the policy to the
practice at the classroom level

» the current provision for teacher training, teashereparedness to take the change
forward, the availability and effectiveness of nes®s including the access and
availability of teaching materials and other rel@vasources for teachers

> the challenges and problems faced by the institgtideachers and students and
support available in the process of taking the gedorward

» suggestions for improvement in the process of champlementation based on the
perceptions and experiences of firstly, instituti@ads and secondly, teachers in the
course of the specific reform under study and asoreforms of a similar nature

possible in future
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1.3.1 Objectives of the study

» To study the implementation of educational chamgeakistan

» To explore and analyze the views of institutiondseand teachers involved in the
implementation regarding the management of educaltichange

» To pinpoint the problem areas and available strenigt the implementation process
of the educational change

» To create a contextualized emergent model for &thutal change management for
Pakistan derived from the experiences and vieveslo€tators involved in the reform
implementation process

» To situate the specific Pakistani model in the wiglebal research and theory context

while highlighting its particular facets

1.3.2 Limitations of the study
The research has been limited to

» The curriculum change (syllabus and assessmert® 2002 in three subject areas of
English, Urdu and Pakistan Studies at HSSC level

» The educational institutions affiliated with thelgic examination authority of Federal
Board of Intermediate and Secondary Education (EBIS

» The educational institutions located in Rawalpiad Islamabad

1.3.3 Significance of the study

This research was initiated not only to satisfyspaal inquisitiveness of the researcher about
the recent change initiative in Pakistan, but &dsprovide much-needed research to fill in the
gaps in the research from the Pakistani contexte Tevelopment of an emergent
contextualized model of educational change managemmanating from the experiences
and opinions of those who are responsible for impleting the reforms in schools and
classrooms is a purposeful and well grounded rekgaoject, which will not only contribute

to the process of change management in Pakistanagdn but also contribute an additional

perspective to the existing knowledge in the fi€éldhough the scale of the research is
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relatively small, it is hoped to provide a basisfiarther investigations in the field especially

for researchers interested in working in the Pakistontext or for comparative studies.
1.4 An introduction to the Pakistani education sysm

As this research study explores the implementapimtess of educational change into a
particular segment of the Pakistani education systewould be pertinent to introduce the
broader historical and structural context of theteym to situate the parameters of the

research.

Pakistan came into existence in 1947 when liberfited the British colonial rule of the Sub
Continent of India. Initially it was a large coupttomprising two wings East and West. The
East wing sought separation in 1971 and becamenttependent country of Bangladesh.
Present day Pakistan comprises four provinces; dAatan, Punjab, Sindh and Khyber
Pukhtunkha (Old North West Frontier Province, NWFRd two federally administered
territories namely FATA (Federally Administered Qal Areas) and FANA (Federally
Administered Northern Areas). It is situated betwémdia on its East and South, China on
northeast, Afghanistan on northwest and Iran oWest. Urdu is the national language but
English as the official language of the governmenised in all written official work. Along
with these two languages, four main provincial laages with a number of further dialects
are spoken and used in day-to-day communicatiofts &f its population of 177 million is
Muslim by religion and mainly Hindus, ChristiansidaParsis represent rest of the 3%. The
constitutional political system is parliamentarynaeracy but for the major part of its
existence, Pakistan has been ruled by unconstiltiarmy dictators. The resilience of its
democratic minded people has succeeded in resttiimglemocracy many times, but the
military of Pakistan is so well entrenched in tlweriors of powers that elected democratic
governments have never been allowed to completetdrure and have been rolled back by
army coups. This situation has affected the comsist and continuity of civil society
friendly public services in all sectors includindueation, which in turn has hampered the

pace of development in the country.

The education sector has been adversely affectatiebdictatorial manipulations (Ahmed,
2004; Esposito, 1987; Kennedy and Lee, 2008) aedufnt policy changes because
democratic governments are frequently overturnesiNayyar and Salim (2002, p i) argue,
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‘In the educational sphere, this amounted to aodedl narration of history, factual
inaccuracies, inclusion of hate material, a disprbpnate inclusion of Islamic studies in
other disciplines, glorification of war and the itaity, gender bias, etc’. The toll of this state
of affairs has resulted in poor development of atioa evident through one of the lowest
educational achievement statistics in the world #ra growth of conservative and rigid
worldview of a large segment of the society indahsence of environments that could nurture
free thought and critical minds. Despite these |amois, the educational system in Pakistan
has sustained itself on its long historical strbagbuilt upon centuries of learning and

wisdom.
1.4.1 Historical context

‘Confucian academies, Buddhisiharas, Hindu asramas,Islamic maktabsand madrasahs,
all provide evidence of the importance of learnangd education in the history of Asian
societies’ (Kennedy and Lee, 2008, p 9). In thiskiggound enriched with learningakistan

is situated on the land of one the earliest ciatiins of the world i.e. Indus Valley
Civilization and the great Gandhara civilizatiorheT present Pakistani territory was the
passageway for invaders from different directiond different nations including Greeks,
Afghans, Mongols and Arabs. Cultural imprints of #lese nations left a mark in the
political, cultural as well as social systems & tlegion including the education system (Ali
and Farah, 2007). Ancient Aryan caste structurssicéed learning systems but more open
and inclusive Buddhist educational traditions centdfaced down into the annals of history.
With the arrival of Islam ‘Islam’s unique emphasis the acquisition and dissemination of
knowledge, coupled with the Muslim rulers’ keen queral interest toward education and
with liberal state patronage of learning, led t@jpid expansion of education in practically all
parts of the subcontinent’ (Rauf, 1960, p 14; Kdadind Khan,2006). This democratic
Muslim education system remained active with offiggatronage in the form of ‘Maktabs’
(mosque schools) and ‘Madrassas’, till the Colotgddeover of the Sub Continent by the
British. The British Imperialistic Raj tried to gvan alternative modern English education
system. As a result the state support for madrassawithdrawn notwithstanding that this
was a well developed education system in a vagesubjects areas like ‘rhetoric, grammar,
logic, geometry, algebra, astronomy, natural plpbdg, medicine, theology and poetry’
(Curle, 1966: p 65). The English education wasalt viewed as a foreign design to distort
the local identity but was later on adopted vabiythe urban population though madrassa
education remained a popular stream of educatioorad areas. Watson (1982) has referred
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to the many researchers and historians who hatieized the imperialistic British Raj for
ignoring the educational needs of the masses uitslerule by providing quantitatively
insufficient and qualitatively lower educationatildgies. Ali and Farah (2007, p 153) have
supported the argument about the neglect of eduadtineeds of the population by the
British rulers. In their view, the British had naténtion ‘to establish mass education system’
the policy of educating the higher classes resuitedeglect of education of the masses
(Baloch, 2003). However, the British governmentabbshed a few elite educational
institutions and some general education instittifmm the wider public in urban areas and an
urban/rural and elite/general divide of educategutation resulted from this education
system. Therefore, when the British left the subticent, a limited but established education
system was in place with local variations to thestem, structure, curriculum and
methodologies in different parts of the countrykiBan inherited this colonial tradition and
structure of the education system at its incepiitod947, which has been carried through

until very recent times.

In addition to the secular British education sgst¢he traditional Islamic madrassas, which
existed before the liberation of Pakistan, havetinoed to function throughout Pakistani
history. These madrassas had a limited role of imairoducing local prayer leaders and
preparing ambitious and devout individuals to aspar renowned Islamic learning centres in
Arab countries to pursue Islamic scholarship antbbe religious scholars. Historically the
curricular tradition in madrassa education has baeourriculum restricted to religious
subjects. The focus of studies was the reading, oaniemg, translating and later reading
exegesis of the Holy Quran. Another main compomérmurriculum is the study of Sunnah
(sayings and actions of Holy Prophet Muhammad @ebe upon Him). A major
transformation in this system came during the Sawmeasion of Afghanistan in 1979 when
these madrassas prepared the soldiers for guesmaltan the neighbourhood against mighty
Russia (Thomas, 2006; Andrabi et al, 2007). It Wstime when the philosophy of Jihhad
(Holy war against non-believers) was infused hega¥itough the syllabus of these madrassas
to motivate the students to join war against infd&han, 1985; Yasmeen, 2003). This new
and strong component of jihad in the curriculum yaktically motivated. However, it was
not diffused even after it had served its purposeé the war was over (Gardner, 2005).
Initially the students, ‘Taliban’, continued theitruggle for power in war torn Afghanistan
against other warlords and succeeded in gainingepow 1996. They established a
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government with a focus on a fundamentalist versibrslam under the patronage of Saudi
Conservative Wahabism (Gardner, 2005; Thomas, 208@&er the 9/11 attacks and
American War in Afghanistan, madrassa education basn a focus of discussions
internationally (Kadi, 2007).

With a changed global scenario, an educationalmefzackage has been initiated in Pakistan
since 2001 and a component of this package is dti@mping of madrassa education by
curtailing the element of jihad from its curriculufGardner, 2005). Though other
components of the educational reform package cklatehe public education system have
been initiated, the challenge to revamp madrasseagidn has not reached even the initiation
stage due to tough resistance put up by the rekgright. However, the programmes of

reform have had an impact on other sectors indineaion system in Pakistan.

1.4.2 The current educational provision

The administrative structure in Pakistan like maayntries of the developing world follows
a ‘pyramid model’ (Chapman, 2008). In this laydabg education system is set up at national,
provincial, district and local levels. Like manyhet Asian countries (Kennedy and Lee,
2008, p 91) with a ‘highly centralized approach ttee determination of the school
curriculum’, in Pakistan also, the Federal Governinat the national level is constitutionally
bound to develop the infrastructure for educatiod t plan and set out national policies and
national curriculum to be followed across the counthe Federal Government's role is
extended to the implementation of policies beyondr fprovinces in federal territory,
Federally Administered Tribal Areas (FATA), NortheAreas, Azad Jammu and Kashmir.
These functions of the Federal Government areethwut through the administrative set up
in the Ministry of Education. Geographically andlifically Pakistan is divided into four
administrative divisions called provinces, so aivoncial level the administrative functions
are carried out by the Education Department of gaokince. These departments function
through education foundations, directorates, boardas bureaus for the different types and
levels of education. These departments adminidter Human resource of educational
institutions and provide the infrastructure. At thstrict level, the district government has the
responsibility of education up to college levelat8t of Education in Pakistan 2003-2004,
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2005). Districtlevel education directorates are only administeatimits working under th

policy control of provincial and national bodie

Educational streams. There are mainly three streamsthe education system in Pakis-

public, private and religious (Islamic MadrasseFigure 11 maps out some of the k

features of each.

Public Education

ePublically funded

eNominal fee

e Enrolments mostly
from low socio-
economic
backgrounds
especially at lower
levels of education

eCentralized
curriculum

eCentralized public
examination at
different levels

Private Education

*Privately owned by
individuals or
organizations/trusts
mostly as business
concerns

eFee usually much higher
than public schools

eEnrolments from middle
to high socio-econimic
classes for different
institutions

eDecentralized
curriculum except for
students preparing for
public examinations

ePublic/external
examinations from
England

Figure 11 Educational streams in Pakis

These three streams are distinct from one anothsedy on curricula taught, teach
methodologies used, fee structure, enrolment @ieartd sponsorship. The public schools

funded by the government with a nominal fee chardgdwe enrolment for the schools

Madrassa Education

ePrivately owned

ePrivately funded
through donations

*No fee and free food
and boarding

*Enrolments from
lowest socio-
economic
backgrounds

*No regulations for
curriculum, teaching
or examinations in
general

eSome madrassa
affiliation boards for
examination and
curriclum regulations

especially in the rural area primary schools, copreslominantly from the poor and low

middle socioeconomic classes of the society. The curriculuroeistralized and prescribs

by the government, which includes secular subjestslanguage arning, mathematic:

science and religious education in the form ofnstastudies. The medium of instruction

Urdu with an exception of a very small number ofjish medium urban elite schools. T
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quality of education is generally considered, amtked has been assessed, to be very low by
national and international organizations and redeas (Thomas, 2006). This situation has
been described as ‘failure’ by Hoodbhoy, (1998, pRetallick and Datoo (2006, p 3) have
cited Bregman and Mohammad, (1998) to review factoontributing to this situation.

According to them along with low governmental fumglfor education the other factors are:

political and bureaucratic interference (e.g. stedhsfers, lack of merit
based appointments, corruption in contract awajdinigck of
accountability and sound management practice; Gclkternationally
comparative learning outcome standards (i.e. auum and

assessment); and lack of high quality teacher aftitsaining.

The private schools, with varying categories ofliqgiahave mushroomed in both rural and
urban areas and in general and are perceived todpr@a comparatively better quality of
education than the public schools. In reality, smh&éose charging a low fee are no better
than the government schools as far as the qudligdocational achievement is concerned,
yet they certainly provide a better infrastructamed facilities to the students. The upper
middle and the higher socio-economic classes ofsti@ety attend the high fee charging
schools. Among them, those at the lower side of &eucture teach in English, follow the
British school curriculum, and even conduct theeexdl examinations of Cambridge
University and London University. They have a maremprehensive, flexible and
autonomous curriculum including secular subjects &lso with the subject of Islamic
studies, which has been made compulsory by thestakieducational authorities for the
equivalence of the degree purposes. In this systenceptual and critical thinking skills are
encouraged through its provision. Within this clask schools is another group of
international schools, which charge very high feled are attended by the children of foreign
diplomats and the elite of the society. The quadityeducation provided and the curriculum
taught in these are comparable with the school$Vettern developed English speaking

countries.

The third stream of schools is Islamic madrassdsctwprovide education to millions of

young people. According to an estimate by MinisifyReligious Affairs, there are around

12,500 madrassas in Pakistan providing religiouscation to around 1,685,000 students.
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These are private institutions established by eidéimeindividual religious scholar or a group
of such scholars from a particular Islamic sectdiah ‘by politically and religiously

motivated governments and groups’ (Kadi, 2007, p The funding comes not through fees
as almost all madrassas provide not only free educéut also free food and boarding as
well. The source of funding is donations from rideals and some rich Islamic countries
who patronize madrassas established to promote gket in religion (they include oil rich

Persian-Gulf states as quoted in Thomas, 2006)t Madrassas have a restricted curriculum
based on religious studies. The ‘closed’ naturghef madrassa community isolates both
students and teachers from knowledge of the widetdnas ‘despite state intervention, the
curricula is still based on traditional literatued teaching methods’ (The International Crisis
Group, 2002, p 3). The curriculum offered thereursleveloped and pertains mostly to
religious instruction. Some of the books taughtjuding Mathematics, date back hundreds
of years. The result is the madrassa graduateslysiogmnot compete against others for

employment in the job market.

There are some significant differences betweenethleiee streams in Pakistani education
publically funded, private and madrassa provisibtowever, while there are strong parallels
in private and publically funded streams in curtion and assessment, there is a very
different curriculum, as we have seen, in the msgirgrovision. Therefore, the focus for this
study is on the publically funded and private stteaWe will now examine these in more

detail along with an outline of higher educatiorPiakistan.

1.4.3 The structure of education system

The mainstream education system (public and prigatdors) is divided into three main
levels of education. The primary level at which esewears of schooling is given to the
children of the age group 4-11 in primary scho8kscondary education for the age group 11-
18 is completed in seven years in three cyclesntidelle school for three years, secondary
school for two years and higher secondary schootaibn for two years. After secondary
education higher education starts comprising twéoar years for graduation and two years
for master's degree. This structure of the systeas heen inherited from the British

education system in the colonial period and maneigisince independence.
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At the secondary level, students make their broadkject choices from three general gro
i.e. Science group, Commerce and Arts/Humanitiesugr These choices become m
career specifien higher secondary level because after complétirgylevel, many studen
join professional colleges to study engineeringdiced, business studies, accounting or-
arts for graduation. Some students continue in rgérexlucation for graduation & post
graduation in the subjects of their choice. Theden of the group of subjects and then
profession is decided mainly on the performancstoflents in public examinations, whi
are held at different levels. Figure 1.2 gives aareiew of ttis structure:

eClasses 1-5
eAge 4 -11
Primary eNational Curriculum and medium of instruction Urdu/regional languages for public sector
Ellanien *No restrictions on curriculum or language of instruction for private sector
eClasses 6-12
eAge 11-18 (Middle, Secondary and Higher Seconday phases)
Secondary eNational Curriculum and Urdu as medium of instruction for public sector
B —— eChoice of subject groups to determine future studies and professions
J
*Post secondary education (bachelor, masters, M Phil and doctorate) )
eAge 18------
eNational regulations for curriculum through HEC and option of Urdu or English language as
Higher medium of instruction
Education | *Professional and general streams )

Figure 1.2  Structure of Education System in Paki:

Examination system: The external public examination system generabytstat secondal
level with the examination called SSC (SecondatyoStCertificate) and the results beco
the criterion for admission in higher secondaryostt and colleges. This impact is furtl
erhanced as in these institutions the subject optiaMsch affect career choices later

linked with the performance in the SSC examinatiafter two years of higher seconde
education, students are presented for another qeamination, which is lled HSSC

(Higher Secondary School Certificate). The achiesimn this examination determin
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which professional college or general educatiorlegel or university students can join.
Regional boards called BISE (Board of Intermedatd Secondary Education) arrange both
of these examinations (SSC and HSSC). The privesigtutions also register with the local
examination board in order to present their stuglenpublic examinations at different levels.
Some elite private schools offer their student g@méstions in Cambridge or London
university external examinations at school level atevise their own examination or
assessment structures for higher education. Ingaettor higher education, a good level of
achievement in the graduation examination is tleegguisite for continuation of education at
postgraduate level. The National Bureau of Curdpulin the Ministry of Education
administers the development and design of NatiGuoaticulum up to secondary school level,
while textbooks are developed and published by ipoiel textbook boards in all four
provinces and these textbooks are used for teacdsngell as the setting of papers for the

public examinations.

Higher Education: The universities, professional colleges, and geéneodleges either
affiliated to or a part of the different universti provide higher education. Universities are
autonomous bodies chartered by central or proinmaliaments. They have their own
governing bodies such as academic councils, sytedi@nd senates. The required control for
quality assurance, training, professional develagmand support for research and

development is provided through HEC (Higher EdwsatCommission).

This overview of the Pakistani education systenvioles the broader historical, cultural and
structural canvas not only to situate this reseatutly but also to give an idea of the existing
diversity within the country’s perspective. Thisnsgiousness is essential from the onset to
admit that in the global context, this investigatiopes to provide a Pakistani perspective on
the phenomenon of education change managementyitiuim the country’s context. Thus,
the focus of the study is on one particular consrbng a number of different educational

settings in Pakistan.

1.5 Structure of the thesis

After this introductory part on the background, emtives and significance of the research
study itself and the phenomena as well as the éiducsystem it aims to explore, the thesis
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moves into the literature review on educational ngfea its management and role of
educational leadership and teachers in the prodéssorganization of the literature review
in chapter 2 has been ordered thus: starting \Withthieoretical perspectives on educational
change with reference to the conception of theviéigtof teaching and the role of teachers,
leading the discussion into frameworks, stages stnategies in the process of change
management, the agendas for educational changeffevedtiate internal and external
reforms and some pitfalls for large-scale reforthe, presentation of peculiar challenges for
educational change management in the Pakistaniagdocsystem in general and the
Education Sector Reforms (ESR) programme in pdaticuThe next part, chapter 3 in the
thesis, reviews literature on the role of educatideadership in the management of change
by presenting the concept and models of leaderahg then specifically leadership and
strategic leadership for educational change manager@hapter 4 presents the methodology
of the research by covering the research desigthauds, instruments, population, sampling
and the process of the research. The next thrgaarsgresent the analyses of data generated
from three phases of the research. Chapter 5 aatisthe analysis of data from semi-
structured interviews with institution leaders leadthe discussion into the concept of
strategic management of educational change. Chépparts forward the analysis of data
from exploratory questionnaires with teachers anapter 7 presents analysis of data from
the structured questionnaires with teachers wittoracluding summary of issues emerging
across three sets of data. The three chapters é5d67) on the presentation and analysis of
data start with the plan for data analysis leading the analysis and then concluding with a
summary and the prominent emergent themes. Ch8egnthesizes this analysis of data in
order to identify the emerging themes by first canipy the data from teachers and school
leaders and then developing an emergent model wfatéidnal change management. From
this then the argument is developed to situatethergent model within the existing research
literature but also highlighting the specificity thfe Pakistani contexts and the way in which
this model of change is appropriate. The thesis emith recommendations for the future

research.
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Chapter 2  Educational Change

This chapter links the theoretical framework of @ and change management presented in
section 1.2 in the previous chapter to a more fedusonstruction of the implementation
process of change, its dynamics with a particidéerence to the conception of teaching and
the significance of teacher’s role in the managdanoérchange. The chapter starts with the
implications of varying conceptions of teaching fttre choice of educational change
management strategy. The subsequent part of thptezhdescribes the significance of
teacher's role in the management and especiallyiniementation of the educational
change with specific reference to their involvemant learning and development in the
process and implications for their professionalidihe chapter also considers a number of
issues related to the management of educationalgehd he discussion is then focused on
those aspects of educational change managemerdarthatlevant to this research study.
start with, the stages in the process of change baen elaborated on through the research
literature and then a number of different discussiabout the reaction to change have been
presented. Throughout these sections, change leasedamined firstly, as a general concept
and then has been linked to educational changariticplar. This extensive discussion of
different theories and models of educational chazge strategies for the implementation
process reflects how it can inform the practiceddcational reform. As the change initiative
under study is an externally mandated large-sadtam effort, the discussion then touches
on some pitfalls of such reform programmes highkdhby renowned theorists in the field of
educational change. This in then followed by a nfooeised discussion of the issues related
to educational change in the Pakistani context. [ABesection of this chapter describes the
multiplicity of agendas for educational change iffedent parts of the world in order to

situate the issues related to the Pakistani edurcagistem and the ESR programme.
2.1 Educational Change and Teaching

Bascia and Hargreaves (2000) have used differemétieactions of teaching to analyze the
underpinnings of educational change managementy Titdentify four conceptions of

teaching namely: technical, intellectual, socio-gomal and socio-political, which are
touched in different educational change initiativés technical perspective on teaching
assumes teachers as technicians who can be t@nieelst practices for their job. Therefore,

the pedagogy can be prescribed through policy so $tudents experience a uniform
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approach based on the most effective strategiesserhssumptions result in reforms where
teaching practice is to be changed by compulsiahragulated through in-service training,
supervision and evaluations. The criticism on fhesspective is that mandated pedagogies
are limited in their effectiveness in bringing immpement to the higher order and complex
aspects of teaching though this approach to chamglet be useful in developing some basic
skills. Overall, however this is a limited approdmrause these mandated pedagogies tend to
focus only on the technical dimensions of teactand are unable to touch on the vast and
indeed major part of teaching, that is, the intespeal and intrapersonal dimensions.
Therefore, the technical approach to educationfrme has serious limitations if pursued
alone, but mixing it appropriately with other appcbes can create a comprehensive vision

for reform.

The intellectual conception of teaching assumeshia’ work is based on ‘intellectual
sources of knowledge, expertise, reflection, redeand continuous learning’ (Bascia and
Hargreaves, 2000, p 7). Therefore, any reformaitnte focusing on the intellectual practices
of teaching seeks to bring about teacher profeakidevelopment by involving them in the
process of curriculum development. Bascia and Hargrs point out that intellectual
development is usually not supported in educatiogfarm efforts, as it consumes more time
and resource even when evidence indicates its @tmgsortance. The socioemotional
conception of teaching includes the technical amdllectual aspects of teaching but goes
beyond this to include the emotional aspects ad. Welaching is seen as an emotional
practice infused with emotions, which can creatammitment and enthusiasm on the part of
the teachers, but can create stress and tensiothans. Political reform agendas usually
ignore the emotional side of teaching. Neverthelpsdicies, structures and practices put
teachers at the ‘sharp end of change’ (Bascia ardrlaves, 2000, p 20). It happens when
teachers are pushed into the high demands of clegegala with no room for their personal
purposes, inclusion and sufficient support, timel aesources. Such reform strategies
influence the attitudes of teachers, leading thenfotus on the negative aspects of the
change rather than see the new possibilities. Jihigtion results in pressure on teachers to
manage their emotions and relationships along wiplementing a compulsory, imposed
change. Sociopolitical conceptions of teaching gowi teaching as a political activity with
the interaction of people in classrooms, schoots@mmunities within the decision-making
processes. The change agenda that acknowledggsolitieal aspect of teaching engage
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teachers in collaborative decision making at sclamal system level. Nevertheless, most of
the governmental educational reforms are not dedign empower teachers ‘never mind

students’; rather they create powerlessness ansaters.

When teaching is conceptualised as a technicalectual, socioemotional or sociotechnical
activity, the role of teacher and the activity elthing assume different interpretations,
which in turn have different implications for theopess of educational change initiation and
implementation. In the field of practice, theseegaties are not necessarily mutually
exclusive but they contain very significant measirfigr the model or perspective on the
management of educational change. The followingletaliustrates how these four

standpoints on the conception of teaching affeetp@rception of the role of the teacher, the

activity of teaching and the process of educatichahge.

Table 2.1Framing educational change in the backdropf different theories on teaching

Perspective | Technical Intellectual Socioemotional Sociopolitica
of teaching
Teacher is a technician| reflective, expert having emotions | political actor
professional and affecting
emotions in
others
Teaching is | transmission | highly complex | emotional labour | sociopolitical work
of knowledge| and in classrooms,
in one best | intellectually negotiated with
way challenging schools,
activity communities, and
in decision making
Educational | should be should involve | should support | should include
mandated andteachers for thei| positive teachers in decisio
Reform/ regulated on | intellectual emotional labour | making about
change teachers development of teachers educational issues

When seen from the purely educational point of vidhwese perspectives on change
management are shaped by the conception of teaahoh¢he role of teacher. When teaching
is perceived as a technical activity and the telaabehe transmitter of knowledge, the classic
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and structuralist approach for change managemenesan the play. On the other hand,
when teaching is seen as intellectually complexptamally laden or a politically sensitive

activity with the teacher playing the role of a f@ssional, emotional and political negotiator,
the humanistic and cultural approaches are motalgaifor the management of change.

This discussion of varying strategies of educaliocfaange management in relation to
different conceptions of teaching does not implytumal exclusiveness or preference for a
particular approach. Bascia and Hargreaves (20fif)eathat teaching is at the same time
technical, intellectual, socioemotional and soclijgal activity and if reform addresses just
one perspective, it does not mean that other aspectdormant rather these dynamics

intervene in the process.

The next section of the chapter elaborates ondleeaf teachers, as the practitioners in the
field and the implementers of the change at thescteom level. This extensive discussion has
added significance because teachers are the kdgrmapters of educational reforms focused
on in this study and so they are also key partitpan the research. Therefore, the
discussion, though emanating from the theoretiembgectives presented in the foregoing
argument developed in sections 1.2 and 2.1 asasedubstantiated with empirical evidence,
will be developed with special reference to theeaesh study. Accordingly, it is appropriate

to state from the onset, the following section loa tole of teachers in the management and
implementation of educational change has been wegigot only to add to the theoretical

framework of the study but also to include ideastlos role of teachers in the educational
change programme under study and to provide digagion for teachers’ inclusion in the

investigation and its implications for the data.

2.2 Educational change and the role of teachers

The critical role of teachers in the teaching agathing process makes them one of the most

important stakeholders in the education systemamschange in education ultimately aims

to affect the process of teaching and learningilit tiherefore, directly affect teachers. They

then become the key implementers of change in tassmoms, the ‘centrepiece of

educational change’ as Schmidt and Datnow, (200949 describe this. It is through the
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agency of teachers that a policy of change is katet into practice as ‘where educational
change is concerned, if a teacher can’'t or won’itdi simply can’t be done’ (Hargreaves
and Evans, 1997 p 3) because ‘after all, they dontrk’ (Lumby, 1998, p 193). Vongalis-
Macrow (2007, p 436) also asserts the importanddefrole of teachers in the educational
reform process: ‘what teachers do and how theyt teaeducational change is significant in
determining the outcomes of change’. Teachers béllincluded in this research on the
national curriculum change initiative in Pakistapchuse ‘understanding how teachers
experience and respond to educational change estéssif reform and improvement efforts

are to be more successful and sustainable’ (Hargse2005, p 981).

Concerning any large-scale educational reform, VEgn¢2009, p 2) has pointed out the
strong likelihood of variation in the outcomes aiid pace of their achievement in all
classrooms and institutions due to the human factehnich ‘influence the rate and route of a
change process’. He outlines the consistent saer@rinational educational policy and
planning across the world in which the change B®dg viewed ‘as a purely linear, rational-
technical planning and legislative matter’. In tm@éd set the assumption is that the decision
to initiate change supported by legislation anddfog is enough to proceed into
implementation, which is again assumed as ‘a maittessuing clear instructions to those
lower down the administrative hierarchy to introdwhanges in the classroom from a given
date’ (p 2). This approach ignores the human facparticularly relating to what people
believe, how they will be affected, and how theylemstand the proposed change. It also
overlooks how they will react emotionally (Schmattd Datnow, 2005,) and intellectually
(termed ‘sense making’ by Spillane et al, 2002) badave. Therefore, it is crucial that ‘we
need to look at the full context in which teachegpgactice is negotiated, not just at the
technical implementation of certain phenomenon withe classroom’ (Goodson, 1997, p
40). Further, as elaborated in chapter 1 secti@y ‘educational change, is inevitably a
deeply emotional sense-making experience for teacf@embylas, 2010, p 231) and for the
achievement of the desired outcomes of educatraige, sensitivity to these aspects of the
human factors of the change process has been wigebynmended in research (Day, 2002;
Hargreaves, 1997; Hargreaves and Evans, 1997; étargs,2004; Goodson, 1997; Fullan,
2001; Kirk and Macdonald, 2010; Fullan and LevidQ®; Wendell, 2009). Wendell (2009, p
32) has claimed the centrality of the teachers inlthe achievement of change goals and so
emphasises the exploration ‘of the actual daily kivay realities’ of teachers in the
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implementation of the change process. Given th&aéy of teachers to the implementation
of educational change, teachers will be includethis research project in order to explore,
analyse and understand the change process fropethpectives of teachers’ experiences and

opinions.

The focus of this research on the change in cuumuin the Pakistani system has
implications for teachers’ work. Teachers’ workoigganized around the school curriculum
and so any change in curriculum has implicationstfiem. Guro and Weber (2010) have
identified teachers as the chief implementers gf@range in curriculum and Helsby (1999)
has discussed four aspects of curriculum that tevegh relevance for teachers’ work
namely: curriculum content (what they teach); auiim design (the organization of what
they teach); curriculum method (how they teach) aarriculum assessment (how the
learning resulting from their teaching is tested@hese aspects of the curriculum are
interrelated and change in one aspect of the clunc affects others as well, and so change
in one aspect of teachers’ work in relation to tuericulum affects other aspects of their
work. For example, the organization of fixed comtehcurriculum into separately assessed
subjects promotes didactic pedagogy and a traditipen and paper assessment testing
factual memorization, it also promotes pedagogy$oty ‘content coverage and repetitive
drill (Helsby, 1999, p 67). Helsby (1999) has givine example of the National Curriculum
initiative of 1988 in England and Wales that gaetaded specifications about the content
and assessment of the curriculum but little wordcarriculum organization and pedagogy.
Nevertheless, the pedagogy was affected as a .rd3uf particular case of the National
Curriculum and the analysis by Helsby has speelgvance to this thesis on a curriculum

change initiative in Pakistan.

The curriculum reform programme in Pakistan is a#so experience of change in the
curriculum content and assessment without any ahamghe organization of curriculum.
There is also the assumption in the reform progranmiPakistan that pedagogy will adapt to
the changed requirements of the content and aseassrhlelsby’s schema on the
inseparability of four aspects of curriculum nametpntent, pedagogy, organization and
testing is a useful mean of analysis for the sindyeneral and as a tool to explore the impact
of curriculum change on teachers in particular. #0K2002) has discussed this concept of
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the interdependence of different elements in tistesy from a slightly different standpoint.
He has constructed teaching as a system in whatle ik the balancing of different elements
such as, curriculum, pedagogy, assessment, stugements, available resources and social
environment. Change in any one element has antedfe®mthers. Therefore, we need to
consider what the impact of changes to the corgrdtassessment of the curriculum has on
the role and practice of teachers. A key elemernhisfresearch is the impact of curriculum

change on teachers.

In the backdrop of this broader construction of #gignificance of teacher’s role in the
process of educational change management in geapdalin the reform implementation
under investigation in particular, there are somecgic dimensions highlighted throughout
the relevant research literature. These dimensimatuding the nuances of teacher
participation at different phases in the processdfcational reform, their support especially
through professional development and capacity mglébr the implementation of the change
and the implications of educational reform for teaxcprofessionalism have been presented in

the following part of this section.

2.2.1 Teacher involvement in the change process

The research literature has identified some is$oleteachers in the context of large-scale
reform initiatives, which reach institutions aseatternally mandated change. One main issue
is the participation of teachers in the initiatigignning and implementation processes of a
change initiative at the policy and design stagesiB (2008, p 14) has quoted Savery, (1992)
to assert that if people have patrticipated in astt@t especially when it is related to their
work, they would implement it with more acceptari8esh also warns (p 12) that ‘If teachers
do not ‘own’ innovations but are simply requireditigplement externally imposed changes,
they are likely to do so without enthusiasm, legdim possible failure (Bush, 2003, p 46)'.
This situation may lead to ‘false clarity’ as deised by Fullan (2007) to be a state when
people think or pretend they have changed but witheally changing their practice. Day
(2002) has also cautioned against a limited comemtnand involvement of teachers when
they have to follow the commands of others. Thuslsbly (1999) argues that structural and
cultural changes to schooling should take into antthe agency of teachers as a vital factor
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for the translation into practice and similarly Bas (2006) argues that teachers need to be
empowered to take a proactive part in bringing geaitf teachers gain ownership of change,
they are encouraged ‘to engage with it becaus#oiva them to implement some of their
values for constructing successful learning andhieg to benefit their students’ (Busher,
2006, p 151). Hargreaves and Evans (1997, p 13thsei@volvement of teachers as a matter
of urgency in educational reform efforts: ‘it isme for teachers to be included in the
vanguard of reform, and not be made its margindlizietims. It is time for a change of
direction and time for a change of heart’. Teadneolvement in the educational change
process is utterly central but it has special $iggmce in the case of curriculum change. Kirk
and Macdonald (2010, p 552) have stressed thecypation of teachers in the curriculum
reform process as they can make significant cantiohs ‘based on their intimate knowledge
of their students, their colleagues, their schtroicsures and the resources available to them'.
Further, ‘to change education it is necessary tckwath teachers and not against them and
behind their backs, accepting them not only as sgafireform but also as allies and subjects
of change’ (Torres, 2000, p 255), as teachers’ iadlvement can bring real change in
educational practice. With this wide spread ad¥acdeacher involvement in the educational

reform process, there is then the question of #tera of this involvement.

Oliver (1996, p 122) proposes that ‘change is diklyly to be brought about through active
discussion and the opportunity for professionaleflgment and ownership of change by all
parties involved within the process’. According @arl (2005, p 228) teachers wish to be
included in the decision making from the very mlistages of a change initiative and they do
not wish to be as mere recipients of something tfee to implement, and this participation
according to Swanepoel, (2009) makes them poséh@ut and engaged with the change.
Therefore, this dimension of teachers’ involvemamd participation in the process of reform
planning and implementation has been widely recondeé as the means to create among
the teachers a sense of ownership, commitmentyvaimn and a positive reception, which
are so vital for the effective implementation of tthange. Within this consensus on the need
for teacher involvement and participation in ediwal reform, there are some cautionary
notes particularly concerning the issue of a ‘shamatticipation of teachers. Kirk and
MacDonald, (2010, p 564) have identified the isspfdanited participation of teachers even

in the programmes proclaiming a participation basgoroach where teachers are positioned

32



as ‘receivers and deliverers of the curriculum, dhd specialist writers and their line

managers as the producers of instructional diseburs

The non-involvement of teachers in ‘decision makamgl responsibility taking’ for reform
initiatives has been quoted as a common reasotudhies regarding the wide spread failure
of educational reforms (Swanepoel, 2009, p 462)nde# (2009) has presented the case that
policy makers usually make change policies witthelitegard for firstly, the existing ‘on the
ground realities’ of local culture and classroonmsl &econdly, to the reaction of people
affected by the change, especially the teacherswéndell's (2009) view there is no
consideration given to making any resources or espa@ilable for the engagement of
teachers, which could help in developing a commoaeustanding of the reasons and need
for change. This lack of engagement leads to tlilaréain achievement of the desired
outcomes from the change. More concerning thougtheslack of consideration of why
large-scale reforms have failed. The failure of artipular initiative is not seriously
investigated to inform policy makers for the futaed often with the failure of one change
effort, policy makers move on to another. As Weh2009) notes, policy makers rarely

make public statements about unsuccessful inigatand:

It is even more rare to hear them admit that reagamfailure have anything to
do with their own policy making. Instead it is custary to blame teachers for
their inability to understand and/or implement newactices. (p 46)

Wendell calls this situation the ‘self-delusion’ pblicy makers, which not only bars them
from learning but also adds cynicism among the em@nters about the change initiatives
and dampens their enthusiasm for any future chadgeanepoel (2008, p 49) also confirms
that:

Education systems worldwide apparently do not nfakeuse of teachers as a
professional resource in initiating, planning, amghlementing school change.
It appears that the role of teachers as key agantise facilitation of such

change is, for the most part, overlooked or plaighored.
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There seems to be a paradox. On one hand, thareoiscerted stress on the need to involve
teachers in the decision and policy making prodes®ducational change and yet, on the

other hand, there has been reported a wide-spegddat of this advice.

Ensuring a wide inclusion in the policy making stagay be impractical for a national level
educational change initiative. This issue has b@a&en up by scholars to suggest viable
solutions. Wendell (2009) has recommended strudtaliscussions at regional level and
inclusion of the conclusions of these deliberatiomsdiscussions at the national level.
According to Wendell, this process can also pros#pfal at the next stage when awareness
about the change initiative needs to be createdugfir wide communication with all

concerned. An indication of how regional discussidmve contributed to the change

programme can strengthen the engagement of teachers

Lumby (1998, p 198) proposes another strategy leymmmunication and puts forward a
middle way called the ‘adaptive approach’. She sidteat the insufficient involvement of
teachers is a basic cause of the failure of changitives but also comments on the
impracticality of achieving universal ownership esially when the need is ‘to introduce
change quickly in response to external mandateeonéed to survive’ (p 199). Therefore, the
desirability of creating collegiality and ownershigcross the board loses its appeal
particularly ‘when the incrementalist, slow butalg approach cannot maintain or increase
the quality of the learning experience, or threstdre survival of the organization’ (p 199).
The other option is a top down approach, whicheig/visky and prone to be resisted by the
professionalism of the teachers. Therefore, Luminygsests a third option of the adaptive
approach, which is sensitive to the impossibilitytatal consensus but also recognises the
need to reduce resistance and build support: tii@ptasze approach aims for coalition, not
consensus, and moves by incremental steps in theraedirection required’. This approach
is closer to what Fullan (1994, p 19) describeshas change process itself: ‘productive

educational change roams somewhere between ovieokand chaos'.

34



The other important aspect of the role of teachretbe educational change process is teacher
development or training and support to prepare tfanplaying their role in the change.
Support relates partly to the emotional aspectshainge and partly to the provision of
development opportunities. Hargreaves (2004, p 288 emphasized the emotional
dimension of the impact of educational change @thers and has stressed for ‘support
systems of training, mentoring, time and dialogas’ essentials for successful change
management. Whether it is a small-scale classroostlmool level change or a large-scale
regional or national level change, support for eacevelopment is a central dimension and
one of the deciding factors in its successful afidcgve implementation. There is also a
need to consider teachers’ capacity whether teadm&ve the prerequisite knowledge and

skills to be able to take forward the changes @irttlassrooms.

2.2.2 Teacher development for change

Levin and Fullan, (2008, p 295) argue that ‘althowayery successful strategy must have
multiple elements, the most important single itemawr list is ‘capacity building with a
focus on results’. Further, Fullan and Levin (2008ye termed this aspect of educational
change the development of the ‘entire teachinggsibn’ and have counted it among the six
fundamental strategies for a successful large-s@deation reform. Hopkins et al (1994, p
113) argue that

Staff development is inextricably linked to schaavelopment. In the quest
for school improvement powerful strategies are meguwhich integrate these

two areas in a way that is mutually supportive.

Harris and Lambert (2003, p 14) also argue thatirtif@rtance of teacher development in
school level change is validated through reseanchtlaey have referred to the possibility of
organizational growth by putting ‘people at the teerof change and development’ and by
building capacity through ‘extending the potentald capabilities of individuals’ (p 47).
Oliver (1996, p 61) has also termed this individeakning as ‘the primary source of change’
and basis for institutional transformation while hdummad (2004, p 113) has stressed
preparation of teachers for change in their prasticy addressing their developmental needs
and providing them an ‘ongoing support at theirosdhto bridge theory and practice of
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educational change. This support for teacherseamptiocess of change has a positive impact
on their reception of change, which in turn stinkegatheir commitment and motivation for

the change.

The reception of change by teachers is affectethély perception of the benefits of change
for them and for student learning (Waugh and Ketug0D09). Levin and Fullan (2008, p
293) propose that ‘Changing practices across mianayyy schools will only happen when
teachers, principals and support staff see the reed commit to making the effort to
improve their daily practice (Danielson and Hochisghil998)'. Kimonen and Nevalainen
(2005, p 630) are of the opinion that ‘reforms iarrcula or equipment only do not
necessarily change the teachers’ ways of teachiuoy’ change to genuinely take place there
must be: ‘changes in the beliefs, values, expextatihabits, roles, and power structures of
the teachers’. Therefore, given that change h&® taken forward in this fundamental way,
any reform programme needs to focus on a well-thb@nd well-planned intervention.
Changed ways of teaching are built upon secondr aitignge in relation to the values and
habits of teachers along with structural changethéir roles and in the power dynamics in
school, surrounding the process of teaching andhileg (as the three domains of the
conception of change in critical realism describgdPriestly, 2011 b). Key (2007) has also
emphasised the need to focus the beliefs of indalideachers especially in the case of
curriculum reforms as teachers may go about ‘maatjfythe curriculum change simply
because their beliefs are being imposed upon’ {p Bus, it is around questions of values
and beliefs that the issues of teacher involvemenihe whole change process and teacher
development converge as this deep change can beeplahrough teacher engagement and

development, which augment teachers’ commitmenthf@rchange.

These processes lay the basis for engendering lemgviind committed adoption of the
change. Oliver (1996, p 60) has linked teachersiradment with their ability to implement
change. In this extended view of commitment, itas only enthusiasm that is crucial but it is
‘the possession of the concepts, procedures anmbsii®ons necessary for the successful
implementation of the innovation’ (Oliver, 1996, 68-61) which can be developed and
sustained through training, support and plannezhwentions. According to Northfield (1992)
change in itself is an important driver for teagh@ommitment and there are four related
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requirements to foster teacher commitment thatctienge must be perceived as intelligible,
beneficial, plausible and feasible’ (p 90). Thusadher commitment is essential for
classroom level change and it can be fostered hplig teachers to see the proposals as
worthwhile and by developing their necessary cdpisgsi to take change forward. Therefore,
teacher training and support are necessary to @tiadin to understand, adopt and implement

change in order to translate the policy into thecpce.

The process of support for teachers through trgjrgaidance, and communication has been
recognized as a learning process in the resedechtlire. Hoban (2002, p 2) asserts that most
of the educational change initiatives involve dosmmething different in classrooms, so
teachers’ long term learning framework becomes wial dimension in realizing this
objective: ‘Improvement in teaching and learninguiees teacher change and this in turn can
be equated with teacher learning’ (p 90). He hasneled this argument further by examining
the concept of teacher learning in the change peea&d has criticized the technical and
mechanistic approach to educational change for ptiogpa ‘top down or workshop model to
introduce to teachers as a one step approachdchee learning’ (p 13). In this case, not only
the teaching and learning process is assumed liods and context free, but also that it can
be changed with the help of comprehensive teaamiatgrials with clear instructions on how
to use these. To counter this approach, Hoban [20@2 stressed for the need for
transformation of institutions into continuous l@ag environments where long-term teacher
learning takes place. This condition is a preratpiisupport for educational change given
that it is a complex phenomenon. Indeed Dalin (20@& also described change as a learning
process and stressed the need for the provisigoraséssional and personal support for

teachers so that the:

Individual gets the breathing room he needs topymabat the innovation
actually means to him personally, and to his cl&sly then can the new
situation be mastered and employed to increasplhgatisfaction of pupil and
teacher alike. (Dalin, 2005, p 151)

Changes in classroom practice are, thereforecdlffto achieve. However, the complexity of
the issue is often underestimated and a simphséiew of teaching and teacher learning is
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adopted. This simplistic approach results in thraragement of a one or two day workshop
for teachers to acquaint them with the change ircyor curriculum and instruction. This
strategy for teacher training and orientation ig/\ienited in impact as it fails to promote real
change because, as Dalin (2005, p 151) arguedpés not take into account the existing
complexity of a classroom context or have a frantéwo support teacher learning through
the non-linear process of change’. Therefore, &éemiht approach to teacher learning is
necessary. For Hopkins et al. (1994, p 113) tealdaning is an ongoing and long-term
activity not limited to the immediate solutions prijut ‘also transcends them in order to
achieve longer-term purpose’. If this concept @fcteer learning is structured into the very
fabric of the education system, the initiation amglementation of change is then facilitated
in institutions as teachers grasp change as anrtiynity for their ongoing learning. This
perspective promotes a concept of teacher developared preparation for change as an
inherent part of their day-to-day work, which castis with the strategy based on a special
training programme accompanying an innovation @hange initiative. This approach can
create a view that the reform programme is notparsge activity from teachers’ routine
practice targeted for a specific intervention. Whis comprehensive learning environment in
place, change initiators can invest their focus eagburces in creating a broader teacher
orientation and development plan. Schmidt and Dat{@005, p 962) advise that the
educational reform designers, policy makers anddesaat different levels of the education
system ‘to invest considerable energy and resouites making sure that teachers are
knowledgeable about the reform; have the toolsngement reform in their classrooms; and
understand how the reform differs from their cutr@mactice’. It can be done through
‘informed dialogue’ (p 962) providing teachers soggn the ‘sense making’ process of the
policy (Spillane et al 2002) so that teacher ageiocythe effective implementation of the
change is enhanced patrticularly ‘in terms of itaament in practice’ (Priestley, 2011a). If
we draw upon the issues of teacher training anga@uor the change, change as a learning
process for teachers and embedding teacher leamtogan environment of continuous
learning, we can suggest a two-pronged strategye. h€his strategy can include the
establishment of a system of continuous learningdincational institutions and then the use

of this system to provide targeted support andhimgifor the intended reform.

While there seems much to commend the strategyeaftiog a learning environment in the
school, we have to consider how this can relantexternally mandated reform. Lovat and
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Smith, (1995, p 219) have noted that when changxtisrnally imposed ‘time frames for
implementation have often precluded the possibdftthe ‘normative/re-educative strategies’
that seek to develop ‘explicit and shared percepgtif the problem, and/or clearly identified
and shared reason for the change’. Consequentipniyptimeframe is important but also the
focus of the development opportunities which havddal with the issues of purposes, values
and beliefs as well as practice. In this situatiOtiyer (1996, p122) has warned about the
circumstances where the change in behaviours aambehin values and commitment are not
aligned, creating a situation where ‘useful innavatmay be grudgingly adopted without
proper investigation within specific context, oroply conceived ideas may be instigated
regardless of consequences’. This is what has tegemted in the narrative of reform efforts
and the possible causes of their failure (Har@s,13. These issues of change as a learning

process for teachers have specific implicationgHerconstruction of their professionalism.

2.2.3 Teacher professionalism

The research literature refers to the issues dfaed meaningful teacher involvement and
participation in the change planning and implemigona process, teacher training and
capacity building especially for change throughudtute of continuous learning and the
collaborative culture. All these issues convergelaconcept of ‘teacher professionalism’.
Most of the large-scale educational reforms segiravement in student learning through
prescribed curriculum and standardized testing, ciwhihave implications for the
professionalism of teachers and the environmemobtéboration and collegiality to support
this professionalism. In centralized bureaucraystesns, the culture of collaboration cannot
flourish even when focused, which can result intdead collegiality (Hargreaves, 1994, p
195) at best. Datnow (2011) has linked the collabon and collegiality among teachers with
their collective professional autonomy when thecemant of the outcomes of collaboration
is possible. Therefore, it seems that a collabegatulture is linked with the promotion and
nurturing of a form of professionalism of teachewhich is contrary to overly prescriptive
reforms. This tension has led to a consideratioaltefnative approaches to change including

‘the fourth way’ by Hargreaves and Shirley (2009).
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The ‘fourth way’ of effective educational reformoposed by Hargreaves and Shirley (2009)
is based on three interlinked elements of profesdiem, public engagement and
governmental vision, guidance and support. In ftasmework, effective educational reform
builds upon professionalism of educators but isroigpendent on governmental flexibility
and support as well as a positive public engagenieanimake teachers real contributors to
the success of educational reform, these threeeslesimeed to be carefully thought through.
For both teachers and other stakeholders, therssues related to the motivation to engage
with the reform and its processes. This motivation change needs to be built on many
drivers and one potentially powerful driver is thmoral purpose of education, which the
reform process must align with. However, accordiogLevin and Fullan (2008, p 294)
making claims for a reform process solely on thdewpinning values is not enough. Instead
they argue ‘that is why large-scale reform musb glay attention to other key aspects of
motivation— capacity, resources, peer and leadesipport and identity and so on. It is the
combination that makes the motivational differendgierefore, the professionalism of the
teachers is a crucial building block of successdlcational change processes and it is
developed on and around a host of interlinked ssfdnternal capacity along with social
and institutional support as well as official respesupport and engagement of teachers.
Helsby (1999) has discussed the professional cemdiel of teachers as a key factor in their
response to change and this confidence is builnweachers are trusted and respected. Day
(2002) has also identified an influential role efathers’ professional identities in both
emotional and intellectual terms for long term @sscof educational reforms to develop

these identities ‘through sustained, critical digle, mutual trust and respect’ (p 689).

