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Abstract
The government of the Kingdom of Saudi Arabia seeks to develop and renew many aspects of
Saudi life. Education is a cornerstone in improving people’s quality of life. Recently,
ambitious plans, such as Tatweer and Saudi Vision 2030, have been announced to develop the
education system and impose many changes in schools. However, some schools, particularly
primary schools and their staff (mainly teachers), are not satisfied with the reform plans and
have limited enthusiasm for adopting these changes. Therefore, there is an urgent need to
explore teachers’ attitudes, opinions and experiences towards educational change in general,
and cooperative learning as an example, in order to understand how to effectively implement
these changes in schools.
Although extensive research has been carried out on educational change, there is still very
little depth of understanding of the role of leadership, teachers’ values and beliefs, changing
from known to unknown conditions, professional development and learning, and teacher
agency. Investigating these factors in a solo study could help to explain why many schools
have adopted and implemented the educational changes, whereas some schools have ignored
them. Although most studies in the literature have focussed on how values have a role in
engagement with change, the focus is at the level of the organisation, not at the individual
level. Individuals may have different values that reflect their experiences, heritage, and socioeconomic level. Therefore, by equally exploring the role of school’s leadership as well as
teachers’ values, this study offers insights into ways to better manage change in schools.
Most previous studies measured attitudes with questionnaires and ignored methods such as
interviewing, which yields a deeper understanding of teachers’ attitudes and feelings. They
have also ignored observational methods, which provide data on teacher behaviour in real-life
settings. In addition, many of these studies relied on data gathered only from teachers and
ignored other potential sources of information, such as the head teacher. Thus, this study will
use qualitative methods and will gather data from teachers and head teachers to obtain a better
understanding of teachers’ attitudes towards this particular educational change. A case study
approach was conducted by obtaining data from two female primary schools by utilising the
concept map, semi-structured interview, scenario interview and classroom observation
methods. The total number of participants was 14 teachers, as well as two head teachers, from
both schools.

The findings indicate that most of the teachers in both schools were implementing the changes
despite most of the teachers in School One having a low positive attitude towards the changes,
while most of the teachers in School Two have highly positive attitudes towards the changes.
The results of both case studies suggest that different factors play a crucial role in teachers’
reactions, rather than the educational changes themselves. Significantly, the study concludes
that school principals’ behaviours and their leadership style are one of the most important
factors that either help teachers to achieve and successfully implement educational reforms or
hinder change. In particular, leadership as positive influence on teachers’ values, learning and
development and teachers’ agency as well as teachers’ attitudes towards adopting educational
changes.
The current study contributes to the existing knowledge of teacher agency by supporting the
idea that change can also occur by engaging teachers in reflections about their classroom
practices or educational values, or how they can achieve success and develop new ideas. This
study supports evidence from previous literature that shows that leadership style may have
various roles in motivating teacher attitudes towards educational reform. This study concludes
that professional learning has a greater impact on attitudes, beliefs and teacher agency than
professional development.
The present research provides a number of conclusions, drawn with the intent to contribute to
the existing literature and practice, as well as outlining suggestions and recommendations for
additional research.