This link between teacher professionalism and &ffechange in education is significant not
only for small scale educational change but itdlas emerged as the cornerstone for system
wide reforms from the research and theorizatioleading scholars in the field of educational
change. Fullan (2009a, p 107) argues that for systeforms ‘high quality teachers are
critical, and that leaders and teachers workingttogy’ is also essential. He has delineated
the three elements of effective educational refonm®ntario as: ‘respect for staff and for
professional knowledge, comprehensiveness, and reote and alignment through
partnership between the government and the figldLG8). Barber (2009) has also outlined
three elements of effective educational reformsiciwtare a ‘thorough professionalism’ of
the teaching profession, strategic leadership frtme government and citizenship
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empowerment. There is a comparable constructidtangreaves and Shirley’s (2009) ‘fourth
way’ with the three elements of educational refddng governmental steering and support,
public engagement and professional involvementsé&taso overlap with Fullan’s (2009a, p
110-111) four elements of teacher quality, capalsityding for ‘deep instructional practice
and corresponding assessment of student learrtiragsparency of results and practices, and
leadership as the leading developments in thersystorm efforts along with ‘widening and

deepening’ of system wide reform.

The thrust of these recommendations regarding tlodegsionalism of teachers for a
successful and sustained educational reform ha® eoainly from the literature originating
from the English-speaking world. The viability dfese ideas needs to be tested in different
contexts to create a common and widely shared bb#&ypowledge. This then underlines the
importance for the inclusion of teachers in theeagsh for this thesis and the exploration of
their views and experiences. This inclusion andaation brings the reality and practice of
the reform initiative in focus, which will not ongdd a contextual and grounded perspective
in the process of developing an emergent modeldofca&ional change management in
Pakistan but will also situate the study in theavictesearch context. The substantial themes

regarding the role of teachers in educational chargerging from the literature are

» teachers’ emotional response, (Schmidt and Dat26@5;Vongalis-Macrow, 2007;
Hargreaves, 2005; Swanepoel, 2009)

» their cognitive response and sense making pro¢gpsllane et al, 2002, Zembylas,
2010)

» their professional response in the form of theralmn and involvement in the
change process from planning to implementation (B2908; Day, 2002; Busher,
2006; Hargreaves and Evans, 1997; Carl, 2005; &k MacDonald, 2010

» their professional development needs and suppottteénprocess of change(Oliver,
1996; Hargreaves, 2004; Levin and Fullan, 2008risland Lambert, 2003; Schmidt
and Datnow, 2005; Fullan,2009a)

These themes have highlighted the issues relatédatthers in the process of educational

change management, which will provide the focus tpics for the questionnaire for the
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teachers in this research. The exploratory questioa for teachers will be based on the
issues emerging from the interview data from intth heads and this literature survey.
Therefore, the review of the existing literatures mat only provided the justification for the
inclusion of teachers in this study but has alsaigied the issues and themes to be explored
through this inclusion. The inclusion of teacharam attempt to explore the issues around the
actual and experienced reality of the change thigaunder investigation. The findings from
the data generated through the contact with teachél be significant to understand the
educational change process in general and in thastBai context in particular. This
contextualization of the change process is a diaension of the study and it will help to

draw the outline of a contextualized model of ediocal change in Pakistan.

This elaboration of educational change (discussesctions 1.2, 2.2 and 2.2) with reference
to the construction of schools as organizationsrsstructural, political, human and cultural
frameworks and of teaching as a combination ofrieeh, intellectual, socioemotional and
socio-political activity and the significance ofatder’s role in the process of educational
change has implications for the change implementaiirategies. These dimensions include
not only the theoretical groundings to the managenoé educational change but also lay
foundations for different strategies to be adoptette field of the practice and the following

section elaborates on this link.

2.3 Strategies and models for change management

The perspectives on how the organization itsefiesceived with reference to its structures,
roles and functions affect the strategy or modebpseld to bring in change into the
organization. The various strategies for changeagament relate to and reflect the different
constructions of the concept of change examineliteaBennis (1969) provided a typology
for change management, which was later built o&by and Benne (1969). They gave three
models or approaches to change management witmemon focal point whether the change
is sought in ‘thing technologies’ or ‘people teclogies’; human aspects of deliberate change
have to be taken along the material aspects faresstul implementation of the initiative.

These three models are bureaucratic, collegiapalitical.

Empirical-rational or bureaucratic model: This model assumes that people are influenced
by rationality and they follow their rational setiterest. Therefore, if change is rationally
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explained and justified to them, linked to theilf-gaterest and they are trained to adopt it,
change will work. Wendell (2009) has criticisedstimodel on two grounds. Firstly, human
beings are not purely rational beings and seconatipnality is a subjective term. This
subjectivity of the perception of rationality artetinvolvement of a number of people, with
varying and often conflicting self-interests in edtional change, fails to create a consensual

perception of what is rational and in the self+iate of a variety of stakeholders.

Normative-re educative or collegial model: This model does not reject the concept of
rationality but assumes that change in knowledgeantellectual orientations should be
accompanied by a change in relationships, attituddglls and values (‘normative
orientations’ Chin and Benne, 1969, p34) for aredf’e implementation. Therefore, the
‘clarification and reconstruction of values is afqtal importance in changing’ (Chin and
Benne, 1969, p 45). Wendell (2009) has explainedtiodel as being based on the notion
that people are influenced by the behaviour antudé of their peers. Therefore, if some
people change their attitudes and values othetdallbw. However, Wendell (2009, p 20)
has commented upon the difficulty of finding a timal mass’ of people to change their

normative orientations so that others can folloa/shit.

Power-coercive or political model: This model brings in the interplay of politicaggal and
financial resources in mandating change. The fasum compliance from those with less
power ‘to the plans, directions, and leadershipinGind Benne, 1969, p 34) in a top down

approach.

Like theories and perspectives on the concept ota&ibnal change management, these
strategies have also been regarded as interchdagedb relation to the context and the

situation. Law and Glover (2000) state that rationadels of change management may be
suitable for a stable situation but uncertain amehglex situations demand collegial models,
which need the flatter management structures. Tinategies for change have been
constructed in a variety of ways by different reskars, as Law and Glover (2000) have
identified two such early sources, Schon (1971) ldadelock (1971) and have linked these
works specifically with the reference to the mamaget of educational change. For the
models for change described by Schon (1971), thenple of some curriculum development

initiative has been used. These are models are:
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The centre-periphery model: In this model or approach, the change initiatssdeveloped at
the centre and then dispersed to the whole systame.model is usually used in education

through the production of standardised curriculuaolages.

Proliferation of centres model: In this model, ideas are generated at disperseatibns in

the organization in response to emerging situatidhgss model is used in education when
different professional development strategies aechkbped at different locations to enable
teachers to generate approaches appropriate foirtiraediate context in the delivery of the

curriculum.

The learning system network model: In this model, ideas are not only generated abua
locations in the organizations, but are modified éinen shared with a wider community
within the organization. In education, this modelused when action research becomes the

basis for sharing delivery strategies of a givemiculum.

Law and Glover also discuss Havelock’s (1971) medel educational change management

as being closely linked with Schon’s work. Havelsdkree models are:

The research, development and diffusion model: This model can be explained with the help
of the example of a government assigning the tdsttemeloping a package of reform to
research centres or agencies. In this model, ideasodels for change and innovation are

evaluated, modified and then shaped in a way #egseadoption.

The social interaction model: This model shares the features of Schon’s pralif@n of
centres model as the ideas for change are develppgrbups working in the field who have

a collective motivation for change.

The problem-solving model: In this model, the need for change is felt by idividuals

working in the field who then initiate and conttbe change process.

These models by Schon and Havelock focus not anthe generation of ideas and strategies
for change either at centralised locations or i field through action research or social
interaction, but also on their implementation. Qthgiters have suggested strategies for
educational change management as Oliver (1996) estgygstrategies for participative

planning and policy development to create ownersliiproposed change by teachers and

44



other enactors of change in the field. Stoll antkKiL996) recommend a mix of pressure and

support for training in new skills and follow up sistable strategies.

Hopkins (2007) offers another insight into theattgic models of change where he looks to
systems-wide change as a possible model. Accotdirigs analysis, a focus on the wrong
variables (ignoring students and teachers) anavtbag perspectives (on the organisation of
schools and teaching practice) along with the at¥sei a systematic perspective may hinder
the successful implementation of educational refdfiehas suggested a systematic approach
for reform efforts, which is system wide (acrose thystem), as well as system deep
(integrating different levels from policy to praz). He has delineated four drivers of a
successful systematic reform namely personalisachileg, professional teaching, networks
and collaborations and intelligent accountabili®y.the heart of developing and moulding
these drivers to the context and the differentestanf the change management process is the
exercise of responsible system leadership. Now arecome back to Dawson (1994) who
emphasised the importance of context. His detemmtsnaf change are substance, politics and
the context of change, which can help to createal@r and contextualized perspective for
every change initiative in different educationajamizations or schools. This combination of
cultural change along with the structural changeuslent in the arguments put forth by a
number of researchers and change gurus (Bennig; Béhnett et al, 1992; Finnan and
Levin, 2000; Fullan, 1991; McLaughlin, 1987).

The above discussion leads to the conclusion tbatrategy is better than the others, but
these can provide the means to achieve an effectiganingful and sustainable change. The
utility and effectiveness of each model/strategylinked with the nature of the change
programme, demands of the situation and the purpbe change as well as the sensitivity
and adeptness with which it is manipulated. Thesdeals can provide guidelines, but cannot
simply be borrowed from one organization or contexanother because what works in one
place may not work in another. The theories, modahsl strategies are useful in
understanding and analysing a situation and t@@ense of what may work, but this survey
has also provided a broader picture of a complekvast terrain and tools needed to shape a
contextualised path diligently and creatively. Ttreative selection of appropriate tools
depends on the nature and purpose of the charggeptitext and environment as well as the
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requirements of the change process itself at @iffestages of its development. In the next
section, the ‘stages’ of a change process willdresiclered to bring this added dimension of
the change management process in the ongoing anguiiiee elaboration of this dimension
is essential to situate the focus of the researdheaimplementation phase of the change
management process and to set a broader milidhdatata analysis where the issues related

to different stages of the change process are t&eghéx emerge.

2.4 Stages in the process of change management

Whereas the writers who set out the models of egsifatchange emphasised different
strategies to bring about change, some of thenmbholteave constructed change as a process
with different phases, which need different apphesc Thus, educational reform or change is
not an event but an ongoing process (Wendell, 2608]ving in many stages spanning over

a stretch of time in accordance with the scaleamdplexity of the initiative.

Fullan (1991) conceives the change process as camprthree stages and calls them
initiation, implementation and institutionalizatioor abandonment. Kinsler and Gamble
(2001) have built on Fullan’s topology by elabangton these stages noting many associated
factors. Fullan says that the three Rs of relevareadiness and resources are compulsory
requisites for the initiation of a change initigivKinsler and Gamble characterize the
initiation stage as the decision making stage alaatt change is required, how it would be
implemented and by whom. This decision-making candp down or bottom up. However,
Wendell (2009, p 23) asserts that most of the laggde change initiatives in education are
top down where decision making remains limited twiqy makers in consultation with
educationists particularly those perceived to béhattop of the hierarchy of the education
system who are working in universities. This praetieduces the sensitivity to and inclusion
of a ‘people’s reality’ or ‘a practitioner’s realitin the content and process of change, which
has serious implications for the next stages of dmange initiative especially the
institutionalization of practices/processes. Howevkere is an increasing realization that
without the ownership of the change by the peopleo wwvill be responsible for

implementation, it cannot progress to achieve #wrdd results.
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The implementation stage is the ‘reality encountdren thinking needs to be converted into
practice. This phase is especially complex duengoaddition of many more people in the
process (Law and Glover, 2000). It begins as stprphase when the resources of time,
money, materials and people are committed and dpsehto a consolidation phase. The
technical expertise is developed in the implementsometimes in a broader context but
mostly through trainers who hold specific shorirtirag sessions. Kinsler and Gamble (2001,
p 143) are critical of these training events whicén create ‘a faulty and fractured
understanding of the innovation’, over simplificats of complex issues, and deal largely
with mechanical skills for the implementation withgromoting any in-depth understanding
of the change. Successful implementation of chamgéficult and complex due to particular
circumstances, complexity of factors involved adlvas the inevitable dilemmas in the
process (Fullan, 1992, p 110). Change is also tomsuming, as it ‘often requires ‘mind set’,
culture and value change (Carnall, 1999, p3). Gb(h899) suggests that change can begin

with change in behaviour:

Put people in new settings within which they hawe kehave
differently, if properly trained, supported and seded, their
behaviour will change. If successful this will leedmind-set change

and ultimately will impact upon the culture of theganization. (p 3)

Once change starts working on the ground, then sdhee consolidation stage and a ‘fit’ is

generated between the requirements of changetivitiand the existing circumstances. At
this stage, the innovation is either adopted araptad into the system or abandoned. If it is
adopted, then as Miles (1986) suggests for long-tsuccess, the change should be
embedded in the culture and structures of the dchehindering factors for change should
be controlled. Change should be consolidated mfariing the strengthening factors and by

facilitating and encouraging the spread of the goadtice.

There are numerous models identifying differentgaisain the change process, which indicate
a change in the focus, priorities and processeslved as well as the scope and level of
participation and the role of different stakehotdetewin (1947) in his early model

suggested three stages for the change processemimyg the present, implementation of the

new situation and refreezing the changed situatoam this early model, there have been
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numerous attempts to conceptualise the differexgest Morrison (1998) expanded the three

stages of change process into seven:

* invention/awareness,

» development, diffusion/dissemination,
» adoption/rejection,

* implementation,

* institutionalization

* and recommendation.

Everard and Morris (1990) have mentioned six setalestages for the process of change
management namely diagnosis/reconnaissance, deiegnthe future or desirable situation,
assessing the present situation, identifying thes deetween the desired and present and the
target, transition and evaluation. Aguerrondo @0@rovides a more complex model
conceptualizing four phases in the process of iahiom in education as genesis, setting in
motion, development and evolution, effects andasngbility and situates this process in a
new paradigm of ‘dual re-conceptualisation’(p 1987)both the classic model of education
and the process of change as well. There is a cgenee of views on the dynamics of
educational change between Aguerrondo (2008) alldr={1993) as an evolutionary process
of transformation shaped with flexibility and ungigability. Dawson’s (1994) views on the
three timeframes for change management can alspded in the field of education which
are: conception of the need to change; processgainational transition; operation of new
work practices and procedures. Carnall (1999) hadined three stages of change:
beginningswhen problems are recognized, awareness createdfemsibility assessed,;
focusingwhen actions are taken to train people, to expEntnpilot tests, and to refine the
initiative; inclusion now change is implemented at broader level alorly @@mmunication
plans. Pettit and Hind (1992) discuss four stagethé process of educational change with
reference to ‘dynamic conservatism’, when sociakteays resist change and enter in a ‘zone
of disruption’ (p121) from a relatively stable staTheir four stages are: first stage which has
a high degree of confusion and tension; the secormblitical stage when negotiations for
adopting change are initiated; the third stage wlegitimacy to the outcomes of the
negotiations is given and the fourth stage is thplementation stage. The outcome may be

cosmetic change if dynamic conservatism wins ondf@mation of the system and
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achievement of a new relatively stable and improstde. The survey of these models of
‘stages’ of the change process has special imgitatfor this research because this study
would explore the experiences of school leadersteachers during the implementation of a
reform programme while taking into account diffdrstages of the change process.

From the account of these entire models, we canmgrige that although the theorists

diverge on the perception of the phases of the gihgmocess and the details within these
phases, their ideas converge on an overall framewbthree broader stages namely: pre-
implementation, implementation and post implemeotatThe ideas of researchers on the
phases of change management process can be cagegmro these three broad phases as

illustrated in the table 2.2 below:

Table 2.2 The stages of change management as ddsed by different writers

Source Pre-implementation Implementation | Post-
implementation

Lewin (1947) | unfreezing the present implementation of | refreezing the
3 stages the new situation changed situation

Everard and diagnosis/reconnaissance- ransition Evaluation
Morris (1990) | determining the future or
desirable situation+

6 stages assessing the present
situation+ identifying the
gaps between the desired
and present

Fullan (1991) | Initiation Implementation Institutionalization
3 stages
Pettit and Hind | First, second and third Fourth/implementati | Cosmetic change
(1992) 4 stages| stages in initiation of on stage or new,
change transformed state
Dawson (1994) Conception of the need tdOrganizational Operation of new
3 stages change transition practices
Morrison Invention/awareness+ Implementation Institutionalization
(1998) development+ and
diffusion/dissemination+ recommendation
7 stages adoption/rejection,
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Carnall (1999) | Beginnings Focusing Inclusion

3 stages
Aguerrondo Genesis, setting in motion,Development and Effects and
(2008) 4 stages evolution, sustainability

This account of different models of the change esscas it passes through the stages of
development presents change as a vibrant procksese 15 a broad framework evident across
all models, which is the importance of pre-impleta¢ion, implementation and post
implementation stages, though specific theoristy rodaracterize these differently and
provide more or less detail. This framework is like life cycle of a complex species and
what happens in and between every phase is spemwifevery single organism. The variation
of phases among all these models points to songetieégond the linearity of the process. It
reinforces the conception of the change proceds different aspects developing in different
contexts, which demand different approaches to geitaA specific approach or a mixture
of different approaches is not created and setitemk in the change process, it rather is an
evolutionary phenomenon. At every stage of the ghgmrocess appropriate strategies need
to be generated and reflected on and so thereasistant process of rethinking, redesigning
and repositioning the approach and strategy of gdamanagement. Along with the specific
demands of the nature of the change, the situaimohcontext, and the stage in the process

alongside the reception and reaction to changefalence the change management process.

Implicit in this discussion on the models, stragsgand stages of the change management is
the argument that change is a complex social, @ljtpolitical activity. As evident from the
discussion on the stages in change managementgehaeates reaction. This aspect is
significant in the analysis of educational changanagement process in general and
specifically integral to this research, which aitosexplore the views and experiences of the
implementers of educational reform. Therefore,rtagt section brings the reaction to change
into the ongoing discussion.

2.5 Reaction to the change
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The approach to the management of change proces$ias to be influenced by the situation
and context in which change is perceived and implged. The elements of culture,
structures and the people and their interactiotesraiéne the reality of the situation (Priestly,
2011a). In this section, the element of peopldabarated on with reference to their reaction
to change as their reaction has implications ferghccess and effectiveness of the change

process.

Change creates stress and strain both for thoseswport change (through
overwork, the challenge of leading change in arettad world, the pressure
of dealing with other, often anxious people, theeirent uncertainties all are
subject to in some degree and so on) and for thidgeare either indifferent,
opposed or fearful of change. (Carnall, 1999, p 13)

Reaction to educational change varies from distarsi resistance to acceptance and
adjustment. ‘Resistance is natural’ (Lumby, 1998,195) and initially people are
apprehensive of change because they want to retaipresent circumstances as ‘there is
something very attractive and reassuring abouilgyahnd continuity’ (Oliver, 1996, p 3).
Deal (2007) has also supported some of these ptmmssabout the reaction to change: that
routine work is comfortable for people, they prefiee status quo, change may affect the
culture to create stress and change may resultanges in power structures as well to create
conflict. These explicit and implicit barriers toet adoption of change originate from various
sources. Dalin (1993) mentions four such barriershiange: value barriers, power barriers,
psychological barriers and practical barriers whidggh (1988) has used different categories
for the sources of resistance to change namelyuraljt social, organisational and
psychological factors. These factors or barriers lva grouped into two broader categories:
the technical and attitudinal/behavioural. The techl factors are comparatively easy to
handle as appropriate training and practice cameaddhem while change in values, beliefs
and behaviours is hard to realise and becomes sitigenissue. Unfortunately, seemingly
quickly achieved results of equipping people wehuired skills and technical expertise to go
along the process of change create a false impresdia successful change initiative, but

these outcomes are only transient and superficial.
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Carnall (2007, p 210) suggests ‘the change equatibith shows the generation of shared
vision, knowledge for strategies of change and ssalisfaction with the present situation
combine to create commitment and energy for cha@igeall's (2007) model illustrates how
people experience change and what stages theythrasgh when confronted with change.
The first stage is denial when people try to déreyrieed for change and defend their present
situation. The length and severity of feelings, ahhcan border on immobilization depends
upon the suddenness, scope and effect of a chaitggive. Here control of the immediate
impact of change to give people time to encountehanged reality can prove a good
strategy. The second stage is the ‘defence stadpe’n people see the inevitability of change
they go into defensive behaviour and try to coneititemselves and others that change is not
suitable for them. The third stage is ‘the disaagdiwhich is the discarding of the past and
the beginning of optimism about the future. Peogilat recognizing the new reality and
begin adapting accordingly. The fourth stage ise ‘thdaptation’ stage. People start
experimenting on a new pattern of structures, @®e® and behaviours. They seek
approaches to make the new system work, which reeéatsof energy and sometimes results
in frustration or anger when difficulties in copiegierge. Here support and training can help
to make people develop ‘skills, understanding atachments’ (p 243) for the new system.
Then the fifth stage of ‘internalization’ emerge#j)en people have generated a new set of
structures, processes, roles and relationshipss, Tha change becomes the norm and part of
the routine. Carnall argues that these stageseotadping process for change do not always
come as neatly and sequentially for all people lved and are also affected by the nature of
change. Some people may get stuck at any stage tlewdirst stage of denial, and some may
take longer to pass through different stages, whkialgests the need for well thought out
external support in the form of practical intervens to help people go through these stages
and arrive at the internalization stage. The iritgrad persistence of resistance to change is

linked with the level of disturbance in the cultamed power structures (Lumby, 1998).

These theoretical models on the reaction and eesistto change point out a two way

process that not only the different reactions tangfe create demand for a specific approach
to the change management process but the natteesity and scope of this process also
creates different reactions. The knowledge of tbssjple reactions to change, sources of
resistance and conflict, and especially the stafesaction along with the possible strategies

to control resistance as identified in Carnall’'sdelocan add to the understanding of the
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situation in perceiving and designing the chang@agament process. This awareness can
help support approaches to foresee possible soafcesistance and build in the strategies to

handle and mitigate them and to build in support.

From this overview of the wide and varying bodyrekearch, much attention has been
focused on change management with detailed adwi¢eeoappropriate models and strategies
taking into account various factors and stagesluaebin the process. Notwithstanding this
substantial body of knowledge, the history of lasgale reform is littered with the tales of
wide spread failures for a variety of reasons sahtop-down, market driven, approaches
which are detached from the practice, are insemsiib the capacity and seek superficial
level of change (Levin and Fullan 2008; Lumby 19%8rgreaves 1997; Harris 2011;
Wendell 2009). Therefore, it is necessary to latk this aspect of educational reform more

closely.

2.6 Some pitfalls of large scale change in educatio

Fullan (1991, p 4) counts the ‘neglect of the pmeaonology of change’ that is the difference
between how the change actually happens and haasitintended as the main cause for the
failure of a social reform. Wendell (2009) seesifiseie as being one of over emphasis on the
measurable and easy to change aspects of refothe a&xpense of the underestimation of
change in how people think and behave. Educationahge must be linked with what the
people involved actually do. Goodlad, as quotediaiban (2002), termed this phenomenon
of change as ‘ecological thinking’ with the imparta of a holistic view of all aspects and
areas of education system and process. He coumechéchanistic approach to educational
change, which tries to change components of theersyseparately as the main cause of the
failure of educational change efforts as indicatedthe review of the mechanistic or
structralist models earlier. Hargreaves (1997, ) Xfas blamed ‘bureaucratic management,
burdens of imposed content and assessments, akétroaentations that divide schools and
teachers from one another for failure of effectieducational change. While Levin and
Fullan (2008, p 300) have also raised their conedwut the practice ‘relying on top-down,
policy-driven approaches to change that cannotpun view, deliver real and lasting
improvement in students’ learning’. Commenting upgbrs typical top down process of
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change called the modal process of change by Sa(d831), Sevier (2008, p 125) writes
that ‘the fact that teachers, students, parentsp#mer educational players are typically given
no choice with respect to their participation inexternally derived, top-down change effort
is a significant contributing factor to its failurd.umby (1998) has also quoted some
examples of top down processes of planning andemehting change and has expressed
doubt on the stability of the change over the ltargn noting its remoteness from pedagogic
practice. Harris (2011, p 160) has also highlightesne dimensions of this top down
imposed reform which are proposed ‘without anyrdite to building adequate capacity for
change or given any thought about the process pieimentation’ with the importing of ideas
from different contexts. She sees these as the oaaises of failure of most of the reform

programmes across the world.

As it is evident from the review of literature ohamge and educational change, various
aspects of the change process, models or thedridsmnge management and reasons for the
ineffectiveness of large-scale reform movementsstnob the research and theory has come
from the Anglo-phonic world. This research study fois thesis examines an educational
reform initiative aimed at the improvement in thealiy of educational provision in
Pakistan, which has a different cultural and edaonat background and is at a different level
of educational development. Therefore, it seemsnaart to look into the background of the
school improvement movement as a global phenomandrihen situate it into the context of

underdeveloped parts of the world.

2.7 Diversity of reform agendas

Although an inherent part of any education systelnange and reform gained a concerted
focus in the latter half of the 2Ccentury. The need was felt to formalize and reguthe
change agenda in different education systems iatiemally and it culminated in different
movements in the education system such as the Iseffeativeness, school improvement
and school reculturing movements. Out of thesermefmovements, the school improvement
movement has special relevance for this study.as w late 1970s and early 1980s when
school improvement initiatives emerged as a distiocly of knowledge (Potter et. al, 2002),
but it remained a free-floating approach to schdmhnge concentrating largely on the
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concepts of organizational change and school seliiation without any reference to the
specific cultural contexts. The 1990s saw an imteégn of the concepts of school
improvement and school effectiveness (Purkey andthSrh985: Riddell, 1997). In this
decade, standards-based reform and concern foerdtuachievement culminated into
widespread and sustained improvement efforts int&ieslemocratic systems (Sullivan and
Shulman, 2005: Halsal, 2001). More recent emphasisschool improvement has been
through improvement in students’ outcomes, teathetsaviours, and school culture (Potter,
et al. 2002: Patchen, 1991). The prevailing reform agesida full political backing in US,
Canada and UK is about tackling underachievemendifficult and disadvantageous
circumstances as a matter of social justice (HaB@6) as well as also seeking to raise

overall achievement to ensure a highly skilled pafpen for a globalized economy.

This school improvement reform agenda has beeractaised by Hopkins and Reynolds
(2001) as comprising three distinct but not mutuakclusive phases. The early phase
starting in the 1980s was a bottom up approackhod improvement and focused on people
practising in the field, self-evaluations of scloaind site based improvement councils in
some countries. The power of the school was enlaatcthe expense of the power of local
education bodies in almost all English speakingettgyed countries like Australia, New
Zealand, Canada, USA and UK except Scotland. Thooigjanizational change, self-
evaluation by schools and the ownership of changeehe hallmarks of this phase, yet it
was ‘loosely conceptualised, under theorized’ amd wot a ‘systematic, programmatic and
coherent approach to school change’ (Hopkins angn®&ds, 2001, p 459) as the link
between the students’ learning outcomes and refartiatives was missing. The second
phase began in early 1990s and the organizatiomahge and classroom level change
emerged as a predominant focus. Students’ leaubgpmes were at the heart of all reform
initiatives and culminated in the form of a focus aurriculum, instruction and the
management of these two. Accountability and staislappeared as rigorously pursued
targets in the educational landscape, though wathink to improved school performance.
The third phase emerged out of growing evidence ‘tha relationship between school
improvement and increased student achievement nsnvaeak and contestable’ so now it
was felt there was a need ‘to draw upon its mdstisbevidence and to produce interventions
that were solidly based on tried and tested prestic(Harris and Chrispeels, 2006, p 67).
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Hopkins and Reynolds (2001) identified five key tteas of these third wave school

improvement initiatives. These are:

a focus on classroom level change and studentsiitgaoutcomes

a focus on change in skills, attitude and behasiad teachers to bring in classroom

change

» the provision of infrastructure and creation ottahble environments as mechanism for
change

e capacity building of not only individuals but sch®oas learning developing
organisations as well

» attention to process and outcome combined withurlltchange to be sensitive to the

influence of improvement programs on practitioreard their practices

Harris and Chrispeels (2006) have added anothdurteao this phase of educational
improvement, which they say has evolved, that & ‘tteepening awareness of the critical

nature of context and political influence on schiogbrovement’ (p 9).

In the wake of this development, now more diffelaet] and ‘finely grained’ approaches to
educational change have been developed to accoontdifferent socio-economic
backgrounds and the variable change capacity &drdifit schools. According to Harris and
Chrispeels (2006) the fourth phase of school imgneent evolving in many countries, is an
effort to balance top down and bottom up approattesform for the attainment of national
educational goals. Now there is an increased retogrof ‘the nested nature of schools in
systems’ and politicians are specially concernedstale up’ the success of individual
schools in reforms and both these factors havdtegisin system changes at the national level
and renewal of the role of local education bodiekrispeels and Harris (2006) see the
possibility of the fifth phase of school improvemevolving from the research literature,
which is the creation of networked learning commiasi (schools) generating and sharing
knowledge in collaboration, innovating collectivedpnd striving to plan improvement in the

teaching learning process.
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Hargreaves (2009, p 185) has reviewed these pluseducational reforms as three ages
namely the age of optimism and innovatiofuntil mid to late 1970s)age of contradiction
and complexity{(1980s to early 1990s) arage of globalization and standardizatio(from

mid to late 1990s). There is an interesting dimamdo this chronological development of
educational change. All these phases of educatiomalovement and reform have neither
been universal nor assessed successful. Furtleee ih a scarcity of resources and this has

kept a large part of the world struggling to previdass education.

While many developing countries are still fightitagattain universal basic and
secondary education, industrialised societies harecentrated their reform
efforts and resources in increasing quality, efficty and accountability.
Accurate evaluation mechanisms have been devel@iedational and
international levels to measure this progress. Hewemany of these efforts
are reinforcing an existing education paradigm th@gs not necessarily meet
the demands of the knowledge society of th& @dntury. (Benavides et al,
2008, p 38-39)

It is crucial to be aware that the models for cleaagd improvement may not be universal
and further there are differences in the diversityhe educational reform focus and agenda,
therefore, it is necessary to initiate researctifferent contexts. The concepts and standards
of educational improvement, quality, achievementfgrmance and provision and access are
relative to the reality of the context. Part of fbeus of this study is to examine the meaning
of these concepts and their associated strategiesparticular context. The impact of the
differentiated phases and focus of school improvene#forts across different parts of the
world and the influence of the peculiarities offeliént contexts forms the basis of this
research study, which endeavours to explore theegtwalized model of educational change

management for an under developed country, Pakistan

This argument for the diversity of the educatiomdbrm agenda and the development of the
foci of these agenda in different parts of the woprovides the setting to present the
particular case of the educational reform initiatiithe ESR programme) in the Pakistani
education system within a broader picture of thallenges faced by the system to take

forward this agenda of reform.
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2.8 The present challenges for Pakistani education sysn

Pakistani educational provision is complex and idige There has also been a history of a
volatile political situation, which has had an impa&n education. Therefore, there are a

number of challenges in Pakistani education.

Providing education for all and, especially remgvihe gender disparity in education are the

biggest challenges faced by the education sect@akistan.

Education remains inequitably distributed amongouer income groups and regions
in the country. Literacy and participation rate® drelow those in South Asian
countries with similar level of economic developmeAccess of education to
children of relevant age group is still inadequéEelucation Sector Reforms: Action
Plan 2001-02-2005-06, 2004, P 1)

The literacy rate in Pakistan is officially claimad 60% for 2010. Independent sources and
educational experts, however, are sceptical, cdirigrthat the higher figures include people
who can handle little more than a signature. Acogydo United Nations Development
Programme (2006), Pakistan has the lowest educataex of .46 in Asia. This index is
calculated on the basis of adult literacy and gmsslments at primary, secondary and
tertiary levels. In the World Bank (2011) data rggan country profile, the gross enrolment
for primary education in Pakistan is 92% and 33%skcondary education in 2009, which
again is the lowest in the region. The governmesmaknditure in the education sector is also
quite low, as ranked among the five lowest spendiagons in the world on education
(HRCP, 2004).

Girls’ educational attainment in Pakistan contindeslag behind the level of education
attained by boys. This is evident in literacy levahd school enrolment figures, which reveal
that a large number of girls have limited accessven basic schooling. According to
Pakistan Education Statistics 2007-08, out of theles primary school enrolment, girls’

enrolment constituted 43.7% and at middle schoe¢ll& was 42%. The literacy rate for

women is 45%, which is much lower than men’s licgraate of 69.5%. There are also
significant provincial and rural disparities. Fotaenple, women'’s literacy rates are lowest in

the rural Sindh and Baluchistan with literacy figsirfor 2009-10 show that only 20% and
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22.5% of rural women in these two provinces respelst are literate, compared to over 70%
and 69% of men in these provinces (Economic Suovéakistan 2011).

The quality of educational provision is anotheuesso be tackled as

It is widely recognized that the quality aspects emfucation have been
compromised because of the wide spread teachentebgam, lack of essential
facilities in public schools, an absence of an emment conducive to learning
aggravated by the non-transparent manner in wheelchiers are recruited.
Education is said to have lost its relevance tdasateeds. This is a major
factor contributing to the high dropout rate espligiin the case of girls. (State
of Education in Pakistan 2003-2004, 2005)

In summary, as Khalid and Khan (2006) have idesdifthe issues of access, equity and

relevance in the quality of education provisiorPekistan are the major challenges.

One very important dimension in the quality of emhianal provision is curriculum and
curriculum development, which, according to Naygad Salim (2002), has serious problems
across each of the elements from curriculum polioguments through to the content of the
associated textbooks. In their report, Nayyar aradin® have identified a number of
significant problems through content analysis ofriculum documents and textbooks of
primary and secondary levels. These include omssioconcepts, events in history and
materials that limit the critical self-awarenessoag students; outdated and incoherent
pedagogical practices that result in de-motivatibtearning. Khalid and Khan (2006, p 316)
have termed the syllabi in the Pakistani educasigstem as ‘static and frozen or changing
very slowly’. Many people have expressed their imiags about the process of curriculum
development by the Curriculum Wing such as Isani afirk (2005) who write that
‘Curriculum is usually developed without visualigithe real situation and without keeping
in view the future needs’ (p 273). Even the polimcument of the latest Education Policy
2009 admits that the construction of curriculum basn limited to what is presented through
textbooks, which are used as the sole resourcehén dlassrooms and consequently

assessments are based on these textbooks.
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Another challenge faced by the Pakistani educasigstem is the isolation of madrassa
education. Although, the tradition of madrassa atan has thrived in Pakistan, but there is
a limited scope for the madrassa graduates todimideted in the job market or to join other
streams of education especially after primary stHewel. This isolation of madrassa
education from the rest of the education systentdithe future prospects of its graduates. It
has created a division in the work force with noizantal mobility between the religious and
secular streams of education. This division is iacat source of disparity, exclusion and
finally resentment of a sizable proportion of thublic in the country.

The availability of required teachers is anothealiemge faced by the Pakistani education
system: ‘Educational institutions face a shortageqoalified and motivated teachers,
especially female teachers’ (Education Sector RefoAction Plan 2001-02-2005-06, 2004.
P 1). Rizvi and Elliot, (2005, p 35) argue thathwiegard to public education there is a ‘large
number of uneducated, undertrained, underpaid amakt important of all, undervalued
government primary school teachers’. In-servicelteadevelopment in Pakistan is designed
using the pattern of a short workshop or a fewulkas and workshops (Abbusson and
Watson, 1999) called the ‘workshop syndrome’ byd&jdi (2007) and research has found

this practice less effective to change teacheegtpre (Fullan and Hargreaves, 1991).

Another challenge for the education system of Rakiss the leadership in education at both
system and institutional levels and the circumstarieaders at these levels have to work in.
Similar to the situation of other developing cotedrleaders often work in poorly equipped
schools with inadequately trained staff’ and thisr&arely any formal leadership training’
and further leadership appointments are made ‘enbtsis of their teaching record rather
than their leadership potential’ (Bush, 2008, p. 89)e study by Rizvi (2008) suggests the
leadership training for Pakistani institutional deahould be beyond the technical aspects of
leadership to dealing with the distributive, emp#@band values sensitive aspects as well.
Simkins et al. (1998) also suggest the need foragement training and development for

head teachers in Pakistan to improve their rolecéiffeness.
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Given these range of challenges relating to thditguat provision and level of achievement
as well as issues posed by the skill levels oftteecand leaders, there have been a series of

reforms in Pakistan, especially in the last deazdhe 20" century.

2.9 Education Sector Reforms (ESR) programme

Halai (2006) recounts the need for ‘restructurimgl aeconceptualisation’ of education in
Pakistan by not just developing infrastructure tmatre fundamentally by reconstructing the
concept of education. The task of devising a comgamsive and inclusive reform programme
and then implementing this in a context of low parfance and a geographically vast and
culturally diverse system is therefore, anotheramahallenge but is the only way to address
those other challenges explored previously. Khatid Khan (2006, p 310) have argued that
past reform efforts in the system have been

instrumental mainly in  promoting  short-sightednessgonfusion,

mismanagement and anarchy. Pakistan’s educatidansysherefore, remains

unable to address the problems that have derdiededalization of its goals

and objectives relative to education.

Therefore, there is evidence that previous refdiforts have been impeded in realising their
objectives. Therefore, it is essential that thecpsses of change in Pakistani education are
more fully understood. It is one of the key isst@iesused in this research study, as this
research is an attempt to look into this challefiaged by Pakistani education system through
the exploration of the experience of implementingiculum reforms at the higher secondary
school level. This curriculum reform was part at@mprehensive education reform package
‘ESR (Education Sector Reform)’ programme initiaite@001. This programme was planned
in 2001 with ten policy areas:

» school access,
school improvement,
gender inequalities,
governance and capacity for decentralization,
public private partnership,
diversification of general education,

guality education,
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» early childhood care and education,
» resource

> literacy

The quality of education aspect of the programme been further divided into a five-fold
strategy and ‘provision of improved curriculum atgdching learning material’ is one on
these. In the ESR Action Plan 2001-2005 continuoysrovement in curricula appears as

one of the strategies to improve the quality ofcadion.

The emphasis on curriculum, textbooks and exananatystem reforms is evident from the
statement of objectives of the ESR programme. Amtmg seven objectives of this
programme one is concerned specifically with theiculum
Improvement in the quality of education at all llsviairough better teachers, upgraded
training options, curriculum, and textbook reformend competency based

examination system for promoting Pakistan as a kedge-based society.

The curriculum development programme encompassathpr and secondary education and
all subject areas. The aim was twofold, to bringgameal curriculum at par with the developed
world in content and approach and to develop dadittbinking in the background of the
specifically Pakistani context. One of the earlyiatives in this programme was the revision
of national curriculum in languages and socialsoés for classes | through XlI. Through the
Federal Supervision of Curricula, Textbooks and m@nance of Standard of Education Act
1976 Curriculum Wing in the Ministry of Education (MQEvas made responsible for
development or revision of national curriculum oghe higher secondary level of education.
A comprehensive exercise of curriculum revision waated in 2005 with the deadline of
December 2009 to revise curricula of all subjeotscfasses/levels I-XIl. In the latest policy
document of 2009, it has been pledged that asiaypalbjective, this process of curriculum
development will be continued with the wider papation of people in the field. The
National Curriculum Council (NCC) has been createthe Curriculum Wing of the MOE to

revise the curriculum of all subjects form class KXII.

The present study has focused on curriculum refarthe languages (Urdu and English) and
the Pakistan Studies for higher secondary levelprming classes XI and XIl. This study has
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focused on reforms to both the syllabus and thesassent system in the selected subject
areas for this level. The assessment system refoawves been part of the curriculum reform
but have gained a singular focus due to the sianfte of the examination in the system in
general and of the examinations at higher secondagy in particular. At this level, external
examinations have a crucial bearing on the assedsofiehe achievement and any future
academic and professional options of students. pédormance of students in these
examinations is considered as the reflection ofeffieiency and effectiveness of teachers as
well as of the institutions. Against this backgrduassessment through external examination
has become the key concern for teachers, studadtsnatitutions alike. The alignment of
curriculum and instruction is mediated through ek®tions. Therefore, examination
focused learning and teaching is the practice atglthose aspects of curriculum are focused
on in the classrooms, which are tested throughreaiteexaminations. Thus, Isani and Virk
(2005) demonstrate that ‘Teachers pay particul@mtbn to the trends of past papers and
coach students and prepare them accordingly, discpwhat is in the syllabus and the

curriculum which is not tested is ignored’ (p 277).

Students enter the institutions of higher educatifier Higher Secondary Education level
and the results of public examinations at this lléave a special significance. The right of
admission to different institutions is determinéither solely or largely based on these results
with the exception of a very few elite institutioffi$ie choice of profession and future success
in a student’s career in terms of earnings andas@tatus are heavily dependent upon the
institutions students enrol in, so examinationthest level bring a lot of pressure on students,
parents, teachers and the institutions. These exdimins have an added complication that
these are conducted through a number of examinhbands, which have different marking
schemes. Therefore, there is no standardizatiosifgedso make comparisons except through
the achievement of students in the form of numemecarks awarded. Thus, attainment of
certain level of marks is the only proof of the @&aic achievements, which students have
attained in their secondary education level andhdhes proof is skewed due to the lack of
standardization among the awards of the variousnaaion boards. To overcome this
credibility crisis some institutions of higher edtion have devised their own system of
entrance tests. However, this practice is verytéohin scope and has failed to diffuse the
examination mania in the Pakistani education sysidm need for reform in the examination
system has been expressed repeatedly. The foundd#titne current reforms through ESR
63



was laid in the Education Policy 1998 when onehef dbjectives of the quality of education
section emphasized the need to reform the educalystem in order to discourage rote
learning and to encourage the acquisition of reavkedge. The modus of such reform was
delineated as the inclusion of multiple choice éahye type) questions in the examinations
to assess the depth of student knowledge. Thisepbrend need of examination system
reform has found continuation in ESR and it wad péithe curriculum reform segment of

the programme.

ESR programme is a comprehensive programme to s&ldhe challenges faced by the
Pakistani education sector. However, identifying ghroblems and designing a reform
programme to address those is just the initial wditkough necessary, it remains just the
rhetoric of the policy, until it is reflected thrglhn change in the practice. The multiple
challenges of access, gender and geographicalriyspa access, low literacy levels, low
quality of provision regarding physical facilitieeeachers and curriculum in the Pakistani
education system are set in a peculiar countryestniThe issues like low governmental
spending on education and a deteriorating pubjidailhded education system, isolation of
madrassa education, centralized bureaucratic gteuof the system and dearth of leadership
and leadership development opportunities add to ciraplexity of the context of the
Pakistani education system.

These particular challenges are grounded in theststal and cultural background of the
Pakistani education system; therefore, solutionshfe problems faced by the system have to
be contextualised in the peculiarities of the dyciend the situation. This research is
grounded in this argument for the contextualizatadneducational reform in the social,
cultural and structural realities of the systeraiths to reform. As indicated in section 2.2 of
this chapter and elaborated in the chapter 4 ozarel design, educators in the institutions
have been included in the research to get a closdr at the contextual reality of the
educational reform in Pakistan at the practicellewth particular reference to the curriculum

reform programme initiated under ESR programmedioil2
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2.10 Conclusions

Change and especially educational change are audtéd phenomena and so there are a
range of perspectives on the concepts, a multiplafi elements affecting them and affected
by them. The intricacy of the phenomenon is enhdndee to the complexity of the
management of change where there is a diversityreaictions to it and different
conceptualisations of the stages of the processhafige. Technical, political and cultural
dimensions of the drivers and processes of chamigieh are sensitive not only to the nature
and purpose of the change initiative but also ® ¢bntext of each situation, add to the
complexity of the initiation as well as the implemegion of educational change. The
predominant human aspect of educational change snibkevery sensitive issue. Theoretical
and empirical evidence has rejected the purely ar@stic handling of educational change.
There are technical and structural aspects of tleeegs of educational change, but as
evidence indicates, it primarily is a human phenoome This human perspective of
educational change warrants sensitivity to the adodimensions of the change process.
Consideration and inclusion of the perspectiveditiérent stakeholders in this process is a
vital ingredient for success and teachers are arttendighly significant stakeholders. It has
also been noted that it is this human dimensioedofcational change, where there is the risk
of being ignored or not being assessed and incatgorsensitively in large-scale reform
efforts particularly those initiated from the cexttoffices and implemented at varied sites of
action. This theoretical and empirical backgrouadhe complexity of the concept and the
process of change will shape the theoretical fraomnkwf this research study. This research
study will be grounded in the phenomenology of g&ato gain an insight into the process of
change management through the lived experiencé®sé involved in the implementation of
the change. This research will be designed fronptisition that the actuality of educational
reform is shaped as it encounters the realitieth@fon the ground’ situation of people and
the context. These contextual dimensions set thanpeters of a thoughtful, sensitive and
realistic educational reform, which seems to becttitgcal aspects if educational reform has
to prove different this time, especially in PakistdNo country can afford to waste the
always-scarce financial and invaluable human ressuon an ineffective reform programme,
but this is perhaps even more important in the adsan economically underdeveloped
country like Pakistan facing particular and criticaternal and external challenges. This
investigation is an endeavour to gather the viewactions, experiences and opinions of

those who are in the process of implementing aereatly mandated reform initiative in
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order to bring forth a contextualised perspective tbe process of educational change
management. Among these implementers of the eduehtreform at the grassroots level,
institution heads/head teachers have a significalet of providing the link between the

policy and the practice. The next chapter looks the role of leaders in the management of
change in general and of educational leaders imtaragement of educational change in

particular.
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Chapter 3 Leadership and Educational Change Management

In the previous chapter, the focus of the discusaias on the concept of educational change
with regard to the construction of teaching andrtie of teachers with some consideration
of the process and reaction to change, multipliotyeducational change agenda and the
situation of the Pakistani education system and gramme in the wider global context.
Implicit in these discussions about change is thestjon of the leadership of change, which
is the focus of this chapter. The significanceezdership in the management of change has
been validated through a huge body of researctatitee on the topic. Leadership is at the
heart of initiation, implementation and institutadization of change and becomes more
crucial if the change sought is a large-scale mafeffort particularly in vital public service
areas. The change initiative under study is a taogde reform effort in the education sector
in Pakistan; therefore, leadership has been takea key dimension of the investigation.
Leadership at the institutional level involved ihetimplementation of this externally
mandated change will be focused on in part of es®arch. Therefore, the chapter presents
both a wider theorization on leadership and itcsigelink with change management. The
chapter charts the historical development of thecept of ‘leadership’ and then examines
different models/frames or theories of leadershghe later part of the chapter, leadership is
then discussed as a catalyst for change indeestrdling the inherent link between the
concepts of ‘leadership’ and of ‘change’ and thetiaity of leadership in the management
of change through the review of literature. Thiscdssion is then focused on the concept of
strategic management. This model of leadershipbas extensively deliberated with a focus
on its elements and the specific relevance of egratleadership for the management of

change.

3.1The concept of leadership

Though many scholars and practitioners have treedldfine leadership from a range of
different perspectives, still we cannot take any akefinition to be comprehensive and
precise. ‘Leadership as a concept has always beedelywwritten about’ yet it remains

‘elusive’ (Earley and Weindling, 2004, p 4) andéth is no agreed definition of the concept’
(Bush and Middlewood, 2005, p 4). Firestone andtidez (2009) also see leadership as
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‘notoriously difficult to define’ (p 62). This quagre is the result of the complexity of the
concept and because of the fact that the practicéeadership largely is contextual:
‘leadership is exquisitely sensitive to the contexthich it is exercised’ (Leithwood et al,
1999, p 4) and ‘leadership never operates in auratWallace and Pocklington, 2002, p
213). Further, ‘Notions of leadership are profoyndhlue-laden. They relate to national
purposes, local context, as well as the skills attibutes of individuals’ (Riley and
MacBeath, 2003, p 174). Despite all these diffiegltof definition, nevertheless the debate
about the concept of leadership has attained a ¢geal of depth and breadth. A huge
amount of both academic and non-academic literdtasebeen produced around ‘leadership
as concept and a set of practices’, and learninpadership has been enormous ‘over the
last century’ (Leithwood et al, 1999, p 5). Leadigods a very vibrant topic for research in all
fields of enquiry and it has expanded beyond asgiglinary borders.

Leadership is a key topic in education ‘becausthefwidespread belief that the quality of
leadership makes a significant difference to sclamal student outcomes’ (Bush, 2008, p 1).
Thus, ‘numerous research studies and reports fidmas inspectors and others claim that
leadership, especially headship, is a crucial fagtoschool effectiveness and the key to
organisational success and improvement’ (Earley \&fgihdling, 2004, p 3) while Gronn

(2003) indicates that for current reformers ‘the kegredient in the success of structured

schools is leadership’ (p 7).

In keeping with the widely acknowledged significanof leadership in education, many
theorists have tried to describe leadership byerewvig the literature and highlighting

particular aspects of leadership. Bush (2008) baewed a sizable literature on educational
leadership and has identified influence, visionarsd vision, personal and professional
values as repeatedly mentioned dimensions of lshgerOn the other hand, Cheng (1996) in
his review of many definitions of leadership hasrfd two general elements, which are the
element of influence and of development and acliere of goals. In a later piece Cheng
(2002) states that these two general elementsadklship that is, the development of goals
and the process of influence, gain added signiéean times of continuous change. These
two dimensions have been focused on by other tstsoas well. Firestone and Martinez
(2009) also validate the dimension of influence aose leadership ‘usually involves the

68



exercise of social influence, often in the servidesome collective end’ (p 62). Bennett
(2000) has described leadership as being abouasjdégreams and vision, aspirations and
hopes’ (p 30) and the leader communicating thesehers while creating the inspiration for
their realization. The process needs an appropsigte at different points in time, which is
‘fit for the purpose, fit for the personnel invotyand fit for the context’ (p 30). Harris and
Lambert (2003) separate the individual from thecemt of leadership describing it as ‘a
broad-based participation on the part of a commuonitsociety’ (p 16) and assert that school
leadership is about ‘learning together and constrganeaning and knowledge collectively

and collaboratively’ (p 17).

Therefore, despite the centrality of leadershigducation, there is no single definition or
description of leadership in the field. Some dexns of leadership focus on the attributes
of the person exercising leadership, others conatenbn the elements of the position of
leadership or style of leading. Others detach lesduie from the person or position and see it
as a process and still others see it as a grouygtact.eadership as a concept has evolved
over a period, passing through different phasesfacigd which will be dealt in detail in the

following section.

3.2 Historical development of the concept

In the absence of a specific definition or desaript the concept of leadership can be
approached from different angles. Beyond findingexise definition, many researchers have
attempted to elaborate upon the concept of leaigetistough its historical development. The
process of conceptualization and theorization afléeship have been enriched over time as
Hopkins et al (1994) have traced the chronologstadt in thinking about leadership from
trait theories to behavioural theories to situadlorapproaches and then to the
transformational style of leadership but they ténm shift a non-linear process. They see this
evolution of the concept as the addition of ‘layefainderstanding rather than alternatives’
(p 154) when an added perspective does not repectvalidity of previous perspectives.
Cheng (2002) categorizes this evolution of leadpr#meories into two broader listings of
traditional concepts including trait, behaviouralnda contingency theories and
transformational perspectives. According to him theditional concept of leadership is
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transactional in nature when the leader transadth vollowers to determine their
performance while transformative perspectives, twvhiemerged since the 1970s,
conceptualize a leader as proactive, transformimgg dituation to create new culture and
opportunities. Mayrowetz et al (2009, p 178) hawemmnarized this chronological

development of the concept of leadership as:

Over the past several decades, the definition addeship in our field has
evolved from individual traits, to an organizatibrguality (Ogawa and

Bossert, 1995), to the descriptive version of thsted leadership — an idea
so conceptually vast that it is difficult to sefdaravhat does and does not

constitute leadership.

Earley and Weindling (2004) have also theorizeduatibe nature of leadership from the

standpoint of a historical re-visitation of the cept and its categorization into six theoretical
frameworks over time namely: trait theory, styledhy, contingency theory, power/influence

theory, personal trait theory and learning-centrexbry (p 9). These theories can be further
elaborated to gain an insight into the general ephof leadership.

The earliest studies of leadership focused on geslior traits of leaders (Cole, 2002) so in
the early part of the twentieth century, reseacit®veloped the trait theory (or great man
theory) of leadership based on personality, skihsl physical attributes. Leithwood et al
(2009) have called this location of leadership ndividuals with ‘heroic capabilities and
charismatic qualities’ as ‘focused leadership’ g8Rwhich according to Gronn (2003) has
continued to present times as ‘a solo or standealeader’ (p 27). Style theory is another
early conceptualisation of leadership as Bass (188jues that in the 1930s style theory was
popularized after the work of Lewin, Lippitt and Wéhat lowa University. These early
thinkers identified three styles: democratic, atatic and laissez-faire. This emphasis on the
style of leadership ran through many decades wittabie additions made by Blake and
Mouton’s managerial grid in 1960, McGregor’'s thedtyand theory Y in 1960, Rensis
Likert’s fourfold models (1967).

From the 1970s, other constructions of leadersleewenerated. In the 1970s and 80s, there
was a change of direction, as the factors of cdrdes situation were examined (as cited by
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Bass, 1981) by theorists like Fiedler (1967) andsky and Blanchard (1977) from which
contingency or situational theory of leadership eyad. In 1990s, power and influence
theories focused on the function and exercise afgpinfluence, as explained in the work of
Leithwood et al (1999).

Within current discussions, there are a numberiféérént ideas that draw from the theory of
personal traits where leadership is aligned withdbhility to bring about change. Earley and
Weindling (2004) in their discussion of the evabutiof theory on leadership, argue that more
recently the idea of personal trait (competence @aphbility) theory is gaining popularity.
They have included the ideas of emotional intelige popularized by Goleman (1996) as
part of leadership competence to recognise andatiapi on the emotions of self and others.
Leithwood et al (2008) have also alluded to ‘a $nmandful of personal traits’ which
‘explain a high proportion of the variation in leadhip effectiveness’ (p 28). Gronn (2003)
has used the term of ‘designer-leadership’ in wisets of ‘standards and competences’ are
determined for the preparation and developmenteaflérs. Part of this construction of
leadership highlights the importance of learninge Tearning-centred theory is based on the
conception of leadership involved in self-learngugd nurturing learning of others. It also
includes the ideas of transformational leadersimptructional leadership and distributed
leadership, which fosters leadership in others.

Distributed leadership in particular is ‘much ingue’ (Leithwood et al, 2009, p 1) and it
‘moves away from individual-and role-based viewdezdership to those that focus on the
organization and on leadership tasks’ (FirestorieMartinez, 2009, p 62). These ideas about
distributed leadership were touched on by writ@s/han, 1996 and Miller, 1998) in the
1990s but were extensively conceptualised by G(80A0). Leithwood et al (2004, p 60) has
used Gronn’s concept of distributed leadership uahér theorize on two streams of
distributed leadership ‘additive and holistic’. Atilee is the distribution of leadership tasks
among members but without any interaction while hibstic type of distributed leadership
is not only dispersed among members but there teraiction and interdependence of
members making it a dynamic social process. Seagiov(2001) has also termed leadership
a type of social capital, which increases in valleen shared. The concept of distributed
leadership has been further refined by theoristh si3 Dalin (2005) examines the concept as
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‘leadership teams’ (p 84) and brings in the issudategation for distributed leadership with
the argument whether just the tasks are delegatétecauthority and responsibility as well.
For the creation of leadership teams, Dalin ndtas trust (on motivation and competence of
others), the skill to delegate and awareness oft wiativates others are the essential
requisites. Leithwood et al (2008) have includealitiiluence of distributed leadership as one
of the seven strong claims of successful schoaleeship, which have emerged from the

research literature.

This enthusiasm for distributed leadership has lmeiicized later by Gronn himself (2009)
as ‘this discrediting of previously dominant apmioes to leadership as heroic and
replacement of them by distributed leadership laeraed it a kind of counter-hegemonic
status’ (p 19). He has advocated for ‘hybrid leadgr when focused and distributed
leadership forms co-exist which is ‘a more reatistirganic understanding of leadership’
(18).

A further criticism comes from Sergiovanni (2001havrefutes the idea of considering
educational leadership with reference to leadertepries and practices for their being ‘too
rational and too scripted to fit the messy worldhinich school leaders must work’ and terms
schooling ‘too complex, disconnected, and even thdor direct leadership to work’ (p 1).
Therefore, ‘no single strategy, style, list or fafnfits all situations’ (p 20) and leadership
has to be adaptive to different theories. The 8duoais further complicated by top down
reforms due to which people working in schools@estrained by distant authorities, which
robs ‘leaders and schools of discretion. And withaigcretion it becomes difficult and often
impossible to lead’ (p 1). In these circumstanbesadvocates for cognitive leadership which
‘has more to do with purposes, values, and framksvtirat obligate us morally’ (p x) than it
does with psychological needs or practicalitiesor@®is concept of hybrid leadership is a
pragmatic model based on creativity in the exerafgbe leadership by mixing and matching
the opposite concepts of leadership. Sergiovaroagnitive leadership is a moral position
more focused on the purpose and values than gorécéical demands. However, the concept
of hybrid leadership does not indicate any laxity moral position and therefore, it is
possible to have a cognitive leadership to createsian and then create the most suitable
mix of focused and distributed leadership styleclise that vision. These conceptualisations
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of leadership have a significant relevance to #edérship of change as it needs leading
creatively but also with a sense of purpose. Thiags the discussion to consider other

models of leadership, before the specificity oflighip of change is considered.

3.3 Models of Leadership

Another attempt to create a comprehensive conclgdtian of leadership by encompassing
its different dimensions has been made by Bush§p@®o has developed a topology of nine
leadership models. Bush and Glover (2003) firstegated a typology of eight models based
on the six-model conception developed by Leithwebdl (1999) who had drawn from the

scrutiny of 121 articles in four research journalghe field. Bush (2008) has reviewed his
earlier work on models of leadership and presehiedindings in the form of nine models of

leadership. These nine models are:-

» managerial leadership focusing on the managemesnisting activities;

» transformation leadership which delineates the destdp function as securing
commitment and capacities of followers;

» participative leadership when decision making istip@ative among the whole
group;

» interpersonal leadership focusing on collabora#ind interpersonal relationships;

» transactional leadership as a political model basedhe exchange of benefits for
some ‘valued resources’ (p 15);

» postmodern leadership with a focus on inclusion @endicipation and a sensitivity to
diversity and democracy;

» moral leadership deriving authority and influencent shared values, beliefs and
ethics;

» instructional leadership focusing on the teachimgl dearning process and the
targeted influence of leaders on the learning wdiests through teachers

» contingent leadership with no single leadership les[s instead a stress on

adaptation in leadership practice according tcsthtion

All these leadership models are not mutually exetisis many of them can be utilised by
one person in different situations. MacBeath ancigy(1999, p 80) term this ability ‘multi-
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framing’ and when discussing Bolman and Deal’s @0Gramework for leadership write

that, ‘The school leader who has acquired thetgkih view things through many frames is
in possession of the tool of ‘multi-framing’. Hewvantage is in seeing the situation
simultaneously through a number of different lehgps80). Cheng (2002) has linked the
conceptualization of models of educational leadprshith educational reforms. For him the
five dimensions of leadership namely structuralmba, political, cultural and educational
make a comprehensive model of educational leagetshstrategize for ongoing worldwide

reforms.

The multi-dimensional model presented by Cheng 22@Md the nine models delineated by
Bush (2008) have a special relevance in the tinhiesisis or change. This argument can be
supported by referring to a similar study on thenfes of leadership by Bolman and Deal
(2008) who have presented four frameworks namelcstral, human resource, cultural and
political. According to Bolman and Deal, leaders gdan and tackle change while looking
through these lenses (frames/dimensions/modelsenBolman and Deal (2008) see the
scenario from a human resource perspective, thraizeethat change causes people to feel
stressed so they need psychological support, tkielafament of new skills and access to
opportunities for involvement. The structural pexsjpve makes leaders aware that change
can create confusion due to revision in roles agldtionships. This requires attention to
formal guidelines and policies for adjustments. Ploditical frame focuses the notion that
change generates conflict, which needs to be faoet negotiated. While the symbolic
framework brings home the issue that change créaesesof meaning and purpose when the
attachments are detached, people experience dhyficuletting go so symbolic healing is
needed to create ownership of the new and diffesymibolic frameworks. In a similar way,
the nine models of leadership can be linked toptoeess of educational change as nine

perspectives to see, analyze and experience tibegso

The four (Boelman and Deal, 2008) and five mod€lsefng, 2002) overlap in the nine model
typology (Bush, 2008) for leadership. However, theal significance of these
characterizations lies in considering these modglkenses to get a better and clearer picture
of the situation and in applying framing and muéiframing techniques for creating new
frameworks for leadership in action. The conceptGbnn’s (2009) hybridization of
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leadership models is relevant here in generating fremeworks by combining any or all of

these models for more grounded and creative leligeisrms. This process is more relevant
in the situation of change management, when navatgiins and changed demands require
new styles of leadership. At this point, we caretéfkis argument further into the concept of

leadership for change.

3.4 Leadership as catalystor change

While some theorists have explored the concepteadidrship as a theoretical construct or
typology of forms, other discussions deal spediffcavith leadership and change. Cuban
(1988, as quoted in Bush and Middlewood, 2005) makdink between leadership and
change and differentiates it from management asiatenance activity. Educational change
is ‘a dynamic process involving interacting varedlover time’ (Fullan, 2003, p 71) and
educational leadership is a vital variable in tihecpss of educational change. A number of
theorists and researchers have highlighted thefisince of leadership in the process of
educational change. Harris and Lambert (2003) wihitd school leaders ‘can provide the
much needed energy for change’ (p 38) and theycatalysts for change’ and ‘enthuse’ and
‘engage’ others for change which helps in creatimeg’‘emotional climate’ for change (p 38).
Wallace and Pocklington (2002) also endorse thésasi by declaring leadership as integral
to the management of change by inspiring and divgathange, creating acceptance for it
and monitoring its progress. It is also evidentdiscussion where Fullan (2003, p 83) has
described the principal’s role as a key factortilocking or promoting’ educational change
as they legitimize ‘whether a change is to be takemously’ and by ‘supporting teachers
both psychologically and with resources’. In his tgiidelines of action for school reform or
improvement (Fullan, 1992, p 87-88), and in thisa@ption of the role of the principal, an

important dimension is ‘leading changes in the stls an organization’ (p 84).

Lewis and Murphy (2008) in their review of literatuon educational leadership claim the
‘wider literature does support the idea that, mas of great change, effective leadership is
crucial and can make all the difference’ (p 130)13kwis and Murphy (2008) have also

pointed that this literature ‘is still integratirag variety of ways of describing what leaders
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may need to do to bring about change’ (p 129)hla tegard, Bush and Coleman’s views

may be a representative quote,

Leaders need to establish the climate, the strestand the processes to
enable new ideas to be forged, tested and implexdeiar the benefit of
pupils and students. They also need to be abledjodi@gate between
competing priorities and to determine whether aoev lio resource new
initiatives. (Bush and Coleman, 2000, p 77)

The role of the principal as the leader for changgch is externally initiated, has an added
set of the implications. According to Northfield9@2), the leader helps participants to
develop personal understandings and meanings ohgehaensures opportunities for
participants to work collaboratively and encouratiesn to reflect on practice. Here the first
challenge for the leader is ‘to help teachers expline implications it (change) has for
themselves’ and to consider its implications fag #thool (p 89). In this process Pettit and
Hind (1992) term the role of institutional lead@nsthe situation of change as ‘the trinity of
roles’ when they acts as individuals, as repres@etaof the institutions and representatives
of the system (p 127). Wendell, (2009) names th@e as the most difficult of all others
involved at the implementation stage, as they havstrive for the reculturing of teachers
through leading and supporting them while at thmeséime reculturing their own role to be
able to do so. There are differences in the waywiddal leaders may deal with changes
especially externally imposed change. Hall (1998uas that some leaders make a strategic
withdrawal to cope, while some leaders ‘stand tlggounds and fight' (p 136). Hall has
further differentiated those leaders who fight int@o categories: ‘leader-resistors’ and
‘leader-managers’. The former challenge the refomhjle latter adopt the reform to
transform their institutions which may serve themediate student educational requirements.
This makes the role of school leader challengirdy@mplex, which may seem intimidating
for some of the aspiring leaders. This view hasnbmeported in the work of Hargreaves
(2009) who has attributed the crisis of non avdlitgbof quality leaders in schools to top
down reforms and has quoted the report of NASSRigNal Association of Secondary
School Principals) report (2001) and his own rededHargreaves, 2003) to support this
stance. In his study 85% of secondary school teacimeOntario expressed hesitation in
taking a leadership position due to imposed ambstalized reforms.
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In summary, leadership is a vital ingredient in tleeipe for educational change. The
leadership role is one of providing inspiration, timation, enthusiasm, facilitation,

monitoring and direction in the case of an intdgnahitiated change. When change is
externally mandated, the leadership role needs saduditional dimensions such as
mediation, negotiation, and reculturing. Here teader must consider their own personal,
professional and moral position and that of teashstudents and the educational authority
administrators. There is no one set of skills amdcfices for a leadership role in the
management of educational change and leaders déheseown plans and strategies to
deliver change, which can prove a daunting taslséone. After exploring the significance of
leadership in educational change and outliningaadber conception of the leadership role,

we can further review the literature on the leddi@rsole for the management of change.

3.5 Leadership for change management

Everard and Morris (1990) stress the need for fergifit style and structure of management
to manage change from those approaches needechagethe status quo. The requisites for
the management of change include ‘a distinctive ofiknowledge, skills, personal attitudes
and values, and the capacity to orchestrate then24Q). They have developed a list of
knowledge, skills and personality characteristeguired for managing change (p 244-245)
but have stressed the need for creating the rigithesis of these qualities instead of treating
them as a checklist. Therefore, the focus is oyséematic approach by investigating the
need, goals, complexity, feasibility and contextcbnge, envisioning the future, studying
the present by taking into account the readinegsality and driving and restraining forces

for the change.

However, there are differences in what is seemgmitant for leaders taking the change
forward. Busher (2006) emphasizes technical knogdefbr leaders to bring about change
and characterizes change management as invohaalgie and their colleagues in ‘creating,
organizing, managing, monitoring and resolving taue conflicts inherent in the change
process’ (p 148). This process has to be ‘cultynadlevant to the sites’ (p 149) of change.
Kinsler and Gamble (2001, p 308)so stress that leaders need to appreciate thal soc
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cultural context of change for their institutionsda'should be prepared to mediate’ it for
them. These proposals are also evident in the @ixt-plan of strategies for successful
change by Leithwood et al (1999). They argue thatlérs in schools play the major role in
change implementation through the capacity buildaigteachers and their schools by
fostering learning individuals and learning orgamians respectively. All these research

studies place school leaders at the centre of &édnehchange management.

The research literature refers to different dimensiof leadership when it is oriented to the
management of change. One dimension in this comgetkte attributes or styles of leaders
and the other is the strategies required or addpydtie leaders to lead change. Wallace and
Pocklington (2002) suggest a mix of transactiomal &ransformational leadership for the
management of educational change as ‘transfornadtiteadership generates enhanced
commitment to a group-wide interest and the consetjextra effort necessary to bring
about change; transactional leadership fosters inggwork by meeting followers’ basic
needs linked with their sectional self-interestg’ 214-215). For them along with the
coherence and organization of strategies for chamggagement, tolerance to ambiguity is
equally important. A blend of these dimensionsienred to by Law and Glover (2000) who
have quoted Bennis's (1969) model of change stemtegjong with leadership models to
highlight the diffusion of the concepts: how diffet strategies of change management fit
into different frames of leadership in educatioccérding to them, a bureaucratic model of
leadership may use empirical-rational strategiesckmnge on the assumption that people
are responsive to rational explanations. In thistext education, training and publicity
become useful tools to bring change. A collegiabdeimf leadership can use a normative-
re-educative model of change with the assumptianh ¢thange needs change in attitudes,
relationships, values and skills. Typically, thisategy involves using consultants/change
agents. A political model of leadership is likety use a power-coercive model of change.
Top down changes driven by legislation and direcemerge because of this combination.

This leads to access to political, legal, admiaiste and economic resources.

Busher (2006) has also used two models to deschia@mge management, one of which
emphasises the political aspect and the othem®dernist or systems model. In contrast to
Bennis’s (1969) model, Busher’s political modeh about coercion but about negotiation
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in transformational and transactional ways to redenthe internal demands and external
pressures. Nevertheless, he also suggests a ‘sulstianipulative use of power to construct a
supportive arena’ (p 156) to discuss and get sudporchange. His modernistic or system
model of leadership for change also emphasisesosuppd is an action learning approach
‘carried out by groups of people where leaderslEpgenuinely collegial rather than
hierarchic’ (p 156). In this construction, thosadag change simply match their managerial
strategy with an appropriate change perspectiy@doide a suitable and effective leadership
role and many researchers have tackled this argumen

The real world realities for educational leademswaver, are not as neat and clear, where
they can design their own leadership role and m#telr strategy with the situation. The
‘social and material environment of the situatiofi¥iestly, 2011a, p 16) restrict their agency
and contain their choices. A similar argument haenb supported by Wallace and
Pocklington (2002) that ‘much practical guidancenmanaging educational change overplays
the extent of managers’ agency and underplaysniissl (p 209) and they are of the view
that the agency of managers is conditioned by tgeney of other change agents,

stakeholders and structural issue.

These issues are evident in McNay's (1995) moda@rerihe has used the degree of tightness
or looseness on the two dimensions of policy definiand control on implementation to
present a model for change management in univessilihis model takes into account the
nuances of control in policy and implementation #émel interplay of different propositions,
which emerge. In this model Type A is collegiat@eswith freedom to pursue personal and
university goals, consensual decision making anunissive leadership style. Type B is
managerialism in the university with a focus onulagon, consistency and rules and
management style is formal-rational and decisiokintp is rule-based. Type C is the
corporate university where policy definition andplementation control are tight and the
management style in commanding, decision-makingadtical, and students are customers.
Type D is the enterprise university with a focus competence and has a devolved
management style, flexible decision-making whilantaning professional accountability.
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Policy definition

loose
A: Collegium B: Bureaucracy
Control of loose tight
Implementation
D: Enterprise C: Corporation
Tight

Figure 3.1  Four models of educational leadership. AdoptechfMdcNay,(1995)

The significance of McNay’s model lies in its indion of the structural bounds and cultural
definitions of the milieu for the enactment of deadership role. On the other hand, some
theorists have referred to the models of leadershipch indicate agency in the leadership
role. For Foster (1989) leadership has criticalucative, moral and transformative
dimensions and ‘leadership is at its heart a alificactice’ (p 52) which implies the need for
educational leaders to be involved in reflectivd aritical thinking about their practices and
structures and culture of their particular instdos. As leadership is transformative, so it has
to be critical about the ways in which these pmasj structures and culture may need to
change. Built on critical and transformative dimens are the educative and moral
dimensions of leadership so educational leadek®e Kocial mobilisers, bring about
transformation as a shared endeavour of the tegdher pupils and the community. Drawing
upon the work of Fay (1987), Foster (1989) argines éxisting educational leaders have a
responsibility to use education as a means of erapuent for all. Closely related to this
four dimensional concept of leadership by FostelSisyth’s (1989) view on educative
leadership for schools which is empowering otherget involved in ‘an active and inclusive
process of questioning, challenging and theoriabgut the social, political and cultural
nature of the work of schools’ (p 190). This theorg can be particularly appropriate for
professionals in education, since education aseegs involves reflection as well as learning
and activity. These elements of educational leduigrendow the leaders with supportive
strategizing for educational change in criticalyeative and transformative perspectives and
create caveat for their agency.
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About the proactive leadership role for educatideablership, Fullan (2003) asserts that it
can be realized by developing leadership in otBerthat the combined forces can make a
difference as ‘school leadership is a collectiveesrise’ (p xv). Fullan (2003) calls upon
leaders to change the context by introducing ‘nemnents into the situation that are bound
to influence behavior for the better’ (p 1). He habsocated for ‘level five leadership’
(borrowing the term from Collins, 2001, who desedbthis level to be exercised by
disciplined people, with disciplined thoughts andcglined actions). This type of
leadership displays ‘informed professional judgrefd 27) for future educational
leadership in leading complex learning organizaiand ‘helping to establish new cultures
in schools’ with ‘capacities to engage in continsigaroblem solving and improvement’ (p
28). This transformation of culture is possiblehamorally purposeful leaders who establish
a ‘climate of relationship of trust’ (p 63) and tlelture of discipline. These concepts
overlap with Leithwood et al (1999) who suggesta@é¢ sets of values for leaders of future
incremental change and these sets include ‘caedsl and a constructively critical
perspective’ to adopt only purposeful change, ‘tadus improvement’ and ‘respect for the
capacities and commitments of the past and cueduntators’ (p 222).

In the five-dimensional leadership role envisiohgd-oster (1989), educative leadership by
Smyth (1989), and level five leadership by Full20(3) there are elements of criticality,
agency, collaboration and moral imperative to dgwdeadership in others (teachers). One
way of developing the elements of collaboration aedcher leadership is through
distributed leadership. Mayrowetz et al (2009) hauggested customisation of the Job
Characteristic Model of Hackman and Oldham (19&0)sichool reform by incorporating
distributed leadership as Work Redesign. They hdiseussed that how distributed
leadership can influence the core job charactesis{task variety, task identity, task
significance, autonomy and feedback) to createsitian mechanisms (motivation, sense
making and learning) and lead to school improvemé&mperley (2009) has also linked
distributed leadership with change by pointing dstrelation to instructional aspects of
leadership, which influences ‘programmatic changed instructional improvement’ (p
198).
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On the other hand Pettit and Hind (1992) suggestferent view of educative leadership as
a strategy to lead educational change by appralpergonal skills, strengths and style of
leadership’ as well as ‘knowledge and understandhgeolleagues and their possible
reaction to change’ which needs objectivity supgbiby keeping ‘an emotional distance’
from change (p 128). They provide an elaborate @@eor educative leaders to adopt
change (‘zone of disruption’) at the institutiotetel. At the first stage of change initiation,
educative leaders will deal with confusion and i@msby defining the problems within the
parameters of system policy’ and will identify tiegseople who have interest and have the
‘capacity to contribute’ in the change. At the swtcstage when political processes of
negotiations start, an educative leader will medi& clarify roles, responsibilities,
structures, perceptions and goals, to agree bargamd compromises and will assess
resource needs. At the third stage of the changeeps as the negotiations are legitimized,
an educative leader helps to obtain consensusraates trust for ‘the agreed frameworks’.
Educative leaders at the fourth/implementation estafgchange process will determine the
‘phases and time scale for implementation’, goald achievement indicators for every
phase and role of ‘implementation group’ (pl124).isTkystematic elaboration of the
leadership role in the management of change, thohghacterized as educative leadership,
has much in common with the systematic approacywothesising the element of personal
attributes, needs, capabilities and motivationtbers and the complexity of the context by
Everard and Morris (1990). It aligns with Bushe(2006) concept of balancing the
technical, political, cultural and human aspectshef change process and Leithwood et al's
(1999) proposition of the leadership role for chauag the opportunity for capacity building
of teachers and the institutions. This convergefodaews on identifying a strategy for the
management of change and enlisting the requiregpastimnd energy for it brings the
discussion to strategic management. The followegtigns of this chapter will review the
concept of strategic management further elaborating element of the strategic

management and strategic leadership for educatubraaige.

3.6 Strategic management

The references from the research literature vdhfy centrality and viability of strategic
approach in the management of the reform prograespecially a system wide change. The
strategic management of educational change has beferred by many writers and

researchers as: ‘if change is to be beneficiabéds to be coherent, purposeful and make a
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difference in the long term’ (Davies, 2009, p When the aim is a coherent and long-term
difference then strategic management of change gasaas a suitable choice. It provides a
comprehensive picture as ‘strategic managementhiaegsotaking view of the whole
organization, its key purpose, its direction asdoiace in the environment’ (Middlewood and
Lumby, 1998. p ix-x). Davies and Davies (2009, ptehn these components of strategic
management as ‘strategic educational processes appdoaches’ necessary ‘to build
sustainability into schools’. Leithwood et al (20@457) recommend the ‘strategic imperative
for the leadership of educational systems’ for éaggale reform efforts as ‘a promising
response’ and Barber (2009) also recommends sitdéaglership among the three elements

of effective educational reforms.

Within the broader term of strategic managementethee many approaches and frameworks
which Alford (2001, p 2) has categorised as conaemt process theories. According to him,
content theories are ‘prescriptive’ as these mapaat has to be done in the form of ‘long
term direction’, ‘positing’, ‘scope’, ‘securing at'fwhile process theories focus on how
‘strategies are formulated and implemented.” Alish ideas are the derivatives of a rational
planning model, which seeks to identify definitedamational goals. Some other models are
not so rationally oriented which Alford (2001, p32-describes as ‘logical incrementalism,
chaos theory, institutional theory and populati@olegy.” According to Alford all these
models and frameworks, whether based on rationabbso rational planning, are based on

the knowledge or assumptions about three elemamtely:

* ‘the value produced or purpose pursued by the mgaan’
* the environment

e and resources

Alford (2001) argues that all theories of strateg@nagement focus any one or more of these
three elements. In content theories when stragiggction or positioning of the organisation
is planned, the focus is the value or purpose @fattyanization. However, when creating fit
with the environment or when the extension of thmpetences of organization is planned all
three elements are involved. Process theories @aengie amenability of these elements to
the structural control as rational planning assufuksnanagerial control on purpose pursued
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by the organisation. On the other hand, populagmoelogy considers permanence of
organizational culture. Logical incrementalism gaih between as it assumes incremental
adaptability of strategy with the changing envir@mn Alford has presented models of
strategic management for public and private sedtotise light of the interplay of these three
elements. This theorization about the centralityttuiee basic elements in the strategic
management frameworks can provide the frame togdesin educational reform by

identifying the need:
(1) to identify the purpose of the reform,
(2) to consider the environment in the shape ofttenground realities’

(3) to mobilise the required (human, material, pohaal, financial) resources for an effective

implementation of the reform.

All these models and theories are relevant toesfratmanagement at both institution level
and large-scale change in education. When an ehginitiated change reaches institutions,
it has to be internalised. In this process, thengkainitiative is received, resisted and then
worked on to be incorporated in the internal systemrejected. This process interplays with
the internal processes of school development amarmonisation between them is required
for the successful institutionalization of the ewtd change otherwise it remains as an
appendage to be kept as long as it is mandatelebguthorities and forgotten as soon as this
mandate eases. The strategic management of adeatgereform has to create an interface
with the strategic and operational designs of tustins for their institutional development.
This interplay of internal processes and the imgletation of an externally mandated change
can be understood with reference to the modelstaid development.

3.6.1 The elements of strategic management

Davies and Ellison (1999) have given a model ftvost development incorporating the idea
of strategic direction and management. Their malalthree-stage model of future thinking,
strategic planning (further refined into strateglianning and strategic intent) and operational
planning. For future thinking, they advise on tleea to involve a range of both internal and
external stakeholders to develop a futuristic psripe of the school for 5-15 years by
studying current international, national and Idcahds and by building scenarios of possible
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futures. The task of future thinking in the caseaaof externally imposed change does not
necessarily become redundant as institutions endeaww find alignment between their
future scenarios and the incoming change and reggat for adjustment with the external
initiators. Strategic planning covers 3-5 years amablves matching the school’s activity
with the emerging environment and planning for ileleasand acceptable key strategic
objectives as West-Burnham (1994, p 82) callshtidging ‘or mapping the route between
the perceived present situation and desired fusitiation.” This phase of institutional
development can be open to the externally mandabtethge and if this change finds
acceptance and ownership within the institutiomtivean become part of the ‘desired future
situation’ for the stakeholders inside the schdbk strategic plan is based on two processes:
strategic analysis and choice of strategy. WestiBaimm (1994) has given a planning cycle
for strategic planning as:

Values

— Environ

Vision mental

/ Mission Analysis\
Evaluation Resource

Institutional

Analysis

]

Generating
Implementation

\ Agreeing

Priorities

Alternatives

Figure 3.2 Strategic planning adopted from WestaBam (1994, p 95)

This cycle of strategic planning for institutiondevelopment can be adopted for the
externally initiated change if the values, visi@md mission segment is aligned with the
change mandated from outside and rest of the plaasasilised for developing strategies for
its implementation. The evaluation provides fee&lache initiators not only on the process
of the change but also for the re-visitation oharge initiative to enhance understanding and
adaptation to the institutional context. It doe$ mecessarily mean that the institution has to
compromise internal values, its vision and missiather these can provide the backdrop to

identify contextual issues and so lead to the adept of the change programme in the local

85



situation. This cannot be taken as a simplistiutsmh especially in the case of a conflict
between the internal values and vision and purpafséhe mandated reform. Here the
sensitivity of the policy of reform to local adaf@s and sensibility of the institution
management are vital, as it needs to display t@ehts of critical and educative leadership
as discussed in the section 3.5. If this fit isi@ebd successfully, the result can be a deep
meaningful and sustainable change. Davies andoBlismodel, therefore, includes strategic

intent along with strategic planning

Strategic planning is a rational and incrementatess of planning but it may not be suitable
for rapidly changing scenarios in the present woilberefore, Davies and Ellison have
included strategic intent as part of the stratggemning. It represents the key focused
priorities and core activities of the school (vaueision and mission) that maintain a
direction and coherence for the people in the csafuand uncertainty of the change and
turbulence especially when it is externally motacatThey call it a link between broad vision
of future thinking and the specific strategy to iagk that vision while accommodating
changes generated externally. Bush and ColemarD)2@®er to a wider participation in
strategic planning as ‘the involvement and undeditegy of all is desirable’ (p 69). This
broader involvement can bring flexibility and adaptity in the strategic plan and people in
the field have a comprehensive understanding of gla to exploit this flexibility.
‘Implementation of the strategic plan needs cordirmonitoring and evaluation by those
with the creative ability to understand where dsi@ns may be appropriate and how
obstacles can be surmounted. Strategic plans shiogjdafter all, liberating and not
constraining’ (Hall, 1998, p 145). All these idezs be applied to the strategic planning for

the implementation of an externally originated aen

Operational planning or development planning is 168 years and it is the process of
translating the options or strategies identifiedsirategic planning into achievable targets.
Hargreaves and Hopkins (2005) give the rationalelévelopment planning being that many
of the changes in schools are externally imposedhwéchools have to integrate with internal
organization and culture. Therefore, developmeanmihg is the means to interpret ‘external
policy requirements’ (p 7). So ‘development plamnia about the management of change’
and also about how to create management arrangemsenthat ‘capacity to manage the
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change is increased’ (p 14). Davies and Ellison leasjse the deeper involvement of staff
and pupils in formulating and implementing openadib plans to make them realistic,
appropriate and acceptable. This involvement casele the resistance to change ‘as Capra
(2002, p 100) points out, people do not resist gharut they do resist having change
imposed on them’ (Mitchell and Sackney, 2009, p)183

Bush and Coleman (2000, p 71) discuss a set of ¢uastions to provide focus for
operational planning which they term developmeanping. Hargreaves and Hopkins (2005,
p 4) have similar ideas and have identified fouocpsses for development planning.
Hargreaves and Hopkins (2005) have adopted Mil@8q)Lto describe development planning
as an innovation in its own right and to analyseyitdrawing upon the knowledge of the
phases of change process namely: initiation, imptgation and institutionalization. If these
four questions, four processes and three phaseshapped together, these appear to be

parallel in conception as illustrated in the follog/table:

Table 3.1 Perspectives on development planning

Bush and Coleman’sHargreaves andMiles’ phases

guestions Hopkins’ processes

1. Where are we? Audit: review of [Initiation: setting purpose
strengths and processes, responsibilities, ¢
weaknesses key persons for advocacy

2. What changes do we | Construction: setting

need to make? priorities and targets
3. How shall we manage | Implementation: Implementation: Acquiring
these changes over implementing skills and understanding,
time? priorities and targets | delegating responsibility
4. How shall we know Evaluation: verifying | Institutionalization:
whether our managemensuccess of development planning
of change has been implementation does/does not become part of
successful? usual patterns, behaviours and

classroom practice
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As development planning ‘is a means of managingigea(Bush and Coleman, 2000, p 75:
Hopkins, 1994), but it is not the sole means of agiimy change because having a plan is not
a guarantee for the success of change managematich{fson, 1993) and it has to evolve in
the current situations and contexts. This is wheaeership can play its role to ensure that
operational planning is evolving from the contextile maintaining the sense of direction set
out in the strategic planning and it is ultimateljgned with the strategic intent of the

organisation.

3.6.2 Strategic leadership for educational reform

Institutional development and its adaptation foe thmplementation of an externally
mandated change is the function of strategic manage Regarding the attributes of
strategic management, Bush (1998, p vii) writes shategic management

involves taking a holistic view of the organisatiand planning for the long
term within a framework of clearly articulated vesuand objectives. Strategic
management requires the ability to integrate dffiéraspects of the school to

ensure the best possible educational outcomes.

According to Middlewood (1998) strategic managenigrd proactive approach as it needs a
forward-looking focus requiring creativity, scrugiof the external environment and a holistic
overview and it also needs some type of accouithald stakeholders. While Sergiovanni

(1984, p 105) has added the angle of ‘enlistingoetpfor broader policies and purposes’ to

longer term planning in the strategic leadershipragach.

Bush and Coleman (2000) highlight close interdepand of strategic management and
organizational culture especially in the managenwnthange. This dimension of change
management highlights the challenges involved enrttanagement of external reforms. As
strategy operates in the context of the culture, itherplay of strategy and organisational
culture has implications for the change managerpemtess. Bush and Coleman advocate
conceptual pluralism in the use of an appropriabelehfor strategic change management by

presenting six theoretical frameworks to be utdiga different situations and stages of
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change management. ‘There is little doubt thattesgta management is based on rational
assumptions’ (p 44) so the choice of any modelsar of multiple models according to the

situation can be part of the strategy. All six feamorks can be used as:

» formal models provide a basis for the change

« collegial models are suited to create ownershighahge

« political models can help to negotiate change withunits and implementers
* subjective models help to understand the perspesco¥ stakeholders

* ambiguity models help in turbulence

» cultural frameworks ground change into the belgfd values of stakeholders

These frameworks constitute the ‘conceptual tadl{Bush and Coleman, 2000, p 45) for
problem solving and strategy development in thecgge of change management. ‘This
combination of theory and practice enables leatieracquire the overview required for
strategic management’ (p 45) especially in the demgituations of modern educational

institutions.

One critical aspect of strategic management is#msitivity to the environment as Bush and
Coleman (2000, p 54) also bring in the issue ofrerghip of change, allowing time for
implementation and relationship of the change o dhlture of the institution’ which have
vital implications for attaining the aim of imprawent. They quote Hopkins (1994, p 75)
who argues that ‘Many externally and some inteynattposed changes do not improve
student outcomes, and most appear to neglect theriance of the culture and organization
of the school as key factors in sustaining teaerat curriculum development’. Hopkins
(1994) has presented ten principles for securingravement through change, which

encompass the issues of

» teaching and learning in the classroom as a fodusugh continuous and
comprehensive staff development

* shared vision

* setting priorities

» collaboration

» adaptation of change in the context of the implaernsn
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» the need for monitoring, feedback and reflectionaiyconcerned in the process of

improvement

This shared, collaborative, adaptable and reflecsitrategy of educational change is also
emphasised by Earley (1998): ‘For strategy to lmeessfully implemented, staff at all levels
in an organization increasingly need to be involved decision making and policy

formulation —albeit to varying degrees- and be emaged to develop a sense of ownership
and share the organisation’s mission’ (p 150). Thiehat Davies and Davies (2009, p 29)

call ‘people wisdom’ in a three dimensional modesiategic leadership.

Davies and Davies’s (2009, p 28-34) model of stiiateeadership presents a comprehensive
picture of the processes involved in the exercik@ successful leadership role and the
rudiments on which these processes are basedcdhsruction of strategic leadership role

has special relevance for leading education change.

The three dimensions of this model and the elemainésmch dimension are presented in the
following table:

Table 3.2Davies and Davies’s (2009) model of strategic leadhip

People wisdom Contextual wisdom Procedural wisdom
* wider involvement and | understanding of the Multiple frames of
participation of people in culture within the » strategic learning cycle
creating ideas and in organization and its » strategic approaches
decision-making, relationship with the wider| « strategic processes

« the flow of information, community,
» the motivation and * generating strategy from

empowerment of peoplg the context and from shared

through building their beliefs and values,
capabilities and  creating a network for the
competencies generation of ideas

* borrowings from what
examples exist in order to

adapt them to the ‘on the

ground reality’ and context
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As evident from the table, the dimension ‘procetluvesdom’ of this model is based on
multiple frameworks. These frameworks are the agjiatlearning cycle, strategic approaches
and strategic processes. We can elaborate these élements in detail to see how these are
interlinked. The strategic learning cycle prepaaestrategic leader to make an appropriate
choice from strategic approaches and strategicegsms. This learning cycle is ‘learning
from experiences’ to make decisions, ‘aligning peeple with the decisions,” ‘choosing right

time to’ act and ‘taking action’ (p 32).

Learning
/ \

Action Alignment
\ Timing /

The decisions made in this cycle are about thecehof the strategic approach and the
processes. The model further delineates four gfiatpproaches to develop a contextualized
strategy, which are strategic planning, strategtent, emergent strategy and decentralised
strategy. These approaches can be integrated ordzswe with the requirements of the
circumstances. Here the strategic planning andegiiaintent are the same approaches as
mentioned by Davies and Ellison (1999) in their elddr school development, as discussed
earlier in this chapter, with an addition of thecdntralized strategy and emergent strategy.
In decentralized strategy the capability of peaplbuilt and they are given time to develop
their intentions, while emergent strategy is ‘leagnby doing’. All these approaches are
important frameworks to be mixed and matched inpkege with the requirements of the
context. The third element of the procedural wisdetates the strategic processes, which are
‘reflection, creating a common language, conveosatdeveloping mental models, analysis
and articulation’ (p 33). These processes are basegeople involvement and understanding
of the context’ as common language, conversatioth eneation of mental models that
necessitate involvement of people. Analysis alsmlires people and understanding of the
context and articulation of strategy is again wathers to share and converse with them,
which in turn boosts motivation, ownership and cdtnmant and builds capability among

people.

This whole discussion on the concept and elemenssrategic management and especially
Davies and Davies’s model of strategic leadershih ¥s three dimensions is not only a
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relevant framework for the management of educaticgfarm in general but it has special
significance for this research. The views and id#fathe school leaders have been explored
in this research study to get a sense of a brgaidarre of the milieu in which educational
change management can be situated in the Pakistariext. The implementation of
externally mandated change is directly relatedhto way it is approached, understood and
experienced by the implementers in the field wiamgtate policy into practice that is school
leaders and teachers implementing the reform inr thestitutions and classrooms
respectively. Institutional heads are the cruciak |between the policy makers and
practitioners as they translate policy into practiBush, 1995; Fullan, 1992; Fullan, 2003).
The exploration of the experiences of institutiohahds can provide significant insight to
understand the sense making process of the edoahtieform in the field. Mitchell and
Sackney (2009: p 183) have pointed out the posgilf ‘reshaping’ of the externally
originated reform initiatives when these are workea in the local situation of the
institutions. They have raised the issue of suahality of these reforms in terms of not only
the success of the initiative and required chamyssructures and culture but also ‘the ways
in which people notice disturbances in their scheeé compelling reasons to act, and move
forward in meaningful ways to make something néwtheir view, reform comes only when
‘educators and students transform and translateideas into patterns that make sense for
their lives’. Therefore, the experiences and viedmstitutional heads have been explored in
the study to understand how the change initiativé*akistani education system has been
received, comprehended and translated into prabtidbeese very significant stakeholders in
the process of the management of this change.uruerstanding can be utilised to build on
the argument for the sustainability of this chaagéthe difference does not lie in formulas,
reforms, or recipes; the real difference comes frmople making sense of the challenges
and disturbances in their own world and responding/ays that are meaningful for their
particular context, culture, and conditions’ (Cap2802 cited by Mitchell and Sackney,
2009, p 190).

A detailed discussion of the relevance of this thgcal framework for leadership,
educational leadership, leadership of change aradegic leadership of change will be
discussed in chapter 5 in relation to the analgéislata from interviews with institution

leaders.
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3.7 Conclusions

Diversity as well as divergence of perspectivestima concept of leadership makes it an
inconclusive and indefinite phenomenon. This miitity of conceptualizations has limited

the scope of a generalized and comprehensive tefirar description of the concept, though
it has supported an enhanced understanding of rig@des inherent variance in different

contexts and situations. Therefore, one can findndgofoundations and theoretical

frameworks for the attributes, role, functions aftect and effectiveness of leadership in
general and for the management of educational &angarticular even though not a clear
and exclusive model. One point that has emerget ftbe research literature is the
undeniable importance of leadership, on the insbital as well as on the system level, in the
process of educational change as it means leadirgnew direction or developing a new
route in the established direction in a strategicsdund manner informed by people, context

and procedural wisdom.

The leadership for the educational change pro@sispth systems and institutional levels,
needs to appreciate and manage the technical,tistljccultural, political and human

elements of the change creatively and criticalllge Teadership role in the management of
educational change is very complex and challengihg. level of this complexity is raised in

the case of a large-scale educational reform afathters of external policy, expectations and
accountability for the implementation need skilfigindling, mediation and negotiation. This
process is not just a transaction of policy guitkdi and implementation, but the critical,
moral, educative and transformative dimensionsafiérship role make this a complex and
fundamental role in bringing about change. In cabea successful educational reform,

learning takes place at every level of the system.

Just like the concept of general leadership, theufes of the leadership role for educational
change are also not clearly defined. The knowledfietheories and their historical

development, models and strategies of leadershigeimeral and the elaboration on the
leadership of change in particular can provide regd framework. This repertoire of theory
and research can provide educational leaders wstlock of possible tools. As reiterated by
Hopkins et al (1994), Bolman and Deal (2008), anddstom (2008) leaders have to use the
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available frames creatively by mixing and matchihgse according to the demands of the
situation and the context. This creativity is nekde match, select and adapt from the
existing array of leadership models, theories,tatfjies and frames of reference to the
peculiar context and situations in the arena abaah a thoughtful, strategically sensible and
morally defendable manner. People need to be dasdl@and supported to exercise this
creativity through thoroughly planned leadershipvedepment programmes within the
process of change. In the case of large-scale #dnahreforms targeting the teaching and
learning process, as the one focused in this relseladership is provided at different levels
and the centre of the leadership role may chandk thie specific stages of the reform
process. At the initiation stage of the reforms ithe planners and policy makers who have to
provide core though not exclusive leadership, wimctie initial phase of the implementation
stage shifts to the regional offices. As the impdamation activity reaches institutions,
institutional leaders have to and should be alloteethke up the core leadership role. This
leadership role finally shifts to the teachers whka implementation process enters the
classrooms. Therefore, the leadership role in tlamagement of a large-scale reform is
dispersed throughout the system and needs devetwpateall levels. As referred into
research literature the practice of distributediézahip can be an effective strategy. One such
plan can be evolving a strategy by involving peoptel making them participants and
stakeholders in the change. This argument hasaatmins for other agents and implementers
of educational change, especially the teachers pay significant roles in the process of

educational change management.
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Chapter 4 Research Design

4.1 Methodology

A systematic approach to research links an indadidoroject with the wider research
community making it more accessible and rigorougeiims of shared epistemology and
common terminology. This premise forms the purpokéhe present chapter. This chapter
presents and critically evaluates the researchdgara methodology, and methods used for
the present research. The chapter starts with hilespphical underpinnings of the study
drawing upon the ideas from the epistemologicalatled in the field of research on
educational leadership and management. After giagrithe study in a relevant paradigm,
the chapter moves on to the methodology and methseld in the research with a discussion
of the reasons for using particular methodology mrethods and the issues of reliability and
validity of these methods. This section discusbesparameters of the study, population and
the recruitment of the sample initially and thendach phase of the research, and the process
of designing, administering and analysing the dztdhe three instruments used in this
research.

Starting with the research paradigm of the studlg, four categories of the educational
research paradigm set out by Scott and MorrisonMorrison, 2007, p 19-20) can be
discussed to conceptualise the approach used préisent research. Scott and Morrison have

given

(1) positivism/empiricism
(2) phenomenology as a form of interpretivism,
(3) critical theory and

(4) post modernism
as the four paradigms for educational research.

The present research fits into the phenomenologictdrpretive philosophy. As ‘all
educational research needs to be grounded in pe@xjgerience’ and interpretivists ‘explore
the meanings of events and phenomena from the dsbperspectives’ (Morrison, 2007, p
26), therefore, the focus for this research istmndxperiences of those in schools charged
with the task of implementing the reforms, thatpsincipals and teachers in the schools.
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Cohen et al's (2007) description of the interpretparadigm also supports this claim where
they see the interpretive approach as an effountterstand the interpretations of the world
by individuals. Theory then emerges from data astaf meanings thereby giving insight to
people’s behaviour. Accordingly, the study will &g the phenomenon of educational
change management in Pakistan through the expegeoic practitioners in the field. The
phenomenological position of the research is estaddl on the basis of Layder's (2006)
views on phenomenology that ‘meaning arises froewiorld of daily experiences as it is
lived by the different individuals who try to makense of it and come to terms with it’ (p
93). The research is intended to explore the ea&pees of institution heads and teachers in
the process of curriculum change implementatioaetettore it is based on the sense-making
process but goes beyond into the exploration of pawticipant understood and experienced
the reform and the process of its implementatidre $tudy endeavours to capture different
aspects of the participants’ experience and tlespanse to it through evaluative, critical, and
speculative comments. Layder (2006) has elabomatetthiese dimensions of the study in his

explanation of phenomenology:

Social analysis must take into account the meattagthe social world has for

the individual based on how the person understandsesponds to their lived

experience. The way people construe their sociastence helps them

formulate their plans and intentions. They makeiadsabout the direction in

which their lives should go on the basis of theiperience. As such, persons
are ‘intentional’, self-reflective and capable ofiking some difference in their
world. (Layder, 2006, p 95)

Under the umbrella of phenomenological interprepti@osophy, this research is a case study
of educational change management in Pakistani #&duned institutions. A case study
methodology has been adopted to present and iateh@ reality of educational reform at the
level of the institutions through the in-depth stuahd portrayal analysis of the individual
experiences of those implementing the reform. Tds® study methodology is best suited for
the purpose and focus of this research; Cohen ,e{28D7, p 254) have outlined the
characteristics of case study to be portrayal ofigpants’ ‘lived experiences of, thoughts
about and feelings for a situation. They involvekimg at a case or phenomenon in its real-

life context’.
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At the level of methods, this study has used tudaigpn by mixing methods. In the first
phase of the study, semi-structured interviews weralucted with institution heads, and in
the intermediate phase, an exploratory questioeanass used with a limited number of
teachers to generate the issues and topics fostthetured questionnaire to be used in the
third phase with a larger number of teachers. Ti@smgulation is not only at the level of
methods used but also in terms of the type of dallacted with the mixing of the qualitative
and guantitative data. This concept of design ¢udation has been described by Creswell
(1994, cited by Fraenkel and Wallen, 2003, p 443a4)three categories of mixed method
designs.
» design triangulation when quantitative and qualitatdata are collected
simultaneously to validate the findings
» explanatory design when first quantitative datdirist collected and analysed,
and then followed up and refined through qualigatifata
» and exploratory design when qualitative data Ikected in the first phase and its
findings used to give direction to quantitative adathich is used to extend and
validate the qualitative data.