Table of Contents
DECLARATION OF ORIGINAL AUTHORSHIP ...................................................................................................... III
ABSTRACT......................................................................................................................................................... 5
TABLE OF CONTENTS ......................................................................................................................................... I
TABLE OF TABLES ............................................................................................................................................. V
TABLE OF FIGURES ......................................................................................................................................... VII
ACKNOWLEDGEMENTS ....................................................................................................................................IX
ABBREVIATIONS .............................................................................................................................................. XI
CHAPTER 1: INTRODUCTION ............................................................................................................................. 1
1.1. THE RATIONALE OF STUDY AND THE PROBLEM IDENTIFICATION ................................................................................... 1
1.2. SIGNIFICANCE AND PREDICTED OUTCOMES OF THE STUDY ......................................................................................... 3
1.3. RESEARCH AIMS AND QUESTIONS ......................................................................................................................... 4
1.4. THE STRUCTURE OF THE STUDY ............................................................................................................................ 5
CHAPTER 2: THE STUDY SETTING: SAUDI ARABIA ............................................................................................. 7
2.1. BACKGROUND OF KINGDOM OF SAUDI ARABIA ........................................................................................................ 7
2.2. EDUCATION POLICY IN KSA ................................................................................................................................. 9
2.3. THE HISTORY OF ADMINISTRATION OF EDUCATION IN SAUDI ARABIA ......................................................................... 10
2.4. ORGANISATION OF EDUCATION IN SAUDI ARABIA................................................................................................... 12
2.5. THE DEVELOPMENT OF EDUCATION IN SAUDI ARABIA ............................................................................................. 14
2.5.1. The Tatweer Project ............................................................................................................................ 15
2.5.2 Saudi Vision 2030 ................................................................................................................................. 17
2.5.2 Cooperative Learning Method in Saudi Arabian Schools ..................................................................... 19
2.6. SUMMARY...................................................................................................................................................... 23
CHAPTER 3: LITERATURE REVIEW ................................................................................................................... 25
3.1. TEACHER ATTITUDE .......................................................................................................................................... 25
3.1.1 Definition of Attitude............................................................................................................................ 25
3.1.2 Characteristics of Attitude.................................................................................................................... 26
3.1.3 Importance of Positive Teacher Attitudes ............................................................................................ 27
3.1.4 Factors Influence Teacher Attitudes ..................................................................................................... 33
3.1.5 Improvement of Teacher Attitude ........................................................................................................ 36
3.2.TEACHER AGENCY:............................................................................................................................................ 38
3.2.1 The Meaning of Agency........................................................................................................................ 38
3.2.2 The Difference between the Concept of Agency and the Concept of Autonomy.................................. 39
3.2.3 Constructing and Developing Teacher Agency ..................................................................................... 40
3.2.4 The Influences of Agency ...................................................................................................................... 42
3.2.5. Summary ............................................................................................................................................. 43
3.3 TEACHERS’ VALUES ........................................................................................................................................... 44
3.3.1 The Meaning of Values ......................................................................................................................... 44
3.3.2 The Influence of Values (Agency and Teacher Attitudes) ..................................................................... 44
3.3.3 Summary .............................................................................................................................................. 46
3.4 PROFESSIONAL DEVELOPMENT AND PROFESSIONAL LEARNING .................................................................................. 47
3.4.1 Teachers’ Professional Development ................................................................................................... 47
3.4.1.1 Definition of Professional Development ........................................................................................................ 47
3.4.1.2 Advantages and Criticisms of Teacher Professional Development ................................................................ 47

i

3.4.1.3 The Models of Professional Development...................................................................................................... 50

3.4.2 Teachers’ Professional Learning - the New Paradigm ......................................................................... 51
3.4.2.1 Definition and Characteristics of Professional Learning ................................................................................ 52
3.4.2.2 The Impact of Teachers’ Professional Learning ............................................................................................. 52

3.4.3 Summary .............................................................................................................................................. 54
3.5 RESISTANCE TO EDUCATIONAL REFORM ................................................................................................................ 54
3.5.1 The Meaning of Resistance to Change ................................................................................................ 54
3.5.2 The Causes of Resistance ..................................................................................................................... 56
3.6. THE ROLE OF LEADERSHIP IN EDUCATIONAL REFORM.............................................................................................. 58
3.6.1 Leadership style in Educational reform................................................................................................ 58
3.6.2 Effective Leadership ............................................................................................................................. 60
3.6.3 Summary .............................................................................................................................................. 62
3.7. CULTURE AND ITS ROLE IN EDUCATIONAL REFORM ................................................................................................. 62
CHAPTER 4: RESEARCH METHODOLOGY ........................................................................................................ 65
RESEARCH QUESTIONS ............................................................................................................................................ 65
4.1 THE KEY PHILOSOPHIES AND APPROACHES IN SOCIAL SCIENCE .................................................................................. 65
4.1.1 The Ontological Position ...................................................................................................................... 65
4.1.2 The Epistemological Position ............................................................................................................... 66
4.2 METHODOLOGY ............................................................................................................................................... 68
4.2.1 Case Study............................................................................................................................................ 70
4.3 PILOT STUDY ................................................................................................................................................... 72
4.4 STUDY SAMPLE ................................................................................................................................................ 74
4.5 DATA COLLECTION ........................................................................................................................................... 76
4.5.1 Concept Map as an Interview Tool ...................................................................................................... 77
4.5.2 Interview .............................................................................................................................................. 78
4.5.3 Scenario Interview ............................................................................................................................... 82
4.5.4 Observation Method ............................................................................................................................ 83
4.6 DATA ANALYSIS ............................................................................................................................................... 86
4.7 VALIDITY AND RELIABILITY .................................................................................................................................. 88
4.8 ETHICAL CONSIDERATIONS ................................................................................................................................. 91
CHAPTER 5: ANALYSIS FOR THE RESEARCH QUESTION ONE ........................................................................... 95
5. 1. CURRICULUM CHANGES ................................................................................................................................... 96
5.1.1 Curriculum Content .............................................................................................................................. 96
5.1.1.1 Well-sequenced .............................................................................................................................................. 96
5.1.1.2 New Content Quantity ................................................................................................................................... 97
5.1.1.2.1 Streamlined ............................................................................................................................................ 97
5.1.1.2.2 Heavy Content ........................................................................................................................................ 98
5.1.1.3 The Impact of New Content on Students’ Skills........................................................................................... 100
5.1.1.3.1 Skill development ................................................................................................................................. 100
5.1.1.3.2 Ignores Some Skills ............................................................................................................................... 101
5.1.1.4 The Impact of the New Content on Modern Life for Students and Saudi Culture........................................ 103
5.1.1.4.1 Value for Modern World ...................................................................................................................... 103
5.1.1.4.2 Unsuitable Content............................................................................................................................... 103
5.1.1.5 The Impact of New Content on Teachers ..................................................................................................... 105
5.1.1.5.1 Provided Enthusiasm ............................................................................................................................ 105