Using these categories, an exploratory design eahdescribe the mixed methods approach
used in the present study: in the first phasej-semnctured interviews were used to generate
gualitative data through the experiences of instituheads and then in the second phase
open-ended questionnaires were used to explorei¢hes of teachers. The data generated
through the open-ended questionnaires guided thatiative phase of data collection from
teachers. Morrison (2007, p 31) notes that thezestiengths in a mixed methods approach as
these methods can help each other to create a feldearch picture, generalisability for
gualitative research is facilitated, better linletvileen micro and macro levels of analysis can
be achieved and a suitable emphasis for diffetteges of the research can be supported.

There is another dimension of the study, which lsanaken into consideration while trying
to situate the methodological positioning of thesearch. This research study aims to explore
the phenomenon of educational change managemesetefohe, it brings in the
epistemological domain of research in educatioregdérship and management. This
association is further strengthened by the firgtsghof the research study, which focuses on
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the experiences of institution heads in bringingulthe mandated curriculum change. The
research base in educational leadership and mamagesan area of scholarship built up
over the past 50 years (Bush, 1999) and draws fimnresearch underpinnings in pure
management and other social sciences. Baron’s 28k on the position of research can
be used as a starting point to place the preseaareh in the field of educational leadership.
Baron has presented four positions ‘research faterstanding’, ‘policy related research’,

‘research into administrative structures and preeg's and ‘evaluative research’. (p 18-19)
This study engages in ‘research into administrasteictures and processes’ alongside
research for understanding and even evaluativarasevhich aims to understand roles and
functions in the management of educational changefaough extending this understanding

to compare and contrast with existing conceptutdina of the educational change processes.

The work of Gunter (2005) can be brought in for extended elaboration of the
methodological positioning of this research stu@unter (2005, p 166) has identified five
approaches to the knowledge base in educationdg¢isiaip on which research in the field is

based. These approaches are

» Technical: when the actuality of the practiceifaist and actions) is recorded

» llluminative: when field members interpret the miegs of practice

» Ciritical: when field members raise questions altbet power relations within and
external to practice

» Practical: when field members devise strategidsiteg improvement

» Positional: when field members align their reseavith particular knowledge claims

Gunter has framed this topology into four wider aareof research focus namely: (1)
understanding meanings, (2) understanding expesn@) working for change and (4)
delivering change. Using Gunter, the present rekestudy has focused on understanding
experiences, though the other three frames ard¢aucn as well, and shares the features of

the technical and illuminative approach to knowkedg

The focus of the study finds a good fit in the feawf ‘understanding experiences’ as an
effort has been made to have the experiences tifuitien heads and teachers as the core of
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the research. However, the understanding of expeggeneeds to be based upon and leads to
the understanding of meanings. As the experient@ssttution heads and teachers will be
focused on in relation to the management of culurauchange, so the other two frames of
Gunter (working for change and delivering changmerge in the background. However,
these two frames remain confined to the interpeepiiilosophy of the study to explore the
lived reality of the participants and do not takeriical stance. The understanding of these
experiences lends itself to create meanings foretherging themes. This development of
themes brings us further into Gunter’s topology.

The purpose of the research leads to its positaamgbaligned with technical and illuminative
approaches. The premise for a technical approashbkan built upon the fact that one
purpose of the research is to understand the #gtodbrocesses and actions involved in the
management of curriculum change through the expesge of institutional heads and
classroom teachers. Nevertheless, the purpose sefaneh extends beyond reaching the
actuality of practice to its interpretation in thght of existing knowledge. This study
attempts to create the meanings of this practioeutih the experiences and perceptions of
the practitioners. In this process of sense-makimg,boundaries of illuminative and critical
approaches merge at certain points when practisomake critical and evaluative remarks
on the activity they are involved in and even edtanto the practical domain when
suggestions for improvement are given. Therefaréheé reality of the research process there
are many grey areas where the boundaries betwékemedi approaches blur, though the
research can be categorized into a particular agprbased on the focus and purpose of the
research. Based on this theorization, this study lma categorized into the technical and
illuminative approaches. Figure 4.1 presents aostilative summary of the overall

methodological position of this research studyemdated in the discussion above.
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Phenomenological Interpretive
paradigm

Case study

Mixed methods approach

Understanding the experienceﬂ

Technical approach

Illuminative approach

Fig 4.1 Position of the research study in the eagstonceptual frameworks

4.2 Parameters of the study

» The study has been limited to the curriculum chaatgdigher Secondary School
Certificate (HSSC) level in three subject areasglish, Urdu and Pakistan
Studies.

» The study has been limited to the institutionsliatid with the Federal Board of
Intermediate and Secondary Education (FBISE).

» The study has been limited to the institutions gaplgically situated in the cities

of Rawalpindi and Islamabad.

4.3 Population of the study

The setting of the study was educational instingiand the purpose of the investigation was
to obtain the perspectives of educators in thetingins on the change initiative and generate
and explore a desired model of educational chargyeagement grounded in the experiences,

reflections and opinions of those who implementdhange in schools- leaders and teachers.
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Therefore, the population had to be defined atlevels, at the level of institutions and then
at the level of the educators in those institutidfsr the first level, the institutions that
formed the population of the study were affiliatgth FBISE for HSSC examinations and
were located in the cities of Rawalpindi and Islaath At the second level, the population
was the heads of all the institutions in the pofaitaand all teachers teaching English, Urdu

and Pakistan Studies in these institutions.

The institutions affiliated with FBISE were incluti®ecause this examination board was the
first to implement the assessment system refornsagsof the curriculum reform at HSSC
level. Islamabad, the capital city and Rawalpimgipgraphically adjacent to the capital and
housing the military headquarters, is where thera concentration of institutions affiliated

with the FBISE, therefore the population was liite these two cities.

In Pakistani educational institutions, there aranhyatwo categories of educators who are
directly involved in the implementation of educat@b policies. They are the institutional

heads and teachers who have a significant roleamslating policies into the teaching and
learning process at the classroom level. Instii#ioheads provide direction, guidance,
information, coordination, facilitation, and accdainility in order to carry out the policies in

the educational processes; and teachers actualigléte these policies into practice. If we
want to gain insight into the process of changeagament at the institutional level, we can
do so through the multiple lenses of heads anch&zac The inclusion of head teachers and
teachers in the study is to enable the developroér@ model of educational change in

Pakistan. This model will be generated from themgieand reports of the experiences of
institution heads and the views and experienceeadters. A comparative element between
the two sets of data will help to point out aspestsere there is a divergence of views
between school leaders and teachers and will leefpain a deeper insight into the change

process from different perspectives.
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4.4 Sample The institutions

From among the population of the study, twentyiingons were included from the cities of
Rawalpindi and Islamabad. Beyond affiliation witBIBE, the selection of institutions was
made in order to balance a number of factors suhtha ownership, attraction for
admissions, gender representation and adminigratiuctures. Institutions included in the
study were balanced to represent institutions iids gnd boys and further representation was
made for private institutions run by organizatiopsplic institutions under the control of
central directorates and public institutions unther control of the Ministry of Education.
Admissions to institutions run by private or pubdientral boards are highly competitive and
are granted on the merit determined by the markseaed in the examinations. In the
sample, a representation of the girls and boystuisins from the three types of institutions

was ensured.

4 .5 Research Methods

The research methods used in this study were ietgsvand both exploratory and structured
guestionnaires. The interviews were semi-structimed were used to generate data from
institution heads while exploratory questionnairgsre used with a limited number of
teachers to generate the issues relevant to teaalithin the themes identified by institution
heads in the interviews and research literaturé;there was scope in these exploratory
guestionnaires for other aspects pertinent to &acto emerge. Based on the data from the
exploratory questionnaires, more structured questoes were used to gather the required
data from a larger sample of teachers. The issugsitability, validity and reliability as well

as the process of sampling, administration andyaisabf these instruments of data collection

are discussed in the following sections.

4.6 Interviews

Semi-structured face-to-face interviews were usedcdllect qualitative data from the
institution heads for the first phase of the researhis tool has been deemed suitable, being
in keeping with the interpretive philosophy of thteidy as: ‘unstructured or semi-structured
interviews are often used by interpretive reseaschad assume greater diversity in both the
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design and the use of the research instrument anthe nature of responses from
participants’ (Bush, 2007, p 94) and in interviegvipeople we can ‘find out what is in

somebody else’s mind’. Especially through qualatinterviewing, a framework is created
for participants to share their views as they Isest fit (Ribbins, 2007, p 208-209). Ribbins
(2007, p 215) has further guidance about four dspecbe managed effectively to produce

‘rich and reliable data’ from interviews. These:are

» what is asked and how
» the interviewer and interviewing,
» recording

» transcribing

In keeping with these four key elements, the fiask was to plan and finalize the interview
schedule. In the planning process firstly, all digectives of the interviews were clarified
that the interviews were intended to explore th@eeence of institution heads in the
implementation of externally mandated reform inirthastitutions with reference to the

curriculum reform through ESR programme in threlgjesct areas. To achieve this objective,
the next step was to identify major themes andessa be explored in the interviews in order
to generate the required data. Through the reviethenliterature and discussions with the

researcher’s supervisor, some major themes weirgedédd as follows:

> perception of the experience of the change prograrand extended views on its
impact on students and teachers

» problems faced in the process, strategies to shkem and suggestions to resolve the
issues

» strengths and supportive factors experienced imptheess of implementation of the
change programme and the utilisation of these gtinsn

» suggestions for improvement in the current as a&future situation

To probe these issues, the questions were designezkping with the guiding principle to
put the questions which enable interviewees towdiat is in (or on) their minds and avoid
those that put things there’ (Cohen et al, 20035¢8). Therefore, open questions were
planned with some follow up questions, like probdssigned to gather details and to
recapitulate, to clarify or to confirm. Simple, shand open-ended questions were prepared
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to keep interviewees at ease to speak about thgieriences and the research was
‘responsive to participants’ own frame of refereacel response’ (Cohen et al, 2007, p 354).
These open-ended questions required unstructusgibmees and put no restrictions on the
content or manner of the response but just provithedframe of reference or subject to
respond to. There were in addition two questionscivtwere asked in order to obtain
information about the length of participant’s expece in education and experience as head

of the institution (as illustrated in appendix 3).

The reliability of a research tool for data collentis judged by the extent to which the same
results or findings arise in its repeated admiat&in. Thus, it is possible only ‘if the
interview schedule is tightly structured, with fw®perties of a questionnaire’, so in a ‘semi-
structured approach, reliability may be compromig@&aish, 2007, p 93). However, Bush
justifies this lapse of reliability for the saketbk increased validity which is better achieved
when respondents can give a free expression of feelings and thoughts without any
restriction ‘by the artificiality of a standard tngment’ (p 94) and there is ‘a deliberate
strategy of treating each participant as a potéynumique respondent’. Therefore, reliability
may be limited but here it ‘may have not been dd&@ (p 95). The balance had to lie
between generating valid data, on the one hand,gérauinely reflected the standpoint of
each respondent, on the other. However, we needrsider what we mean by ‘validity’ in
this type of study.

The validity of a research tool is the measureudfyjng if it measures or describes what it
claims to do. Validity of semi-structured intervigws again a problem due to the element of
bias, the content of the questions and the charstits of both interviewer and interviewee.
Bush (2007), however, suggests that the notion adidity is associated with positivist
research and quotes Kincheloe and McLaren (1998 Bassey (1999) for their advocacy of
‘trustworthiness’ as a criterion instead of theidi&y for paradigms other than positivism. A
number of experts (Bush, 2007: Silverman, 2000ehggested triangulation of methods to
address the issue of validity. In keeping with ¢heaggestions, the triangulation of methods
has been used as a viable solution to the validgye in this instrument of the research as

discussed earlier on when situating the researafixed methods design.
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Recruitment of the sample: The researcher contacted the heads of the idehtii@

institutions with invitations to participate in thiesearch, which was verbally explained in
this first contact through either telephone or aspeal visit. Participation was voluntary.
Two principals declined the invitation, which nesigsted identifying two more matching
institutions with similar characteristics as thadentified in the initial selection procedure.
The appointments for the interviews were made Withwilling participants. As the consent
of the principals was sought directly without thedwation of any office or authority those

who participated did so because of their persormdivation to share their experiences.

The interviewing: The process of interviewing was an enjoyable Inatllenging task. The
summer vacation period was chosen as an appropinaeo interview the institution heads
as the students and most of the teachers woulch vaaation but principals still attend their
offices. It was a good time as heads were moreedlaaway from the urgency of day-to-day
managerial tasks related to students and teactensgh they were busy in compiling and
reporting the results of their students in publi@minations of SSC and HSSC to their
respective central offices and planning the new issions. Nineteen interviews were
conducted in the offices of the participating pijyads; only one participant chose to meet in
a room separate from his/her office. The plain lege statement (appendix 1) was given to
them at the start of the interview meetings, whiohtained information about the research,
its purpose, the purpose of including the headheacin the research and the commitment to
confidentiality and anonymity along with the rigbt the participants to withdraw at any
point. Though explained in the statement, the maé confidentially and anonymity were
verbally elaborated on with the participants witbference to the ethical procedures
regulating the research concerning the elementemfidentiality and data protection. It was
deemed necessary to gain the trust of the pantitspand make them comfortable, especially
when the interviews were being audio taped. Themiggzants were invited to ask any
guestions about the research or the interviewfitSéle participants were given the consent
form (appendix 2), which further indicated the vdhry nature of interviewees’ participation
and the right to withdraw at any point along witteking their permission to audiotape the
interview. One participant did not wish to be authped, which was respected and so the
researcher took notes during the interview and theote detailed notes soon after the
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interview. The interviews lasted between 25-55 rt@auln five interviews, there were short
disruptions, as interviewees had to reply to songent official queries, but the flow of the

conversation was regained with prompts from theassher.

In keeping with the ‘social interaction’ (Cohen &t 2007) dimension of the interview,
seventeen interviews started with a number of @genot only about the nature or purpose of
the research, but also about a range of issueshiéaniversity of the researcher and personal
details of the researcher, which were quite norerjuiries in the cultural context. The
researcher has been part of this culture for a tong, and so was not surprised by this, and

interviews started in a comfortable environment.

Two participants used mostly English throughoutrtbenversation while others also moved
between English and Urdu languages. This trend igingn English language while using
Urdu language in conversation is due to a numbeeadons. Firstly, the language of official
correspondence in the Pakistani schools is Enghistl principals frequently use this
language. Secondly, English is the medium of isitbn in many of the schools, especially
in urban areas, which were part of the study. Thiringlish is a compulsory subject up to
the graduate level, and therefore, every person iwtemlucated to graduate or higher level
has the exposure of the language (all the pringipahding the HSSC level institutions have
a Master’s or higher degree). Fourthly, in urbagaaruse of English words, phrases and even
sentences in Urdu is quite in vogue and the ppdioig institutions were located in two

major cities, one being the capital city.

Topics in the interviews: Some overarching topics to be explored in thervigg's were

identified to develop an interviewing schedule. §&é&opics were:

» Description of the experience of implementing thargye

> Description of the problems faced in the procesksirategies to overcome these
issues

> Description of the strengths experienced in theg@se of implementation of change
and utilisation of these strength
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> Explorations regarding the impact of change onhegcand students
» Suggestions to make this particular reform worktdveand speculative suggestions

for the effectiveness of a similar reform in thetgyn in future

These topics were focused and conversation wasdeepbpic through queries, probes and

prompts.

Transcription and data analysis: The interviews were transcribed verbatim and thely
translated into English not word by word but fdrétsense’. A Microsoft Word document for
every interview was developed. Therefore, transorpof the interviews was a two-phase
process of transcription and translation. The tedim was done by the researcher with 16
years experience of English language teaching kisia, where translation from and into
English is one core part of the practice. Additionelp and feedback on translated scripts
was sought from a bilingual colleague in Pakistahp has proficiency in both Urdu and
English languages and experience in translatiomeStranslated scripts were shared to get
the feedback on the quality of the translation ancbntact was made for assistance in the

case of any doubt during the process of translation

The analysis of the interview data was done omptttern of ‘conventional content analysis’
(Hsieh and Shannon, 2005, p 1279) on the tradibbna grounded theory approach
(Bryman,2008) and the researcher read the interdaga& many times to identify the codes or
issues within each theme explored in the intervieMee issues emerged from the data itself,
which were identified and then merged for relevariidee raw interview data was divided
into responses to questions, probes and prompishwhpresented the themes, but for the
analysis these divisions were not exclusive tovallor the identification of issues emerging
across the interviews: thus, issues within eactnéheere identified looking at the interviews
as a whole. For the next stage, a separate docufoen¢ach theme was developed
comprising the issues and illustrative quotes fribra interview data while retaining an
allocated identity number for every respondent (RR20) to map out the spread of responses
and representation of the views of different pgtats. Finally, text was developed to be
presented in chapter 5, which sets out the sumofasgues related to each theme along with

some of the representative quotes.
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4.7 Questionnaires

After the completion of interviewing of institutidmeads and the analysis of data, the second
major segment of the research started to expla@es¥iperiences, views and perceptions of
teachers involved in the implementation of the mefoprogramme under study. The
representative sample of teachers was going toobsiderably larger, making obtaining
gualitative data more labour-intensive (or in sastteer way difficult); but at the same time,
the insights into the issues related to Pakistiehiers engaged in the implementation of an
externally mandated reform was also essential.réate the best possible data it was decided
that a combination would be created by extractinglitptive data from a smaller number of
teachers as a preliminary step to get an in-deptv of the teachers’ experiences and
opinions and then use this data to devise a questice to be circulated to a larger sample.
The choice of methods for the generation of qualtadata was between focus group and
semi-structured questionnaire with open-ended opresst The latter was selected due to
peculiar contextual circumstances and physicalsschmitations: there was insufficient time
and space to arrange focus groups, and such metifiadsearch are not normal practice in

Pakistan.

4.7.1 Exploratory questionnaire

For the development of this first questionnairetéachers, the interview data of institutional
heads was revisited to pick up some themes anddssithin. The criterion for selection of
issues was their relevance to teachers. The who#dysis of the interview data was
considered thoroughly and a set of broader thenaasigentified initially. These themes were
then further refined into sub-themes or issues@light of research literature on teachers’
role in the management of educational change.tiiéies, which emerged from the analysis

of interview data in the backdrop of relevant reskditerature, were:

1. The process of initiation of change especially imitlthe institutions and
teachers’ reaction to it

2. The barriers and supporting factors for teachetske the change forward in
their classrooms and their strategies for it

3. Teachers’ perceptions and ideas on issues relatdtetimpact of change on
students
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4. Suggestions for improvement and speculations agttatreform endeavour in

the future from teachers’ perspectives

These issues provided the focus and sequence udstionnaire items, but the instrument
remained semi-structured, as questions were opeedeio provide the flexibility of response

‘enabling respondents to reply in their own tern¥ghile it was important to draw from both

previous data collected and the research literaiuveas equally important to ensure this did
not limit the responses of teachers and so opeaeeqgdestions were included. This design of
the questionnaire was in keeping with the purpdgais instrument: ‘open questions may be
useful for generating items that will subsequebiyome the stuff of closed questions in a
subsequent questionnaire’ (Cohen et al, 2007, p.3RIwas intended that open-ended
guestions would generate extended data and givedtieipants the space and freedom to
articulate their real experience without any fixstducture to frame their responses into. The

data would then be used to frame the second quesiiie.

The main themes and sequence of these in the axplprgquestionnaire were:

» Teachers’ initial reaction to the reform and chamgeheir attitude later as they
implemented the reform in their classrooms

» Their experience of implementing the change refiédhrough the implementation
strategies employed by the institutions and teachad the provision of support in
the process

> Benefits and challenges in the reform for the sttgland difficulties for the teachers
in its implementation

» Suggestions for improvement in the current refomtiative and for any similar

future endeavour

Exploratory questions were developed to cover thiesmes. The layout of the questionnaire
provided a space of between 4-7 lines for respodepsnding upon the number of questions
in a theme and the type of response expected.eA¢iid, a space of seven lines was given to
add any comments in order to generate other isthaswould be pertinent to teachers’

experiences including any aspect of the change gesnent, which might have not been
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included but was relevant for the context of theipigants (see appendix 8). This proved to
be a very useful space as participants used ibtamnly emphasize, confirm and elaborate
some of the points raised in their responses terajhestions but also make some worthwhile
additions. These additions and validations werg wetpful, as this questionnaire had aimed
to generate items for a subsequent questionnahre. tdble below gives an idea of the

contents of the instrument, though appendix 8 @sden for details on its layout.

Table 4.1The contents of the exploratory questionnaire

Themes Questions
Teachers’ information 1. When did you first hear about this change and wbext
about the reform and your first reaction?
their initial reaction and 2. Did your views alter as the change progressed? Hat w
later attitude to it ways, if any?

Strategies to take the 3. What steps were taken in your institution to introel this
change forward change in the classrooms?

4. What steps did you take initially to take this channto
your classroom?
5. What steps did you take subsequently to take thasmge

further?
Challenges in the 6. What kinds of support did you receive from your
implementation of the institution in the process? Do you think this suppaas
change and the available enough?
support in the process 7. Were there any difficulties in adopting this chamnggour
for teachers classroom and what was the nature of these?

Impact of the change ot

—

8. What benefits do you think this change has brofmhthe

students students?
9. What are some of the challenges for students imé¢e
system?
Suggestions for 10.What can be done now to make this change work jin a
immediate and future better way?
improvements 11.What do you suggest should be done for the intriboluc

of any change in the institutions in future by thgher
authorities?

Additional comments 12Any other comments relating to this initiative thau
would like to add?

The guestionnaire along with the plain languagéestant and consent form was translated

into Urdu language with the help of the same cglleawho had assisted in the translation
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process of the interview scripts. Feedback on taety and layout of the questionnaire and
its translation was sought from colleagues fromiftak working on PhD projects in the

University of Glasgow’s School of Education, whdhee researcher is based. A set of
bilingual questionnaires, plain language statemamnt$ consent forms was posted to two
colleagues working in an institution similar to thees included in the study, who were also
teaching one of the target subjects at the tasyed.| They filled the questionnaire and gave

feedback and some minor changes were made to enttanclarity of the questions.

They filled the questionnaire and gave feedback smie minor changes were made to
enhance the clarity of the questions.

Recruitment of the sample: From the already identified 20 institutions, 10titugions were
selected to involve 20 teachers in the study. hstitutions were selected to represent five
types of institutions identified for the selectiohinstitutions at the first phase and to balance
boys and girls institutions. The head of the insitiins had already been asked to allow the
school staff to participate in the next phase dadmllection and the next step was to ask
them to identify six teachers, three more expegdnften years or more) and three less
experienced (less than five years). These broaahpeters were partly to limit the influence
of the head teachers on the selection of what #aey as ‘suitable’ candidates from their
respective institutions and partly to balance #q@esentation of both more experienced and
less experienced teachers. A personal contact tiwttheads was made to get this list and

then from every list, two teachers were randomlgced: one from each category.

Adminigtration: The selected teachers were sent the plain langsiatement and consent

form to seek their willingness to participate. A&b proxy (an ex-student of the researcher)
delivered and collected the consent forms. Whenha agreed to participate, they were
delivered individually packed packs containing theestionnaires in both languages and a
sealable envelope. One of the initially identifisshchers declined to participate and so

another participant was selected from the liseathers from the respective institution.
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The participants were requested to fill in the goesaire in either of the languages of their
choice and seal it in a provided envelope, whicls wcked up again by the same local
proxy. She collected all the envelopes from pgrtinis and mailed them as a collection to
the researcher in Glasgow. The local proxy hadnatdd role of facilitation only, with no

involvement in data collection and no access togietad forms.

The analysis of the data from the exploratory questionnaire: The analysis of the
guestionnaire started with the translation of thqeestionnaires, which were answered in
Urdu. There were only two such questionnaires ashjority of the participants themselves
chose to respond in English language. It could Hmen that some of the participants were
teachers of English language and some were teadhakgstan Studies, in which students
may opt for either Urdu or English as the mediuninsfruction and assessment. Even some
Urdu language teachers chose to respond in Englislth was not unexpected given that
firstly, teachers have studied English languaga asmpulsory subject up to graduate level
and secondly, the participating institutions weweated in urban areas where exposure to
English language in social and academic settingsiite frequent and extensive. At the next
stage, question-by-question content analysis wagedaout. The views of every participant
were analysed and then clustered around the condean. These emerging issues were used
to present data in chapter 6 along with illust@tquotes from responses with an allocated
identity number for every respondent (T). Theseesooresented the issues generated within

each theme explored in the questionnaire.

4.7.2 Structured Questionnaire

For the third phase of the research, a more strettguestionnaire was developed to gather
data to validate and extend the data generatdteiprevious two phases. This data was from
a larger number of teachers involved in the edanatichange initiative to validate the issues
raised in earlier data.

The starting point in the design of this questioraas the outcome of the second phase of
the study. Themes in this structured questionnaieze the same as identified for the
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exploratory questionnaire and the content of itevitein these themes was developed from
the data from the same preceding questionnair@eéping with the exploratory design of
mixing methods, this phase of the research waslyninextension of qualitative data from
a smaller number of participants by gathering dietan a larger sample. The data generated
from this questionnaire was significant as it waasidered representative of the population
of teachers and was used for the comparative asabfsthe views and experiences of

institution heads and teachers.

The types of items used in the structured questibarwere varied, including demographic,
factual, dichotomous, multiple choice, rank ordating scales and a concluding open-ended
item (see appendix 14). The type of the item wasdeel with relation to not only the
required data but also the available data genetatedgh the preceding questionnaire. The
responses to the factual questions, like the tintesmurce of information about the change
for teachers, were sought in the given boxes td line length of the response. The multiple
choice questions were designed to give a rangbates generated on a specific issue in the
previous data and get the range of responses suth @entify the teacher’s reaction to
change and to classify the level of satisfactiothwhe support for the change. The categories
were made ‘comprehensive, exhaustive and reprasatgCohen et al, 2007; p 324) based
on previous exploratory data and the category @hnidknow’ was also added where
appropriate. Dichotomous questions with yes/nogmates were adopted in two items. In one
item on change in attitude to the change, it wdarmelling or sorting device’ for the next
response and in the other item regarding if a tetyg@e of support was available to teachers
in their schools, it was used to get a ‘clear, wivaral response’ (Cohen et al, 2007, p 322).

The likert scales were used in four sections bexrdhs use of scales can ‘afford the
researcher the freedom to fuse measurement withaospiquality and quantity’ (Cohen et al,
2007, p 327). The scale items were included toarphe level of differentiation on the level
of agreement with statements describing (1) thereadf change (2) and benefits of change
for the students. In some cases, like (1) the lefdifficulty in the implementation of change
in relation to certain issues (2) and level of impoce attached with different suggestions for
improvement, intensity for the choice of responses wought through the use of the scale.
For former type of two sections mentioned aboves¢hscales were even numbered 4-point
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scales to get a clear and differentiated positibpasticipants on the issues. It was deemed
suitable to avoid the neutral responses due tcstitemgth of the data, which had emerged
from the preceding exploratory questionnaires. therlatter type of two sections mentioned
above, scales were related to seek the intengitthéchoice of response (as indicated in the
previous paragraph) and were designed on 5-potrtglid not provide a neutral point in the
middle. These scales were on the continuum patfernl=very difficult, 2=difficult,
3=moderately difficult, 4=not difficult, 5 not atlladifficult and 1=very important,
2=important, 3=not very important, 4=not importasw, not at all important) and weighted on
one side, which was reflected through the previdag. The strength on one side of the
continuum found in the previous data was checketvatidated on these scales while, still
providing some room for the disagreement with tlead by extending the continuum to the
opposite side. Instead of using dichotomous questio get a clear response on issues clearly
stated in the previous data, a rating scale wad tsshow sensitivity to make data ‘more
sensitive and responsive to respondents’ (Cohah @007, p 328). The layout of the scales
was a matrix design where statements on one theere designed to fit the scale and
explanation of the scale points, with instructidos the use of the scale and the main
statement stated in the beginning (see appendixThEn a series of statements exploring
different dimensions of the issue were given whiespondents choose one level on the scale.
As noted by Cohen et al, (2007, p331) this desmm aeate a tendency for respondents to
start choosing one column for all statements. Taichthis tendency, the meanings of some
of the statements on the scale were reversed sceg@ondents had to read all statements and

consider their responses carefully.

One open-ended question was included at the ettieafuestionnaire to provide a space of
three to four lines in which the respondents contdude comments. It was provided to get
any additional dimensions of the themes and issfi¢se questionnaire, particularly where
respondents might have felt constrained by theedas$ructure from expressing their views.

There were two parts of the questionnaire, whiduired rank ordering for the priority
attached to each of a given set of strategies as€d the institution (2) and individual level
to implement the change. It became complex as & mvade part of the question for which

respondents had to firstly choose some items fdist and then rank order those choices.
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This question was discarded after the data cotlectit the data analysis stage, because

respondents did not handle it uniformly and th&sponses were not comparable. The

complexity of the part did not come up in the fesdlb from the colleagues and piloting

stages, but it was not handled according to th&ucasons by 104 (84%) respondents.

Therefore, both these parts were not includederatialysis.

The questionnaire, the plain language statementtlaaaonsent form were translated into

Urdu by the same colleague who had translatedrinequs set of documents for exploratory

guestionnaires. The translations and the threemdents in English were given to colleagues

doing PhD in Glasgow for feedback and some minqustchents were made. A set of these

documents in both languages was posted to a cakeagrking in a local college in

Rawalpindi to be piloted for feedback on the clarBome discrepancies were identified in

the process, which were removed. The table 4.2 sarnmes the type of questions and the

purpose of using the particular type in each thefrtbe questionnaire.

Table 4.2The nature and purpose of different types of questins in the structured

guestionnaire

ty

Theme Type of | Purpose
question
Length of experience, subject demogrdo gather information on variables
phic
Teachers’ participation in planning factual To certify the source and time of
change information about the change
Opinions on the nature of change, rating To measure the level of differentiatio
problems in implementation, benefits| scales on the level of agreement/ the intens
for students and suggestions and their for the choice of response
implications for teacher professionalism
Reaction to change and satisfaction | multiple | To get responses from a range of
with the available support choice choices

Strategies to implement the change atrank

To identify the

priority rank for

5

institutional and individual levels order responses
Acceptance of change and facilitation dichotom| To funnel responses for the next
of teachers in the implementation ous question/ to get a categorical respons
open- To provide space for filling gaps or/ar
- ended elaboration of ideas/opinions

nd
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Recruitment of the sample: The complete lists of teachers teaching in theetlsubject areas
in the 20 institutions included in the previous tplases of the research were obtained. The
size of the sample was decided to be 1/3 of thebeurof teachers in every department. A
random selection was made by including evely K= total number of teachers in a
department/3) teacher and where the number of ¢éeaatas not the multiple of three in any
department, then the fraction was rounded off ® nlext number. Where teachers were
unwilling to participate or were not available, thext teacher on the list was selected. It was
aimed to get a balance of more experienced (witrertttan 10 years of teaching experience)
and less experienced (with less than 10 yearsashteg experience) teachers in the sample.
As is common practice, the lists of teachers werthé order of seniority, which helped to
balance the factor of the teaching experience.tal wf 130 teachers were identified as the

sample.

Adminigtration: The researcher hand delivered the plain langutdensent along with the

consent form and the questionnaire in both langsidgethe selected teachers. The plain
language statement explained the research, thegeigf including the participants, the right
of the participants to decline or withdraw theimsent to participate at any point and the
strict protocol of anonymity and confidentiality be followed for the data. The consent form
again included the statement on the voluntary eatirthe participation. The participants
were given the opportunity to ask any questionatirey to research and the contact of the
researcher was included in the plain languagemstie A mutual date for the collection of

the completed questionnaire was agreed with thécpgmnts and a plain envelope was
provided to every respondent to seal their questizas and hand over to the administration

office, from where these were collected by the aedeer.

Analysis of data: The analysis of data started with the translatbrresponses to three
guestions in questionnaires that were completetruiu languages. Two questions were
factual questions with responses of one or at thst tliree words; the other question was the
open-ended question. Then the data of all the mumstires was entered in the SPSS
programme and analysed for descriptive statisgads grovided the required data. The impact
of the teaching experience was analysed with omepleat test on every item of the
guestionnaire.
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The subsequent chapters present the analysis afgésierated through the three research
instruments at three phases of the research. Ghapteesents analysis of the data from the
interviews with the institution heads; chapter égemts data and its analysis from teachers
through the exploratory questionnaires and chaftedeals with the presentation and

exploration of the data from teachers gatheredugiistructured questionnaires.
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Chapter 5 Analysis of the interview data

This chapter presents the data and its analysieegat through semi-structured interviews
conducted with twenty (20) Principals/heads of ursdedy educational institutions. Focus of
the interviews was an exploration of the views arpleriences of the principals regarding the
implementation of the change initiative. To expltrese views and experiences, a number of
major themes were identified from the literatureiees and set out in the interview schedule

(see appendix 3). These themes included:

the conception of the initiative

the impact of the change initiative especially @achers and students

challenges faced in the implementation process

strategies evolved to implement the change invigadind to overcome the challenges

suggestions to make this particular reform woritdseand

YV V. V V V V

proposals about how a similar reform in the systemld be taken forward in the

future

The interviews were semi-structured, thereforesehthemes were sometimes explicit in the
guestions asked during the interviews, but in soases these themes emerged as part of the
narratives across the responses. Each interviewtaysesl, transcribed and translated into
English with the exception of one when the intemge did not want to be recorded. In this
case, written notes were taken. In keeping withinkerpretive design of the research and the
qualitative nature of the data, mode of data amalygferred through the views of the
participants was also qualitative to understandptioeess of educational change management
in Pakistan. This analysis would also shape the pkase of data collection. In accordance
with these purposes of the data analysis, the psoakanalysis was built upon the techniques
of traditional content analysis and the groundemiti approach.

The analysis started with the repeated readingiseofranscripts to get an overall sense of the
data, to be categorized subsequently into diffetkames. The categorization of data was
carried out as proposed by Charmaz (2006 as cytd&hpman, 2008, p 543) in two phases of
‘open coding’ and ‘selective or focused coding’rsHy, the transcripts were read and every

part of the text was coded by the concept beingaged with and so there were no
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predetermined categories. The next step was totHistcodes and to scrutinize on the

meanings of these codes and their relevance foregearch. As a result, some of the codes,
which were similar in meaning, were combined anmheaodes not relevant to the research
for example, comments on madrassa education aneleh@nt of extremism in the society,

were discarded. The selected codes became theodatedo organize the data. It was

‘reassembling the data by searching for connectibesveen the categories that have
emerged out of the coding’ (Bryman, 2008, p 543)e Temergent categories were then
grouped around the themes explored through thevietes.

In practice, this process of coding, re-codingegatizing and grouping the categories into
themes was inductive as codes and categories hadgedhfrom the data. This was an
iterative process especially at the focused coditagje when data was read and re-read
through which codes emerged and these codes wergocaed. Therdata was organized
from across the whole set of scripts under thesadar categories. The allocated identity of
the respondent in the form of a specific number dgery respondent (denoted as R1,
R2...R20) was retained. There was a challengeganise similar issues, which had emerged
across the categories. To retain a true represemtat the data as it emerged, similar issues
have been included in different categories. Thei®me repetition but it is important to give
a clear representation of the emerging categosesedl as an indication of the core issues,
which were reflected throughout the interviews. eAftthe data was organised under
categories within the overarching themes, the smiost of every respondent’s view was
further analysed to present the evolving issues)fevery category. A comprehensive and

representative summary of all evolving issues vaglbped for each category.

This chapter presents the data analysis in the @drthese summaries along with illustrative
guotes with allocated identifier from the data. Bticture of this presentation is sequenced
thus: the statement of the overarching theme, thergent categories in every theme and
then summary of issues within each category. Withensummaries for different categories,
relevant research literature has also been drawto darther the analysis. This is partly to
examine critically the analysis and partly becatgeintended that the next instrument of the
research (an exploratory questionnaire for teaghweitsbe developed from findings of this
first phase of the study and from the relevantaedeliterature. Some issues have already
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been identified in the literature review chaptespecially in chapter 2 regarding educational
change management and the role of teachers. Widemking comprehensive support from
the literature to support every category and igsuerging in the interview data, the relevant
research literature has been referred to extensieel the categories identified from the
earlier literature survey. The following sectiorfstioe chapter discuss these themes and the

related data in detail.

5.1  The conception of the initiative to change

Respondents talked about their conception of chamigen they were asked about their
experience of the change initiative but they alsptkcoming back to it in their responses to
other questions as well. Although every respondact an individualised experience of the
change initiative through the interplay of theirrgmnal experience with this particular
change, previous experiences in the system, andttioeights and beliefs about education in
general and issues related to pedagogy, achieveandnmprovement in particular, they had
some common ideas. This is partly because theerexpces were rooted in the same system,
context and the reform process. A strong indicatiorerged in most of the responses that the
initiative was a good idea and within this, thererevsome associated clusters of ideas. The

table below illustrates the categories of issuekthair strength in the data:

Table 5.1Categories in the conception of the change initiate

Category No of scripts evident in

Perception that initiative was good 16

Tensions related to implementation and resistance| 2 1

Issues around pedagogy and examination 11

Public profile 2

Respondents mostly expressed positive attitudearttssthe change initiative as 16 out of 20
respondents used words likgobd’ ‘positive’ ‘healthy’ ‘better'to describe the reform and

they further substantiated this optimistic viewtleir explanations. They touched on a wide
range of ideas encompassing the need and posiiweption of this change and the
anticipated improvement in pedagogy and studemntileg, or the indication of progress. The

reasons given included:
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there wasneed for this changg’R1)

it was‘welcomed by the teacher@R11)

its ‘content and material is goodR4)

it has improved student learnindR8)

it has‘supported good studentéR7)

it has boosted student achievement (R12)

it is ‘positive and right system to encourage indepenskeialy’ (R20)
it has‘enhanced visionand‘brought clarity’ (R17)

YV V.V V V V V V VY

it is an indication of progress (R19)

Some respondents commented on the significanceh@fchange. However, for some
respondents, not withstanding these claims, themre wome associated problems as well. In
elaborating on these problems, the issues of popleimentation and capacity to manage the
change were discussed. Therefore, even if changeeived well, there is no guarantee that
it would be implemented successfully and resultha intended outcomes being achieved
because of the gaps between policy and practicgpkiHe, 1994). When respondents
mentioned the problems, the most commonly cited overe related to:

Poor implementation process

Understanding and capacity for change among thé&emmgnters
Significance of the change

Practicality of the change in terms of its feadipil

Persistence in use of obsolete teaching methods
Disadvantages for schools in far flung areas

YV V. V V V V V

Disadvantageous position of weaker students in eoisgn to more able
students

» Disadvantageous position of institutions with ngpenence of teaching and
learning for O and A levels in comparison to ingtdns with this experience

Poor implementation of the reforms was thoughta@lmajor issue undermining the possible
impact of the change initiative and seven of thepoadents were quite explicit in stating
that: ‘The entire problem has occurred due to ‘wrong iempéntation’ (a faulty
implementation proces®therwise it is a good initiative(R 4). Hopkins (1994, p 74) has
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termed this situation as ‘the reality of changebaposed to ‘the rhetoric of change’. This is
the case with many of the educational change inéia which according to Hargreaves and
Hopkins (2005, p 9)

are rarely thought through in advance, systemd#icadlanned, and
implemented, then tested and evaluated before widssemination.
Commonly, what seem to be good ideas are adopttially implemented

and poorly evaluated, until interest dwindles andther idea comes along.

Four respondents also aired another concern, wiveeh about the understanding of the
reform and capacity of change managers, who woeldequired to implement the reforms.

Although it was acknowledged by the principals tihat proposed reforms had focused on the
enhancement of student understanding, there wascaiped lack of understanding about the
real aims and objectives, procedures and taske tandertaken to bring about the required
change. Those whose task was to implement themef@nd here this included those in

teaching roles and those concerned with the exdimmateachers and especially paper
setters and paper markers were focused and tlokiofaunderstanding was seen as limiting
the benefits of the change programme. This lacknoferstanding tempered the capacity to
manage the change on the part of head teachleeswill was not stronger and capacity to

manage the change was missi(ig5).

Two of the interviewees were negative about thaiggance of the change though they
thought the reformed system better and more pesi@®ne of them was of the view that the
change that had been introduced was quite insogmftiand did not address areas where
change was actually needed. These ideas compdreheitconception of first order change
by Cuban, (1990), when the change initiatives airaftect practices and activities but do not
deal with aspects that are more fundamental. Wthiée other respondent expressed that
change in the syllabus was not significant but geam the examination system was an
important step: ‘From our stand point whenever changes are inta&tl, these are quite

insignificant’ (R7) ‘there is not much change ir thyllabus’ (R15).
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Some respondents were concerned about the préagtiodlthe change programme. They

expressed their misgivings about the situationhenground and their concerns included the
lack of skills/'understanding on the part of teash@nd students as well as more
organisational issues: extra large class sizetdohtierm time and the scarcity of resources all
of which made the change hard to achieve. Thisastn illustrates neglect at the pre-

implementation stage of the change process (Fulla®l) or the ‘beginnings’ stage (Carnall,

1999) to carry out a thorough and effective accauristrategic analysis’ about the crucial

components of environment, internal resources aitdre and values of the schools (Fidler,

2004).

Five respondents also raised the issue of theraoedi usage of old methods in teaching, the
syllabus design and in the examination system (papting and marking), which may be
part of the ‘denial stage’ of the reaction to chemghen people try to maintain their present
situation (Carnall, 2007). They were of the vievatthhe change programme cannot be
successful if teaching and assessment are not eddaaggordingly. Without the adoption of
new and suitable methods, the change programmenemaly partially implementedThe
pattern of examination which we have adopted isasgqtly good, as we are going for
objective type questions but we have old methodsaamnstill use them. When this pattern is
based on cramming, it is not beneficial for stude(®R12).

Six respondents mentioned the issue of disadvaowsgposition of academically weaker
students in comparison to the position of more abldents in the new system. Some of them
just stated it as a fact of the situation whileepghpicked it up as a source of tension, which
will limit the potential of this change initiativéccording to the respondents, as the difficulty
level of the syllabus and examination papers hasased and the conceptual and analytical
approach is encouraged, so only academically bstigtents can excel. Therefore, the
disadvantage for weaker students has become moneymced: We havenew system which

is positive for good studentdR7).

The disadvantageous position of institutions with previous experience of teaching and
learning for O and A levels in comparison to ingtdns with this experience also came up in
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the interviews with two heads of the institutiomdsccording to them and many other
respondents, the model of O and A levels has belmpted as part of the change in
curriculum and examination system. Some of thetutgins in Pakistan have affiliation with
Cambridge and London universities for external exation along with the local
examination boards, and so they give the optiosttaents to study in either of the two
systems and then take the respective external estion. These institutions have a system
already in place where they have teachers who raieetl to teach according to the
requirements of the A levels system and they carkwath their students accordingly
especially in relation to more progressive teacheagning processes. It is easier for these
schools to adapt to the present change programma&ube they have a preparation and
understanding: Ih this change those institutions which were alyetghching O levels are at
advantage. But the institutions without this systemfacing difficulties as the managers as

well as teachers are not trained for this systéR19).

Some of the respondents articulated their conceptiochange in terms of its relation to
pedagogical issues. These issues were mainly divitk® two categories, one relating to
student learning and the other to the change irexaenination system, which has been seen
as a highly significant influence on the teachimgl éearning process. Student learning was
discussed from two standpoints, firstly what wagureed in the reformed curriculum and
secondly, what was necessitated by the changefi@nexamination system. Teachers’
reaction to a change initiative is linked with thperception about the beneficial impact of
the reform for them and for student learning (Waagkl Ketusiri, 2009). The respondents
perceived that the change programme had promotedeptual development and reduced
rote learning among students:is conceptual and the rote learning has beeeaited’(R9)
and ‘prior to this, students used to cram but now thewudy’ (R8). This conceptual
development is supported by thorough study andldpreent of the critical and analytical
perspectives. Rote learning is perceived by thenmgwees to be an attribute of the old

system, which constricted the conceptual developwiethe students:

> ‘It is a transition from rote learning to innovagvand creative learning which is a
very healthy changgR10).

> ‘Now the approach is analytical and critical and naeptual studies have been
encouraget(R20).
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> ‘Now one cannot do selective study and one ha® tihigpugh each and every thing’
(R11).

The examination and assessment system was alsaimg theme with some respondents
emphasizing the fundamental changes to the exaimnaystem, which had in turn
necessitated changes in the approach to teachiideanmning. The reasons cited for the
profound influence of the examination system wée gignificance of examination results
for the future studies and careers of students fandhe accountability of teachers and
institutions.'As we are examination oriented and we are aimihgaod examination results
so we do as best as we cgR 7) and‘Our curriculum, teaching and learning all are
examination oriented. When teachers are teachingy have examination questions at the
back of their minds so they teach accordingiR20). One respondent went to the length of
suggesting that improvement in the quality of etiocahas been planned to take effect
through an improvement of the quality of assessnretite examination.The thrust of the
change was to improve the quality of educationmgroving the quality of assessment and
evaluation.’(R5). Thus, the change in the examination wadderage for change in other
aspects particularly teaching and learning: ‘whgsessment may well steer learning, this can
have positive consequences in terms of enhancedingal learning’ (Norman et al 2010,
pp 496).

The issue of the public profile of the change atitie was raised with some concerns about
the over emphasis of its significance and polidtan. This was a minor theme referred by
one responderiActually there is much fanfare about change antbakchange was quite

insignificant’ (R5).

In short, the emergent ideas in this section aee dherall positivity about the reform
initiative, the impact of reform on promoting coptgal learning and teaching and
assessment. There were issues related to faultyementation, feasibility, lack of
understanding and capacity among the implemenégarding this change programme and
the issue of a continued use of previous methodganhing and assessment. There were
concerns about the structural disadvantages imdftemed system for academically weak
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students, geographically far off institutions andthe institutions with no system in place for
O/A level teaching. Those seen to be in advantagygmsition were the able students,
centrally located urban institutions and institnowith an already functional O/A level
system respectively. This gives us a sense thaiosdieads have positive image of the
purpose, content and intentions of the reformatiite especially with relation to its impact
on the development of conceptual and analyticahlag and teaching and on the assessment
to drive the change in pedagogy. At the same tthexe have been identified some structural
and practical problems, which have been consideextbus and damaging for the real

potential of the reform by the principals.

5.2 Impact on teachers

Teachers are the real enactors of educational ehainpe grass root level in the classroom in
teaching and learning process. Change happensgthrthis role of the teachers: the
formulation of policy alone cannot regulate whappens at the classroom level (Dalin, 1993;
Hargreaves, 1994; Vongalis-Macrow, 2007). Thus,itgact of a particular programme of
change on teachers is an important aspect of thegeaent of educational change. This
impact can be seen from different dimensions mgjgtio how teachers react to the change and
what challenges they face in accepting, intermaisind implementing the changes set out in
the programme. Given the significance of the rdleesachers (Day, 2002; Hargreaves, 1997,
Hargreaves and Evans, 1997; Hargreaves, 2004; Gopd®97; Fullan, 2001; Kirk and
Macdonald, 2010; Fullan and Levin, 2009; WendellD®), the perceptions of institutional
heads were sought on the impact of the change amhé¢es. This enquiry led to a range of

responses, which converged around the followinggmaies:

Table 5.2Categories indicating the impact of the change initive on teachers

Category No of scripts evident in
Initial reaction of teachers 11

Demands on teachers in the new system 10

Constraints for teachers 8

Benefits or positive aspects for teachers 12
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The initial reaction to change is usually confusamd strain as ‘change creates stress and
strain’ (Carnall, 1999, p 13) partly because pe@kereluctant to part with the known and
familiar (Deal, 2007) which is ‘attractive and resasng’ for its ‘stability and continuity’
(Oliver, 1996. p 3), therefore, ‘resistance is natulLumby, 1998, p 195). The principals
described the initial reaction of teachers to thenge programme asdt happy’,
‘apprehensive’, confused’, ‘reluctant’, ‘not clear’disturbed’ and ‘grieved’. This though,
was the initial reaction, the subsequent acceptamcke involvement of the teachers was
confirmed by the respondents. The perceptionseptincipals seem to indicate that teachers
moved from the initial denial and defence stageCafnall’'s (2007) model of how people
experience change and had entered into the phassttofg aside the past and entering into
the adaption stage. This focuses on the initiattrea. Other aspects of the impact on
teachers related to issues concerning new expatsatipossible constraints and then

perceived benefits to teachers.

Change refocuses and alters goals, roles, strsctorecesses and the institutional culture (all
or many of these) so it creates a different sefesiands on the people working in a changing
system. Therefore, when principals elaborated enirtipact of change on teachers, the new
demands created by the system on teachers evidentgrged as a focal issue. These
accounts alluded to the demand to adopt a new agiprim teaching principles and practices,
which were essentially different from the existipginciples and practices. This new
approach included the dimensions of concept tegchthe development of critical
perspectives and examination focused teaching. €hanged practice demanded more
preparation and reliance on supportive resourgeslibbrary or internet resources, which in
turn added to the workload of teachers. The mastnconly stated demand on teachers was
the added workloatthe workload of teachers has increas€®&9). Teaching, paper setting
and marking had become more time consuming andregjnew practices from teachers:
‘Teachers have to clarify the concept, give critiparspective and focus on objective type

examination questiongR20).

The description of the demands created by the éha&axtended to the constraints, which
hampered teachers in meeting these demands. Respsndentified different factors, which
posed challenge to the teachers in the processopttiag the spirit of the change and seeking
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to achieve the objectives of the reform. These ttamés included organizational issues as

well as issues related to the position of the teexh

Time surfaced as the main constraint including libéhteaching time available in the session
and the time available for teachers to prepare $edras for the change programme.
Respondents thought that the time was not suffigently because the conceptual teaching
needed to be supported by a variety of resourcdsitawas not possible to organize and
become familiar with these in the session time @sfig when class size was extra large. The

other constraining factors identified by the prpads in relation to teachers included:

» The significance of examination results: Teacheesewconstrained because their
evaluation was based on the performance of thatesits in the examination:
‘teachers are also bound by the fact that theyewraluated on the performance of
their students(R7). Therefore, examination regulated/directextiéng was seen
by the principals as taking priority.

» Non-availability of clear instructions about chasge the curriculum was a
challenge, which added to the confusion of teach&hey are in a state of
confusion. There are no clear-cut instruction@R11). The lack of clear
instructions also resulted in the continued useldf methods of teachingSo
some teachers are using the same old methods andxihected results are not
being achieved and there is disappointméRtL1).

» Lack of compatibility between teachers’ existinglarstanding and skills and the
new syllabus: The fact that teachers themselvesshatied in a different system
and they had been trained for and had worked ih ¢lgatem. For the new
approaches in teaching, they not only feel deskibat their contribution in the
traditional teaching is also destabilizeld.the teacher studied thirty teachers ago
and has never been trained or oriented and yougorma high level syllabus,
then you incapacitate the teacher for traditionabt¢hing he had been doing’
(R12).

» Another constraining factor is the compulsion omacteers to accept change
without any flexibility to adapt the imposed praets in accordance with situation
on the ground. Therefore, if the context in thessfaom conflicts with the agenda
of change, teachers cannot adapt it to create aH#& system is centralised and
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works on the top down approach, which requiresituigins and teachers to
comply with the orders and change coming down @mtiWe are not asked to
comment rather we are not supposed to do so. We tmavollow the change

programme and tell teachers how to do(R9).

During the discussion on the demands and constramtteachers, some ideas on providing
support for teachers also emerged including deeceagorkload, training, peer support,
resources, increased incentives and motivationtlmgpstrategies. These views on demands,
constraints and the required support were, howestdt, interspersed with some of the
benefits of the initiative for teachers. These pesisigns matched with other comments of
the principals made about the change being welcolnyeteachers or their acceptance of
change after initial confusion and disturbance #mel adoption of the change agenda.
Principals saw that this change had brought mamefite for the teachers’ personal and
professional development. On the personal side,cttenge has accrued the benefits of
satisfaction derived from the new experiences, glespects of remaining mentally alert,
focused, inquisitive and of ongoing development. tB& professional front, principals felt
that teachers had been up dated and there waspaoviement in skills and knowledge along

with an enhanced experience of teaching: Thushead teacher summed it up as follows

The new system is an opportunity for the teachbad they can upgrade
themselves by teaching new things. They can overcibva boredom of
teaching the same things over a number of yearat iBhwhy this new system
is very good for the personal development of tlaehers. Teacher remains

mentally alert, tries to find out and prepares teeture(R14).

The views of principals about the impact of thengeprogramme on teachers referred to the
issues of teachers’ initial confusion and appreloeissbut later acceptance of the reform.
Principals also indicated that the reform had iaseel the workload for teachers and they
were required to adopt a more progressive apprivatgaching. This issue was linked to the
time pressure on teachers. Lack of information aachmunication were also quoted as
challenges for teachers, which added to their afuand inability to change their methods
of teaching especially in the situation where thees a gap in their existing training and
skills and those required in the reformed systehe iBsue of the denied professional agency
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of teachers to adapt the curriculum to their lovaéds was also raised. Along with these
challenges, there were balancing views about thmrbygnities for teachers to update their
knowledge and pedagogical skill and for profesdioleaelopment with enhanced scope for
new teaching approaches. This section of dataddedasignificance in the research as it will

be used to generate possible themes and idedsefexploratory questionnaire for teachers.

5.3 Impact on students

Given the pivotal position of students, their leagnand achievement in the whole education
system, the impact of the change programme on steideas also probed with the

institutional heads. Change initiatives in educatiudtimately focus on students and seek to
secure an improvement in their learning and attammWhen respondents were invited to

reflect upon the impact of the change initiativetbe learning and achievement of students,
they dealt with this from different standpointsnAmber of themes emerged and these varied
perspectives were grouped into clusters of idedwesd categories and the number of

responses that emerged from data are given below:

Table 5.3Categories indicating the impact of the change initive on students

Category No of scripts evident in
Reaction of students 6

Demands on students 7

Benefits for students 8

Tensions 10

Demographic factors 4

In describing the reaction of the students, thepaedents mentioned their initial difficulty in
adjusting to the new system. This is a commonlyeolesd phenomenon with any change
initiative (Carnall, 1999; Lumby, 1998) and can sauifficulty for students to perform.
Some responses linked the reaction of studentsetaititude of teachers towards the change
initiative. ‘Students take the new thing as the teachers takeistmainly teachers’ attitude

and how they implement and convey a thing thatersit(R14). One respondent noted the
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non-acceptance of change by studer@tudents have not accepted this change and reason i
that they are not ready to understan@9) while some others stated that students were
comfortable with the new system and had adjustdd v@&udents are comfortable with the
changed systemR18). There was no consensual point of convergeon the issue of
students’ reaction to change. A number of respaisdénked this issue of the students’
reaction with the ability level, geographic and agmaphic location of the students. Thus in
their view, change was received well by pupils witigh ability level and further, the
initiative did not pose much problem for studemismajor cities, in elite institutions and
belonging to educated, well-off familiess60d students were very happy with this as there
were more prospects for them. They had better @saad they could excel the students of

lesser ability’(R5).

In analysing the impact of change on the studeatpondents described quite clearly, what
the new demands on the students were now. The imiact for students was seen as their
changed role as a learner related to the changedagogy. Different pedagogic issues made

demands on pupils particularly:

» Achieving a comprehensive understanding of thearant
» Achieving clarity of concepts
» Developing critical and analytical perspectives

> Developing greater creativity

As one principal commentedNow the concepts and thinking of students are tdditer
developed and they have to see things criticalB20). These new learning targets and
outcomes demanded a different learning style oragmgh from the students goindrdm a
limited approach, they have been taken to a deapproach’ (R10). Here there was a vast
increase in content of learning and the applicabbthis material in the examination. The
establishment of the initiative required certaijuatiments and a new habit formation on the

part of pupils.
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Principals also described what they saw as somairendenefits of this initiative for
students. The changed pedagogical demands anéwhkarning approaches were perceived

to offer some benefits to students including:

Improved concept development
Intelligence testing and higher attainment
Critical understanding

Improved thinking ability

YV V V VYV VY

Better opportunities for good students to excel

These benefits were summed up typically as folloWdhas a positive effect as the thinking
ability and concepts of students have improved. Nimdents have a critical understanding
of the topics(R20).

The view that there had been benefits to studeats wot universal as a number of factors
were noted by the respondents as sources of tengfoch limited the potential benefits of
the change programme for students. Tensions wkxtedeto gaps in the existing ability level
of students and the ability level demanded in @ system. Some principals also saw a gap
between the training provided to students in thojulevels and skills needed now at the
higher secondary level because of these reformeselgaps were mentioned by a majority of
respondents and they were concerned about the tabrtrpduction of change at the
secondary and higher secondary level of educatidghout considering the gaps in the
orientation, training, skills and ability level tie students. The principals were of the view
that the reform programme should have been intrediut the junior levels and gradually
brought through to the senior levels so that sttgdamould be better prepared for the new

demands at this level.

Another source of tension pointed out by the intawees was the grades oriented system and
examination focused learning which had not changethe new system but was, in their
view, strengthened by it. The principals were comed about the over emphasis on the
grades of the public examination, which had limited learning of studentsour system is
not talent oriented rather it is grades orientechefefore, the focus of students as well as
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teachers is to gain good marks and grades(13). A reduced chance of improvement and
achievement for weaker students was also a conoérsome respondents. Specific
demographics were cited by four principals as acaf tension. These demographic factors
are what students bring with them and so are beyleactontrol of the institutions but they
have an effect on the learning and achievemenhefstudents. The factors mentioned by
participants were low socio-economic backgroundhlrbackground and uneducated parents.
The impact of these factors particularly where ¢hgas the missing familial and background
support, could make it difficult for some studetdsadjust to, adopt and perform in the new
system: Most of the parents are not educated as we havdrehi from villages and lower

SOCI0O economic groups so their support is mis¢R@).

The views of the principals related to the impattthee change programme on students
covered the issues of demands, challenges anditsefaf student. There were differing
views on the acceptance of the change initiativestogents and it was noted positively for
students with better academic and socioeconomikgoagnds and also for those studying in
major cities. It was stated that the change denthadeonceptual and analytical approach to
learning, which was considered beneficial for stugeAt the same time, this new approach
was challenging for students due to of the gaghkeir present ability level, the training from
the junior levels of education and the examinatamused learning.

5.4 Institutional strategy to implement the change

Institutional heads were also asked to outlinerthigategy to implement the change initiative
in their respective institutions and how they halkkh the change forward was then explored.
This was an important aspect to cover because #magement of change at the institutional
level has to be beyond the development of poliares procedures and has to evolve personal
strategies as: ‘to respond to, and seek to infleghe impact of, structural and cultural
change: personal change as well as organisatibaalge’ (Bennett et al, 1992, p 2) is part of

the role of leader in managing change.
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The study of the personal strategies of the headsbitutions reflected their conception of
change, their personal leadership style and alsected the priorities in the system. Every
respondent described their individual strategy Hrese covered a variety of practices but
there were common elements across different regmedThese can be grouped into three
major categories relating to the main common faaigiven in the table 5.4 along with the

number of responses indicating them:

Table 5.4Categories indicating the institutional Strategy toimplement the change

Category No of scripts evident in
Strategy focusing on teachers 17
Strategy focusing on students 15
Strategy focusing on resource and support 8

The basic focus of all strategies was better pegmar for and adoption of change and for
steering the institutional processes and the pdopéehieve a better performance in the new
system. Therefore, these three categories reldteeteame end but through different means.
Within each category, there are a host of ideasaandmber of practices, which had been
adopted in different institutions. It is importaot make clear that these categories were not
mutually exclusive but were ‘mixed and matched’different heads as the means of taking
the change forward in their respective institutions

Responses relating to a teacher focused appreéetied to a number of practices through
which teachers were supported and trained to caftetie change. These respondents saw
teachers as being of pivotal significance in thecpss of change management and tried to
ensure improvement in student learning by nurtueing capturing the potential of teachers
as a key issue identified in the research liteeatig well (Oliver, 1996; Bush, 2008; Busher,
2006; Torres, 2000). The heads, who were incliradlatds a teacher focused strategy,
referred to a number of practices relating to trejnguidance, mentoring, peer support, the
provision of resource, and coordination of progressong colleagues and enhanced

communication with the teachergréguent meetings among the staff were organizeébato
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they could share their ideas and coordinate thelémentation’ (R1). Some of these

commonly cited practices were:

» Frequent meetings with and among the staff to sideas and to coordinate
progress

Internal training and workshops

Peer support

Group activities

Model lectures by senior members of staff

Observation of classes by experienced teacherthendhe provision of feedback
Consultation of A levels books

Preparation of notes

Informal meetings among the teachers along witmé&meetings

Increased departmental coordination

YV V.V V V V V VYV V VY

Advance preparation with head of the departmentgréalict possible problems

and develop their solutions

A\

Promaotion of reflection among teachers

A\

Strategies to improve motivation and morale

» Enhanced and targeted communication with teachmstdhe positive aspects of
the change in order to create acceptance for thiegeh

» Communication with teachers on their role in acimguhe success of the change

and expectations on them

Thus typical responses wer&o through observation and model lectures we agegh
internal training for our teachers(R11) and Our strategy is that we first of all involve the
teachers’(R14). These practices were used across diffenstitutions with varying degrees
of emphasis on different practices but the focus arateacher development and the strategy
revolved around equipping them through better pagmm and development of
understanding, knowledge and skills so they canremddand take forward the change

initiative.

As the whole education system converges on theitegaof the students, they obviously are
affected by any initiative to bring change in thdueation system. In the change initiative
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under study, students were directly targeted thmooanges in the curriculum and the
examination system so some of the heads of instisitoutlined a course of action in their
strategy, which focused on students as well. Héwe,emphasis was on those practices to
involve students and to prepare them to adopt Hanges introduced and to develop the

understanding and skills required in the changgnarmame.

Some common patterns in the approaches used witlerss, which emerged in discussions
related to more practice on new tasks, targetedinig frequent testing and feedback, extra
support for studies, enhancing motivation and segkblistic developmentMore tests have
to be prepared for the students’ practice. Studshtauld solve the papers and then teachers
can judge what they had asked in the question dmat the student has replie€R9). Some

of the practices focusing on students cited by séacluded:

Involvement in notes making
Motivational strategies to encourage studentsdd raore
Practice through internal examinations

Training on specific aspects of curriculum

Y V. V V V

Exchange of question papers with other institutibmsgive more practice to
students

Frequent tests

Increased feedback

Extra coaching after school time

Identification and working with students needingra>support

Promotion and encouragement for independent legirnin

Development of critical thinking and conceptualfeag

YV V. V V V V V

Development of personal skills

The third category in the responses of the heacheza related to strategies focused on
resourcing and provision of additional support thie implementation of the change

initiative. The support in the form of resource eratls, resource persons, guidance,
information and improved communication among staftl between staff and management
can prove to be facilitative in times of transitiand implementation of change. Indeed Obara
and Sloan (2009, p 363) stressed thatithout considerable attention to resources and
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training, the greater the change, the more likely that there will be conflicts and failure in
the implementation of new policiesThe ideas found in this cluster referred to défe
practices of the heads of the institutions, whickravin keeping with their personal
preferences and priorities as well as the cultund sequirements of their respective
institutions. Some heads concentrated on upgrattiaglibraries with relevant books and
materials to be used by teachers and studentspiva their understanding and performance
in the new systemWe devised the strategy that we have to have nowkshn the library.
(R3). A few respondents provided resources in baps of the collection of question papers
from other institutions so that they could provitheir students with more practice on the
examination questions. Some other respondents omeati preparing some teachers as
resource persons for other teachers through sesnamal workshops arranged by the Federal
Board of Intermediate and Secondary Education demothat When these teachers came
back from training they trained their colleague@R19). Two respondents referred to
arranging expert professional help to guide teachepaper setting and some reported help
from paper markers to provide guidance to teachersiarking and students in solving
guestion on their examination papers. Another soofcsupport sought by five respondents
was from either their respective central board her Federal Board of Intermediate and
Secondary Education with which they increased tl®mmunication to get guidance,
clarifications of specific issues or training ftwetr staff. Thus, one respondent indicated that:
‘We sought help and guidance from the Federal Bo&RiL0).

In short, principals indicated a number of stratedgp prepare and develop the understanding
and skills among the teachers and students. Tlagegtes for teachers included focused
training, consultation, increased communication agndhe staff, motivation building,
support with teaching through peer support, teagmates, model lectures, feedback and
group activities. The students were supported viotused teaching to prepare them for
assessment and to develop critical thinking, fraguesting with feedback, motivation
enhancement, extra support and more involvememtisoussions and notes making. The
resource enhancement strategies focused provisibaoks, teaching notes, question papers
for student practice, resource persons training seeking more resource and training from

central offices.
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5.5 Problems faced when implementing the changeitiiative

A number of issues emerged around the theme rgladithe problems faced by institutions
in the process of implementation of the changeaiive as school principals have a strategic
position to influence and reflect on the change aga@ment process (Pettit and Hind, 1992;
Kinsler and Gamble, 2001; Harris and Lambert, 2008)s theme concerning the problems
faced in the implementation within and beyond itnstons recurred across a number of
guestions. A wide range of problems were reiterdtgdhe respondents in their responses
relating to questions about their experiences,rtigact of the change initiative on teachers
and students, their suggestions for improvement el problems they faced at the
institutional level. Here the scope of this themeéemed beyond the institutions to include
problems related to planning and policymaking psscas well as questions of political will
and the sustainability of change. These varioublpms have been grouped in their relation

to the major emergent issues, as set out below:

Table 5.5Categories indicating problems faced to implementte change initiative

Category No of scripts evident in
Gaps in the change process 14

Teachers 10

School leaders 5

Pedagogy and examinations 13

Planning and policy making 18

Political unpredictability 7

Resources and support 9

The issue of gaps in relation to a number of dinwss was quite pronounced in the
responses of interviewees and it was identified sgbstantial factor hindering the successful
implementation of this change initiative. These gyapere perceived to be found in
curriculum with reference to the materials, timequirements, level, teaching methods,
examination system and presentation of curriculummlanning and policy with reference to
inclusion, consistency, communication and impleragom strategy; and in implementation

with reference to its consistency, pace of chapbgsical facilities and coordination.
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With regard to the curriculum, respondents idesifa mismatch between the requirements
of curriculum at different levels of education suak Primary, Secondary and Higher
Education levels and felt that one level was neppring students for the next. The change in
curriculum at secondary and higher secondary levat neither in keeping with the
curriculum at the junior classes nor it was prapastudents for the academic requirements
of the higher levels. These gaps can be illustréedhe following example:There is a
problem at the graduation level as students areimgractice to write answers of such long
guestions’(R3). There was also the question related todtel lof the curriculum with some
principals indicating that the curriculum did notatth the age level of the students
sometimes it was too advanced and sometimes nainadd enough to match the students’
needs. In the view of two principals, this happehedause the curriculum was not designed
by teachers. There were, in the principals’ viewscahtinuities between the examination
paper model and the content of the syllabus. Ogineblems seen by the respondents in
relation to the curriculum indicated the mismateftween teaching methods, the content and
the level of curriculum:Our problem is that syllabus is changed but theh&ay methods
remain the same. If methods in use are obsoletettiere is a mismatci{R11). It was also
mentioned that the content of the new curriculuns e®tensive and could not be covered in
the time available in the session and there waack bf coherence in presentation and
application of the conceptsfhe change is imposed without giving any thouglthédevel of
students. The syllabus designers give the quantihout considering that how much time is
available for that subject every week and how mitiicte will be required to cover that
content’(R9).

The planning and policy making process of the cbapggramme under study was also
perceived to have some issues especially with deggathe inclusion of stakeholders. The
various stakeholders in the system (principals &adhers) were not involved in planning
and designing of the reformed curriculum or thenaixation system. This, in the view of the
principals, was carried out by non-experts and [genpt working in the field. Another issue
related to the stability of the change was its p#oe pace of change was quite rapid which
caused confusion and the loss of trust among thkekblders. There were flaws in
communication processes. There was no timely irdtion given to institutions to enable
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them prepare for the change nor were the changeshanmplications of these conveyed to
different people who had a major role to play ia fall implementation of this change such
as paper setters and markehen some change is planned full information iscootveyed.
We are not involved in the planning of a change.jW8eget written orders that this change
has been mad€R17). There were issues then, in the view of thecppals, in the planning
process for the change initiative and in its impdetation strategy, which resulted in a

divergence between the intentions of planners atidres of implementers.

The principals made some observations concerniggess in the implementation of the
change programme. They thought that implementatieas interrupted due to the
inconsistency and the mismatch between the polrgmeters and the physical facilities on
the ground. They also felt there was a mismatcivdsen the planning and policy processes
and the context of the schools. Implementation fuather impeded on the account of the
fragmented coordination among different bodies i@ in the process of the
implementation. The vision of the policy makers is not correct seait is based on
borrowed work. They are confused people with nimwisThere is no proper communication

rather there is a gap(R2).

The issues related to teachers were the main amiceming up in number of places in the
interviews with the principals including discusssoon the impact of change on teachers, the
problems in implementation and particularly in sesfgpns for improvement. The heads of
institutions stated that absence of training fackers was a main hurdle in taking the change
programme forward at the institutional levéllhe teacher training was not enough or rather
very insignificant’(R9). As teachers were not involved in the planninglesigning of the
new system, this training was essential in ordat teachers understood this initiative.
However, the absence of any planned training adeat# only a communication gap, but

scepticism and lack of enthusiasm among teachers:

Teachers were not properly trained although thay mliake a slight effort to
put together some teachers and train them aboutniwe policy and new
change they were trying to bring about. But thaswaadequate. As there was
no training for teachers, so that is why their respe was scepticalR5)
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Even the opinion of teachers was not taken befutmiing the change or afterwards in the
form of feedback. The training could have covereths of these issues. The teaching of
concepts was required in the new system, whichavasw practice for teachers who were
previously teaching in a system based on rote ilegrbut no training was planned or
organised for teachersTéachers also faced many problems because theyneéngsed to
the teaching of concepts. Our teachers were notistomed to this neither they were given

any training for it' (R3).

Besides training, the other main factor hinderimg $uccessful implementation of the change
programme identified by interviewees was the nammivement of teachers in the process of
planning and policy formulation for the change. sTissue emerged as a major source of
concern for the heads of the institutions and ¢imsssion came under repeated criticism in
the interviews: Actually when change is planned, teachers are woisglted. Things are
decided on higher levels and then brought down.i@isly, in the field it is the teachers who
have to implement the change. It cannot be impleden teachers are not informed and
their feedback is not takeifR13). Another problem identified for teachers whaes fact that
their accountability rested largely on the examoratesults of their students, which had
shaped their teaching with a concentration on phegdheir students to develop techniques
to perform well in the examination. As the systeaswextbook based so teachers were also
driven to finish the syllabus and again focusedpoeparing students to answer typical
guestions in order to enable their students gedutfit the examinations wellThe new
system is marks and examination oriented so teacpeide students on the tricks to get
marks. Only exams are important so the focus [épare for exams. The accountability of
teachers is also for the GPA of their studefisl3).

Beyond training and pedagogic issues head teadatensfied, another problem was the lack

of any increase in pay despite the increase invttr&load of teachers.

So workload of teachers has increased but neitleenunerations for paper
setting nor payments for paper marking have beerseda This is a
discouraging point for teachers and they now do owit for paper setting or
marking duties(R20)
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The respondents identified three main problemgHeir role as school leaders: firstly, they
were not involved in devising the new system; sdbgnthey were not made part of the
planning process for the implementation policytsgg though it was directly related to
them; thirdly, there was no communication of vitaformation, which could help them

provide guidance for staff in their institutions.

They have not involved any of our teachers or s in the change. When
you are planning, you need to involve all conceraed spend time on it.
Involvement is crucial. A teacher can understare ¢lassroom situation and
an administrator can handle it in a proper way as\t face the real situation.
(R4)

and Heads of the institutions were not part of the @plimaking or planning the
implementation. Their role in the implementationgess is very important but they were not

consulted and change was not properly communidatégem.’(R5)

The respondents quite extensively deliberated upmswuies relating to pedagogy and
examination. They thought that cramming was stlitf the system because examination
guestions were still textbook based with an addaiodrawback that in the new system
students had to cram books for fewer markiaw it is more problematic. In the past student
knew that if he would cram the whole book, he gait 75 marks but now it is for just 25
marks. In my opinion it has worsened the situati(R13). The incapacity of students to
express their conceptual understanding and thedéeictivity based teaching and learning
was a concern.The new examination system by the board was plaonetthis notion of
concept building but the problem is that in ourleges 90% students are those who cannot

express themselves in EngligR6).

The other problem noted by interviewees was therawgking importance given to
examination results and grades, which had restritaching and learning process based on
textbooks which in turn concertedly focussed ongkamination: We have no time to focus
on the curriculum as we are preparing studentsth@ examination(R7). There were also
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problems with the examination system as well bezaumslerpinning principles of the change
initiative were not communicated to the paper setéad they were not trained in the new
requirements. In addition, sufficient time was goten for paper setting to meet the changes.
There was no coordination between paper settingraréting. When it went to paper setters
there was gap in the implementation. So there wasady or mechanism to transfer this

change to the actual paper settefRb5).

Problems related to planning and policymaking werarticularly intensive in the
implementation process. Many respondents thought there was confusion in the
policymaking process and there were no clear abgstor vision. Instead, there were

contradictions between the objectives:

Our policy is not consistent. First, we should beac about the objectives
what we want to achieve. There are dichotomies un lmasic objectives.
Objectives are something else and we demand sorgegtse. The changes,

which have been introduced, are abrujt16)

In the views of the interviewees, the policy wad far sighted; it was adopted in a
fragmented way and with no follow up or strong catnment by the policy makers. Another
aspect of policy of deep concern to the principa#s the inconsistency in approach and
frequent changes in direction because of changakanpolitical sphere. Principals also
pointed out that no thorough planning was done rtici@ate possible resistance and to
develop strategy to overcome any resistance. Torerethe whole implementation strategy
was ill planned with no time scheduling or stagpdraach. Wendell (2009) describes this as
a disregard of the possible reaction of peoplectgfkby change and the existing cultural and
classroom realities. In the view of the principdlse situation was worsened because of a
lack of communication with all stakeholders, probétic procedures, slow bureaucratic
processes and the partial implementation by onb/ eramination board even though it was
planned to be adopted all over the country. Thac#pto manage the change was not given
serious thought in the planning process so the ldereent of required capacity was not
proposed in the policy. There was a lack of a sehsesponsibility in the policy makers and
planners of the change programme and they hadccedsted a misplaced focus on grades and
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marks. The annual evaluation system was also isgticand cited as a problem for the
implementation of change. The exclusion of educalionstitutions from the Ministry of
Education Curriculum Wing and lack of coordinatemd communication between them was
mentioned by a respondent as a flaw, which hampeesanplementation. Many respondents
thought that overall the changed system was an ritegpavork not grounded in the local
reality and not suitable to existing processesyireqents and culture. The process, in the
view of the respondents, needed more groundinaridcal context. These ideas came from
the connection of the change in curriculum alonthvexamination system borrowed from

‘A’ levels system of studies and examination.

So they do not consider physical facilities, contxd ground realities and
give the policies. Unfortunately, change is padilig motivated to oblige a
group of people like writers or publishers. We madsra effort to teach
according to one pattern throughout the year. Weettgp a mind frame of
students to follow the pattern but it is changeé tiext year. Therefore,
students need to be trained on a new thing fornet year. If a system is
imported it cannot work without adaptation to thecdl environment and
situation as processes, requirements and culture different for different
places.(R17)

These comments resonate with Wendell's (2009) swera employing the simplistic
approach by politicians who try to find quick fixés the educational issues by borrowing
‘change solutions, ‘off the shelf’ from educatioypsgems of other countries’ (p 44). They do
not regard the differences between the contextsliftérent institutions. This mismatch
between the local realities and the change eféstlts in confusion in the institutions where
heads pass on the orders to teachers who in tuto tmplement these changed practices in
the classrooms. This communication of change itheesensitive to the need to be flexible
in order to adjust to the local contexts nor isupported by the understanding of the goals
and aims of the change, so the implementationsis ahlikely to make headway into most

classrooms.
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Overlapping with problems in the planning and ppficocess was the issue of the ‘fickleness
of change’, the lack of consistencin short changes are sudden. There should be aaains
policy’ (R13). It was a deep concern and kept recurring throughbet interviews.
Respondents had problems with frequent shifts ilicygoad hoc and midsession change,
abrupt change at senior levels of education andesudimposition of change without giving
enough preparation time or creating a match witthenground reality:lh the beginning this
change was brought in suddenly. People were nanganough time as time should have
been given for preparatiofR15).

Along with the issues of planning and policy, threlgems related to resources and support
was also a focused concern of respondents. Theiresolike guidance books, internet or
extra material were perceived as being insufficigie topics in the new curriculum were
extensive and time was a scarce resource to prégatieis. The support or facilitation from

the higher offices in education was not available.

Related to the issues mentioned above, a few stsidelated problems were also mentioned
such as concerns that the changed curriculum wasrabevant to the mental level or
requirements of the students. Students’ confusias also perceived by the interviewees as a
problem and it was partly because teachers theese@bere not clear and partly because the
students themselves were not prepared for this aaviculum in the junior stages of their
education. There were no co-curricular or extracular activities for students to support
their learning and it was felt that ultimately thkgd to rely on memory based learning as

well as memory-based evaluation.

Principals elaborated on the problems in the implatiation of the change programme quite
extensively and identified multiple issues. Thauesselated to gaps within the curriculum
between the content and teaching time as well sgssament criteria, between curriculum
requirements and the training of students fromguiével of education and the teaching
methods of teachers. There were also gaps in comatiom between the policy makers and
educators in the institutions and between currituldevelopers and examination paper
setters and markers. There were gaps in the impleten caused by fragmented
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coordination among different offices, lack of fallaip, unstable policies and neglect of the
context. Lack of teacher training and teacher gigdtion in curriculum development were
identified as major problems for teachers alonghwiite issue of students’ grade based
accountability for teachers. The issue of competitsalaries for teachers was also raised,
especially when their workload in the reformed egsthas increased. For students textbook
based learning and assessment, the overriding temma of examination results in their
academic life and career choices and non-avaitgbdf comprehensive education were
identified as main issues by the interviewees. piecipals were also concerned about the
abruptness, suddenness and arbitrariness of thgelmogrammes and about the volatility
in the political strata, which affected the chapgegrammes and resulted in change or even
abandonment of the reform programmes. The schadkls also identified problems related
to themselves as well, which included lack of mgpttion in the change programme policy,
implementation strategy and communication of infation about the change programme.
The principals related these problems with thegiggstions for improvement, as it is evident

in the next section.

5.6  Suggestions to improve the process of change magement

Leadership is a very significant dimension of ediocel change (Retallick and Fink, 2002)

with educational leaders mediating the change batwiee policy makers and teachers (Bush,
1995). Therefore, they are in a strong positiorvaluate the situation in order to build on
the available strengths and improve on areas okmesses. Accordingly, the interviews were
concluded by seeking suggestions from the institai heads about how to improve the
process of educational change management. In 8momees though the proposals were
speculative these could be clearly linked and gidednin the ideas explored in the previous
themes particularly in the theme related to theception of change and its impact on
teachers and students and in the theme concetmngroblems encountered or identified by
heads of the institutions. Ideas generated thropgbr questions converged in these
suggestions for improvement which helped to confivalidate, extend and finally act in

some ways as a summary for the standpoint takehdosespondents. Almost all respondents
focused on teacher training and the involvementeathers in planning and designing the
educational change programme recommending diffextexpis related to these improvements.

Proposals on policy and planning were also prontinehile a few principals also
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recommended upgrading the examination system. &udiliberation on this section can be

clustered around three main categories, whichllastrated in table 5.6 below:

Table 5.6 Categories indicating suggestions to improve the press of change

management

Category No of scripts evident in

Suggestions related to the examination system exid 8

books

Suggestions related to teachers 19

Suggestions for managerial issues like plannindicyo 18

making, organisation and implementation of change

The examination system was part of the discussioth® theme concerning the overall
conception of change and emerged as a prominemietie discussion on problems faced by
the institutions, teachers and students in thega®of change. However, in comparison to
these it was less prominent in suggestions for avgment. The few suggestions related to
the examination system were an extension of thasigdready touched upon at different
points in the conversations. These proposals iecdudmprovements in the whole
examination system and especially examination pap#ing and assessment. Here it was
suggested by two principals that the assessmetégnsyshould be the focus of improvement
endeavours, which then can leverage improvementuimiculum and teaching and
assessment should not be shaped by textbdb&sexamination system should not be based
on textbooks’(R18). Instead, it was also pointed out that exatmn system can be
improved by linking it to the curriculum and teachiwith the time for students to adapt
themselves to the new system of examination shbeldufficient to bring about change in
practice and learning. The rest of the suggestitowised the improvement in the
examination papers particularly changing the staarg® understanding of those setting the
examination papers. Here the importance of undaisig the purpose of the reforms is
highlighted as ‘a change in our practice requireshange in our thinking’ (Sergiovanni,
2001, p 38). Thus,The mindset of the paper setters needs to be cHhathgeugh training
and there should be training for those who evalwaatd assess the pape(f1). It was also
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suggested that an analysis of the last five yeatamination papers should be carried out to
find out good practice for paper setting to planftdgure. Two respondents made suggestions
related to the content of the change in relatiothéorevision of textbooks in order to bridge

the gap between theory and practicBooks need revision to be specific about the

application of the theory(R 2).

Suggestions related to teachers and the manageshehange were extensive and were a
consistent focus of respondents. Proposals foh&raaevolved around two issues, namely
teacher training and their involvement in educatlochange from the beginning of the
planning stage to implementation and feedback. fistscand researchers have identified the
importance of teacher involvement in the whole psscof educational change as an
established requisite for the success of the tivéa As ‘for strategy to be successfully
implemented, staff at all levels in an organizatiocreasingly need to be involved in
decision making and policy formulation —albeit tarying degrees- and be encouraged to
develop a sense of ownership and share the organisamission’ (Earley, 1998, p 150).
The significance of teacher training cannot be vestemated in the light of the research
literature where it is deemed an immensely impdrtiactor. The implementation of
educational change is influenced by sustained d@felopment (Stoll and Fink, 1996) and
educational change and particularly curriculum g¢gjgashould be in accordance with teacher
competence (Cheng, 1996). The setting of a poficyself cannot regulate what happens at
the classroom level (Dalin, 1993; Hargreaves, 199H4js training not only prepares the real
implementers for change but also reduces the aesist If cultural, social, organizational and
psychological sources of resistance (Leigh, 1988)cgwith professional competence are
addressed through proper training, the implementatf change can become relatively
smooth. The capacity building of people individyahd collectively in the domains of their
‘knowledge, skills and disposition’ (Fullan, 2009is) an essential dimension of putting a
meaningful change process in motion, which can leadhe ‘fourth way' of achieving
effective educational reform (Hargreaves and Shir@009). Training provides required
support, help and back up in new skills when ‘l@4héng is at stake’ (Stoll and Fink, 1996).
Therefore, the consistent emphasis of respondentlentraining of teachers does not come
as a surprise:Teachers should be trained for the change. Objestnf the change can be

achieved when teachers are trained otherwise th@eyblan may fail'(R15).
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The suggestions for teacher training not only hggted why it was important but also

covered how this might be provided. The ideas puwérd give a comprehensive view of

training needs assessment and provision. It cowansing provision through not only the

updating and extending of knowledge and skillseaichers but also the provision of support

and guidance in preparation for the change ingatin addition, training could be a means

of motivating and communicating with staff thusrie&sing their acceptance for the change.

How to train teachers included the practical issabsut the focus, providers, methods,

contents, and timings of the training. These sumes can be summarised as in the table 5.7

below:

Table 5.7Summary of institution heads’ views on teacher traling

Why train teachers How to train
» To support them » Training should be organised by the planners
» To prepare and update them of this change to get across the objectiveg for
» To motivate them the change and to make it more relevant
» To refresh their knowledge » Training should be according to the
» To convey necessary information requirements of teachers in the field
» To guide them on conceptual>» Workshops, in-service training, refreshers
teaching courses and seminars can be arranged to
» To make them cope with increased make the system work
difficulty level of the syllabus » Training should include detailed instructions
» To make them adapt to the on how to make the system work
changed requirements » It should be well in time, one session ahead
» To give orientation to the change of the implementation of change to give
» Be refreshed on additions in the preparation time
syllabus » Training should be inclusive
» Teachers are tools to implement|s@ One teacher from every institution can |be
they need preparation trained to prepare as a resource person
» To improve the quality of teaching » Training should be locally devised
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In the interviews, training was referred as a cahpnsive process beyond mere acquisition
of knowledge moving into the development of enhdngederstanding of the new concepts
of content and pedagogy as well as new roles taagsimed in the changed settings
(McLaughlin, 1987). Billet (1996) declares thatdear learning and development is the focus
in the change process and underpins the succesdbpition of change. Fullan (1992) also
calls staff development and successful change @lgl related phenomena. There is no
organizational change without individuals changifigand and Jarman, 1992). Support
systems of training and mentoring reduce anxietyhainge (Heifetz and Linskey, 2002). The
process of change depends on acquiring new skitisbeehaviours through not only work

focused professional development but through wagel learning as well (Reeves, et al,
2002). The professional development of teacherstimaoes to be a key initiative in

educational reform (Emihovich and Battaglia, 208@)ch builds ‘the intellectual capital’ by

enhancing their pedagogical as well as disciplimowedge for effective teaching

(Sergiovanni, 2001, p 48). In the light of thestaklshed views, the importance of teacher
training and development as identified by the resients is crucial. Therefore, the concept
of focussed training can be highlighted as a miagare in the process of educational change.

Another strong recommendation came for involvemehtthe teachers in the reform
programme especially in designing the curriculuneadher involvement is an important
aspect especially in order to create ‘mind setucelland value change’ (Carnall, 1999, p3).
Oliver (1996) has also suggested inclusive plan@ing policy development to ensure that
teachers and other enactors of change in the fieelda sense of ownership of the proposed
change initiative. If this vital aspect of the nmefoplanning and policy making is ignored,
Sergiovanni (2001) describes this situation asdibreinance of technocracy over democracy
when experts decide for everyone ‘what our starslam, what the outcomes of school
should be, how these outcomes should be assessedhe/winners and losers are, and what
the consequences of this winning and losing will (pe45). In this way, participation and
democratic politics are set against technical diggerHargreaves and Hopkins (2005, p 8)
convey the same message when they write about igiduslonment of teachers with
ownership and commitment for externally imposednges ‘which sometimes arrive or
involve change in unpredictable ways.” According ttee respondents, participation in
bringing the reform was dominated by a technoci@wmrgiovani, 2001) which they wanted
to change and have instead a balance in the repatise of different stakeholders.
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Respondents gave many reasons for this recommendaitiuding teachers’ potential to
give feedback about ability and attainment of thelants, their learning needs and on the
criterion of their assessment. Thus, they can alssist in determining the level of the
curriculum in order that students can access the ineaningful way. They can also provide
advice relating to on the ground realities and fgnis in the field. Therefore, this feedback
from teachers can help contextualise the changjatime, which has to be a key determinant
in any change programme (Dawson, 1994). In thecjpabs’ view, this recommendation
would have ensuing benefits: teachers would feetmgted and motivated to the change
initiative; they would feel part of the processeyhwould be aware of the objectives as well
as the desired outcomes of the change programndeinahis way change initiative would
fulfil the requirements of teachers and studentwis] the reform initiative would be inclusive
and would be implementableiVhen they change the syllabus, teachers shouldvied as
only a teacher can tell about the average mentatllef the students and can recommend the
syllabus accordingly’(R18). Therefore, the broader involvement of thelementers of
change into the whole process of educational chamgedd make the process ‘adaptive’
(Hopkins et al, 1994) - responsive to context,wreltand environment.

It was clearly stated that those teachers shouldumdved, who are teaching at the level for
which curriculum is being devised and they shoudd dart of the process at all stages.
Improvement in the service conditions of teachers iacentives was also mentioned in the
suggestions. The service conditions for the teachers should mhproved and incentives
should be given to make the profession attractivihe role of teachers is ignored then no
change can occur in educatiaiR6).

The subject of the management of the change pr@resshe way it should be approached
was the most concentrated on issue in the suggsshio improvement. Various proposals
were given with reference to both the differenteatp of the reform programme as well as
different stages of this change process. Whileudising the planning and policymaking
stage, respondents’ proposed different approaahdse tused in this phase. There were a
number of proposals made by the respondents, wbah be identified and grouped
according to the common ideas. Two aspects inqudati were identified- a research based
approach and an inclusive approach. A researchdbagproach would enable ideas to be
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shared at different stages of the change proceghesocan be tested and validated. An
inclusive approach looked to the participation ebple in the field. Both these approaches
have a similarity with Schon’s (1971) ‘proliferati@f centres’ model and Havelock’s (1971)
‘social interaction model’ for the management oampe (cited by Law and Glover 2000).

Thus as the interviewees indicated:

a) Research based approach: ideas to be taken frofireltieand then tested or
validated by other people at the grass roots le@ange should be research
based’ (R12), and Information should be sent to institution for feadk
(R15).

b) Inclusive approach: all stakeholders to be parthaf planning and policy
making from the inception of ideas: h@nge at any level in education should

be organised with the participation of people wodkat that level(R19).

Another approach noted by a number of respondemis the use of a comprehensive
approach in which all segments of the educationesysshould be engaged and prepared
simultaneously: A comprehensive approach to cover different aspsiotalld be adopted

(R1) for the change programme. Again, althoughi@agr principals noted specific aspects

these cohere around three clusters:

= curriculum, teaching, examinations and assessmi8ot:all these four
segments (curriculum, teaching, examination ancgess®ent) have to be
improved simultaneously otherwise nothing can heeaed (R2).

= syllabus, teaching and examinati@yllabus, teaching, examination and
assessment are delinked now. Till the time all ehesgments are not
improved at the same time, no improvement cangka’ (R6).

= level of students, capacity of teachers and tinalabvie: if curriculum is
made without considering the level of the studecapacity of teachers

and time available, then it will bring no goo(R9).

This approach resonates with the ideas of systenkitly in educational change when
change is perceived as a dynamic process focusihgnéeracting with multiple elements in
a complex system (Hoban, 2002).
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In some suggestions, there was a combination sktiteas of the change programme being
comprehensive and inclusive, which result in a wedught out and accepted direction to the
change programme. Therefore, this approach canaledcthe ‘directional approach’ by
bringing together a comprehensive and inclusiver@ggh to the management of a change
initiative, and a clear sense of direction for thitiative can be set out and owned by all

stakeholders.

Some respondents mentioned a ‘step wise approael’is an incremental approach by
organising the process of the management of chemgesequential steps. This incremental
approach would entail the devising of clear anceptable objectives, setting the curriculum
programme, training teachers, implementing thisiculum and then analysing the outcomes
for further changes. A respondent extended thispoent to make this process strategic with
long-term policy on clear objectives. This conceptof change management can be termed a
‘strategic approach’, similar to the suggestionstbg other respondents for the change
process to be well worked out and handled with ,cdwe importance given to the process
and having patience for results or outcomes iretiet The plan should be that first we are
clear about the objectives, then we set curricultimen we train teachers and then we see
and analyse the results over the yedR16), and ‘When we bring a change we should wait
for the system to settle down, get accepted amdwleeshould expect resul{®R17).

Another dimension of the use of an incremental @@gn proposed by some respondents
related to the need for the reform programme to enop gradually through the school

system. Respondents extensively suggested thah#rge should have been started from the
junior levels and gradually introduced at highesels. Further, that change should have been
introduced one session time ahead of its implentientgo that people could spend time on
deliberations on understanding it, preparing foantd making the necessary adaptations in

order to ensure adoption:

The start should have been made from the junioellewnd then gradually

taken forward. My suggestion is that whenever drange is brought it should

153



be very gradual. It should be implemented fromnée year and it should not

be introduced in the current year all of a sudd@y)

One approach to manage the process of educatidraaige, grounded in the particular
political situation in Pakistan, was the ‘consistapproach’, envisaging a consistency in the
policy and policy direction: Changes should not be very frequent rather showdd b
consistent(R18)and So | suggest that these inconsistent changes sheutdopped. Issues
should be decided once and then go for implememdtecause the students and their results
are at the stake(R8). It was suggested that policy should not atteurse or be overly
affected by turbulent political events or ideolegend should not depend upon the personal
stance of the ministers:Etucation policy should not be used to propagatditipal

ideologies. There should be no effect of the chamgelitics on the education syste(R12).

Some other suggestions were more focused on thienmeptation stage. It was suggested
that a well-planned and well thought out implemgatapolicy should be in place. Hopkins
(1994) calls this a systematic approach, whichhmrdughly planned and well managed,
developing over some time. This policy should take account the provision of sufficient
time for systems, people and processes to adopi@dapt the change. Respondents were
quite vehement in their views about the improvemantoordination and communication
between different bodies involved in the implemé&ata of the change. They thought a
monitoring system to ensure this coordination aoshrmunication could help. Participative
decision making at different levels was also recemded during the implementation phase
to bring commitment for the success. Decentrabsatif decision-making and empowerment
of institutional heads for an effective implemermatwas suggested so that they could be

independent in order to make decisions to addhessitnmediate situations:

There is over centralization in our system and @pals have no control on
anything. It should be changed, principals shoudddmpowered, and it will
improve the working in the institutions. Peoplel Wwé motivated. If | am given
an assignment, | can be held accountable forliiin given the tools to do my
work. (R6)
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5.7 Conclusions

From the suggestions as mapped out, it is evidettihstitutional heads were consistent in
their views about teacher training and their ineohent in the process of change
management. This is evident in the ways in whiol phincipals constructed the change
process, which in their views should be: reseam@$ed, inclusive and comprehensive. All
these approaches could be characterized as theegitt approach’ as these were required to
give direction to the change programme shapingothjectives, content and targets which
would lead to a well thought out and well planrddhnge programme with a long term
impact. However, according to the participants tbkisategic approach needed to be
consistent, systematic and incremental in ordéretsustained for a long term and to achieve
strategic goals. The ideas generated by the patgiguring the discussions converge on the
idea of a strategic approach to the managementiuéational change where it could be
characterized as being research based, comprebenmsilusive, incremental, consistent and

well directed, which are the requisites of a sty@t@pproach.

Research based Strategic Consistent
+Inclusive+
comprehensive

Giving

direction

Stepwise
+Incremental

Figure 5.1 Views of the institution heads on thenagement of educational change

This convergence of ideas can be found throughloeitdata as we can pull the various
threads from across the themes together. The pnsbla the management of the change
process, identified by the principals, can be hedidhrough their suggested approaches for

the management of the process as:
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» There were issues of gaps in planning and impleatient difficulties in monitoring
and coordination and concerns of a top down appré@achange. There were also
ideas about making the planning process inclusiiie tlie involvement of teachers,
leaders and other stakeholders and about the meetlafning for teachers, paper
setters and markers. These issues can be additseagh adopting an inclusive
approach, which is systematic and comprehensiwewering all aspects, needs and
phases in the process.

» The problem of fickleness of change and inconsgsten the policy, the political
motivation and its overbearing impact on changgaitives including midterm abrupt
changes can be tackled by adopting a consistentoaqp to planning and
implementing change in education.

» In the same way, the incremental approach canssedne concern of lack of time to
prepare and then carry forward the change as wedb éll the gaps in skills required
by students at different academic levels. It cao gluard against falling into the trap

of superficial change in the procedures withoutdh@&nge in culture and mindsets.

Some of these ideas can be compared with the mtirgseon educational change put forth
by Fullan (2009b) in his concept of ‘motion leadwps which moves the individuals,

institutions and systems in the direction of a negfial change by adhering to the simple
aspects of understanding the change itself angraislems, motivating peers to collaborate
and learn individually and collectively, sharingrfeemance and results transparently,
earning trust on the basis of competence and hpaesthelping others develop into leaders.
However, there are more comparable ideas put foyttHopkins (1994, p 78-79) in his

discussion of the International School Improventenaject. Hopkins proposes that:

» ‘The school as the centre of change’ means thétieseof individual schools
should be considered by external reformers.

 ‘The internal conditions of school are the key fecftor change’ so
consideration needs to be given to the teachingleething process and its
supporting roles, procedures and resources. It nisegtension of the
perspective on the school as a centre of changl.tBese perspectives can be
compared with the ideas generated during the i®ess when respondents
stressed the need for on the ground realities téaken into consideration
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through a research-based approach in policy fomalaand planning for
change. The responses, which identified gaps ichegatraining and stressed
the need for filling these gaps also converge s pbint with teachers as a
crucial resource in the teaching and learning m®ece

‘Systematic approach to change’ necessitates cdrapséve planning and
implementation along with a long-term developmemtcpss. This perspective
was also echoed in the responses relating to ted for a comprehensive,
step-wise, consistent and incremental approachaesop a viable model for
change planning and management.

‘Accomplishing educational goals more effectivelyelates to the
encompassing a broader spectrum of student attainmeneral development
needs of students and teachers as well as neetlsee ofommunity. This
perspective emerged when respondents expressedctmaerns about over
emphasis on examination scores and competitivenebgh drove the
initiative towards a focus on gaining higher exaation scores.

‘A multi-level perspective’ in which roles of albacerned stakeholders within
the institutions and outside the institutions atdised in the process of
change. This idea is comparable with the recommendaf the respondents
for a comprehensive approach. However, it is wordting that they did not
mention the role of stakeholders outside the usbih in the Pakistani context
where role of the external stakeholders is notieitiyl defined.

‘Integrative implementation strategies’ make tharge process inclusive in
participation. The bottom up approach can helpdiagnosis, priority goal
setting and implementation’ (p 79). This perspectwnerged as a key issue in
the responses when heads of institutions highleghien-involvement of
teachers and school leaders in the process ofléin@ipg and initiation of the
change programme and when they recommended inelapproach.