5.1.2 Curriculum Resources ........................................................................................................................ 105
5.1.2.1Illustrative Materials ..................................................................................................................................... 105

5. 2. ASSESSMENT CHANGES.................................................................................................................................. 106
5.2.1. Positive Attitude towards New Assessment...................................................................................... 107
5.2.2.Negative Attitude towards New Assessment .................................................................................... 107
5. 3. PEDAGOGY CHANGES .................................................................................................................................... 108
5.3.1 Positive Attitudes Towards The Pedagogy Strategies........................................................................ 108
5.3.1.1 Opportunity to Develop Skills ...................................................................................................................... 109

ii

5.3.2 Positive Attitudes towards Cooperative Learning Strategy ................................................................111
5.3.2.1Helping Teachers ........................................................................................................................................... 111
5.3.2.2 Opportunity to Develop Students’ Skills ...................................................................................................... 113

5.3.3 Negative Attitudes towards the Pedagogical Strategies And Cooperative Learning .........................115
5.3.3.1Pedagogy Strategies are Not New ................................................................................................................. 115
5.3.3.2 Cost to Teachers ........................................................................................................................................... 116
5.3.3.3 Insufficient Time for Lessons ....................................................................................................................... 117
5.3.3.4School Environment is Not Fit for Purpose ................................................................................................... 118
5.3.3.5No Improvement in Students’ Skills.............................................................................................................. 120

5.4 SUMMARY OF THE ANALYSIS OF RESEARCH QUESTION ONE....................................................................................123
CHAPTER 6: ANALYSIS FOR RESEARCH QUESTION TWO AND THREE ............................................................. 127
6.1TEACHERS’ VALUES AND BELIEFS ........................................................................................................................127
6.2CHANGE FROM KNOWN TO UNKNOWN CONDITIONS..............................................................................................130
6.3 ROLE OF LEADERSHIP .......................................................................................................................................131
6.3.1 Facilitating Applying New Changes ....................................................................................................131
6.3.2. Developing Teachers .........................................................................................................................134
6.3.3. Motivating Teachers .........................................................................................................................139
6.4 PROFESSIONAL DEVELOPMENT AND PROFESSIONAL LEARNING ................................................................................141
6.4.1 Formal Training ..................................................................................................................................141
6.4.1.1 Quality of Training ....................................................................................................................................... 141

6.4.2 Informal training ................................................................................................................................144
6.4.2.1 Teachers’ Self-learning and Communities of Practice.................................................................................. 144

6. 5 TEACHERS’ AGENCY ........................................................................................................................................145
6.5.1 Effective Agency .................................................................................................................................145
6.5.2 Lack of Agency....................................................................................................................................148
6.5.2.1 Lack of Engagement in Decision Making and Lack of Paying Attention ........................................................ 149
6.5.2.2 Lack of Autonomy and Control ..................................................................................................................... 151

CHAPTER 7: DISCUSSION .............................................................................................................................. 157
7.1 DISCUSSION OF TEACHERS’ VALUES AND BELIEFS ..................................................................................................157
7. 2 DISCUSSION OF CHANGE FROM KNOWN TO UNKNOWN CONDITIONS .......................................................................159
7.3 DISCUSSION FOR THE ROLE OF LEADERSHIP ..........................................................................................................162
7.4 DISCUSSION DEVELOPMENT AND PROFESSIONAL LEARNING ....................................................................................167
7.5 DISCUSSION OF TEACHERS’ AGENCY ...................................................................................................................171
CHAPTER 8: CONCLUSION ............................................................................................................................. 177
8.1 SUMMARY OF THE MAIN FINDINGS ....................................................................................................................177
8.2 CONTRIBUTION TO KNOWLEDGE: .......................................................................................................................187
8.2.1 Contribution to Theoretical Knowledge..............................................................................................187
8.2.2 Contribution to Knowledge about the Saudi Context .........................................................................189
8.3 LIMITATIONS OF THE STUDY ..............................................................................................................................189
8.4 IMPLICATIONS FOR FUTURE RESEARCH ................................................................................................................190
8.5 IMPLICATIONS FOR PRACTICE ............................................................................................................................191
REFERENCE ................................................................................................................................................... 193
APPENDICES ................................................................................................................................................. 204
APPENDIX 1: ETHICAL CONSIDERATIONS ...................................................................................................................204
Appendix 1.1Head TeacherInformation Sheet in English ............................................................................204
Appendix 1.2: Head Teacher Consent Form in English ................................................................................207
Appendix 1.3: Head teacher information sheet in Arabic ...........................................................................209
Appendix 1.4: Head Teacher Consent Form in Arabic .................................................................................211
Appendix 1.5: SchoolPermission Information in English .............................................................................213
Appendix 1.6: School Permission Information in Arabic ..............................................................................217

iii

Appendix1. 7: Teacher Information Sheet in English .................................................................................. 221
Appendix1.8: Teacher Consent Form in English .......................................................................................... 223
Appendix 1.9: Teacher Information Sheet in Arabic ................................................................................... 225
Appendix 1.10: Teacher Consent Form in Arabic ........................................................................................ 227
Appendix 1.11: Ethical Approval Form........................................................................................................ 229
Appendix 1.12: Letter to the Ministry of Education .................................................................................... 233
APPENDIX 2: DATA COLLECTION METHODS .............................................................................................................. 235
Appendix 2.1:Concept Map Sheet in English .............................................................................................. 235
Appendix 2.2: Concept Map Sheet in Arabic ............................................................................................... 237
Appendix 2.3: Interview Questions’ Sample in English ............................................................................... 239
Appendix 2.4: Interview Questions’ Sample in Arabic ................................................................................ 241
Appendix 2.5: Scenario Interview’s Sample in English ................................................................................ 243
Appendix 2.6: Scenario Interview’s Sample in Arabic ................................................................................. 245
Appendix 2.7:Observations’ Sheet in English .............................................................................................. 247
Appendix 2.8: Observation Sample in Arabic .............................................................................................. 249
APPENDIX 3: SAMPLES OF THE COLLECTING DATA ...................................................................................................... 251
Appendix 3.1: Sample of Teacher’s Concept Map....................................................................................... 251
Appendix 3.2: Sample of Teacher’s Observation Sheet............................................................................... 253
Appendix 3.3: Sample of Teacher’s Interview and Scenario Interview Transcript in English ...................... 255
Appendix 3.4: Sample of Teacher’s Interview and Scenario Interview Transcript in Arabic....................... 267
Appendix 3.5: Sample of Head Teacher’ Interview Transcript in Arabic ..................................................... 275
APPENDIX 4: DATA ANALYSIS ................................................................................................................................. 277
Appendix 4.1: Familiarizing Myself with the Data ...................................................................................... 277
Appendix 4.2: Sample of Generating some Themes and Codes .................................................................. 279
Appendix 4.3: Sample of Grouping Codes into Potential Themes ............................................................... 281