‘Drive towards institutionalization’, based on tterget of implementation to
the point where change becomes part of the pradfiue perspective has not
been specifically mentioned by the respondentsstite ultimate focal point
in all the concerns and suggestions. When resposdaiked about the wider
participation of teachers and leaders in policymiolation and planning to
create ownership of the change, this implied a motmvards
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institutionalisation. In the same way when the essuof improved
implementation, coordination and monitoring wersed this was suggestive
of a need to create a framework to facilitate thdrive towards

institutionalization’.

In the analysis of the perspectives of school legdéere is an extended exposition of the
encounter with the change initiative under invegian, ranging from issues in its
implementation to suggestions for improvement. €heeflections, suggestions and
recommendations are part of the sense making @agethe participants involved in the
implementation of the reform and have been basedhein personal experiences and a
critical review of those experiences. Based on daig, an emergent model for educational
change management has been sketched out thatriesbkeer of elements, which lead to the
possibility of strategic management of changesatare. This emergent approach to manage
the educational change in Pakistan shares the ngeamith the description of strategic
management of reform by Hodgson et al (2010, p 986gtainable reform, guided by a
strong and clearly articulated vision and directitmgether with an explicit set of principles
to which all social partners can contribute.” Davend Davies (2009) model of strategic
leadership and its three dimensions (as discussgekction 3.6.3) are considerably relevant to

the ideas and opinions of the institution headkiged in this investigation.

Davies and Davies’s (2009) three-dimensional madedtrategic leadership is grounded in
the general issues of educational leadership. Hewyethe ideas gathered through the
interview data regarding the management of cumituthange in the Pakistani context have
close relevance with this framework. When instdoél heads talked about their experiences,
perceptions and suggestions, they touched upomieruof issues, which seem to converge
around the concepts of people wisdom, procedursdevn and contextual wisdom of Davies
and Davies’ model. An evident reference to peopkdam is found when heads discussed
the problem of the non-involvement of teachers saitbol leaders in the process of planning
the change initiative and further when they sugggkst more inclusive approach to planning,
organising and managing educational change. Thecan be seen clearly, when heads raised
the issue of inadequate communication between ohieypmakers and implementers of the
policy in the field and talked at length about th@ortance of teacher training to build
capacity and competencies for change and pointetth@imon-availability of such training.
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All aspects of people wisdom mentioned by Davia$ Ravies were focal issues in the data.
The concept of contextual wisdom emerged as a mamked theme in the responses when
heads repeatedly alluded to the gaps in planniramyaging and monitoring the change and
‘on the ground’ realities of the culture, existingsources, and the capacity of institutions,
teachers, students and examining bodies. The siggesor a well researched and a
contextually grounded approach to initiate educaiochange is explicitly linked with

contextual wisdom.

The concept of procedural wisdom as presented meBand Davies seems more implicit in
the data, which becomes manifest with the shiftlesfs from internal development to
externally mandated reform. As the reform undedyis externally initiated, the Ministry of
Education becomes the field of action for policynialation and schools are the arenas for
the implementation of the policy. As the reformaslarge-scale initiative, the tasks of
organizing the management, monitoring and cooradinadf the reforms are also situated
outside the institutions implementing the changkeskE external procedures initiate and
accelerate the internal procedures; thereforereafiections of institutional heads not only
encompass the internal processes but also theneltyetocated procedures. It was quite
evident that the latter found an extensive andnsite focus in the conversations of the
heads. In this context, respondents elaborated tigoirssues of the approaches to develop a
strategy and the processes involved in these agpesavith reference to the policy makers

and change initiators.

After coming to terms with these underlying assuon®, we can see the application of the
frameworks associated with procedural wisdom in tlea. The framework of four
approaches to develop strategy reveals this dilddeveen the internal and external
procedures as strategic intent and strategic pignm@re associated with the external
procedures of planning and policy formulation whdlescentralized and emergent approaches
appear more relevant to the internal issues ofamphtation of change in the institutions.
The relevance of strategic intent can be seen enstlggestion of school heads about the
decisions on the basic policy objectives for theioation system and then a consistent
pursuance of these aims and objectives. Stratdgiming is the core concept when heads
suggest a comprehensive and well-researched appcoasidering the existing situation and
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building on the mutually supportive elements in $lgstem to aim for an improvement in the

future.

The decentralized and emergent approaches congdir@rchange initiative are irrelevant in
the centrally imposed change context but thesesified a way into the discussion from a
different angle. Both these approaches are refeéor@d relation to the internal procedures in
the institutions. The decentralization of decisimaking in the implementation process was
mentioned by the respondents as means of the empeawe of institutions for improved
implementation. The respondents also elaborateti@situation of inadequate coordination,
guidance and support from the initiators of chawbere the institutions were left to cope on
their own. In this regard, it seems an emergentaggh has been adopted by the institutions
when the school management, teachers and studawésjbined hands to devise internal
strategies to cope with the changed demands. Hmeefvork of processes involved in the
strategic leadership for change can also be idedtih this context of externally imposed
change. The processes of creating shared ownershipchange, two-way open
communication (conversation), reflection, the as@slyf the situation, coordination to find a
common focus were highlighted in order to ensureragress through an inclusive
participation and understanding of the context @aayate a viable approach to educational
change management in Pakistan. In Davies and Dswviedel, the learning cycle helps in
making the right choice for the appropriate apphoand process, aligning people with the
choice, deciding about the appropriate time foroacand subsequently taking this action.
This cycle clearly emerges from the interview dateen school heads repeatedly stress the
need for an appropriate approach for planning arglamenting change, involving people in
the process to create ownership, considering théngi of introducing the change more

thoughtfully before launching the reform initiatiwrethe field.

This comparison with Hopkins’ (1994) perspective estucation change and Davies and
Davies (2009) model of strategic leadership habliglgted some points of convergence, but
in the backdrop of these similarities, the paracuPakistani context cannot be ignored. This
context makes the whole process of educationalrmefdistinct in Pakistan with its
centralised education system, where the centregleofsion making on policy and its
implementation are located outside the schoolss Bhings in the issue of the status of the
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head teachers and teachers, as indicated by theigais, they are not included in the
planning and policy making process. More importgnthis positions the principals in
planning the implementation strategy as just ‘impdaters’ of the programmes designed by
an external agency. Therefore, in the inclusiveraggh to the change management process,
the frame of reference for the principals workimgthe context of the Pakistani education
system are different from someone working in a caragvely more decentralised system.
Linked to these issues of inclusion and the levehgency of different stakeholders in the
process of educational reform process is the thefmteacher development. As it has been
focused in the interviews, the teachers were notiged skills, information, guidance and
teaching resources to implement the change progeasifectively. Enabling teachers by
developing their skills and understanding to plagirt role as active and effective agents of
change may be a step further in their professidaaélopment. Therefore, the suggestion of
making the change process more inclusive throughirikiolvement of teachers and head
teachers is set in the context of a centralisedesysand the limitations of teacher
development provision in this system. Another asméche Pakistani context is political
volatility and its impact on the education systespexially the consistency and stability of
reform policies and these issues were reflectedarviews of the principals as well. In short,
we can say that where principals suggest a compsele incremental and consistent
approach to the management of educational chahge, duggestions are grounded in the
particular Pakistani context and any comparisortd wieoretical and research perspectives
from a different context should be done with thesstvity to the Pakistani context. This
indication of the contextual realities along willetsuggested approaches to the management
of educational change can be integrated throudinagegic approach to the management of
the educational change process as reflected throlghrelevant research literature. In
summary, we can infer that the reflections, viewd apinions of the institution heads who
participated in the research converge on an emergesdel of educational change
management, which has comparable elements wittegicananagement and leadership. The
Pakistani education system has a centralized bora@e structure where reform is
introduced through a top down approach. Thereftire, participants do not recommend a
complete overthrow of the existing system. They ehasther adopted an evolutionary
approach of seeking strategic leadership of edutcagform initiatives from the centre with
an enhanced and meaningful role for educators wgrka the institutions in shaping and
providing the ‘people wisdom’, ‘procedural wisdomand ‘contextual wisdom’ for an
effective initiation and implementation of the refostrategy.
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Chapter 6 Analysis of Exploratory Questionnaire Data

This chapter presents the analysis of the qualgadata gathered from teachers through an
open-ended questionnaire. This is the first stagbe data collection with teachers and open-
ended questions have been used in the questiortpauentify issues to be included in the
next phase of data collection. The next phaseawitisist of larger sample of teachers using a
more structured survey tool based on the findirfgshis first stage. The chapter starts with
the analysis of the questionnaire itself highligbtithe key areas for investigation. In the
following part, responses for every question arentmeviewed to map out the themes
emerging from the data. This review of each iterpasately leads to the identification of

overarching themes, which are presented in theledimg part of the chapter.

6.1 Design of the questionnaire

The design of the questionnaire for the first stafjghe investigation into the views and
experiences of teachers drew from the findings he& investigation of the views and
experiences of head teachers as well as the résdiggature. The findings from the
interviews with principals referred to some issapscifically relevant to the implications of

the change initiative for teachers. These issues:we

» Teacher involvement and participation in the plagnand initiation of the change
initiative

» Teachers’ initial reaction and subsequent adjustrterthe change programme and
the challenges, demands and benefits for theneiptbcess

> Availability of support in the form of training, fiermation, guidance and resource in

the initiation and implementation phases of thengeafor teachers

These issues have been elaborated upon in theolightisting research literature in chapter
5. With reference to these elaborations and libeeateview on the role of teachers in the
management of educational change in chapter Zpllo&ing main themes were identified to

be explored through this questionnaire for teachers
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1 The process of initiation of change and issueging/do processes outside and
then within the institutions

2. The role of teachers with regards to their feelingsrceptions, experiences
and practices in relation to the change initiatwvel challenges faced during
the implementation process

3. Perceptions and ideas on issues related to students

4. Speculations on future developments and suggedtoomsprovement

These themes were explored through different questincluded in the questionnaire.
Although the individual questions focused arourgpecific theme, the continuity and flow of
the enquiry prevented these from being mutuallyusiee, so there is some overlap between
different questions. The themes of the initiatidncbange and role of teachers with their

experiences, perceptions and opinions are evideheifirst seven questions, which were:

=

When did you first hear about this change and wizet your first reaction?

2. Did your views alter as the change progressedht ways, if any?

3. What steps were taken in your institution to introel this change in the
classrooms?

4. What steps did you take initially to take this cgamnto your classroom?

5. What steps did you take subsequently to take trasge further?

6. What kinds of support did you receive from youttitosgion in the process? Do
you think this support was enough?

7. Were there any difficulties in adopting this chamggour classroom and what

was the nature of these?

The role and experiences of teachers, howeverotdnenseparated from the issues related to
students. It was expected that issues related udests would also appear across the
guestions. In addition, two specific questions wactuded in the questionnaire regarding the

teachers’ perceptions and ideas on issues relatgddents. These questions were

8. What benefits do you think this change has brotmtthe students?

9. What are some of the challenges for students imé¢fnesystem?
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The next two questions were to explore teacheesvsion the possible ways of improvement
in this initiative and for any similar future endear. The last part of the questionnaire was
designed not only to elicit the teachers’ specareti on the future and suggestions for
improvement but also to provide an opportunity ¢b respondents summarize their views.

These items were:

10. What can be done now to make this change workoetter way?
11. What do you suggest should be done for the introaluof any change in the
institutions in future by the higher authorities?

12. Any other comments relating to this initiative tlyatu would like to add?

In the end, participants were given the space tkenamy comments to extend their views or
to add a new point that might have been ignorethéenpreceding sections. It was an open
invitation to add any other comments, which progedery useful addition. It was used by
most of the respondents to end their responserathan emphatic note by extending some
previously mentioned issues or by adding some nentgthey felt had not been covered in

the preceding questions.

6.2  Analysis of data: individual items

The issues identified for the first two themes lué guestionnaire included the initiation of
change and the initial reaction of teachers, tlecgss of their adjustments/acceptance of
change, the implications of change for their preif@sal and personal development and
above all their experience of implementing the gearHere their personal experiences were
explored along with the strategies used by respusd® cope with and take forward the

change.

Item 1 When did you first hear about this change and whatvas your first reaction?

Item 1 is the opening question to begin the probehe inner world of experiences of
teachers by asking them to reflect on this spectimnge and their initial exposure to it. With
regard to the first indication of the proposed derthe responses of teachers can be broadly

categorized into two groups. In one category, resps indicated a year or a specific point in
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the process and in the second category, respoosesed on the source of the information.
One respondent did not respond to this part ofgirestion. The data from 19 teachers is

presented in the following two tables:

Table 6.1 Category 1: When teachers heard about the change

Point in time when first heard about the Frequency
change
In 2002 4
In 2003
In 2006

When implemented 1

When it had already taken place 1

Well before the academic session started 1
Total 12

Table 6.2 Category 2: Source of information

Source Frequency

News papers, media, internet 4
FBISE (Federal Board of Intermediate and| 3

Secondary Education)
Total 7

These responses are interesting in that no teheasementioned the Ministry of Education or
any orientation or participatory session as a sofdnformation. Instead, information came
from general media sources or the examination boHEne earliest point for getting their
information was 2002- when this change was impldsterirhis leads to the assumption that
either these teachers were not included in thenpignor pre-implementation information
sessions or there were no such programmes of iatosmand awareness raising sessions

provided by the planners and policy makers setiinigthis change initiative.
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The second part of the question probed into th& fieaction of the respondents to the
proposed change. If we categorize these reacttbnse groups emerge: positive, negative

and mixed reactions.

Table 6.3 First reaction to Change

Reaction Frequency
Positive 12
Negative 3

Mixed 3

No response 2

Total 20

The frequency table indicates that for a majoriitgré was a positive reaction and negative
reactions were very limited. In these responsespamdents used words likgdsitive,
‘promising’, welcomed' ‘interested; ‘good’ and*‘appreciated:

Respondents explained this reaction in differengsv®ne dominant themeas its positive
impact on student learningt seemed to liberate students from cramming aivé them the
opportunity to learn topics with concepts. It afgovided students a chance to enhance their
creative abilities’(T 11). Other explanations here included improvealgation of students’
“ability and performance(T 3) and it led to make our teaching more effectigg’15). It was

welcomed becauseurriculum revision was long du€r 10).

The three respondents who indicated a negativeioea@ised specific issues regarding the
proposals: thatthis change has benefitted neither the studentstm®rcountry’(T 1), and
that the change was abrupt, teachers were not taken awmafidence while changing
curriculum and examination syster(l' 2), and further thatchange is not generally so
welcome. | thought the new pattern would not gd with languages(T18).

The respondents who reported a mixed reaction didnilicate a negative attitude towards
the change programme but had some concerns. Fompéxaone respondent wrote thislty

first reaction was mixed. | welcomed the changecurriculum but | have many doubts
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regarding exam systemAnother respondent had misgivings about the relesaof some
new topics included in the respective subject cuim and the third respondent indicated
that ‘My reaction in the beginning was the same as atigny sudden change about which
one is not informed and ready. However, it wascisturbing’ (T12).

Item2 Did your views alter as the change progress@dn what ways, if any?

This question was aimed at probing further the @sscof the initiation of the change
programme in the institutions and the way it waseneed by the teachers when they started
working on it. It was also intended as a way oflexpg the feelings, perceptions, and
experiences of teachers moving from their firsttiea to a description of their experience as

they entered the implementation phase.

The responses to item 2 were a continuation oforesgs to item 1, so the analysis of
guestion 2 has been done against the back dropeopitevious responses. Five teachers
denied any change in their views and 14 responddfitsed a change in their views while
one of them stated that there was no change ihdnisiews but a change in views could be
inferred from his/her statement. Five who retairtedir previous views, two remained
positive, two negative and one with mixed feeliagsl perceptions. For fifteen of those who

experienced change, the situation emerges as under:

Table 6.4 Change in the views of teachers

Change frequency
Positive to increased positivity 7
Positive to negative 3
Negative to neutral 1
Mixed to positive 2
No response to positive 2
Total 15

The change from positive to negative is illustrabgdone respondent who reported timay
first reaction to it[change programmelas of appreciationbut then indicated that..but
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largely it [change programmeinet with failure in delivering what was expectddto My
views did not change as per theory is concerned,the way it was implemented and
managed was not encouragingT5). All three respondents who became disillustmvith
the change as it was being implemented in schdwlked it with the view that the

expectations raised at the outset were not metTI5).

The one respondent whose initial reaction was westtipe due to the abrupt way in which
reforms were initiated:My views altered with the introduction of the changbecame ready

to conform to the chang€T2). This change in views does not signify amgaclposition but

it indicates a level of acceptance and readinesapement the change. For some the change
initiative became more acceptable as it was impigate and for the greater number of

respondents there was a strong positive perceptiment in item 2.

The two respondents who had not answered the etaelating to the first reaction reported
a positive stanceAbsolutely, this altered my views. Previously, stiid were used to rote
learning.” and ‘teaching methodology was also changdd.7) The other teacher expressed
the view that This change was optimistic and seemed encouraging, positive for the
future. It indicated the possibility of diversiororih the outdated methods of teaching and

learning’ (T14) indicating an improved pedagogy in the refednsystem.

Those who expressed an enhanced positivity in 2eaffirmed their initial positive reaction

to the change and further saw this as either a

> happy experienceWe felt happy with the new style of asking shoeistjans, MCQs
etc because it is a better way to assess studeserstanding and true potential’
(T13).

> or a new possibility: My views changed in way that mental assessmenudérss
should be done in a way that they learn each amlyesspect of the lesso(T16).
and ‘a change progressed in my point of view to updatekhowledge of our students
according to the challenges of modern and latestation’ (T17).

» or a new pedagogic experience:implemented it and found it quite practical in
blessing my students with a more thorough undedstgnof the subject(T15) and
‘change promoted thorough study and rote learning wagated’(T19) and further
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‘With this change the rote learning can be stoppedi udents can understand, learn
and understand their topic§T20).

The respondent who had a mixed first reaction,ngesome additions in the curriculum as
relevant and others irrelevant, overall expressesitige views about the change in the
assessment system by describing it &hack on selective study. Thorough study has to be
done by the studen{T9). The other respondent who had called thisaghasudden but not
disturbing agreed with the purposes of chanyy¢hén | adopted this method and worked
hard, | met with better result§T12).

If we try to trace the overall pattern in the fitafo questions, though many respondents were
positive about the change, this was not evidentafbrespondents. Fourteen out of twenty
teachers affirmed their continued positive initeXperience of change. Three teachers
welcomed change but got disillusioned with it safterwards and two who had started with
negative reaction, retained their feelings. Onehearemained in between the two positions

with a mixed reaction.

Item 3.What steps were taken in your institution tointroduce this change in the

classrooms?

This item was aimed at providing a link between phevious questions about the process of
initiation of the change and the initial reactioh teachers with the way change was
introduced in their particular context. It was attempt to gain insight into the actual
experiences of teachers. This third question wasndial exploration of teachers’ lived
experience of change and how it was launched in ithenediate surroundings and then how
it was taken forward in their context. This prob¢eaded into the next two questions on the
personal strategy adopted by the teachers to ingsierthe change initiative. An overlap

between these questions was anticipated, whictidet in the responses.

The responses to this question indicate that trexativstrategy devised by the institutions
was varied. Half the teachers mentioned certaipsstaken in their respective institutions
relating to the examination system indicating threppration of notes, pamphlets and
MCQs’ (T 11) ‘objective questions and short questiols]1®, 9, 20) quizzegT 19) tests (T
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9) and evaluations on the new pattern of examingtiapers (T3, T7, T10, T11, T16). Four
teachers mentioned some form of strategy to raisemess and acceptance of the change
programme especially among studentgsepared the students mentally for implementing thi
new system and awareness was created among paaadtstudents regarding the new
curriculum and examination systerfl17). Other activities included meetings of HODs
devise the strategy for taking this initiative f@md, special meeting of teachers for
discussion, some refresher courses or workshogsdchers or the provision of materials for
teachers along with advice in order to plan thessbns according to the new requirements.
Pedagogic issues also appeared in the descriptisteps taken at the institutional level to
introduce change in the classrooms with focus ngaonl the teaching with lesson planning
and delivery(T6, T7, T16, T19). However, learning also appeamddescriptions by
respondents:Creative abilities of students were polished ameyt were encouraged to
master the text(T11). Apart from the responses explaining some &b strategy at the
institutional level three responses were critidabut the lack of external support from the

government and lack of facilities and training teachers internally.

From these responses, it seems that the changes é@xamination system were focused from
early on in the implementation process. The maiatey used in the institutions related to
taking very specific steps was to prepare matematsder to enable students to perform well
in the examinations. The pedagogic issues takefmoup the very beginning were also very
specific and targeted at lesson planning and tegchnethodologies. Discussions and
awareness raising strategies were not widely usddsamilar situation appeared concerning

teacher training.

Item 4 What steps did you take initially to take ths change into your classroom?

In keeping with the phenomenological nature of teisearch study to examine in-depth the
experiences of the people (here teachers) invdlveéde implementation of the change, this
guestion explored the site where change was enalitedfocus was on the strategies used by
teachers to take this change programme into thesrdams, which can help to identify
specific concerns of significance to the teach&ne steps taken initially by teachers can be
divided into two broad categories. One category troead by 14 respondents relates to

facilitative/awareness raising steps denoting agviounselling, encouragement, creating
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awareness, informing and discussing. The othemgoagereported by 15 relates to specific
practices including using different teaching mettiodies and practices to implement change

in the pedagogy.

If we look in more detail, we can see further patefirstly teachers attach significance to
preparing the learners mentally to accept the ahgmmggramme by advising and informing
them:‘apprising my students of changes ma(lE2) andinitially students were informed
about this change. ‘They were mentally prepared aete made aware about {{T19). The
teachers then take the required changes into #ss dly introducing these through discussion
or advice and then modifying their classroom pcactHowever, these modifications rested
largely with practices associated with preparafmmassessment. In the classroom practice
tests, drills for the preparation for tests in tbem of notes, questions and MCQs (multiple-
choice questions) emerged as a dominant practlak.d8velopment, in both teachers and
students, to broaden or update the subject knowleglyained comparatively undermined. In
the responses relating to specific practices phegaeachers for their teaching included
methods like: taking subjects beyond course ofistudTl), lesson and notes preparation
(T2, T3, T17, T18, T20), skill development and wsemixed methods- direct and indirect
(T6), use of charts (T7), and regular class tastisfallow up exercises (T10, T11). The steps
focusing on students mostly related to class tesiicipation of students in test preparation

and more practice of examination in the class.

Item 5 What steps did you take subsequently to takinis change further?

This question was also intended to investigateldliel of adaptation among the teachers in
order to take the change initiative further. Thentt of examination focused classroom
practices was evident here also. Twelve teacheported examination preparation,
oral/written tests, assignment tests, class telstst questions, MCQs, practice tests etc as the
steps they took to take this change programmedurffihe over emphasis on examination
focused practice indicates the priorities in thetemy. Less attention was reported in relation
to broader and differentiated development of leiaménich can also be linked with the over
emphasis on examination preparation at the cost¢sdfaping teaching practices. Only four
responses referred to the wider development ohézar'students along with covering the
syllabus, can become good and responsible citiz€iik) and‘to attract students to new
curriculum and to provide exercises to encouragartinterest(T14). One response related
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to the teachers preparing themselvéshdve studied the change in curriculum thoroughly
and study more relevant books on {f4). Three respondents have referred to having
discussions with their colleagues to devisellective and integrated strategie¢T?2), to
prepare theriew scheme of studigg'8) and to debaténbw to cover the lengthy syllabyd

5). These responses indicated that teachers teadeark independently in implementing the

changes rather than work collectively with others.

Item 6 What kinds of support did you receive from yur institution in the process? Do

you think this support was enough?

This item enabled teachers to express their lelvehtisfaction with the support provided to
them. This question was intended to explore thenige of teachers both at the initial period
of the implementation of change and then as thekdd back on the experiences through the
period of change. Therefore, the item was aimegktwerate data regarding the adjustment of
teachers to the changed requirements but it waslyndesigned to explore the emotional
side of the implementation process. Overall, thezee differences in the level of satisfaction
regarding support: four respondents reported fatlsgaction, two respondents expressed
partial satisfaction and twelve were not satisfietle analysis points to a general feeling
among teachers that there was insufficient supfmrtake the change further into their
classrooms. It is interesting to note that thodesatsfied with the support were quite clear in
expressing their views. Here they looked for priovisof materials, training, practical
guidance on implementation and sufficient time &l ws additional funds. Those teachers
who thought the support was enough did not refahékind of support available. Those
respondents who mentioned that support was prowiced divided in two types; those who
were fully satisfied and those who thought thatmupwas provided but it was not enough. It
is evident from the responségeel | get enough support from the institutig¢i7) and‘in my
view this support was enough to enable the teacteeope with the changéT10) while
someone wrote that the principgrévided whole hearted support. But there wereasert

problems in managing outdoor educational activiti@s®).

Teachers who thought that support provided fromitiséitutions was not enough raised a

number of issues.
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1. Issues with the system: Received just advice tcercdke syllabus Educational
institutions are run like repetitive drudgery andyaod teacher is considered the one
who make students cram the whole syllalfi%).

2. Issues related to teachers’ work: No support, amitng for teachers, environment in
the classrooms remains unchanged, no facilitigisarclassrooms, budgetary
problems (T5, T11, T4, T14, T16, T17) &8¢ had to go through a very tough time.
The majority of teachers were not ready or propérdyned for such a changéT11).

3. Issues related to funds: No funds to change there@mwent of the schools and

provide basic infrastructure (T6, T19)

The time limitations, insufficient number of stafhd insufficient knowledge to implement
the change were also mentioned as issues indicktokgof support for teachers in their

work.

Item 7 Were there any difficulties in adopting thischange in your classroom and what

was the nature of these?

This item in the questionnaire is linked with theepous question and looks at teachers’
experience of putting change into practice and #éis&m to reflect on the difficulties they
might have faced. An overview of the responseshedp us group the difficulties mentioned

with respect to their relevance to different issues

Table 6.5Frequency of difficulties in adopting the change forelevance to different

issues
Relevance to issues frequency
Related to students 11
Related to resource 10
Related to teaching 3
Related to existing system 1

Two respondents conveyed that they faced no diffesu

The main difficulties for teachers in adopting tbieange programme for the classrooms were

low initial acceptance and readiness of studentsthi® change initiative, the barrier of
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existing practices and insufficient resources dsfig¢cime but also materials, funds, and AV

aids.

Out of the eleven responses referring to diffiegtrelated to students, seven indicated that
students were not ready to accept the change. $bthese responses centred on the existing
and well-established practices of rote learning asason for the lack of student readiness.
One response was quite categorical in declaringeiigting system as the main problem.
‘Yes, there were a lot of difficulties; the earl®ystem was the chief hurdl€T6). Two
teachers referred to the large number of studertiseir classes, which made the adoption of
the new system difficult and one response pointgdtieat curriculum did not match the
intellectual level of students. One teacher (TEfgnred to the varied social, regional, lingual
and academic backgrounds of students and the isituathere some students have very
limited academic ability. Eight responses indicatibét resources were found to be
insufficient. Five out of these eight teachersctiiene as insufficient to cope with changes in
the curriculum and examination system and furthat, tthere was not enough time to cover
the syllabus. Three respondents stated that tleeyg fdifficulties in adopting this change due
to lack of facilities, AV Aids and AL Aids for langge teaching, and two teachers indicated
that financial pressure hampered institutions iovgling support to teachers in the form of
materials and infrastructure. Three teachers detldifficulties related to teaching: irrelevant
areas in curriculum (T1); pre-planning teachingtstgies for new concepts was challenging
(T10); and understanding new curriculum and comg¥his understanding to students while

also keeping them involved along with preparingstes it was quite difficult (T20).

Item 8 What benefits do you think this change hasrought for the students?

This item starts the next theme namely, teachessigptions and ideas on issues related to
students. As evident from the data gathered onigquevutems, issues related to students were
not restricted to the specific questions but weskerred to across questions especially in
relation to steps taken by teachers introducing &kihg forward the initiative in their
classrooms. However, it was deemed important ttudec specific questions on teachers’

perceptions of issues relating to students. Asestisdwere not included into this research
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study, the inclusion of items around this themevig® some insight —albeit indirectly- on to

the experiences of students.

This question aimed to ascertain teachers’ permeptf possible benefits of this change for
the students. The main benefits for students reddoly the teachers included limiting the
necessity for cramming and rote learning, creatingabit of thorough study, conceptual
development and improved performance in examinatéord beyond. These three gains have
a logical sequence in them. In the views of th@eadents, when students stop cramming
they start to study more thoroughly and developde®lerstanding of concepts, which leads
to a comprehensive better performance. ThRete learning was discourage@19) and
‘students started making their concepts clear irste.cramming’(T6). There is greater
coverage and depth: studerggidy the whole book(T4) do intensive study (T18) and are
discouraged from being selective in what they st(id; T9). Teachers are of the view that
this change programme has brought the benefit aicemtual development, deep
understanding and focus among the studehtsw' they go for the conceptual studyl11)
and they developed a habit of probing deep down inéchibart of the given topi€T15).

It is clear from the data that teachers are ofvilbe that limiting the use of cramming and
seeking improved understanding has accrued bedtésrmance. This improved performance
is reflected in a number of aspects: hard work good grades and marks (T3, T10),
enhanced creative ability (T11, T12, T14), indiatwapacity (T14), precision (T18)
concentration (T11, T16) mental capability (T16daonfidence (T12) on the part of the
students. This improvement is evident in the upgda#nowledge and preparation for
practical life (T17).

Item 9 What are some of the challenges for studeniis the new system?

This item was a further attempt to ascertain tlaghers’ views on issues related to students
by probing further and broadening the ideas geedram the previous item. Teachers

identified the following major challenges for studein the new system:
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1. Lack of readiness to adopt thorough, regular, coinated, intensive and extensive
study (T3, T4, T5, T9, T10, T11, T12, T13, T15,4, T20) and to avoid rote learning
(T5, T11)

2. Lack of resource like books, internet and resouwldefchers (T7, T17)

3. Lack of proper training at the junior levels (T@)T

Overall, the challenge of deep and intensive siadgmong the most cited issue. Half of the
respondents identified this concern. Accordinghtent, students have tstudy thoroughly’
(T3), ‘pay more attention to conceptél'5) ‘study both grammar and literary text more
intensively’ (T10) and undertakecomplete and thorough studyas they cannot succeed
without ‘learning and understanding the whole less¢f20) and being regular in studies
(T13). For deep learning to occur, teachers agaditated that students need to change their
learning approach and had avoid rote learning’(T5) and‘to discard cramming’(T11).
However, the lack of resources is also a challesyeis the continuation of established habits
and training reinforced through the existing teaghimethodologies (T6), examination
system (T8) and practices used at junior levelee©thallenges for the students included the
development of the habit of book reading (T19)lIskn dealing with extensive text in the
textbooks (T18), adjusting to high standard edocatnd examination (T14) and time

management in examination (T11).

Item 10 What can be done now to make this changeork in a better way?

This item is related to the fourth main theme to ibeestigated in the questionnaire,
suggestions for improvement and speculations onfuhge. Teachers can provide some
insight into the issues relating to the implemeatatof the reform programme at the

classroom level and improvement in the change gsoce

Suggestions generated through this question weite garied. These suggestions covered
areas such as: policy issues, the process of chasgH, the specific curriculum
development, teacher development, wider partiapatprocesses of examination, provision

of resources and support and class size.

Six participants identified the need for teacheradigoment:without training teachers in the
existing institutions and orienting them to the artpnce of the new system, improvement
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cannot be achievedT12) so refresher courses and teacher training weggested. Another
set of suggestions revolves around the processarige policy, planning, monitoring and
implementation especially through the participat@heducators in the institutions. Four
teachers proposed suggestions related to more igdaagues about the management of a
change processa new education policy should be prepared with ttensultation of
educationists(T1). While five teachers emphasized the partiogmabf teachersbetter and
consistent evaluation system, monitoring of chaarge re-planning in the light of feedback’
from teachers (T2) in ordetto lessen the reservations of teaching stdff7). Two
suggestions brought in the issue of making charayapeehensive by focusing different
aspects likenstitutions, teachers and number of trained teachige achievement of better
results is not possible without compensating tleespects’ (T12). Another aspect of ensuring
that the change process was comprehensive wasdpesed inclusion of different levels of
the education system: thug) make this change work better, all stages irenpry, higher
and tertiary are to be improvedT6). Proposed by nine teachers, suggestions redetio the
improvement in resources available to teachersedsas students are also quite prominent
including: facilities for teachers and students,(T3, T7), computerized libraries/libraries
(T3, T19), Audio-visual Aids (T3, T4), teacher maisi(T11), internet/multi-media (T17),
work sheets (T19), more information/online guidafareteachers (T15) and more support for
teachers (T12). Four proposals were directly rdlaie the curriculum. Three teachers
suggested revision of the syllabus (T8, T13, T5) ane proposed a regulathange in
curriculum after appropriate intervals’(T14). Three suggestions touched upon the
examination system with more practice for examoratthrough tests (T16, T20) being
highlighted and one teacher suggested ttie examination system should be reformed
thoroughly’(T5).

Item11 What do you suggest should be done for thatroduction of any change in the

institutions in future by the higher authorities?

This item was designed to enable teachers to sgecabout the process of educational

change providing them with an opportunity to sunaag reflect on their views, feelings, and

experiences concerning this particular experientechange. In addition, they had the

opportunity to propose alternative approaches mitiating and achieving change in the

educational system at the institutional level. Aft@ving recounted their experiences and

suggested improvements, this question was an apptyrto bring some tentative provisions
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for future attempts at similar change endeavourghis section, participants again stressed
the importance of teacher training, teacher padiodon in initiating change, and the
provision of resources to facilitate the impleméntaof change. The suggestion relating to
the improvement of the conditions of teachers drealdiscussion of the wider idea of the
nature of change were new issues here. On the adsmeat should be done to introduce any
change initiative in the institutions in future,ather development emerged as the most
commonly suggested step. Seven respondents recatethghat Teacher training and
refresher courses should be arrangdd’ 19). The provision of required resources for the
incoming change was the second most common suggesiih six teachers identifying the
need for improved facilities in educational indiitas, teaching materials and more guidance
for institutions. This is followed by the need fitve wider participation and involvement of
stakeholders, especially teachers in the procesgpality formulation, planning and
implementation of any educational changBeachers should be involved in formulating
change’and ‘change should not be ‘dictated’ but through evaléry process{(T2). Four
teachers recommended improvement in the conditdrservice and professional standing:
including respect for teachers (T4), their standairdiving (T19) and the salary packages
(T6). Insecurities related to job security of teaxsh especially in public sector have also been
mentioned (T7). Five teachers made very specifiggsstions; two related to English
language and Pakistan Studies syllabi. Other gpesifggestions included an increase in
objective type questions in the examination papgss,of a semester system of examination,
a reduced syllabus and the use of easy vocabulattyei syllabus. Two teachers brought in
the issue of smaller class size. Along with thgsecsic steps for future change initiatives,
four teachers mentioned a few generic steps forotlezall nature and process of change.
Change should not be sudden but rather, shoulddakigl and need oriented (T12); it should
be sensitive tosocio-economic and geo-politicealities (T5); it should be worked in the

positive direction (T1) and should always followibot project (T2).

Item 12 Any other comments relating to this initiatve that you would like to add.

This item was included in the questionnaire to émdéte respondents to add any comments
not included previously in responses to specifiesions and/or to confirm some already

expressed views or concerns.
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Out of twenty participants, 18 gave further suggest for improvement. The suggestions
generated in this section follow the same trenchdoin the previous two items. Some of the
suggestions included: wider participation and ineatent of all stakeholders and especially
of teachers in bringing change (T1, T6, T10, Ti8xcher training (T4, T5, T6, T9), timely
information of change, better pay, respect, ineestiand selection process for teachers (T5,
T7, T16), more funds and facilities for instituteoiiT3, T5), more co-curricular activities,
study tours and seminars for students (T19, T2@0neother proposals put forward relate to
the nature of the change: adopting a gradual appra@orking up from the junior levels in
school and making it relevant to the needs andseabnomic realities of society (T2, T11).
Some suggestions specific to curriculum includgmtlating the syllabus, regular revisions in
curriculum, making curriculum to match the levelstfidents and to develop their creativity
and capacity (T6, T13, T14, T16). Reforms to thanexation system were included to make
monthly tests compulsory in all institutions, matgectives oriented examinations and more

objective type questions in the exercises givamooks (T8, T16).

6.3  Overall themes emerging from the data

The purpose of this phase of data collection aradyars was to generate some overall themes
and issues within these themes, which are relaeateiachers. These themes and issues were
then used to construct a more structured questi@ntwacollect data from a larger number of
teachers. The emergent overarching themes andstwes have been presented in the

following section.

6.3.1 Student learning

Issues related to students emerged as one of fjoe sudjects across the questions. Teachers
related their first reaction and initial acceptamethis initiative to its positive impact on
student learning. They considered that this chaogéd control the practice of rote learning
and develop conceptual and deep learning amonerssidvhich in turn would improve their
performance. When teachers identified the initigps to take this change forward, they
mentioned preparing the students for change throadjice, encouragement, awareness
raising, information and discussion. This aspectsiofdents’ preparation for change was
affirmed when teachers identified reluctance and-aceptance of change from students as
one of the major difficulties they faced in adoptihe change in their classrooms. Therefore,
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to offset this problem they started counsellingsh&lents to adopt the change initiative. The
issue of limiting rote learning, promoting concegtdevelopment and achieving improved
performance of students were consolidated wherhégaclisted these aspects of student
learning among the most likely benefits as welthes most challenging aspects of the new

system for the students.

6.3.2 Assessment

The participating teachers have recognised changihd assessment system as a major
influence on the teaching learning process. Theas & clear and strong emphasis on
preparing students to perform well in the new exation system. The limited reference to

this aspect of the change initiative was made éniniitial questions on the views of teachers

towards the change. Later on, the emphasis becaore mpronounced when teachers

mentioned the steps they had taken to adopt tlasgehinto their classrooms. They reported
that they had transformed their teaching accortiintpe new examination requirements and
prepared more notes, practice tests, short questMBQs etc. Students were also guided to
take as much practice as possible to prepare famsxand were encouraged to develop
guestions, MCQs and tests by themselves to enlthacereparation for the examination.

6.3.3 Teacher participation

The responding teachers also highlighted the is§t@ieacher participation in the initiation of
the process of change. One participant mentionés ifsue in the early part of the
guestionnaire but more teachers emphasized iteim suggestions for future similar change
endeavours and in their remarks in the concludiegtien. The suggested level of
participation varied from more comprehensive ineohent in the formulation of change
initiatives to the orientation of teachers and rtHeeing taken into confidence about the

initiative, but the dictated’form of change has been criticized.

6.3.4 Resources and support

Avalilability of resources, support and facilitation the change implementation process
received a particular emphasis in teachers’ regmonélthough there was a particular
guestion about the support provided to teachethannstitutions to implement change, the
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reference to the issue was made across the quesfieachers complained about the non-
availability of facilities like AV aids, internetra furniture, materials like teacher manuals
and books and funds to provide these facilitiestenmas and infrastructure. They also
mentioned lack of support in the form of informaticguidance and communication. The
other resource, which was focused on by teachesstim@ and teachers thought they did not

have enough time to cope with the change and imgidé¢ih successfully in their classrooms.

6.3.5 Teacher training

The theme of teacher training emerged in the questn the steps taken in the institution to
introduce change in the classrooms and two teachensioned that training was provided to
them as a preliminary step. The issue came upeirseistion related to support for teachers in
the implementation of the change and one teachatiomed that they were not supported
with required training. However, teacher trainingasvfocused on in the section on
suggestions for improvement when teachers emplibstee required training and
development of teachers to prepare them for impheatien of the change. This suggestion
for teacher training was consolidated in the nedtien when teachers speculated on any
future change endeavour and counted teacher tgassna primary requisite. In this way,
teacher training was considered important for improent in the ongoing programme of

change and also for any future initiative.

6.3.6 Nature of change, its planning and implementatiomprocess

The reference to the nature of change and its mmghtation process also came at different
points in the responses. Change was identified bmspg sudden, non-inclusive, non-
democratic and not according to the mental levdl @nevious training at the junior levels of
students. The suggestions for improvement inclucatsultation with educationalists, the
gradual introduction of change from junior leveiglayreater links with the socio-economic

context of students.
6.3.7 Improvement in the working conditions for teachers

Many of teachers concluded their responses by estigg improvement in the working
conditions of teachers by enhancing respect foptbéession, salary structure and incentive
programmes.
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These overarching themes and issues within thesedad content as well as the structure of
sections and subsections in the subsequent stedoturestionnaire for teachers. The items of
this structured questionnaire have emerged frond#ia grouped under every theme listed
above, as the next chapter will illustrate.
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Chapter 7 Analysis of the Structured Questionnaire Data

In this final phase of the research study issulede@ to the process of change were explored
using a structured questionnaire with a larger sangb teachers and the data gathered
through this questionnaire is presented and ardlysethis chapter. This structured
guestionnaire was based on the outcomes of themtply survey presented in chapter 6.
The overall themes of the study were the sameeasribs explored in the preliminary survey
of teachers, but the specific issues within thbsenes have been drawn from the qualitative

data on teachers’ views from the earlier invesiiogaffor questionnaire see appendix 14).

7.1 Demographic information

The questionnaire began with factual questionsrdagg (1) the subject taught by the
respondents and (2) the length of their teachimmee&nce. These two factors were deemed
pertinent to this study. The three subject area® i@cused in the research, so the sample
included teachers teaching any of the three subptdbigher secondary level. These subjects
were English, Urdu and Pakistan Studies. The faligwable illustrates the composition of

the sample by subject.

Table 7.1 Subject taught by the interview participants

Subject area Frequency
English 50

Urdu 45

Pakistan Studies 29

Total 124

An attempt was made to include a third of the tatahbers of teachers teaching each subject

from the pre-selected institutions. The differentehe number of teachers in each of these
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subjects indicates a usual difference in staffngjiie in the three departments. There are less
Pakistan Studies teachers because this subjemtighttin only class Xl while English and
Urdu are taught in both XI and XII. Within the tbersubject areas, the sample was also
selected to balance the number of more experierfoeate than ten years) and less
experienced teachers (less than ten years). Hersatfmple was selected to attain a balance
across two categories namely ten years or lessramd than ten years, which are presented
in Table 7.2.

Table 7.2  Teaching experience of the interview participants

Experience in years Frequency
less than 10 years 59

more than 10 years 64
missing 1

total 124

As the table indicates 59 (48%) teachers fall tht® category of less experienced teachers
(ten years or less) The curriculum reform procésgesd in 2002 so those with less than 10
years of experience either started their careetisdarperiod of transition or experienced it in
their early careers. In the category of experierteadhers (more than ten years), there are 64
(52%) teachers. Those with more than ten yearxpéreence have worked in both old and
new system for a considerable time. This variatraght have an effect on their response to

the reform and the way they adjusted to it and ibékward.

The possibility of the varying length of teachingperience influencing the attitudes was also
examined in the analysis of the whole data in $eistion. This aspect has been analysed for
every item on the questionnaire through the apiptinaof Independent-Samplédstest on
SPSS. The significance (p value) of Levene's test wsed to determine if the Equality of
Variances for both groups can be assumed or nathwéd to the use of an equal variances

or unequal variancetest from the inferential statistics. The appimatoft test on responses
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for every item of the questionnaire revealed thatdifference in teaching experience was not
significant for most of the items except for thedements. The analysis of the three elements,
(1) the perception of this change programme beibgu, (2) difficulties in the
implementation of the change in the classrooms tdune class size and (3) suggestions
made for more extensive examination reforms, irtdataignificance, and this analysis has
been included in the relevant sections below. Tinyais of the significance of teaching

experience has been discarded for those partshwlidcnot reveal any significance.

After demographic and factual questions, the rette@questionnaire had a composite design
including dichotomous, multiple choice, rank orderirating scales and open-ended items.
These designs were used in different sections efgtiestionnaire for different purposes as
explained in chapter 4. Most sections of the qoastire looked for structured responses but
the questionnaire ended with a section in whichi@pants could add comments. This space
was enough to write 2-4 sentences. Out of 124 guaaits, 65 used this space to add
comments. The contents and tone of the commeniedvacross the respondents. Most of the
respondents made suggestions but some of them stattanents on the benefits of the
reform, pinpointed flaws in the process of changsmagement, or added general comments
on the content of the change especially the nelalsys. All these comments addressed some
specific aspect of the reform initiative, which hatteady been included in the earlier
sections of the questionnaire. Therefore, it isartgmt to state at the outset that it has been
deemed suitable to include and analyse these cotanmethe relevant section of the analysis

of the rest of the questionnaire.

7.2 Initial information about the change

The first section of the questionnaire asked te@civbaen they first heard about the change

and the source of this information. Of the 124 oeslents, 110 gave a specific year while

only 14 mentioned a period like 7 years ago whi@s wonverted to the relevant year. The

following table shows the data obtained on thisiite
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Table 7.3  When the participants heard about the change

year Frequency
Before 2002 5

2002 55

2003 15

2004 16

2005 13

After 2005 17

No response 3

Total 124

A total of 60 teachers (48.38%) had heard aboutHange before or in 2002, which is the
year when change was initiated. The other 44 teaql®%.48%) heard about it in the next
three years and 17 (13.7%) heard after 2005. Thdtseshow that most of the teachers heard
about the change as soon as it was initiated, blyt five had heard about it before the
initiation stage when the policy might have beethenmaking. The rest of the teachers heard
about the change later in the process. Althoughbatantial number of teachers heard about
the change at its earliest stages, there were sdmalid not hear about it until 2-3 or more
years later. This can be linked with the lengtheaichers’ service and this proved to be the
explanation for this variation on further analysfsthe data. Most of the teachers who had
heard about the change from its earlier years weyse who were in service at that time.

Those who heard about it later were those who biaegl the profession in the last 5 years

The next question was to determine how the chamggrgmme was communicated to
teachers as well as to indicate if and to whatréxtiee teachers had been included in the
processes of planning and initiating the changgnamme. The data gathered is illustrated in

the table below:
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Table 7.4 Source of information about the change

Source Frequency
Curriculum document 7
Textbooks 4
Government/official letters 6
Media/newspapers 25
Colleagues 7
Institution/department 38

FBISE (Federal Board of Intermediate and SeconBdrycation)| 26

FDE (Federal directorate of Education) 6
Miscellaneous 3

No response 2
Total 124

The data on the source of information is quite ingo@ given that the main source of
information for teachers was the institutions, ABI8nd the media. The institutions have
emerged as the source of information for 38 (30.)6t&4chers. However, as clear from the
previous section, it was only after the reform pamgme had already been initiated. One
explanation can be that the management in ingiitathad been directed to implement the
change, and at that stage, the information was ey@t/ to the teachers. The other major
source of information for teachers was FBISE, whgkhe examination board. An element
of the curriculum reform programme was reform oé thssessment system, which was
initiated through FBISE. Therefore, when changed haen made, FBISE informed the
institutions about these through letters, schemstudies and model examination papers.
These documents were given to teachers for the ieaion preparation of the students. The
other source of information for teachers (25=20.18%s the media. The remaining sources
are also mainly secondary as colleagues, textbooksFDE (Federal directorate of
Education). Six teachers got their information tlgio government (official letters), which
might be a direct communication from the MinistfyEucation or Curriculum Wing. Even
from this basic data there seems to be an issug &t place of those who would implement
the reforms. Information was gained from variouarses and situation appears haphazard.

There seems to be no coherent strategy for briefimd) providing information to teachers.
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When seen in the light of the data on previous tijpmsit is evident that teachers were not
part of the planning and the policy formulation gess. They were informed after the change
had been initiated at the implementation stage imamrough the implementing bodies
(institutions and FBISE). A significant majority téachers had not heard about the change
before 2002, they received the information at tbimpwhen the implementation stage was to

begin rather than earlier at the planning or polaynulation stage.

7.3 First reaction and initial attitude towards the change

The next section describes respondents’ initiattrea to change. This section had three
guestions and first of these related to how teachist reacted to the change initiative. The

data shows the following results:

Table 7.5 First reaction to the change

Response Frequencyercentage
Positive 72 58.1%
Mixed 44 35.5%
Negative 8 6.5%
Total 124 100%

The majority of teachers (72=58.1%) received thenge positively while only eight (6.5%)
had a negative reaction. The other 44 (35.5%) hadead reaction - they did not start with a
negative or positive reaction but were divided ot dear and this may be due to lack of
information. Overall, this data indicates a subs&hpositive response to the reforms, which
suggests that there might have not been muchlingségstance. This data has been expanded
in the comments section as four respondents masiévgocommentsgenerally change is
good (P (participant) 51) andthis change is goodP12). This positive perception is in

keeping with 58% of participants sharing a positaitt#ude towards the change.
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The next two questions looked at changes to tesaclmtial reaction over time and the

nature of this change if any. As the following &lshows 82 teachers confirmed change in

their initial reaction while 42 indicated no change

Table 7.6

Change in attitude over time

Response Frequency
Yes 82

No 42

Total 124

The following table illustrates the descriptionabfange in respondent’s attitudes.