iv

Table of Tables
TABLE 2.1: SUMMARY OF SOME OF THE DIFFERENCES BETWEEN THE OLD AND NEW EDUCATION SYSTEMS .................................... 23
TABLE 4.1: BACKGROUND OF TEACHERS IN SCHOOL 1........................................................................................................ 76
TABLE 4.2: BACKGROUND OF TEACHERS IN SCHOOL 2........................................................................................................ 76
TABLE 5.1: TEACHERS’ ATTITUDES TOWARDS EDUCATIONAL CHANGES IN SCHOOL ONE. ..........................................................124
TABLE 5.2: TEACHERS’ ATTITUDES TOWARDS EDUCATIONAL CHANGES IN SCHOOL TWO...........................................................125

v

Table of Figures
FIGURE 2.1: THE HISTORY OF ADMINISTRATION OF EDUCATION IN SAUDI ARABIA .................................................................... 11
FIGURE 2.2: ORGANISATION OF EDUCATION IN SAUDI ARABIA............................................................................................. 14
FIGURE 6.1: THE EFFECTIVE AGENCY IN SCHOOL ONE AND IN SCHOOL TWO ...........................................................................145
FIGURE 6.2: LACK OF ENGAGEMENT IN DECISION MAKING IN SCHOOL ONE AND IN SCHOOL TWO ..............................................149
FIGURE6.3: LACK OF AUTONOMY AND CONTROL IN SCHOOL 1 AND IN SCHOOL 2 ..................................................................151
FIGURE 7.1: KEY FACTORS THAT LEAD TEACHERS TO ADOPT, IGNORE OR RESIST NEW CHANGES.................................................180
FIGURE 7.2: KEY FACTORS THAT LEAD TO SHAPE AGENCY AND THEN THE ATTITUDE OF TEACHERS IN BOTH SCHOOLS .....................180
FIGURE 7.3: THE ROLE OF LEADER IN SCHOOL ONE ..........................................................................................................182
FIGURE 7.4: THE ROLE OF LEADER IN SCHOOL TWO ..........................................................................................................183

vii

Acknowledgements
First and foremost, I want to thank Allah for giving me the strength to overcome the
challenges that I faced during my studies and for making my dream come true.
I wish to express my sincere appreciation to my supervisors, Professor Rebecca Harris and
Dr. Fiona Curtis, for their guidance, encouragement and support. I have appreciated their
patience, input, and positive criticism and comments throughout the study.
A big thank you goes to the headteachers and teachers of the two schools in Saudi Arabia
where I collected my data for their support of and positive participation in my study.
For the financial support of the government of Saudi Arabia, I am most grateful. Without its
care and funding, I could never have reached my goal.
Special appreciation is due to my husband, Dr. Bander Alrebeay, who stood beside me
throughout my studies, providing endless encouragement, support, and patience. My love and
gratitude go to my children, Lames, Basel and Asser, who shared the ups and downs of my
journey with me.
Finally, my sincere thanks must also go to my parents, brothers, and sisters for their
continuous love, support, and understanding whenever I needed comforting. They understood
and shared my mission and gave me unconditional love and support at just the right times.

ix

Abbreviations

CL

Cooperative Learning

ICT

Information and Communication Technology

KSA

Kingdom of Saudi Arabia

MoE

Ministry of Education

PD

Professional Development

PL

Professional Learning

RQ1

Research Question one

RQ2

Research Question two

S1

School one

S2

School two

UK

United Kingdom

USA

United States of America

xi

Chapter 1: Introduction
1.1. The rationale of study and the Problem Identification
In a world of increasing globalisation and technological innovation, the 21st century
has seen the effects and significance of economic competition and open markets, both of
which have had a significant impact on education in many countries across the world
(Alhaidari, 2006; Oyaid, 2009; Algarfi, 2010; Alaqeel, 2013). Middle Eastern countries have
been especially affected by these changes, and the Kingdom of Saudi Arabia (KSA) is a
particularly noteworthy example. Any impact on or development in the Saudi education
system will lead to influencing the other countries in the Middle East because the KSA is the
largest and the most powerful state in Middle East in general and in the Arabian Peninsula in
particular. Section 2.1 will explain in more detail how the KSA seeks to support the countries
in the Middle East, whether this support is related to humanitarian issues, development or
other areas of support (Peterson, 2013; Vision 2030, 2020; Invest Saudi, 2020).
The Saudi government has recently focused on developing plans to advance different
aspects of Saudi life. One such plan is to improve the education system to help learners enrich
their skills, gain robust knowledge, adapt to modern life and be employable in the future
(Alhaidari, 2006; Alaqeel, 2013). For this reason, Alaqeel (2013), Alhaidari (2006), Algarfi
(2010), Bingimlas (2010) and Oyaid (2009) demonstrate their interest in the project
constructed by the KSA Ministry of Education (MoE) in 2005 for a 10-year plan called
‘Tatweer’ (meaning development). The project is designed to renew and develop many of the
country’s educational endeavours, including administrative processes, the educational
environment, curriculum and teaching methods. Its principle focus is on developing teacher
skills, helping learners improve their skills, enhancing school activities and improving school
climate.
The MoE strives to achieve this goal by carefully allocating its budget and evaluating
introduced changes gradually. Many in the private sector welcomed the opportunity to apply
and evaluate recommended modifications in their schools and so adopted them soon after they
were promoted. The MoE noted good results for students in schools that implemented
suggested changes, such as new teaching methods (Bingimlas, 2010), and based on these
preliminary results, the Ministry chose some schools in different cities in order to experiment
with a variety of implementation strategies before requiring changes in all schools in the
1

KSA. The participating schools were selected because they were considered places where it
would be easy to apply and test new approaches. Once again, the MoE found the educational
initiatives to be effective; thus they were advocated for all schools throughout the KSA
(Alghamdi, 2007).
Although many schools have indeed implemented a number of the promoted
initiatives, which include integrated co-teaching, (ICT), cooperative learning, use of smart
boards and more, some schools have resisted introducing any of the recommended changes
(Algarfi, 2010; Alghamdi, 2007; Alhaidari, 2006; Alharbi, 2008; Almufadda, 2006;
Bingimlas, 2010; Oyaid, 2009). In addition, many educational administrators in the KSA,
particularly those in primary schools, are not satisfied with some of the changes, such as the
introduction of new teaching methods (Bingimlas, 2010). This could be referred to that
teachers believe that they are not supported enough, are not rewarded competitive incentives
or not receiving adequate training (Bingimlas, 2010). All these factors could affect teachers’
attitudes; such as job satisfaction towards adopting new strategies or cooperating to
implement new initiatives. In light of the Ministry’s efforts to advance a variety of reforms,
an overarching goal of this study is to fill gaps in understanding why some schools have
resisted educational initiatives advocated by the Ministry of Education while others have not.

Toward that end, the purpose of this study is to understand the attitudes, opinions and
experiences of female primary school teachers towards educational change in general that
many in the KSA have resisted applying in their classrooms. Such understanding is important
because teachers are at the core of efforts to reform education and are key to reform success
(Melville & Yaxley, 2009). Teachers who have positive attitudes can put whole-hearted effort
into teaching and can adapt to change to improve their craft (Khan, Nadeem and Basu, 2013).
As Parvez and Shakir (2013) have argued, any improvement in an educational system, even a
good quality change, will not be achieved if teachers have a negative attitude towards it.
This study will add to the literature in the field of education, as research examining
teachers’ attitudes and educational change in Arab nations is comparatively rare (Alghamdi &
Gillies, 2013; and Alharbi, 2008). Most Arabic educational research focuses on exploring
students’ attitudes towards initiatives such as cooperative learning and ICT, and on how such
changes influence student achievement. Moreover, most of these studies are intervention,
experimental and comparative studies designed to obtain information on students’ attitudes
before or after applying an intervention, and the role of teacher attitudes is ignored (Ali,
2011). This study should help fill the gap in the literature about teacher attitudes towards
educational change and also will be one of the few studies conducted to date in an Arabic
country.
2

While the study of teacher attitude is in itself important, of more significance is
identifying those factors that may influence teacher attitudes, either positively or negatively.
Shaheen (2014) pointed out that supporting, motivating and developing teachers’ attitudes are
very important means of leading teachers to become more effective. This study thus will
identify and explore factors which could influence teacher attitudes and lead them to adopt, or
ignore or resist change.
This study investigates teachers’ attitudes towards educational changes in general and
cooperative learning as an example. Studies on use of the cooperative learning method in
Saudi Arabia are limited in number (Algarfi, 2010; Alghamdi & Gillies, 2013; Alharbi, 2008),
and those that have been done largely ignored the role of teachers’ attitudes towards the
method (Ali, 2011). Further, many classroom teachers still resist using cooperative learning,
despite the MoE’s injunction to apply it (Alharbi, 2008; Algarfi, 2010; Alghamdi and Gillies,
2013). My master’s degree research involved interviewing teachers in different primary
schools in the KSA and my findings reflected those in the published literature. I found some
teachers still used traditional methods, despite the field literature on the many benefits of
implementing cooperative learning in the classroom. Teachers who were interviewed in my
master’s study highlighted various challenges they faced in its application. The results of this
doctoral study therefore will add to the literature on cooperative learning by investigating
teachers' attitudes, which in turn may help improve teachers’ use of cooperative learning
methods and illustrate the challenges they face when attempting to implement them.