Table 7.7

Description of change in the attitude

Change Frequency | Percentage
Became more positive 41 50%
Changed from negative to 2 2.4%

positive

Changed from positive to 8 9.8%
negative

Changed from mixed to positive 27 32.9%
Changed from mixed to negatiye 3.7%
Became more negative 1 1.2%

Total 82 100%

This data shows that majority of teachers instargbcted to change in a positive way and

subsequently became more positive including those ad mixed reaction became more

positive over time. Thus, 50% (41) of teachers beraore positive, 32.9% (27) of teachers

changed from mixed to positive while only two chaddrom negative to positive. Thus, the

positive attitudes towards the change strengthewvedime, with 85% (70) of the teachers
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who had experienced a change in their attituderbeaaore positive or changed from mixed
and negative to positive. The remaining 15% (13)eelenced change towards negativity.
Thus, there was generally a positive attitude, et teachers were not part of the planning
process of the reform.

7.4 The conception of change initiative

The next part of the questionnaire was designexpbore the respondents’ conception of the
reform. Following from the previous questions aboutial reactions and any changes in
attitude, this section sought some explanationheté earlier responses. Items in this part

were focused around the following main themes:

» Purpose of the change
» Process of the change
» Student learning

» The role of teachers

There were 13 statements on these issues, for wiechesponses were taken in the form of
agreement or disagreement on a four-point LikeatescThese issue specific statements were
randomly ordered in the section to control any fmesesponse pattern on one issue (see
appendix 14). For the purpose of analysis, thestants related to specific issues have been

grouped and presented in the following sectiorheftext.
7.4.1 The purpose and the process of change
The purpose and process of change had emerged asath issue in the preliminary teacher

survey from which a series of statements were coctetd. Table 7. 8 present the responses
to each of these statements.
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Table 7.8 The conception of change: the purpose and the press of change

Statement: strongly agree agree | disagree (3) strongly total | Mean
Change (1) (2) disagree (4)

Is a much-needed 21 (16.9%) |71 25 (20.2%) | 7 (5.6%) 124
intervention (57.3%) 2.1
Is suitable for on | 14 (11.3%) 56 42 (33.9%) | 12 (9.7%) 124
the ground (45.2%) 2.4
realities

Does not meet the 10 (8.1%) 51 52 (41.9%) | 11 (8.9%) 124
requirements of (41.1%) 2.5
all stake holders

Is not 7 (5.6%) 25 68 (54.8%) | 24 (19.4%)| 124
encouraging for (20.2%) 2.8
the future

(forward looking)

Was abrupt 40 (32.3%) 51 25 (20.2%) | 8 (6.5%) 124
(41.1%) 2
Was well planned 14 (11.3%) 45 53 (42.7%) | 12 (9.7%)
(36.3%) 2.5
Was not 13 (10.5%) 61 42 (33.9%) | 8 (6.5%) 124
implemented (49.2%) 2.2
properly

The first four statements relate to the purposehef change. The responses on the first
statement show that 74% of teachers agreed tohdrege being a much-needed intervention,
confirming the need for this change. On the issuée change being suitable for on the
ground realities, 56.5% agreed with the statemdmliewd3.5% disagreed with it. The results
for the third statement also show divided opiniwith regard to meeting the requirements of
all stakeholders: 49% teachers agreed with therstit thus perceiving the change as not
meeting the requirements of all stakeholders anthi@ing 51% therefore saw the initiative
as meeting these requirements. This divided opimoavident in the mean score of 2.5,
which lies exactly at the midpoint. The final staent that the change programme was not

‘encouraging for the future’, that is, would notihéo address future demands and was not
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forward looking and 26% participants agreed wita tatement and 74% disagreed and so

the majority of teachers thought that change wasdal looking for the future.

The next three statements focused on the procedsaofje and as the results show, 73% of
respondents agreed with the first of these statesmdwat the change was abrupt. On the
second statement opinion was divided with 52% spoadents disagree with the idea that
the change was well planned and 48% agreed witlstditement. This division of opinion
reflects in the mean score of 2.5 at the midpontt & can be linked with the division of
views related to change not meeting the requiresnehtall stakeholders. On the issue of
implementation, 60% of teachers agreed that thagghavas not implemented properly and
40% disagreed with this view. This result followsnge negativity about the process of
change management: seeing change as abrupt, nteémemted properly and not well
planned. In the comments section, 5 respondents peitded out flaws in the process of
change management indicated that the planning ef réiorm was not inclusive, its
implementation was flawed and it was not effectfee subject teaching language and
literature The change was not properly implement@@40). These comments confirm the

reservations of the respondents on the change reareary process.

An equal variances test produced significant results for the statantbat ‘change was
abrupt’. The results indicated a statistically able difference between the degree of
agreement of teachers with ten or less years chieg experience (M = 1.83, s =.77) and
those with more than ten years of teaching expeeiéM = 2.17, s = .97)(121) = 2.15p =
.033,a = .05. The further analysis reveals that the priigo of less experienced teachers
agreeing to the conception of change being abrsphigher (4.36) than that of more
experienced teachers (1.9). In this way, more efléss experienced teachers find the change

to be abrupt.

In summary, an overwhelming majority of participantiew change as a much needed
intervention and consider it to be forward lookitgit they raised issues about the change
management process. The pattern of teachers’ opraa be linked to the response to the
earlier questions. The high number of responseshenmabruptness of this change can be
linked to the implication in the first two quest®mwhere the majority of teachers indicated
that they were not part of the policy and plannamgcess of the reform. Further, they only
heard about the reform through media or the exaiomaand other bodies at the
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implementation stage. The less experienced teaglagtisularly reported this and this might
be due to the fact that they might have starten tageers in the period of transition. A clear
majority has misgivings with the implementationtleé change but at the same time endorse
the view that this change programme was suitabléht® context in school. A small majority
has reservations about the planning of the chamggramme and about the change not
meeting the requirements of all stakeholders. Thhgs section indicates an overall
agreement with the need and purpose of the chamgeegervations about the process of its
management. In the comments section also the daremd of suggestions was to match the
local context of Pakistan: at thdomestic level and basic needs of our soci@®y24) and
‘the existing education, economic and political dition of the country(P25) and without
‘blind following of the WegqiP120). One respondent (P121) suggested a pilobdgesft the

change programme before implementation.
7.4.2 The conception of change: student learning
The next major issue in this section was studeaninlag with a series of statements about

how teachers judged its effect on the learningudents.

Table 7.9 The conception of change: student learning

Statement: strongly agree disagree strongly total | Mean
Change agree (1) (2) 3) disagree (4)

improved the | 21 (16.9%) 74 (59.7%)| 23 (18.5%) | 6 (4.8%) 124 2.1
assessment of

students

is a happy 16 (12.9%) 68 (54.8%)| 29 (23.4%) 11 (8.9% 124 2.2
experience for

learners

is not good for | 6 (4.8%) 29 (23.4%)| 74 (59.7% 15 (12.1%) 124 2.7

student learning

provided new | 27 (21.8%) 68 (54.8%)| 24 (19.4%) 5 (4.0%) 124 2
pedagogic
experience

Responses to the statement that the change hadvetpthe assessment of the students
produced a significant rate of agreement (77%)icishet next item. With the statement, ‘this

change is a happy experience for learners’ 68%egihandents agreed, 32% of participants
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disagreed. The mean scores of 2 and 2.2 on thesstatements respectively also confirm an
overall trend of agreement among the responderitstivese statements. The next statement
presented the opposite view: ‘change is not goadsfadent learning’ and the positive
conception of change from the previous items cdraeer in the responses to this item as
well with 28% of participants agreeing with thetstaent while 72% disagreed. The mean
score of 2.7 also reflects overall response ofigpants towards disagreement with this
statement. This also reflects that participantqiee this change programme ‘good for
student learning. On the last dimension of stutkarhing, 77% of teachers agreed (the mean

score of 2 also confirms it) that change had predid new pedagogic experience.

Despite some reservation about the managementeottiange process for this initiative,

teachers agreed that it was worthwhile in termstedlent learning. We can speculate that the
purpose of the change programme in terms of thereeqces and impact on learners was the
basis not only of respondents’ positive initialatan to the reform but also of their increased

positivity over time.

7.4.3 The conception of change: teacher development

The next group of statements explored teachergepéions of change in relation to their
own role and development. The issues covered fh@ifessional development and the
opportunity to discuss change with their colleagudsch can be conceived of as a means of
providing support. The following table illustratessponses to these dimensions of teacher

development.

Table 7.10  The conception of change: teacher development

Statement: Change strongly agree disagree | strongly total | Mean
agree (1)| (2) (3) disagree (4)

is an opportunity for self-| 30 67 21 6 124

development (Profession al(z 4.2%) | (54%) (16.9%) | (4.8%) 2

development) for teachers

provided time for teachers 13 37 53 21 124

to discuss change among (10 506) | (29.8%) | (42.7%) | (16.9%) 2.7

colleagues
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On the issue of professional development, 78% tyadgreed as reflected through the mean
score of 2 as well, it was an opportunity for theim development. Only 22% disagreed with
the statement. However, on the second item, 40%hées agreed that there was time
provided for them to discuss change among colleagiele 60% did not perceive so. This
trend towards disagreement with the statement raféects in the mean score of 2.7. Thus,
from these results an overwhelming majority of taspondents perceive this reform as an
opportunity for self-development but they were paivided with the time to discuss change
among colleagues, which might also have helped terelopment in order to understand

and prepare for the change programme.

In summary, in all three sub-sections of this secthere are some clear trends and some
divided opinions. There are two clear trends finstthe process of change management and
second on the nature of change. Teachers genatynegative views on different aspects
of the change process including planning, initiationplementation, and preparation time for
teachers. On the other hand, they have a posiiexe of the change programme with regard
to its purpose, the impact on student learning asgessment, the potential prospects for
future, as an opportunity for teachers to devetgmiselves, a new pedagogic experience and
suitable for on-the-ground realities. This dividgainion also emerged on the perception of

change meeting the requirement of all stakeholders.
7.5 Support provided by the institutions and partigpants’ satisfaction with it

The issue of support was partly included in theessf teachers working getting enough time
to work with colleagues. This section of the qumstiaire examined further the support
teachers received from their institutions to take thange forward and their level of
satisfaction with this support. This section haa fparts, one asking them to choose from
three levels of satisfaction (fully satisfied, palty satisfied, not satisfied) with the support
provided by their institutions and the other segkeither ‘yes’ or ‘no’ responses to a listed
number of items. These items related to taking ¢hange initiative forward in their

classrooms including: teacher training, guidaneacher’s manuals, audio visual aids, and

internet and library resource.

Table 7.11 illustrates responses on the level tiffaation with the support participants get
and table 7.12 presents the summary of responseth&rior not participants received certain
types of support from their institutions.
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Table 7.11

Satisfaction with support provided fistitutions

Response Frequency Percentage
fully satisfied 37 29.8
partially satisfied |68 54.8

not satisfied 19 15.3

Total 124 100.0

Table 7.12

Support provided to teachers in their institutions

Type of support yes no total
Teacher Training 58 (46.8%) |66 (53.2%) | 124
Guidance 77 (62.1%) | 47 (37.9%) | 124
Teacher's Manuals 64 (51.6%) |60 (48.4%) | 124
Audio Visual (AV)Aids 35 (28.2%) |89 (71.8%) | 124
Internet and library resource 75 (60.5%) | 49 (39.5%) | 124

Only 30% of teachers are fully satisfied with thegort they got from their institutions.
While 15% of them are not satisfied with the suppamd majority of them (55%) are
partially satisfied. The greater proportion indiogtpartial satisfaction can be linked to the
type of support provided to them or not, which waplored in the subsequent question. The
results from table 7.12 show that support for teegtwas very limited. 53% of teachers
indicated that no training was provided for thermm® curricular support was provided in the
form of guidance (62%), teacher’'s manuals (52%), a&ds (28%) while internet and library
resources were provided for 60.5%. These resutte shgeneral lack of support for teachers,
which can explain 15% teachers with no satisfactind 55% with partial satisfaction with
the support they got from their institutions.

7.6 Difficulties in the implementation of change &the classroom level
The challenges faced by teachers in the implementat the change were the focus of this
section and were mainly grouped around three thewtesre problems arose

1. related to students
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2. related to curriculum

3. related to the implementation
In this section, the areas of difficulty were Igtand teachers were asked to rate each in
terms of degree of difficulty of coping with them the course of implementing the change
in their classrooms. The five points of the ratsmple were 1=very difficult, 2=difficult,
3=moderately difficult, 4=not difficult, 5=not atlalifficult. This scale is weighted towards
difficulty because these issues had all been ifiedtin the exploratory study as areas of
challenge in adopting the change programme. Themsemnts concerning different themes
were in random order in this section but for theppsge of analysis, these have been grouped

into three themes.

7.6.1 Difficulties: Issues related to students

One group of issues related to students, spedifitatir readiness for change. The previous

data indicated that there were different facetstoflent readiness for the change: a broader
general readiness, readiness for the changed dé\selademic requirements created by the

reform initiative and readiness to adopt a newnliegy approach. Table 7. 13 presents these

issues in this group and the distribution of regesrby the degree of difficulty.

Table 7.13 Problems: issues related to students

Problem very difficult | moderat | not notatall | Tot | Mea

difficult ely difficult | difficult | al n
difficult

students not ready | 9 30 33 34 18 124

to accept the change 7 a0 | (24 206) | (26.6%) | (27.4%) | (14.5%) 3.1

hard to bridge the

gap between the

preparation of 16 43 38 21 6 124

students from junior| (12.9%) | (34.7%) | (30.6%) | (16.9%) | (4.8%) 2.6

levels and the

changed

requirements in

knowledge and

competency now

hard to change the | 28 23 32 35 6 (4.8%) | 124 | 2.7

students from old 0 0 0 0

practice of learning (22.6%) | (18.5%) | (25.8%) | (28.2%)
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On the issue of students’ readiness for changantjerity of responses are distributed across
the three middle points. If we analyse the humibgstwo categories (1+2 and 3+4), which
clearly divide the responses into two categoriethefissue being considered difficult or not
difficult, 31.5% find it either difficult or very ifficult, while 42% find it not difficult or not at

all difficult. Whereas in the middle category, 2 @¥respondents had difficulty with the issue
at a moderate level. Therefore, if we count alpogses with some degree of difficulty, this is
58% in total but the mean score of 3.1 reflects dverall difficulty level for this response

has been reported at the moderate level.

The next part dealt with the issue of bridging gap between the preparation of students
from junior levels and the changed requirement&nowledge and competency. Here for
only 22% of respondents this was not difficult at &t all difficult while 48% of teachers
find it difficult or very difficult and another 31%nd a moderate level of difficulty, and so
the total sum of those finding some degree of diffy was 78%. The mean score of 2.6
reflects the intensity of the difficulty betweerffaiult and moderately difficult level. Thus,
the gap between the preparation of students fromoijlevels and requirements of knowledge
and competency in the new curriculum and assesspregramme posed difficulty to a

considerable number of teachers.

The subsequent item relates to students’ adoptiorchange by ‘de-learning’ the old
approach of learning, this is, rote learning. Theadgshows that 23% of teachers found it very
difficult to change the students approach to lesyranother 18.5% found it difficult, while
26% found it moderately difficult. This dispersiof the intensity of the difficulty level is
evident in the mean score of 2.7 closer to the aoemwith the previous response. In total
then, 67% of teachers reported some degree otdliffi on the issue. Out of the remaining,
28% found it not difficult and 5% reported no diffity at all. Changing students’ approach
of learning posed difficulty to a considerable gerage of teachers as they implemented the

new programme in their classrooms.

This part of the questionnaire probed how diffigukvas for teachers to handle the issues of

students’ readiness and adoption of change progeariims was an especially significant

dimension when they had perceived the change progeaas a positive learning experience

for student learning. At the implementation in tbkssroom stage, however, teachers

experienced some level of difficulty in issues tetato students. On the three dimensions of
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the theme probed in this section, the reportedsitg of the difficulty level is comparatively

less on students’ readiness to accept the chaageath either bridging the gap between the
preparation of students from the junior levels du@tion and the required skills and
competence now or changing their old learning Isafiibe latter two issues pose difficulty at

a comparatively higher level of intensity as ieisdent from the mean scores as well.

7.6.2. Difficulties: Issues related to curriculum

The second group of problems related to the leaatent and teaching of the curriculum.
The issues in this group included the match betwieerevel of curriculum and the mental
level of the students (indicated in the earlierckeat survey as academic ability or
attainment), irrelevant topics in the syllabus, #mel provision of time to teach the content

of the curriculum and of teaching materials.

Table 7.14 Problems: issues related to curriculum

Problem very difficult | moderatel | not not atall | Tot | Mean
difficult y difficult | difficult | difficult | al

The level of 17 31 27 32 17 124

curriculum (13.7%) | (25%) (21.8%) (25.8%) | (13.7%) 3

above the mental

level of students

Irrelevant topics | 20 28 33 27 16 124

in the syllabus | (16.1%) | (22.6%) | (26.6%) | (21.8%) | (12.9%) 2.9
Less time to 27 28 35 22 12 124
cover the (21.8%) | (22.6%) | (28.2%) | (17.7%) | (9.7%) 2.7
curriculum

content

Lack of teaching | 12 36 41 20 15 124
materials (9.7%) (29.0%) | (33.1%) (16.1%) | (12.1%) 2.9

For the first issue the content of the curriculumd @&s level of difficulty for the students in

relation to their mental level/age, for 39% of papants this posed difficulty and 22%
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thought it posed moderate difficulty for them topiement the change. Therefore, in total
61% respondents had some difficulty with the isgteementioned by 78% of respondents in
the previous part, the gap between the demandkeohéw curriculum and the previous
learning experiences and achievements of pupilsigltine junior stages could partly explain
this difficulty to 61% of respondents in the chamgg@lementation process. On the issue of
irrelevant topics in the syllabus, the responsessaread across the whole range: 39% rated
the issue difficult, 27% rate it at the moderatdifficult, while on the other side of the
continuum, 35% found it not difficult. The issuele§s time to cover the curriculum content
brings the practicalities of classroom situatiotoifocus: 44% respondents faced difficulty
in the implementation of change in the classroom wuscarcity of time available to cover
the curriculum content and another 28% reportetthiey faced difficulty at moderate level.
The extent of the curriculum content was an issith 8% considered it to be difficult at
some levels and only 27% of teachers viewed thige@sas causing no difficulty. In the
comments section, three participants indicated ttieyt found the syllabus being lengthy an
issue Syllabus is lengthy and teachers have not enougie tio implement teaching
methodology’(P30). The subsequent issue looked at practisaksand resource problems
for teachers in the classrooms as being aboutidbk 6f teaching material’ and its effect on
the implementation of change. 33% rated the issumasing moderate difficulty, 39% rated
it difficult, thus 72% with some element of diffiitys and only 28% had no difficulty.

In this section, respondents reported that they diffatulty with the level, content and

teaching of the new curriculum. The mean scoretheriour items in this section reflect the
intensity of the difficulty closer to the moderaievel (3). Comparatively, the highest
intensity of difficulty level reported in this grpuof issues relates to the problem of the
availability of time to cover the curriculum conteilowever, there is a reported difficulty
for matters related to teaching due to the scargftyeaching materials as well as the
irrelevant topics in curriculum and disparity invéd of curriculum and mental level of

students.

7.6.3 Difficulties: Issues related to the procesd onplementation

The third group of issues was clustered aroundotbeess of the implementation including
the preparation and the implementation issuesarckiissroom. Issues related to preparation

were the availability of time and resources to prepfor the change and to gain
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understanding of the purpose of the change iniBativhile communication of the purpose of
the reform programme to students, class size amdiéisign of practice tests for students
related to the implementation stage. Table 7.15snmat the responses on all these issues
related to the process of the change implementation

Table 7.15  Problems: issues related to the process of implentation

Problem very difficult | moderatel | not notatall | Tot | Mea
difficult y difficult | difficult | difficult | al n

Time not enough to | 20 33 38 25 8 124

prepare yourself for| (16.1%) | (26.6%) | (30.6%) (20.2%) | (6.5%) 2.7

the change

Lack of funding to | 27 45 19 20 13 124

provide required (21.8%) | (36.3%) | (15.3%) (16.1%) | (10.5%) 2.5

resources

General 14 18 47 37 8 124

understanding of (11.3%) | (14.5%) | (37.9%) (29.8%) | (6.5%) 3.0

the change

conveying this 12 19 27 47 19 124

understanding to (9.7%) (15.3%) | (21.8%) (37.9%) | (15.3%) 3.3

students

Big class size 48 31 25 14 6 124 | 2.1
(38.7%) | (25%) (20.2%) | (11.3%) | (4.8%)

preparing tests for | 8 17 33 44 22 124

students (6.5%) (23.7) (26.6%) (35.5%) | (17.7%) 3.4

On the issue of whether there was time to prefmrthe change, there is a concentration of
responses (57%) in difficult and moderately diffia@nge with 27% finding it difficult and
31% moderately difficult. If the 16% who found ieny difficult are added to this, then the
total percentage of participants having some degfekfficulty is 73%. However, the mean
score (2.7) shows the intensity of difficulty ftig issue closer to the moderate level (3). The
second issue related to the funds to provide thaimed resources. The results replicate the
overall division of responses from the previousnitthough there were more respondents
who saw this at the ‘very difficult’ level (22%) ardifficult’ level (36%) with 15% putting it
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in moderately difficult level, which in total is & The remaining 27% reported ‘not
difficult’ or ‘not at all difficult’ in relation tothe lack of funding for resources. The mean

score of 2.5 places it as the second most diffisglie after the issue of class size.

The third item in the section explored the viewspafticipants concerning their ‘general
understanding of the change’ in the implementatibthe change in the classrooms. Given
there was a lack of teacher participation in tfeping of the reform and teacher training for
the change, the general understanding of the chaogkl be a problem area faced by
teachers. As the data shows a majority of partitg#64%) found this issue posed some
difficulty in the implementation of the change anit which 38% rated it at moderately
difficult level. The other 35% viewed it as notfditilt or not at all difficult. Thus, it was an
issue with some level of difficulty with the condeation of responses converged on the
moderate difficulty level as the mean score ofsd akflects. The subsequent item was linked
with the previous one and sought responses on &gng this understanding to students’.
The results on this item show that a large numlbeegsponses (38%) came in ‘not difficult’
category. With 16% in ‘not at all difficult’ categg the total comes to 53% for those who
have no difficulty with the issue of conveying tigeneral understanding of change to
students. Out of 47% who have difficulty, 22% phugit responses into moderately difficult
level while it was a difficult or very difficult Io25% of respondents. This situation is evident
through mean score of 3.3 as well. Therefore, nitensity of difficulty level is considerably

low in comparison.

The next issue was ‘the big class size'. As thelltegeveal, 39% of teachers viewed this
aspect ‘very difficult’, 25% thought it ‘difficultand another 20% perceived it ‘moderately
difficult’ for them, which brings the total findingome level of difficulty to 84%, while the
remaining 16% do not consider the matter of bigsclaize as difficult to handle. In
comparison, the intensity of the difficulty levelhighest for this issue not only in this section
but among all three sections on the problems fdmedeachers in the implementation of
change (see table 7.13 and 7.14). The problemgtlaiss size is the second item in the
guestionnaire revealing the significance of diffei@ in teaching experience of the
respondents. An equal varianddsst indicated a statistically reliable differermween the
degree of agreement of teachers with up to tensyefateaching experience (M = 1.93, s =
1.14) and those with more than ten years of tegcbxperience (M = 2.42, s = 1.23)121)

= 2.28,p = .024,0 = .05. The further analysis reveals that the priomo of less experienced
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teachers facing difficulty due to big class sizehigher (7.42) than of more experienced
teachers (3.92). In this way, more of the less B&peed teachers find the issue of big class

size more difficult to handle.

The changed assessment system in the curriculionnreneant that teachers had to prepare
their students for new assessments through praetste Therefore, in last part of this section
teachers were asked about the difficulty posed feparing tests for students. As results
reveal 53% of respondents have no difficulty irsthspect. Out of the 47% who had some
difficulty, 27% term the level of difficulty modet@ So overall, preparing tests was not seen
as a problem for the majority of teachers. In conspa, the intensity of the difficulty level is
lowest for this issue not only in this section lambong all three sections on the problems
faced by teachers in the implementation of chasge {able 7.13 and 7.14).

In summary, this section covered the possible probl for the teachers in the
implementation of the change in their classroomms résponses were analysed by regrouping
some of the issues into specific aspects. The msies were

» Student readiness posed difficulty to 58.1% teacher

> Bridging the gap between the preparation of stuglérdm junior levels and the
changed requirements in knowledge and competensgdpdifficulty with 78%
respondents.

» Changing students from traditional approaches afmiag was problematic for 67%
teachers.

> Delivering the level of curriculum above the menélel of students was difficult for
61% of participants and the issues of irrelevapic®in the syllabus for 65%.

» The large class size posed difficulty for 84% aideers. Less experienced teachers
found it harder to deal with, as they might be kedept to manage the new curriculum
in a large class.

» Respondents found all three aspects of resoumesldssroom teaching, which
included time, money and materials quite challeggiv3% of them had difficulties
with the issues of less time to cover the currioukcontent and the lack of funds for
the provision of required resources and 72% witk laf teaching materials. The 73%
of participants with difficulty on the issue of eeaching time can be linked with an
earlier section when teachers were asked to agrdesagree with the statement that
change provided teachers time to discuss changen@roolleagues and 60% of
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respondents disagreed with it. Thus, the resultisath the items suggest that teachers
faced difficulty when time was not enough to preptdremselves for change and one
aspect of this preparation could have been timdigmussions with their colleagues.
The general understanding of the change poseduliffito 64% of participants.

The two issues, relatively less difficult to handhere conveying the general
understanding of the change to the students anghpng tests for the students as
53% of participants reported no difficulty in haimgj both these issues.

7.7 Benefits of change for the students

The next section of the questionnaire exploredviba/s of participants regarding possible
benefits for students brought by the change progranRespondents were required to show
their level of agreement or disagreement with théed benefit of change for the students on

a four-point scale (strongly agree, agree, disagieeé strongly disagree). Table 7.16

illustrates the data of responses on this listepfdiits.

Table 7.16 Benefits of change for the students

Benefit (change strongly agree disagree strongly total | Mean
has) agree (1) (2) 3) disagree (4)

limited the need for 37 (29.8%) | 56 (45.2%) 24 (19.4%) 7 (5.6 %) 124

rote learning 2
Developed the 29 (23.4%) | 71 (57.3%) 17 (13.7%) 7 (5.6%) 124
habit of thorough 2
study

helped conceptual | 24 (19.4%) | 69 (55.6%) 20 (16.1%) 11 (8.9% 124
development 2.1
improved 23 (18.5%) | 68 (54.8%) 22 (17.7%) 11 (8.9% 124
performance in 1.9
examination

enhanced creative | 23(18.5%) | 54 (43.5%) 29 (23.4%) 17 (13.7%) 123 2.
ability
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From the table, it is clear that the level of agneat on all the benefits of change is quite
high. The highest level of agreement has come erdévelopment of the habit of thorough
study among the students as the results of thecalum change with 81% of respondents
agreeing. The benefits of change for limiting theeeh for rote learning and helping

conceptual development in students also scoreceangnat from 75% of respondents, while
73% of respondents agreed that change had impriheegberformance of students in the
examination. This figure validates the opinion aftipants on an earlier question on the
conception of change as improvement in the assedsohestudents as 77% of respondents
had agreed with this idea. The lowest rate of agese (63%) was achieved on the benefit
that the change had enhanced students’ creatilieyabs the mean score is also highest for
this item in this section. Overall, there is agreaimon the positive effects of the change on
student learning, evident in percentages and meznes (which are either 2 or close to 2). In
the comments section also, four respondents hawvenemted on the impact of change on
student learning: as an improvement in concepegning of students (P9), need to make
the context based learning focus of teaching, chasydiminishing the creative abilities of

students and that students pass exams by justigy¢B98).

7.8 Suggestions for improvement

The last section of the questionnaire moved theddoom the teachers’ view on what had
happened to their views on what should have hagpenbkis section sought to enable
respondents to reflect on their role in the chapgeess and put forward suggestions to
improve the present initiative of change and arnyreiendeavour of a similar nature. In this
later aspect, the respondents were invited to beusgtive and consider possible steps in the
process of initiating any similar reform in the ut¢. Two main themes emerged with one
theme relating to the role of teachers in the @ecef change and the other relating to
‘resources’ including resources for teachers, fuadd facilities in the institutions. Two
further issues were included in this section basethe suggestions from the earlier teacher
survey- one issue related to the need for morensixte reforms to the examination system
and the other for a gradual introduction of charigen the lower levels of education
upwards. The participants were asked to indicateddygree of importance in relation to a list

of suggestions for improving the current changaative and also for any similar change in
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future. A five-point scale was used (1=very impott&2=important, 3=not very important,

4=not important, 5= not at all important)

7.8.1 Suggestions: more extensive examination systeeforms

Although the items were in random order in the tjoasaire, for the purpose of analysis, the
parts have been grouped around the themes. Thep#frs related to the need of more

extensive examination system reforms. Table 7.2gqnts the breakdown of responses in the

five categories of the scale.

Table 7.17 Suggestions: more extensive examination system rafts

Suggestion for | very important| not very | not not at all | total | Mean
improvement | important important| important important

More extensive| 70 42 9 3 0 124
examination (56.5%) | (33.9%) | (7.3%) (2.4%) 15
reforms

The 90% of respondents deemed extensive examinaforms important with 34% opting
for ‘important’ and 56% ‘very important’. Althouglthis recommendation is strong,
comparatively it is less strong than the other sstigns in this section as it is reflected
through the mean score of 1.5, which is betweenwehighest levels of importance but is
lowest in this whole section (see tables 7.18, &i® 7.20 also). However, in the comments

section four participants did suggest more refomtsch chime with this recommendation.

The suggestion for more extensive examination nefowas the third item on thetest,
which revealed a significant difference based antdaching experience of the respondents.
An equal variances test for the suggestion for more extensive examanaindicates a
statistically reliable difference between the degoé agreement of teachers with up to ten
years of teaching experience (M = 1.69, s = .79) @ose with more than ten years of
teaching experience(M = 1.42, s = .6@)21) = 2.07p = .040,0 = .05. The analysis reveals
that the proportion of less experienced teacherseatp the suggestion of more extensive
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reforms in the examination system is less (6.3@h tbf more experienced teachers (15). In
this way, the greater number of more experiencexthiers suggest further extensive
examination system reforms and regard the existixignt of reform in the examination

system not enough. The higher level of support ftbm experienced teachers makes this

suggestion more significant.

7.8.2 Suggestions: gradual introduction of changedm the lower levels of education

The gradual introduction of the change programragtisg at the lower levels of education
and building up through the levels was a persisigse in research data from teachers. It
was consistently recommended that curriculum chahgeld have been introduced from the
junior levels of education, so that students weealy for the new demands and there would
be no gap in the training that students receilevagr levels and the changed requirements of
new curriculum at the senior levels. The resporglespinion has been presented in table
7.18.

Table 7.18Suggestions: gradual introduction of change from th lower levels of

education

Suggestion for | very important| not very | not not at all | total | Mean
improvement | important important| important | important

gradual change 89 30 3(2.4%) | 1(0.8%) | 1(0.8%) 124
from the lower | (71.8%) | (24.2%) 1.3
levels of

education

The gradual introduction of change from the lovesrels of education was viewed as being
‘very important’ by 72% and ‘important’ by 24% a#gpondents. In this way, a total of 96%
(with the mean score of 1.3) considered it an irtgraraspect for improvement in the change
management process. In the comments section, oggesiion reflected this:changes
should be gradual(P65). Overall, this was a strong suggestion diggrgradual change
from lower levels of education. In an earlier paftthe questionnaire, respondents had
reported difficulty in handling the issue of thgpdzetween the training students receive from

the junior levels of education and the changedirement of knowledge and competency in
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the reformed curriculum and in changing the leagrapproach of rote learning among the

students. In this context, a strong recommenddtoigradual change from the lower levels

of education is quite significant.

7.8.3 Suggestions: related to teachers

There were a number of suggestions related toolleeand work of teachers in the process of

implementing this change programme. These suggesstielated to issues of teacher

training, teacher involvement and participationthe process of change and their working

conditions. Table 7.19 illustrates the compositidnmesponses by the degree of importance

for suggestions related to teachers.

Table 7.19%5uggestions: related to teachers

Suggestion for | very important | not very | not not at all |total | Mea
improvement important important | important | important n
Teacher training | 107 15 0 0 2 124

for the change (86.3%) (12.1%) (1.6%) 1.1
Involvement of | 97 24 1 0 2 124
teachers in policy (78.2%) (19.4%) | (0.8%) (1.6%) 1.2
planning of

change

Involvement of | 96 24 3 0 1 124
teachers in (77.4%) | (19.4%) | (2.4%) (0.8%) 1.2
designing the

curriculum

Improvement in | 102 17 2 2 1 124

the working (82.3%) (13.7%) | (1.6%) (1.6%) (0.8%) 1.2

conditions of
teachers
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In this section, the first suggestion for improvitlge change management process was
teacher training and a very high number of paréiotp (86%) deemed it very important while
12% considered it important, making a total of 98%is suggestion has been reported at the
highest level of importance as reflected throughrttean score of 1.1, which is not only quite
close to the highest level (1) but is the higheghis whole section (see tables 7.17, 7.18 and
7.20 also). For the suggestion to involve teaclerhe process of policy planning of the
change, 78% gave their response in the very impodategory and 19% in the important
category. Thus 98% rated this either importanteyy wmportant. The next suggestion related
to teacher involvement specifically in designing tburriculum. Overall 97% participants
considered involvement of teachers important irgihsg the curriculum out of which 77%
rated it very important. This suggestion has alserged as a strong recommendation. The
next part suggested improvement in working condgiof teachers and responses came in all
five categories, but it can be seen as a very gtrenommendation with 82% seeing the
improvement in working conditions of teachers asyvinportant for improvement and

another 14% viewing this factor as important.

The strong recommendations for teacher traininagher involvement and improvement in
their working conditions have been confirmed in doenments section as well. Out of total
15 comments related to teachers, 8 mentioned iewodnit of teachers in the policy and
planning of change specifically in the designingofriculum:

» ‘Teachers must be involved in policymaking. Theyt inage a role in curriculum

designing in the real sens@60).

» so that they couldntroduce interesting and conceptual topi¢B52).

» and preparé&urriculum according to the mental level of stuteriP109).
One respondent (P60) extended the issue of teavlmwvement by arguing that curriculum
design should be the purview of teachers and psimfieals not the pressure groupklo’

pressure groups of any kind be allowed to interfareducational institutions’

There were three comments on teacher training ichwiie need for subject-based training
(P41), training across all disciplines (P50) absewé awareness and training at the
introduction of change (P106) were mentioned. Twadigipants mentioned low payment to

teachers (P40) and need to improve the financihlsacial status of teachers (P60).
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In keeping with the results from the previous tvages of this research, teacher training has
emerged as a strong recommendation from this pbl#iee study to improve this change
initiative and any similar future endeavour. Anath&rong recommendation from the
previous phases of the study was the involvementeathers in the process of policy
planning of the change and especially in desigttiegcurriculum and this has been indicated
also by a significant number of participants irsthart of the research as well. Similarly, the
suggestion to improve the working conditions ofcteas as well has been strongly
recommended. In short, the outcomes of the two ehsnwvere broadly similar.

7.8.4 Suggestions: related to resources

The suggestions related to the provision of resmifor the effective implementation of the
change was another major theme in this sectioheofjiestionnaire relating to the provision
of resources to teachers and the provision ofif@siland funds to the institutions to facilitate
the implementation of the change effectively. TaBl20 presents the composition of

responses on these issues.

Table 7.205uggestions: related to resource

Suggestion for very important| not very | not not at all | total | Mean
improvement important important| important| important

Provision of 92 27 4 1 0 124
required resources (74.2%) | (21.8%) | (3.2%) (0.8%) 1.3

for teachers
(teaching
materials, manuals,

guidance notes)

Provision of funds| 88 32 2 2 0 124
to the institutions | (71%) (25.8%) | (1.6%) (1.6%) 1.3
Provision of 95 24 3 2 0 124
facilities (AV aids, | (76.6%) | (19.4%) | (2.4%) (1.6%) 1.4

internet, libraries)
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For the first suggestion about the provision obteses for teachers specifically, teaching
materials, manuals and guidance notes, 74% of nelgmbs viewed this provision as ‘a very
important’ factor for improvement and 22% considette'important’, thus 96% highlighted
the importance of this suggestion. The subsequeggestion concerning provision of funds
to the institutions was validated by 97% of papits out of which 71% deemed it ‘very
important’ and 26% viewed it ‘important’. Likewis&r the provision of facilities like AV
aids, internet and libraries 96% viewed this priawvismportant, with 77% counting it ‘very
important’ and 19% recording it as ‘important’. Meacores of 1.3 and 1.4 also indicate

trend towards strong agreement with these suggsstimong the participants.

In the comments as well, seven participants cometenh these aspects: changeauld
have been more fruitful, provided better faciliteesd equipment to the teache(P27) and
‘More facilities must be provided to the institusoand teachers(P37). This emphasis of
the provision of resources is consonant with thggestion for the provision of resources for
teachers and institutions and 73% of them hadcdlffy in the implementation of change in
their classrooms due to lack of funding. It alstké to the fact that the majority of teachers
indicated that they were partially satisfied or atisfied with the facilities and support
provided to them in their institutions and a geh&ek of support. The need to strengthen
the support for teachers and institutions has lagkhtionally indicated through the strong

recommendations for the provision of resourcesdachers and institutions.

7.9 Comments
Most of the comments given by respondents wer¢ael® the themes in the earlier sections
of the questionnaire, thus these have already tsenssed in the relevant part of analysis.

Some respondents added a few more issues.

A set of comments related to the syllabus. The tqprasaire was not designed to gather
respondents’ opinion on general or subject speciiatents of the curriculum. As teachers
work closely on the content of the curriculum irithsubject areas, a number of them (16)
made comments on the contents of curriculum inrtisebject areas. Although these
comments did not directly relate to the purposéhefresearch, these can be linked with the
expressed difficulty of the respondents (65% regubiit) with the irrelevant topics in the
syllabus and can also be linked to the limited imement of teachers in the planning and
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designing the curriculum change. Some of these camsnrelated to making the syllabus

more relevant to the assessment needs and balmadtferent topics.

One issue raised by three respondents was to nhakeducation system uniform for all

institutions there is need of educational reforms in our courggpecially the uniform

education system where poor and rich students dghbal’e equal opportunity of getting

education’(P118). This issue of social justice is outside plurview of this research, yet it

indicates the aspirations of some teachers fodétigerance by educational reforms for all.

7.10

Summary and conclusions

Some common themes and trends within these themeseavident across all the sections of

data from this questionnaire. There were six maatisns of the questionnaire

>

the teachers’ first reaction to change and thenciiayge and pattern of this change
in their attitudes over time,

the conception of change,

support to facilitate teachers in the implementaiwd the change and their level of
satisfaction with it,

problems teachers faced in the implementation gce

the benefits of the change for students

suggestions for improvement in the present endeawouor any future change

initiative

Within these sections there have emerged three thames

» student learning
» teacher involvement and support in the form ofnireg, funding, facilities and
teaching resource

> change management process

7.10.1 Student learning

Student learning had been a concerted issue iedtier phase of this research with teachers

and so it was a key theme in this questionnairés Bsue was raised in the sections on the
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respondents’ perception of change, problems inrttpgementation process and benefits of
the change for the students. A trend emerged filbtheathree sections of the questionnaire:

» Respondents perceive this reform good for studerhing, a new pedagogic and the
effective experience for them and better for thegsessment.

» This positive perception of change relates to dsaatageous effects on student
learning and is continued and validated when thritya of respondents agree to the
propositions on beneficial effects of change offiediint aspects of student learning
as conceptual development, thorough study, limitiate learning and enhanced
creative ability.

» Some problems related to student learning have beswmed as being difficult to
handle by respondents.

1. They faced difficulty with students’ readiness éhyange.

2. Even more difficult in their view were the specifgsues of student
learning including the gaps in the knowledge andnpetency
acquired by students at the junior levels of edanaénd the changed
demands in the new system and

3. Weaning students from the old learning approaatotef learning.

In short, it can be concluded that participantgeha positive perception of change for its
beneficial effects on student learning but the enpéntation of this new approach to student
learning at the classroom level posed challengéisetdeachers. At this point, the suggestion
from the data is that teachers, as the core impleame of this reform, need support and

facilitation to cope with this challenging task.

7.10.2 Teacher involvement and support in the fornof training, funding, facilities and
teaching resource
The role of teachers in the process of the chasga concerted theme throughout the
guestionnaire. This theme is built up through sastion the reception and conception of the
change by teachers, the support they receivedenntiplementation of the change and the
problems they faced due to the lack of requiregettpand their role in the improvement of
the process. Some trends are evident:

» The respondents shared a positive first reactiashémge and an increased positivity

for the reform over time. They maintained this pei stance whenever the impact
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of change on student learning was mentioned. Therse valso positive about the
change as an opportunity for their self-development

» There was a parallel trend of negativity, which weftected in the parts related to
teachers’ involvement in the planning and policymgkand the provision of support
for teachers in the implementation process.

1. They found the change abrupt as most of them halodt it at the
point of the implementation and they felt that tiveygl not been given
time to prepare themselves for the change espedsglldiscussion
with colleagues.

2. They were not satisfied with the support providedtiiem in their
institutions and this situation of lacking resouveas challenging for
them in the course of implementation of the refoifhis missing
support covered a range of lost opportunities faming, teaching
materials and manuals, funding, AV aids, interneid dibrary
resources.

» This feeling of dissatisfaction with all sorts @&soburces and support, and an unease
with their non-involvement in the planning and desng the reform became the
basis for their suggestions relating to teachenitrg, teacher participation in policy

planning and provision of funds, facilities anddieer resources.

In short, respondents constructed the teachers, particularly as being involved in the
planning of the change and the implementation efréform for which they should be well
resourced and supported. They also suggested imqmevt in their working conditions to

bring improvement in the management of the change.

7.10.3 Change management process
The process of change management is the third nfagone across the questionnaire. The
participants were positive about the need and @erd the change initiative and viewed it
as forward looking and encouraging for the futrat their opinion was divided with a
significant number of them perceiving this changenat being suitable for the classroom
context and not meeting the requirements of akettalders. The responses generally tended
to express negativity about the change managennecéss starting with:

1. The perception of change as sudden, not well pthnaed poorly

implemented.
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2. They had problems with the level and content ofdh&nged curriculum,
which they found above the mental and competengsl lef the students
and they had to cope with this issue when they ribtl get enough
teaching time. These issues can be linked with l#o& of teacher
participation in the planning process of this rafprwhich might have
caused this dissociation with the ‘on the grouredilities especially the
competency level of students, available teachimg tand class size.

3. There is another dimension of these issues, whéshbeen indicated in
the abrupt initiation of change and can be the aeafr a strong
recommendation by participants for the gradualoshiiction of change

from the lower levels of education.

In summary, responses on the issues related tohidwege management process allude to a
process of change management, which is well plarpeticipatory, resourced and sensitive

to on the ground realities in the institutions.

If we take these three dimensions of teachers’ maapees and their views on the educational
change process and the role of teachers, we caihesd@kages. Teachers need to be ready
for the change initiative and be resourced to coié it. In addition, they need to be

generally satisfied with the nature of change pilagand implementation processes and also
with their job and professional status in relattontheir pay, social status and professional
status. They are displaying sensitivity and an ggpeed approach to change seeing this as
something to be involved in rather than just behlgrecipient of. Thus, change should to be
seen as a transformation and not just a transmis@idcLaughlin, 1987). Figure 7.1

illustrates this conception of the role of teacherthe educational change process.
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Satisfied

Resourced

o . swith the change
e with information, management process

guidance and support ewith their professional

e with materials, facilities status in the system and
and funds working conditions

Ready for the change

ethrough acceptance of the change
(especially with reference to its effect
on student learning)

ethrough participation in the whole

change process

hrough training

Figure 7.1 The role of teachers in educationahgka

The perspectives of teachers on the managememugagonal change and their role in this
process of change have added to the depth and stdpe data gathered from the school
leaders in the first phase of this research. Thexlaps, comparisons, contrasts and gaps are
quite evident from the data collected from bothug® of the implementers of the reform at
the institution level, which can help to get a eetinderstanding of the change management
process in the context of Pakistan. These nuantethi® research study have been

highlighted in the following table, but have beéamberated upon in the following chapter.
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Table 7.2lIssues across three sets of data

Issue Interview (1) Exploratory phase (2 Survey
1.Conception of| Positive Positive Positive
change . _ .
Beneficial for student learningNeeded, suitable, good same as 2
Good for up gradation for | for student learning,
teachers but rigid for asser?sment and
adaptation teaching,
_ not meeting the need of
2.Disadvantages For weak stud_ents, from rural all stakeholders same as 2
areas, low socio-economic
background and no experience
of A/O levels system
3.Teachers | nitial confusion but then | Positive first reaction | same as 2
acceptance Became more positive| same as 2
Increased workload - --
Time pressure Time pressure to same as 2
prepare and implement
Lack of information Lack of information _
Lack of guidance limited guidance or | same as 2
materials
Skills gap and no teacher | No teacher training or same as 2
participation participation
good
Development opportunity Development pedagogic
opportunity experience
4.Students Change is good for student | Good for learning,
Iearnlrllg, their conceptual Creat!vn:y’ concept same as 2
analytical development, learning and thorough
improved performance study
Differentiated acceptance Lack of readiness same as 2
Demanding and challenging | |ack of resources and| same as 2

due to present ability and
training,

challenges of old

learning habits, training
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5.Support

6.Gaps

7.Teaching and
assessment

8.Policy and
planning

9.Implementatio
n

10. Strategy for
implementati

on

11. suggestions

Lack of information from
central offices

In curriculum content, term
time, assessment, required
skills by teachers and
students, training of students
from junior levels and
communication

Textbook based examination
old trends in teaching and
learning and need for
examination reforms

Faulty, abrupt, not

coordinated

Not implemented properly

coordination, limited training,
peer support, feedback for
teachers and examination
focused like more tests for
students along with provisiorn
of materials, books and
motivation enhancement

Examination reforms

Teacher participation and
training for change initiative

Competitive teacher salaries

A consistent, incremental,
research-
based/comprehensive and
inclusive approach in
planning and implementation

and level of curriculum

Not satisfied with
support

Training of students
from junior level, level
of curriculum, time

Improved assessment
'of students, but need
for examination
reforms

Abrupt, not planned

Not implemented

properly

Examination focused a
institution level

Phased approach at
personal level with first
preparing students for
change and then
examination practice

Examination reforms

Teacher training and
participation in the
change initiative
Improved teacher staty
Improved facilities and
resources

Small class size,
Gradual change

majority
partially
satisfied

same as 2

same as 2

Same as 2

Same as 2

t

Not
included

Same as 2

S

These issues have been discussed in detail imtbging chapter.
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Chapter 8 Conclusions and Recommendations

This research study has been undertaken to expiereviews and experiences of school
leaders and teachers concerning the managementaofeascale reform programme at the
higher secondary level in Pakistan. As evident ftbengroups involved, this is a study of the
perspectives of those who implement educationakmein the institutions and draws a sense
of what happens when an externally mandated refeawhes the institutions. Gaining an
insight into the views and experience of those dhosl is critical because schools and
classrooms are the places where the policy andnmefwogramme must be translated into
practice.

From this exploration of the change process asived, perceived and experienced by those
implementing the change initiative, we can map autpotential emergent model of
educational change for Pakistan. There is a pdimaation that this model represents the
views of a limited sample associated with one segnoé a diverse education system,
working in a particular geographical location ofcalturally, socially and economically
diverse country and focuses on one reform prograrktoeever, as evident from data, there
is a strong theme in the reflections of the pgrtiots on the structural issues and these issues
are common across the centralised education sysfeRakistan. In addition, the reform
programme under investigation involved schools sithe range of provision in the public
sector, which is the major part of the educatigumavision in the country, and schools across
the range of provision in the private sector. Tfaee the consistent focus on structural
issues in the management of educational reformchehé¢he major segment of the education
system suggests that this study has highlightedesoone issues not only in the context
limited by the parameters of the sample of the ystogt across the mainstream Pakistani
education system. In the tradition of social sogsnesearch, in order to scaffold the claims
of the research, the findings of the study can dteagainst the backdrop of the existing
research literature where there are comparableinfijsdas well as to add some new
perspectives through well-reasoned and justifipoliets of divergence. The concluding part
of this chapter will serve this purpose along wiilghlighting the importance of the

contextualization of educational reform as devetbieoughout this research.

The plan of this chapter is to start with the cangon of data from institution heads and
teachers. This comparison of data adds anotherngdioe to the research allowing us to
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explore the vital process of taking an externalgnofated reform right through to classroom
implementation. This comparison will highlight slarities and differences in experiences
and opinions and get a comprehensive picture of pghespectives of both significant
stakeholders of the reform process. The next parnthssizes the data from those
implementing the reform in schools and uses thigetterate a potential model of educational
change in Pakistan. The subsequent part discussesnbdel in the context of the wider
research literature coming mainly from the Engbgleaking developed world. Through this
discussion, the aspects that have emerged fronstilmly of change management can help to
point out any distinctive features evident in thentext of a developing country. This
contextualized perspective on the process of edunadtchange management is important as
the attention to the significance of contextuatdeg is crucial to bring a meaningful change
in educational institutions (Herrmann, 2006). Harf2011, p 160) has counted the simple
adoption of successful programmes or strategiegdofcational reform, subsequently in
different contexts, as a major reason for the failof large-scale educational reforms,
arguing that there is ‘a lack of attention to crdtusocial, and political differences between
different countries [which] has resulted in theeabjfailure of many well-intentioned, often

adequately resourced, but wholly inappropriatedeed interventions.”’

8.1 Comparison of data

This first section of the chapter will present tmenparison of data from institution heads and
teachers to present similarities and differencesaddition, gaps where an area or issue is
only mentioned by one and not the other group wetierence to the overarching themes
emerged from the data will also be consideredhénsubsequent part, any issues, which have
been mentioned in the data but are outside theigwmrof these themes will also be
considered. There are a number of issues withigetligemes, which will be explored in the

relevant sections.
These overarching themes are:

» Student learning and assessment
> Issues related to teachers

» The change management process
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8.1.1 Student learning and assessment

There is a sense of positive perception of the ghanitiative regarding its influence on

student learning among institution heads and teacHgoth head teachers and teachers
recognised the change in the curriculum promotedceptual and analytical learning as

opposed to the former approach of rote learnings Tvas one of the strong reasons for
teachers’ positive reception and early acceptahtleeochange initiative even when they had
many reservations about the planning, initiatiomplementation and elements of the content
of the change. Their views also converged on tlsies related to problems in the

implementation particularly related to non-readmetstudents, the well-established habit of
rote learning and gap between the prerequisite ladge and skills for the new programme
and the areas currently covered in the junior Bl education. Besides these common
points, school heads but not teachers mentionediiaglvantage of the reformed system for

students with rural and low socio-economic andtiahifamily education background.

The point of disagreement was concerning the asszdssystem. Teachers were of the view
that the change had improved the assessment dftildents and their performance in the
examination. While school heads believed that eratian was still textbook oriented and,

due to the lack of training and orientation of pagpetters and markers in relation to the new
curriculum programme, the basic aim of promotingaaptual and analytical learning could

not be translated into relevant assessment. Baldlets and teachers, especially more
experienced teachers, recommended more extensamimation reforms. The leaders had
the opportunity to elaborate on their recommendatidere, they suggested a reduced
significance for the examination results with reg#w the career and institution choices of
students and for the accountability of teachersaddition, views were expressed regarding
the need for the training of paper setters and kdrecin accordance with the new

requirements of the reformed curriculum and assesssystem.
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There were also proposals to make examinationstexdbheok bound and to coordinate
examination papers with the aims and objectiveghefcurriculum as important factors in
extensive assessment system reforms. However, @t di difference emerged when
principals and teachers shared their strategigapement the change in the institutions and
classrooms respectively. The strategies of headigchwconcentrated on students, were
mainly examination focused and some on provisiotbhagks and motivation enhancement.
While teachers took a different approach as evidesrn the exploratory phase of the
research as the majority of them first prepared tteidents to accept the change and then
they concentrated on the preparation for examinafieachers also affirmed the examination
focused strategy at the institution level to impéemn the change in curriculum and
assessment system. This difference might havenadse to the proximity of teachers and
their work with students. The initial non-readinesfsstudents for the acceptance of the
change initiative has been reported by both instituheads and teachers. For teachers, it
might have been necessary to first prepare theestado accept change and then take the

change forward.

8.1.2 Teachers

The issues related to teachers were many and veoeering their perception, conception
and acceptance of change, the pros and cons afetlvesystem, the support and resources
available to them and their role in their suggesteprovements to the reform process. The
three issues related to teachers consistentlydraigeinstitution heads and validated by

teachers were:

1. teacher involvement in planning and policy formwatof the change, specifically the
curriculum design

2. teacher training

3. the provision of resource and support for thenhatitnplementation stage

Institution heads elaborated on the issue of exatusf teachers from planning and designing
the curriculum and the implementation strategyhef teform programme, which resulted in
multiple problems such as gaps in the mental lefééarners and the level of curriculum,
time available in a term and coverage of the cdndérthe curriculum and demands of the

new curriculum, and ‘on the ground realities’ liglass size. Teachers also termed the change
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‘abrupt’, especially the less experienced ones, thece is an indication that they were not
involved in the process of the reform planning. IBdeaders and teachers strongly
recommended teacher involvement in the planningdmstgning any change programme and

especially the curriculum.

The second issue, which emerged from the data,teaher training/development for the
change programme. Institution heads reiterated thssie when discussing different
dimensions of the reform programme and shared sesehdissatisfaction with the lack of
teacher training in the implementation strategyeyistrongly advocated the need and plan of
teacher training by those agencies that initiage dhange in order to prepare and support
teachers for the effective implementation of thdoma. Teachers also shared this
dissatisfaction with the lack of training providem them and made a forceful proposal for
teacher training as central to ensure improvenretttis change initiative and for any similar

endeavour in the future.

The third dimension of the teachers’ role, quitenatedly reiterated by both institution
heads and teachers, was the issue of support aadrces for the teachers to implement the
change in their classrooms. Capacity building wae tequired support for teachers to
facilitate them in the implementation process. rstitution heads mentioned funding, time,
guidance, and information. In addition, flexibility the reform was needed to allow adaption
by teachers according to their situation. The headhers reported that there was a general
lack of all these elements of support and demarnkedjovernment and the central offices
provide the institutions this needed support, whickurn would involve teachers and assist
them in implementing the change initiative. Teashalso validated this general lack of
support, the difficulties they faced due to the simg facilities and resources and strongly
recommended that these be available for effectmplamentation of the reform. The
elements of support delineated by teachers were syecific to their work such as teaching
materials, teacher manuals, AV aids, internet @mary resources, guidance notes, funding
to provide the required resources and time to peepldemselves and discuss the reform

programme among colleagues.
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Some other issues, common among institution headdeachers, highlighted that teachers
had positively received the reform programme amrdiiéneficial effect of the reform on the
professional and personal development of the teact®ome school leaders mentioned
confusion and apprehension among teachers regatdenghange, while still noting their
early acceptance of the change. Wider issuesdimguthe demand for improvement in pay,
social status and working conditions for teacheesewalso touched upon. There was one
dimension of teachers’ work where only the instimtheads raised the issue and it was
related to the increased workload for teacherbaréformed system.

8.1.3 The change management process

The subject of management of the change processwidant throughout the interviews with
the institution heads, it emerged in the explosatprestionnaire and was covered in most of
the sections of the structured questionnaire fachers. Thus across the data, the sense of
discontent with the management process of the éhprmgramme was repeatedly referred to
and elaborated on extensively. There is a posdiv&nsion of this process noted by head
teachers and teachers alike that it was a needexd/ention and both groups supported its
purpose. Teachers described the reform as ‘encograand ‘forward looking’. However, it

was the management of the change process thad seerns.

In every part of their interviews and in their caérargument the institution heads kept
coming back to the issue of the planning of thenglea which was neither inclusive
especially of teachers and of the institution headwas it comprehensive. The policy was
removed from the ‘on ground realities’ of the systehe institutions, teachers and students.
The change management process was not coordinatedsadifferent segments of the
education system with a role in the implementasaoh as institutions, examination boards,
textbook boards and teacher training institutiortsere were gaps in communication, which
was not timely as well. The implementation was phrfragmented, seemingly arbitrary and
lacked coherence. The implementation strategy whsyefore, poorly planned and
communicated and excluded institution heads in rpre despite their crucial role in the
implementation. The process of management of &#fiarm was detached from the context,
was inconsistent and ill monitored. Given thesactsfin the management of the change
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process, the institution heads suggested an agpnohch was comprehensive, research-
based, inclusive, consistent, incremental and asgdpwise approach. These points allude to
the need for a strategic approach to change maragdmimprove this initiative as well as
in relation to any educational reform in the futufeachers also perceived this reform as
initiated very rapidly, was ill planned, poorly itemented, and poorly resourced. They
recommended the gradual introduction of change filoenjunior levels of education and an
inclusive approach to the process of planning aoiicymaking. They also recommended
better appreciation of ‘on the ground’ realitiesl detter provision of resources to support the
change process. Both institution heads and teaatmesd the problem with the general
understanding of ‘the change’, which might haverb® result of the lack of inclusion and
information and poor communication. This suggebtt those implementing an externally
mandated change have created a mental model ofjelear that this concept of change has

become an entity for them, which they refer tothe thange’.

In summary, participating institution heads anchess

» are positive about the need and purpose of themefo
» consider it good for student learning and attainmen
> have reservations about the top down approach amggh management and poor

resourcing
They demand

» well-resourced institutions and teachers
» capacity building for implementers
» their inclusion in the whole process

They suggest

» improved communication and coordination for effeetimplementation of the reform
» comprehensive, inclusive, consistent and researelsed approach in the
policymaking, planning and implementation strate§yhe reform, which needs to be

incremental in nature
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A systematic, well thought out and well-implemengggproach can address all the issues,
concerns and demands raised by the participantading student learning, the role of

teachers and the change management process. Heanvexplore how all these elements of
the change management process could come togetleestrategic approach, which is long

term and incorporates all of these dimensions. @ase this analysis, we can generate a
model of the management of change as recommendigt ystitution heads and teachers of
Rawalpindi and Islamabad in Pakistan. This modsl the strategic management of change
as the core approach integrating interlinked appres, which are consistent, incremental,
inclusive, comprehensive and research based. Tgexigsof inclusivity, comprehensiveness
and a research-based approach can address the istated to the role of teachers such as
their inclusion, training, resourcing and their g satisfaction with regard to the process of
change management and the impact of change onnstledening. This approach can deal

with the issues related to student learning likeueing relevant reforms related to what they
learn, how they learn and how they are assesse@nsare a curriculum relevant and

appropriate for the realities of the students’ aitan, the level of their development at

different stages of education and their socio-engodyackground, one that takes account of
large class sizes. Thus, this dimension of strateginagement should incorporate and build

on the issues raised in relation to the role ofhiess in the change management process.
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8.2 The contextual model of educational change magament and the wider research

context

This model of educational change management hdsesl/from the experiences and views
of the head teachers and teachers charged withemgpiting educational reforms in the
institutions in Rawalpindi and Islamabad in Pakistalthough the scale of the investigation
was small for generalization in the context of intgional application or even for the
complex and diverse education system in Pakistancan set it in the backdrop of the
existing research literature to identify some samiiles and differences. This exercise will
point out where this model fits in with the exigfitheory and research and what distinct
features need to be considered in the managemesttaoige in the context of a developing
country, especially Pakistan. The following sectelaborates on how similarities emerge
from the international research literature witherehce to the elements of the inclusion of
teachers and school leaders, capacity building efibective implementation of change
initiatives especially of teachers, an appreciatidriocal and institutional contexts in the
system, institutions and of the involvement of siikeholders. In addition, the issue of the
change process itself was an area with the issgerdistent and systemic approaches in the
process of planning and implementation policy afedional reform. The subsequent section
brings out the distinctive features of the Pakistamtext focused on in this research, which

may be comparable with that of other developinghtoes.

While those implementing the reforms in the insitns were positive about the need for the
change and its impact on student learning, this m@ssufficient to make the change a

success. There are other aspects to be considered:

Appealing to educators’ sense of moral purpose—+thedief that education is
about success for all students—is a great potemiivator but not enough by
itself. That is why large scale reform must alsy pdtention to other key
aspects of motivation—capacity, resources, peerleadership support and
identity and so on. It is the combination that nsaltee motivational difference.
(Levin and Fullan, 2008, p 294)
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Therefore, the implementers; both school leadedstaeachers, raised other issues related to
the teachers’ role and the change management grodd®y demanded an inclusive
approach, where school leaders and teachers drefgdanning the reform and the design of
the implementation process. Important here is tkelvement of teachers at all the different
phases of the change management process. Olive6)(1Hargreaves and Evans (1997),
Levin (2010b), Kirk and Macdonald (2001), Bushe®d(@), Bush (2008), Swanepoel (2008)
and Wendell (2009) have all stressed the neecefmhier participation in the reform planning
and designing process both to create an ownershgn@ the teachers and to support the
effective implementation of the reform. WaHo (20p0514) is more specific, presenting the
case for teacher participation in ‘curriculum aret@gogical decisions allowing individual
student needs to be met and promoting continuopsovmement in practice’. Further there
has to be a sense of purpose for teachers with WVand Ketusiri (2009) indicating the need
for the positive perception of change by teachegaming the benefits for themselves and
for student learning in order to achieve a positeeeption of the change. Hargreaves (2004,
p 303) has also highlighted that change must crpasitive emotions in teachers if it is
‘implemented in a way that is professionally inchesand supportive and demonstrably

beneficial for students’.

The participatory and inclusive approach to largaleschange and improvement in education
is therefore as important as ‘top-down, policy-dnvapproaches to change that cannot, in our
view, deliver real and lasting improvement in studelearning’ (Levin and Fullan, 2008, p
300). Lumby (1998, p 199), however, has warnedregahe impossibility of creating a
universal ownership among the teachers and hasstaghga middle way between top down
and total consensus calling it an ‘adaptive apgroawhich ‘aims for coalition, not
consensus, and moves by incremental steps in theraedirection required.” Here also the
need of involving teachers to reduce resistan@gterownership and increase readiness for
the reform has not been denied. However, Lumby§&)188es highlight the practicalities that
need to be considered to make change more effeb@cause as Fullan (1994, p19) also

argues change: ‘roams somewhere between over tanttchaos’.

The other very significant issue, and related ®ifisue of inclusion, is the training of those

directly involved in implementation, which has bemunted as a pivotal factor for effective

implementation of the change in the existing moaélshange. Levin and Fullan, (2008, p

295) term development as ‘the most important sintgie on our list' of the elements of a
229



successful strategy for change, while Harris anaithert (2003, p 14) count development as
‘an essential part of school improvement’ and Ql{d996, p 61) also sees it as ‘the primary
source of change’. Both these aspects of inclusr@hdevelopment and training can create a
sense of ownership and preparedness among thosehaweoto enact the change. Thus,
training can facilitate a level of readiness neagsdor acceptance, and the subsequent
effective adoption and implementation of changeaifing and development can serve
several purposes as Heifetz and Linskey (2002}reesupport of training as an intervention
to reduce the anxiety of change, while Obara armhrgl(2009, p 363) have included
resourcing along with training as imperative to uesl conflicts and failure in the
implementation. Likewise Noell and Gansle (20098§) have also counted ‘appropriate
supports such as training, provision of resoureexiad to implement the practice’ to ‘reduce
barriers for the initiation of the new practice’iagortant components of the implementation
strategy.

This evidence from the research literature suppogisocess of educational change which is
inclusive throughout its cycle, aims to create aifpge reception as well as the necessary
capability to implement the change, and which isllwesourced. Therefore, this
conceptualisation of a change process by the regmis is comprehensive and attention
must be paid to resources and inclusion of stakighs] coordination across different groups,
levels and contexts to build an intervention tlsatccepted and enacted. To this point, the
focus of the discussion has been to look at thega® of externally mandated change within
an institution. However, there is another dimendioait has emerged as important, that of
external support for changing schools- externalpsupin issues related to gaps in the
planning and implementation of the change and tdcgoordination across and in different
segments of the education system and among theougarbodies involved in the
implementation of the change initiative in Pakistdinis comprehensive approach shares
features of the systemic approach as proposed HgnF(2009a, p 112) and systematic
approach delineated by Hopkins (1994, p 78). TRakjstani educational practitioners have
raised the issue of consistency for a sustainedawgment, which has been a widely
suggested approach in existing literature (Noell @ansle, 2009; Levin, 2010 a: Levin, 2010
b).

Guhn, (2009, p 343) has presented the Comer penrgpen large-scale reform with respect
to successful School Development Programme. Thasprder ‘to support children’s
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development, it is crucial to focus on the relasiops between the children and the people
that interact with them’. This concept of the ‘Canperspective’ underlines the need for
those structures and processes in schools, whiglate positive communication and school
autonomy, ‘so that teachers and parents would hasleance to participate in the decision
making processes of their children’s school'. Joy@2©05) has also elaborated the ‘Comer
perspective’ and in these deliberations, many feataomparable with the vision of Pakistani
educators emerge. These points of convergencelajytier (2005, p 194-5) are:

» The bottom up along with top down approach in atitig change efforts and the

wider involvement in the identification of the igsuand challenges for change efforts

» Support of ‘leadership, structure, organizatiospreces, and policy’ for the change

» Support for pedagogy and development at the inistritdevel

» The strategy for change to be effective, moralligdsible and multiple in accordance

with the situation

Hopkins and Reynolds (2001) have also outlined fémgtures of a successful reform
programme and consider the issues of teachingemndihg and capacity building at the level
of schools must be accompanied by external suppibrerwise the ‘aspirations of reform are
unlikely to be realised’ (p 462). These three dimens of successful reform are at the core
of the emergent change model in this research sfliggse similarities become more clear
when Hopkins and Reynolds (2001) further devel@pgtactices of the ‘third age’ of school
improvement (p 473-4) which are:

» Focused on improvement in student learning anégsctaom oriented’

» Enhancing the capability of change agents across system and ‘externally
supported’
‘Research based’ for adoption of effective strege@nd ‘data driven’
Sensitive to context
Capacity building for sustaining improvement

‘Implementation oriented’ and

Y V. V V V

Systemic

Levin (2007, p 324) has also presented a compasahlef elements of a large-scale reform

in Ontario. These are: ‘respectful of professiokmbwledge and practice’ ‘comprehensive

with an emphasis on professional capacity-buildistygong leadership, targeted resources,

and effective engagement of parents and the braamtemunity’ along with being ‘coherent
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and aligned at the provincial, district and schiasel’. According to him, these elements

made this Ontario strategy ‘effective and sustdeiab

8.3 The distinctive features: how the Pakistani cdext stands apart

There is a general sense that most of the eduehtieform programmes around the world
have failed to achieve their objectives (Harrisl20and the leading researchers and theorists
in the English-speaking world are now revisiting theld to suggest new ways to bring
effective reforms in education. One significanttfea of effective educational reform, which
has been focused on across the change literagpecially in the more recent discussions, is
the sensitivity to the context (Gordon and Patter&908; Hargreaves and Goodson, 2006;
Hargreaves and Shirley, 2009; Heckman and Mon2&@9; Harris, 2011). As Harris argues:

Another reason for the repeated failure of largdesceform is the belief that
successful programs or strategies in one countnysoaply be adapted and
adopted in another. A lack of attention to culturabcial, and political
differences between different countries has reduitethe abject failure of
many well-intentioned, often adequately resourdad, wholly inappropriate
borrowed interventions. The key message here tsctivdext matters and that
while interventions can be transported, the contexthich such interventions

work so effectively cannot be so easily replicatddrris, 2011, p 160).

This adoption process can result in contradictaric@mes as highlighted by Liu and Dunne
(2009, p 473) in the case of the Chinese experiemoen intended outcomes of the
educational reforms were resisted by the local exdntand this created ‘contradictory
pressures and an ironic impasse’. This situationbeome disastrous if it is exercised at the
policy level where policy is taken from the deveddo developing world. Moreno (2009, p
246) warns that ‘policy recommendations and guigingciples on school change from the
developed world would not just be irrelevant but sindikely counterproductive and
dangerous in the developing world’ because ‘theiva, size and depth of the problems of
education in the developing world’ are quite ontheo scale. With regards to educational
reforms in Mozambique, Guro and Weber (2010, p Z&@ue that ‘the implementation
process in developing countries takes place innéegtd of poverty, poor capacity and human
resources, and financial constraints’. They haghlighted the contextual issues related to
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teacher training, the provision of resources amgelalass sizes in the developing countries
as the main challenges for adopting concepts amgtoaphes developed and used in
education systems of rich developed countries. Bhisgs us to the point where we can
consider how the context of the model of educatichange in Pakistan is distinct from the
strategies and model of change proposed in thandséterature most of which originates in

the perspectives of the developed world.

One ‘inspiring’ and captivating scenario for edimaal change is ‘the fourth way by

Hargreaves and Shirley (2009, p 72) which ‘bringsu change through democracy and
professionalism rather than through bureaucracyth@dnarket’. This scenario invests trust
in ‘the expertise of highly trained and activelydted professionals’. ‘At the same time, it
reduces political bureaucracy while energizing muémocracy’. The fourth way is built on

six pillars of purpose and partnership, three piles of professionalism and four catalysts of
coherence, which all converge on three elementgosernmental guidance and support,

professionalism of educators and public engagement.

National vision
government steering

and support

/N

Public Professional

engagement involvement

Principles of professionalism 1. High quality teachers 2. Positive and powerful
professional associations 3. Lively learning communities

An inspiring Stror.1g Achievement Corporate Students.as Mlnd.ful
-and . public through educational partners in learning
inclusive engagement investment responsibility change and

vision teaching

Catalysts of coherence: 1. sustainable leadership 2. integrating networks

3. responsibility before accountability 4. differentiation and diversity

Figure 8.2 Hargreaves and Shirley’s (2009) fourdty for educational change
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The three elements of the fourth way emanate froong foundations of professionalism,
communal responsibility, engagement and partnesshigadership and alliances. These
elements reflect the current stage of the evolutibthe processes of educational change in
the developed world. Therefore, this theoreticahstauction of an effective model for
educational reform provides a good backdrop totposthe Pakistani context and to situate
the emergent model for educational change in Rakistming from the data of this research.
Drawing from the relevant outcomes of the datahis tstudy, the following discussion
presents an analysis of the situation of Pakistahication with the reference to three

elements of the fourth way.

The World Bank Development Indicators Report 2088 fanked Pakistan at 119 out of 127
countries in terms of public expenditure on edusagas the Economic Survey of Pakistan,
(2011) shows 2.1 % of GDP spending on educatiopitiean adult literacy rate of 57.4%
and further its Gender Parity Index as 0.65 (Ecano8urvey of Pakistan, 2011). The
efforts to improve this bleak situation through aygtemic reform are challenged by the
staggering size and types of gaps in access andyqtiat need to be reduced, and the
enormous size of the education system. In additibis, is against the backdrop of low
socio-economic indicators even when matched ag#westountries with the lowest socio-
economic indicators in the world. There are sigaifit issues about the support and
sustaining of any reform. Depending upon the tasgetor, this reform will have to reach,
be implemented and monitored in 157,00 primary stshavith 470,00 teachers or/and
70,400 middle, high, and higher secondary schodls 864,900 teachers (Economic Survey
of Pakistan, 2011) in four provinces. The situatiermore complex because within these
four provinces there are substantial challengeatingl to diverse cultures and education
access, enrolment and completion rates and geaties.rMichael Barber has summarized
this challenge as:

Across a country as large and diverse as Pakistaom teeming cities to

remote villages, from arid deserts to snow-cappEake — successful, universal

education reform is an immense challenge. It regusustained political will

and courage, a clear narrative of reform, a styatagd a greatly enhanced

capacity to implement reform at scale (Barber, 2(@16).
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Pakistan as a country is large and diverse butcémral government controls education
policy, funding and even the content of the cuttou limiting opportunities for local
adaptation. Therefore, bureaucratic control isngirand entrenched. This can be linked with
the political history of the country where militaryle has remained well entrenched in the
short history of this country as an independenbnailo gain legitimacy and curb opposition
from democratic forces, the regimes have used ¢dueh content along with other media to
instil a value laden, limited and limiting nationaéw (Khan, 1985, Hoodbhoy and Nayyar,
1985). The structure of the education system ha® loesigned to limit the individuality,
creativity, critical enquiry, free thought and freepression among the learners (Nayyar and
Salim, 2002).

Another complexity in this situation is the coldniegacy, which has left its mark on the
social systems and structures. Education systemme ioolonial period served the purposes of
the colonial masters to ensure mass population iwahe position of compliance and
servitude. Pakistan inherited this education sysdedhits structure and processes were then
retained and exploited by the rulers coming frorthlibe elite feudal class and military elite,

to gain and maintain positions of power and priyde

The enabling and empowering governmental guidandesapport envisioned by Hargreaves
and Shirley (2009) may be a possibility for natiovith established democratic values, but it
is a long way for nations like Pakistan strugglingensure basic human rights for the poor,
marginalised, and deprived majority. The visiortted fourth way necessitates the loosening
of governmental control and replacing it with thevedlopment of capacity at the government
level to be able to steer and to know ‘how and wieelet go’ and the capacity of the public
to meaningfully engage in the education systemitngrocesses. It means a very new social
contract where there is governmental will and thpacity to provide caring guidance and an
engaged public able to take a responsible and mgfamirole need nurturing with care and
caution. The element of public engagement is kanltthe democratic traditions of wider
informed involvement in decision-making and comniyidievelopment. It is further nurtured
and strengthened by the role of the governmengristg from the top and knowing how and

when to let go’ (Hargreaves and Shirley, 2009, p)11

This paradigm requires a new mindset and a neversysf operations at the level of the
government, schools and communities, which foceststs on enabling by empowering
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those working within schools to share the respalityiblt is about creating ‘new civic
capacity’ with the mass mobilization for signifitaeforms (Hargreaves and Shirley, 2009, p
59). This approach also needs reorganization di@ensystem based on bureaucratic models
and technocratic expertise. Even in establishedodeamies, this is challenging (Evans, 2011)
and so is extremely challenging for a country Rakistan, where a low literacy rate of 57%
has variations across urban-rural, male-femalepmadincial divide (going as low as 23.8%
for female in rural Baluchistan, Economic SurveyRakistan, 2011). This reorganization
demands wide and inclusive community mobilizatiathva motivated and equipped public
to take the responsibility in initiating, galvamgi and sustaining meaningful education
reform. This precondition is interlinked with thaidance and support from the government
and particularly open and supportive professiomals standing and status in the education

system.

Here the third element of the professionalism afcadiors can facilitate this transition with
their role in the creation of the possibilities miiblic engagement and enhanced student
partnership in the change. This professionalisrhased, as delineated by Hargreaves and
Shirley (2009, p 88) on ‘high quality teachers, ipes and powerful professional
associations and lively learning communities’. Tuality of educational provision is poor in
Pakistan (Thomas, 2006; Hoodbhoy, 1998) and onermegason for this is the poor quality
of teachers: ‘educational institutions face shartayf qualified and motivated teachers,
especially female teachers’ (Education Sector RefoAction Plan 2001-02-2005-06, 2004,
P 1). This absence of a crucial element of probesdism -the expertise and skills of
professionals- is aggravated by some cultural angttsiral constraints limiting teachers’
capacity to change even their own practices. Thesestraints have been highlighted by
Mohammad (2004) including the limited time for teexy with pressures to teach and revise
the textbooks and to prepare students for the enaman. Thus, there is security in
maintaining the routine practice particularly givémat there is no incentive and support for
innovation and with a limited knowledge of pedagamnd content on the part of teachers.
Therefore, any change in their practice will needoé compatible with ‘the reality of the

school context and the provision of support’ (Molnaaal, 2004, p 113).

The challenges to bring about improvement have letected in the views of institution
heads where they reported on the dominance of xhenieation system and the drive to

prepare students for these examinations in eadituitnen and classroom, which impacted on
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the implementation of reform in the classroom. Tiglwout the data and especially in
interview data where the participants could fratm&rtresponses, reforms in the assessment
system were a singular focus and sometimes thdcolinm reform was equated with
assessment system reform. This response reflegtstthctural issues, which constrain the
focus and effort of the educators in the institosio The issue of professional status of
teachers and institution heads is also evident ttedata where they discuss their exclusion
from the policy and planning of the reform and tlt#mands for improvement in their salary
structures, social status and working conditionse $tarting point for educational reform
here is fundamentally different from the one avadato the professionals in the developed
world. In Pakistan, the situation of the profess®ione where the profession is struggling to
establish its standing and status.

There are structural inequalities of access anditgua the Pakistani public education
system, which provides for the educational need®#6 of the population:
The public school system's deteriorating infragtiies falling educational
standards and distorted educational content impastly, if not entirely, on
Pakistan's poor, thus widening linguistic, sociald aeconomic divisions
between the privileged and underprivileged andeasing ethnic and religious

alienation. (International Crisis Group, 2004)

These contextual realities have been reflectetierdita where issues relating to the context
of the school and the circumstances of the studesis been discussed. This need to take
account of the specific social, cultural and ecoiearontext is used to reinforce the argument
put forward by school leaders and teachers forpgmoach in the development of policy and
the implementation of the change programme whiclong term, consistent and clear in
vision, objectives and has clearly delineated iimaetation strategies. The respondents laid
stress on the need for an enhanced capacity bgitfieducators in the institutions especially
teachers and their increased engagement in platinéngolicy and implementation strategy
of the reform. Interestingly they did not recommegmablic engagement or to build the

capacity for this engagement.

The focus on the profession, particularly the depelent and engagement of teachers as well
as some of the concerns about the status of ttiegsion highlighted by some school leaders
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and teachers, also reflect the structural issuéiseoéducation system in Pakistan where there
is a centralized ideological stance and the admnétige and operational structures for a
hierarchical, bureaucratic model. Thus, given doistext, the fourth way recommendation of
democratization and public engagement did not eenarghe model of educational change
management put forward by the participants. Thengtrecommendation for the engagement
of teachers and institution heads in the plannimg) implementation of reform may seem a
preliminary step or built into the system for mamegearchers, educators and policy makers
of the education systems at the higher levels okld@ment. However, in the Pakistani
context it is a major leap and a breakthrough fiasé working in the system at the lowest

level of educational development.

8.4 Possible areas for future research

As evident from the literature review presentedieain this thesis, there is a gap in research
focusing on education reforms in Pakistani eduoatfdonsidering the size of the system
along with the cultural and regional diversity adifferences in the provision, access and
guality within the system, the possibilities fosearch can be numerous. However, in the
particular context of this research experienceva dpecific areas for further research can be
identified.

One possible area of research could be the exporat the views and opinions of policy
makers in the central education offices in Pakisharthe context of the reform programme
focused on in this investigation, officials frometMinistry of Education and The Curriculum
Wing can be included in the research. Here an itaporinvestigation would be the
exploration of the views and experiences of thasimt makers in the initiation and policy
planning process of the ESR programme. Alternatjviélthose who were directly involved
are no longer in these roles, it would be usefugxplore the planning, policy making and
initiation process of any educational reform orrmuium reform at the national level, given
that the issue of structures arose consistentilgardata in this study. Another possibility can
be the presentation of the emergent model of charageagement for the Pakistani education

system from this research to the policy makersatheay their views from a systems level
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perspective in relation to the viability of follomg the model or/and make adjustments in the

model.

Another area of interest can be the inclusion oflebts in the research and an analysis of
students’ perspectives on the education reformgeaneral or ESR in particular. This

possibility can extend the scope of the reseammin the implementation phase of educational
reform to the institutionalization phase, wheredstuts emerge not as subjects or targets of

the reform but as important stakeholders in thegss.

Another option for further research is the extensaf this investigation to different
geographical locations or to a different level e educational structure (such as secondary
or primary level). Due to many specific culturadareligious factors, madrassa education is
distinct from the mainstream education in Pakistatyithstanding this, the phenomenon of
educational reform can be explored in this sectorwall, though a theoretical and

methodological framework redesign of the study Wdlrequired.

8.5 Conclusion

Though a long way from the realization of ‘the fiburway’, the elements of wide

participation and capability building among educsitat the lowest levels of administrative
and decision-making hierarchy in Pakistani educasigstem are very significant in order to
establish their agency in challenging the estabdisistructures. Even this, however, is
delicately balanced and does not seem to alwayediesable. This aspiration and demand
for the ‘professionalism’ along with ‘professiormadiion’ (Hargreaves, 2000, p 152) of the
profession of educators in schools is an essezigalent of ‘the fourth way’, which may lead

to the development of other crucial elements, hubarse in small steps. Hargreaves (2000)
has traced the history of teacher professionalisto four phases of pre-professional,
autonomous, collegial, and postmodern stages intoesponding pre-1960s, 1960s-70s,
1980s-90s and post 2000 periods respectively. Beagtofessionalism in the developed
world has evolved and entered the post modernsstafier passing through the stages of
autonomy and then collegiality (Hargreaves, 2000 developmental stage of the Pakistani
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education system and the situation of the profesésoworking in it are comparable with the
‘pre-professional stage’, where according to Haages (2000, p 153), ‘teachers struggled
alone in their own classrooms to cover content \the groups of often reluctant learners,
with few textbooks or resources to help them, anth Jittle reward or recognition’.

Therefore, the context of educational reform in iRtk is set not only on a different
geographical, cultural and massive scale, but odifferent stage of development and

evolution.

The impact of the context is also pronounced inpéeicular form of strategic management
at the centre of the emergent model of change nesneugt in this research. The emergent
model relates to the strategic management of eidnedtreform at the systems level where
teachers and institution heads can join to plampshand implement the change. The
participants of the research did not refer to meienal autonomy or collegiality or public
engagement in the process of reform managementy fihee outlined a contained but
realistic role for themselves as participants i pinocess. The respondents did not construct
themselves as the agents of change but insteatfydarrole for themselves in a rigid, top
down hierarchical system. They refer to the syskesership to take the lead and devise a
strategically focused vision and implementationigyolof the reform and they envision
themselves as participants in this process, with wiisdom from the field to make the
programme grounded, realistic, relevant, effectimed acceptable. They have also
emphasised the need of incrementalism and consisienthe reform, which relates to a
coherent and gradual reform process that ‘mattgpseads and lasts’ (Hargreaves and
Goodson, 2006, p 35) and is not introduced abruptiplled back prematurely.

One distinct feature of the Pakistani context & ¢élement of positivity among the teachers
and school leaders about need and purpose of floemreprogramme studied in this
investigation. It indicates the level of acceptaacel readiness by the implementers for a
meaningful reform programme particularly when itised at enhancing student learning. It
also substantiates a great potential in the systgmthe receptivity of implementers to the
reform, even when they have not been included enirtfitiation and designing and planning
processes. This is not a resigned apathy to thenssas mere implementers, but a sensitive
and mature approach with full appreciation of ih@thtions of the existing structures and the
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urgency to improve the learning experience for el They have demanded a better
implementation strategy with an underlying stress smpport for their professionalism
through their role in the planning and design o fholicy and implementation strategy,
training, materials as well as issues related &ir throfessional standing such as increased

pay and social status.

This is not a revolutionary but an evolutionary aggeh, which has long-term implications
for the development of the education system in $2aki This desire and informed maturity
to reform the system is a positive sign for theéest# education in Pakistan, at least for the
segment of the education system included in thseaech, which can be exploited by the
policy and decision makers in the system. Thisdattis the strength and commitment needed
to embark on the long and hard journey of reformomg of the largest, most diverse and
under-developed education systems in the worid.the time to learn from the wisdom from
the field, capture the available opportunities at@ngths, and look around the globe for
other similar systems to augment this learning tanfihd desirable and feasible aspirations.
Sharing the policy and practice for educationabmef across different contexts can add to the
understanding of the field, but each journey towardproved educational provision has to

find its own maps, signposts and equipment locateohd suitable for the local terrain.
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Appendix 1

Plain Language Statementor Interview with Institution heads

3;; Un1ver51ty Faculty of
& of Glasgow | Education

The University of Glasgow, charity number SC004401

Project Title: Management of Educational Change in the Educationdhstitutions in
Pakistan

Investigator: Jamila Razzaq

Ph D student

Faculty of Education

University of Glasgow

E mail: j.razzag.1@research.gla.ac.uk
Dear colleague,

You arebeing invited to participate in an academic redeatady through a questionnaire.
Before you decide to take part in the study, it s helpful to know about the purpose of the
study. Please take time to read the following imfation carefully and discuss it with others
if you wish. Also please contact me if there istaimg that is not clear or if you would like

more information. Take time to decide whether dryou wish to take part.

The present study aims to explore the managememtdotational change at the
institutional level and see which model of eduacadiochange is in practice in Pakistani
context. For the data collection institutional heddhve been chosen in keeping with their
important position in the educational processegeneral and in the process of educational
change management in particular. The well estaddishstitutions affiliated with Federal
Board of Intermediate and Secondary Education teen selected for the study. From the
views and accounts of the institutional heads, #gefor the Pakistani model of educational
change management will be developed.

Participation in the study is purely voluntary ayou are free to withdraw your
consent any time and to withdraw any comment frioenrecording. All data collected will be
handled with complete confidentially and any refeee to it will be made anonymously.
After the completion of the research study the daiih be destroyed according to the
University of Glasgow ethics protocol.

Any queries relating to this research can be addre#o:

Dr Georgina Wardle
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Faculty of Education Ethics Officer
Room 622

St Andrew’s Building

11 Eldon Street

Glasgow, G3 6NH

E mail: g.wardle@educ.gla.ac.uk

Tel: 0141-330-3426
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Appendix 2

Consent Form for Interview with Institution heads

P University | Faculty of
of Glasgow | Education

The University of Glasgow, charity number SC004401

Title of the Project: Management of Educational Change in the Educational I nstitutions in Pakistan
Researcher: Jamila Razzaq

1. 1 confirm that | have read and understand the Plain Language Statement and have had the
opportunity to ask questions.

2. lunderstand that my participation is voluntary and that | am free to withdraw at any time,
without giving any reason.

3. lagree/do not agree (delete as applicable) to the interview being audio taped.

4. |agree/do not agree (delete as applicable) to take part in the above study.

Name of the Participant Date Signature

Researcher Date Signature
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Appendix 3

Interview Schedule

Topic to be discussedThe management of educational change in theatdurn of English,
Urdu and Pakistan Studies at Higher Secondary 3&@ertificate (HSSC) level

Issues in the topic:

>
>

>

Description of the experience of implementing thargye

Description of the problems faced in the procesategyies to solve them and
suggestions to resolve the issues

Description of the strengths experienced in thegse of implementation of change
and utilisation of these strength

Type of questions Fill-in factual questions and open ended questmfrdescriptive and
experiential nature

Fill in questions:

>
>

For how long have you been working in education?
For how long have you been in the position of thachof the institution?

Open-ended questions

>

Can you please tell me about how you went aboutementing the curriculum
change in the subject areas of English, Urdu ahkisRa studies at HSSC level?

(Probes to get a fuller description of the expergsnof the interviewees in the process
of initiating and implementing the afore mentiora@dnge)

vvvvvvvyv ]| JUlUlJIl

What was your starting point?

What did you do then?

What was your next step?

Where have you got to now?

What is your next step?

What were the main strategies you used to inithsnge?

What did you do to implement this change?

What steps you have taken to make it work?

Have there been any problems — what are these?

How can these problems be overcome?

What do you see you have achieved?

What have been the strengths in the strategiesised to bring about change?
How can these strengths be built upon?

What has been accomplished in terms of establighisgurriculum programme?
How has this curriculum change influenced teachers?

How has it influenced pupil learning and achievetfien

(With the appropriate prompts to clarify questioasponses and probes to ask for
elaboration, details, clarification of response emdonvey understanding and interest
from the interviewer)
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Appendix 4

Plain Language Statement for teachers (1)

i;; Un1ver51ty Faculty of
&Y of Glasgow | Education

The University of Glasgow, charity number SC004401

Project Title: Management of Educational Change in the Educational | nstitutions in Pakistan
Investigator: Jamila Razzaq

Ph D student

Department of Educational Studies

Faculty of Education

University of Glasgow

E mail: j.razzaq.1@research.gla.ac.uk

Ph: 00447551426814

Dear colleague,

You are being invited to participate in an academic redeastudy by completing a
guestionnaire and this will take you about 25-30utes. Before you decide to take part in
the study, it will be helpful to know about the pase of the study. Please take time to read
the following information carefully and discussiith others if you wish. Also please contact
me if there is anything that is not clear or if ywould like more information. Take time to
decide whether or not you wish to take part.

The present study aims to explore the managememdo€ational change in the
curriculum and examination system at HSSC leveatesip002 at the institutional level and
examine which model of educational change is irctpra in the Pakistani context. For the
data collection teachers have been chosen in kgegpith their important position in the
educational processes in general and in the prafesducational change implementation in
particular. The well-established institutions adfied with Federal Board of Intermediate and
Secondary Education have been selected for thg.stigdchers will be surveyed to explore
the impact of this change, the response of teadusthe strategies used in schools and
classrooms. From the views and accounts of teactemes for the Pakistani model of
educational change management will be developgutdeide a basis for the next stage of
research with a larger number of participants.
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Participation in the study is purely voluntary ayou are free to withdraw your
consent any time. You are requested to seal ybed fijuestionnaire and consent form in the
envelope provided in your pack. All data collectadl be handled with complete
confidentially and any reference to it will be made®nymously. After the completion of the
research study the data will be destroyed accortinthe University of Glasgow ethics
protocol.

Any queries relating to this research can be addre#o:
Dr Georgina Wardle

Faculty of Education Ethics Officer

Room 622, St Andrew’s Building

11 Eldon Street

Glasgow, G3 6NH

E mail: g.wardle@educ.gla.ac.uk

Tel: 0141-330-3426
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Appendix 5

Urdu Translation of Plain Language Statement for tacher 1
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Appendix 6

Consent form for teachers (1)

3} Un1ver51ty Faculty of
& of Glasgow | Education

The University of Glasgow, charity number SC004401

Consent Form

Title of the Project: Management of Educational Change in the Educational | nstitutions in Pakistan

Researcher: Jamila Razzaq

1. |confirm that | have read and understand the Plain Language Statement and have had the
opportunity to ask questions.

2. lunderstand that my participation is voluntary and that | am free to withdraw at any time,
without giving any reason.

3. lagree/do not agree (delete as applicable) to take part in the above study.

Name of the Participant Date Signature

Researcher Date Signature
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Appendix 7

Urdu translation of the consent form for teachers (1)
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Appendix 8

The exploratory questionnaire for teachers
Questionnaire (1) for Teachers
Research TitleManagement of Educational Change in Educational Ingutions in Pakistan

Your teaching experience:

The subject you teach:

(This gquestionnaire is with reference to the chaingeurriculum and examination system at HSSC
(Higher Secondary School Certificate)/Intermediatel since 2002)

13.When did you first hear about this change and wizest your first reaction?

14 Did your views alter as the change progressed bt ways, if any?

15. What steps were taken in your institution to introel this change in the classrooms?

16. What steps did you take initially to take this cpainto your classroom?
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17. What steps did you take subsequently to take tlasge further?

18. What kinds of support did you receive from youtitasion in the process? Do you think this support
was enough?

19. Were there any difficulties in adopting this changgour classroom and what was the nature of
these?

20. What benefits do you think this change has brotmtthe students?

21. What are some of the challenges for students im¢esystem?
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22. What can be done now to make this change workoetter way?

23. What do you suggest should be done for the intiimluof any change in the institutions in future by
the higher authorities?

24. Any other comments relating to this initiative tlyau would like to add?

Thanks for participation
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Appendix 9

Urdu translation of exploratory questionnaire for teachers
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Appendix 10

Plain Language Statement for teachers (2)

*} Un1ver51ty Faculty of
$F of Glasgow | Education

The University of Glasgow, charity number SC004401

Project Title: Management of Educational Change in the Educational | nstitutions in Pakistan
Investigator: Jamila Razzaq

Ph D student

Department of Educational Studies

Faculty of Education

University of Glasgow

E mail:j.razzaq.1@research.gla.ac.uk

Ph: 00447551426814

Dear colleague,

You are being invited to participate in an academic redeastudy by completing a
guestionnaire and this will take you about 25-30utes. Before you decide to take part in
the study, it will be helpful to know about the pase of the study. Please take time to read
the following information carefully and discussiith others if you wish. Also please contact
me if there is anything that is not clear or if ywould like more information. Take time to
decide whether or not you wish to take part.

The present study aims to explore the managememdo€ational change in the
curriculum and examination system at HSSC levetesip002 at the institutional level and
examine which model of educational change in usthéPakistani context. For the data
collection teachers have been chosen because iofirtigortant position in the educational
processes in general and in the process of eduehthhiange implementation in particular.
The well-established institutions affiliated witkedieral Board of Intermediate and Secondary
Education have been selected for the study. Teaahiéirbe surveyed to explore the impact
of this change, the response of teachers, theegiest used in schools and classrooms and to
gather suggestions for improvement in the procésslacational change management. From
the views and accounts of teachers, themes foP#késtani model of educational change
management will be developed.
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Participation in the study is purely voluntary ayou are free to withdraw your
consent any time. You are requested to seal yomplEied questionnaire and consent form
in the envelope provided in your pack. All datalected will be handled with complete
confidentially and any reference to it will be mad®nymously. After the completion of the
research study, the data will be destroyed accgrttnthe University of Glasgow ethics
protocol.

Any queries relating to this research can be addre#o:
Dr Georgina Wardle

Faculty of Education Ethics Officer

Room 622, St Andrew’s Building

11 Eldon Street

Glasgow, G3 6NH

E mail: g.wardle@educ.gla.ac.uk

Tel: 0141-330-3426
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Appendix 11

Urdu translation of plain language statement for tachers (2)
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Appendix 12

Consent form for teachers (2)

3} Un1ver51ty Faculty of
& of Glasgow | Education

The University of Glasgow, charity number SC004401

Consent Form

Title of the Project: Management of Educational Change in the Educational | nstitutions in Pakistan

Researcher: Jamila Razzaq

1. |confirm that | have read and understand the Plain Language Statement and have had the
opportunity to ask questions.

2. lunderstand that my participation is voluntary and that | am free to withdraw at any time,
without giving any reason.

3. lagree/do not agree (delete as applicable) to take part in the above study.

Name of the Participant Date Signature

Researcher Date Signature
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Appendix 13

Urdu translation of the consent form for teachers (2)
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Appendix 14

The structured questionnaire for teachers

Research TitleManagement of Educational Change in Educational In#utions in
Pakistan

Your teaching experience:

The subject you teach:

(This questionnaire is with reference to the changeurriculum and examination system at
HSSC (Higher Secondary School Certificate)/Interiatedlevel since 2002. So whenever

change is mentioned in the questionnaire, it refethis particular change)

1. When did you first hear about the change?

2. Through which source did you receive this inforoa®

3. What was your first reaction to this change?

Positive Negative mixe Don’t Know

4. Did your reaction change over time?

Yes No

5. If yes which of the following description suits tbleange in your attitude?

5.1Became more positive

5.2Became more negative

5.3 Changed from negative to positive

5.4Changed from positive to negative

5.5Changed from mixed to positive

5.6 Changed from mixed to negative
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6. Tick the box that shows the degree of your agre¢fsisagreement with the following

statements about the description of this change.

no Statement: This change Strongly | agree disagre | strongly

agree disagree

6.1 | Was abrupt

6.2 | Improved the assessment of students

6.3 | Provided new pedagogic experience

6.4 | Was well planned

6.5 | Is a happy experience for learners

6.6 | Is not good for student learning

6.7 | Is an opportunity for self development

for teachers

6.8 Is a much needed intervention

6.9 | Is not encouraging for the future

6.10 | Does not meet the requirements of all

stake holders

6.11 | Is suitable for on the ground realities

6.12 | Was not implemented properly

6.13 | Provided time for teachers to discuss

change among colleagues
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8.

7. In the first box, tick if following initial stratags were adopted in your institution and
in the second box rate the ticked ones accordinige@riority given to these steps. (1
for highest priority)

Adopted strategy Priority rank

in your institution

7.1 Awareness raising and orientation of teachers tdsvahange

7.2 Awareness raising of students towards change

7.3 Workshops/courses to prepare teachers for the ehang

7.4 Guidance and advice on new teaching materials attiadology

7.5 Information and preparation for new layout of exaation papel

In the first box, tick if following initial straigies were adopted by you in your
classroom and in the second box rate the ticked aoeording to the priority given. (1

for highest priority)

Strategy you| priority rank

adopted in class

8.1 Advice and counseling for students regarding trenge

8.2 Resource acquisition to equip yourself

8.3 more class tests for examination practice

8.4 making students do more practice for examination

8.5 Making students more involved in discussions ambairatid
8.6 Discussion with colleagues

Over all, how will you describe your satisfactiortiwthe support provided by your

institution?

Fully satisfied ] partially satisfied [ | notisied [ ]
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10. Indicate if the following were provided in your s to take the change forward in
your classroom?

10.1 Teacher training
10.2 Guidance
10.3 Teacher's Manuals

10.4 Audio visual aids

JUOO U 5
UL

10.5.1 Internet and library resource
11.Tick the relevant box to show the degree of ditticwf coping with the following
issues concerning the implementation of chang®ur glassrooms.
(1=very difficult, 2=difficult, 3=moderatelyifficult, 4=not difficult, 5 not at all
difficult)

no Difficulty 1 2 3 4 | 5

11.1 Time not enough to prepare yourself for thmenge

11.2 Students not ready to accept the change

11.3 Hard to bridge the gap between the preparafion
students from junior levels and the changed

requirements in knowledge and competency now

\

11.4 Hard to change the students from old practice

learning

11.5 | The big class size

11.6 The level of curriculum above the mental lexfel
students

11.7 Less time to cover curriculum content

11.8 Lack of teaching materials

11.9 Lack of funding to provide the required reseur

11.10 | Irrelevant topics in the syllabus

11.11 | General understanding of change

11.12 | Conveying this understanding to students

11.13 | Preparing tests for students
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12. Tick the relevant box for you to show the degoé your agreement with the following

benefits of the change for the students.

no The benefit of change for students stronglpgree disagre | strongly
agree e disagree

12.1 | Has limited the need for rote learning

12.2 | Has developed the habit of thorough study

12.3 | Helps conceptual development

12.4 | Improves performance in examination

12.5 | Enhances creative ability

13. Tick the relevant box to indicate the degreemgortance of the following suggestions
in improving the management of change in the cdraéthis initiative and also for any
similar change in future.

(1=very important, 2=important, 3=not very impottad=not important, 5= not at all

important)

no Suggestion for improvement 1 2 3 5

13.1 Teacher training for the change

13.2 Involvement of teachers in policy planningcbéinge

13.3 |Involvement of teachers in designing the curriculum

134 More extensive examination reforms

13.5 Provision of required resource for teacheaafting
materials, manuals, guidance notes)

13.6 Provision of funds to the institutions

13.7 Provision of facilities (AV aids, Internethiaries)

13.8 Improvement in working conditions of teachers

13.9 Gradual change from lower levels of education

14. If you would like to add any comments

Thank you
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Appendix 15

Urdu translation of structured questionnaire for teachers
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