1.2. Significance and Predicted Outcomes of the Study
The findings of this study should make an important contribution to the field of
education and particularly in providing opportunity to advance our understanding of teacher
attitudes and to support educational change in the KSA to be implemented effectively. This
study aims to contribute to the following areas:
1. This study might yield insights from investigating the inconsistency between schools
that do and do not apply educational changes, despite being imposed by the MoE in
the KSA. It explores teachers’ attitudes towards educational changes in general and
cooperative learning in specific and the role of leadership and teacher agency in
shaping the positive attitudes towards change (Alhaidari, 2006; Almufadda, 2006;
Alghamdi, 2007; Alharbi, 2008; Oyaid, 2009; Algarfi, 2010; Bingimlas, 2010).
2. One purpose of this study is to investigate the factors that could enhance or discourage
teachers’ participation in change process. This study therefore set out to assess crucial
3

factors such as teachers’ values and beliefs, leadership, professional development and
learning and teacher agency and how these factors could offer insights into how to
successfully include teachers and others in educational reform.
3. The research will help fill the gap in the literature about teacher attitudes towards
educational change in Arabic nations, where most studies that have been done have
focused only on understanding student attitudes towards changes and student
achievement. Most of these studies employed intervention, experimental or
comparative designs to assess students’ attitudes about traditional teaching and new
teaching, whilst ignoring the possible influences of teachers’ attitudes (Ali, 2011).
4. While most studies assess teacher attitudes via quantitative techniques, this study will
add new information by using qualitative research methods. This research will gather
data using face-to-face strategies to yield a deeper, richer understanding of the real
lives of teachers.
5. Policy makers will have access to information on practising teachers, which should
enable them to make informed judgments rather than rely on intuition about teacher
opinions and attitudes towards education change. Study findings also may suggest
factors which could influence and ultimately improve teacher attitudes and may
provide policy makers with a new understanding of why teachers adopt, ignore or
resist change.
6. Study results will be useful to assist educators and instructional materials developers
in supporting teaching in primary schools in the KSA and in other developing
countries as well. The findings from this research could help to address some of the
challenges teachers may face when they implement education initiatives. The project
may also help identify the areas in greatest need of development as well as promote
good practice.
7. Finally, the results of the study will be presented at Saudi conferences and at
international conferences.

1.3. Research Aims and Questions
This study is guided by three aims: (a) to explore female teachers’ attitudes, opinions
and experiences regarding education reform in KSA schools in general and towards
cooperative learning as example; (b) to investigate factors which could play a role in teachers’
willingness to adopt, ignore or resist change; and (c) to fill gaps in understanding why some
schools resist MoE-advocated educational initiatives, while others do not.
Towards those ends, the study is designed to answer the following questions:
4

1. What do female teachers in primary schools in the KSA think about educational reform?
2. Why do female teachers in the KSA adopt, adapt, ignore or resist change?
3. Why do some primary schools in the KSA (particularly female schools) resist MoEadvocated educational initiatives, while other schools do not?

1.4. The Structure of the Study
This thesis consists of seven chapters. The first chapter identifies the problem and the
rationale of the study. It also identifies the significance and outcomes of the study, research
aims and questions; the structure of the study is also presented. The second chapter describes
the Saudi context by providing details about the background of the Kingdom of Saudi Arabia
(KSA), education policy in the KSA, the history of education administration in the KSA,
Organisation of Education, the development of education and the cooperative learning method
in Saudi schools. The third chapter contains the literature review and it focuses on areas of
past research relating to the research questions. The fourth chapter outlines the research
methodology and the approaches in social science. The fifth and sixth chapters present the
data analysis and interpretations of the findings by answering the first, second and third
research questions. These chapters also discuss the findings and link these findings to the
literature review. The final chapter provides a summary of the main findings of this study,
describes the study’s contributions to the body of knowledge, discusses the limitations of the
study

and

introduces

recommendations

for
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future

research

and

for

practice.

Chapter 2: The Study Setting: Saudi Arabia
This chapter provides general background information on the Kingdom of Saudi Arabia
(KSA) and its education policy. In addition, it presents an overview of the development of the
education system in KSA and a brief history of the school administration system and the
overall organisation of education in the country. The last section describes one example of the
educational reforms, the cooperative learning method and explains how the Ministry of
Education is working to ensure its success and that of other developments.

2.1. Background of Kingdom of Saudi Arabia
The analysis of the general background of the KSA will focus first on the geography and the
Saudi context in relation to other states in the Middle East. The KSA is located in the Middle
East and constitutes a natural crossroads between Europe, Asia and Africa. With its size of
over 2,250,000 square kilometres, Saudi Arabia is the largest country in the Arabian
Peninsula. Given its size, it is not surprising that KSA borders with several countries. On the
south of the KSA is Yemen and Oman, on the east is a group of Arabian Gulf, namely
Bahrain, Qatar and the United Arab Emirates. The northern part of the KSA borders with Iraq,
Kuwait and Jordan. Administratively, KSA is divided into 13 provinces and Riyadh is
considered the capital city in the KSA (The Ministry of Culture & Information, 2007).
According to the Central Department of Statistics (2014), the most recent figure regarding
the population of KSA is 30 770375of which 20 702 536 were Saudi nationals.
The KSA is the largest country in the Middle East and considered a fundamental pillar of the
region. The KSA plays an important role for other Middle Eastern counties due to its force in
Arab politics and its important moral status as the leader of the Islamic world. The KSA is
considered the heart and the leader of the Arab and Islamic worlds because it has the Two
Holy Mosques; moreover, it has the Kaaba (Qibla), which more than a billion Muslims
throughout the world, and in the Middle East in particular, turn to at prayer. (Peterson, 2013;
Vision 2030, 2020; Invest Saudi, 2020).
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The KSA’s strategic geographic location linking three continents has made the KSA the
wealthiest country in the Middle East, and it is considered to be a gateway to investors and an
epicentre of trade in the Middle East and globally. In addition, the KSA has become an
investment power house, both in the region and globally. The KSA is the largest exporter of
petroleum in the Middle East and it is also considered to feature rich natural resources and
diverse sources of energy beyond petroleum. Therefore, the KSA has made efforts to support
the other countries in the Middle East and also other countries around the world by providing
support, whether in the form of humanitarian aid, development assistance or other
approaches. This support could be offered through humanitarian grants or soft loans. For
example, the KSA plays a role in supporting Jordan and maintaining close ties to Syria.
Moreover, almost half of the Saudi population is under the age of 25, the highest proportion
of young people in the region, which contributes to enhancing development, capabilities and
the impact of the national workforce (Peterson, 2013; Vision 2030, 2020; Invest Saudi, 2020).
Regarding the education system, the KSA is doing well and has ambitions to strengthen the
quality of its education in the Middle East, where it was ranked fourth of ten countries in the
Middle East regarding high-quality research and scientific research output. The KSA spends
8.8% of its gross domestic product on education, compared with the global average of 4.6%.
In addition, the KSA has shown rapid growth in the science and technology aspects of the
higher education sector (Ministry Deputy for Planning and Information, 2011).
KSA is a relatively young country whose history can be divided into three major phases. The
first phase represents the establishment of the first Saudi kingdom in 1744, together with the
demise of this kingdom in 1818. The establishment of the first kingdom was a result of an
alliance between Imam Muhammad bin Saud and Sheikh Mohammed bin Abd Al- Wahhab.
The second phase, also known as the second kingdom, lasted from 1824 to 1891. This
particular kingdom was founded by Imam Turki bin Saud. Finally, the third and the most
crucial phase began in 1902 when King Abdulaziz Al Saud recaptured Riyadh. Later in 1932,
King Abdulaziz Al Saud by unifying various tribes founded the modern Saudi kingdom that
has persisted to this day (Saudi Tourism Experience To Discover, 2015).
Politically, KSA represents an example of monarchy with religion being the key pillar of its
existence, insofar as the legal system in the country is based on the Islamic Law Shariah and
both public and private life are very rigorously governed by the Quran, the Holy Book of
Islam. The absolute dominance of Islam in Saudi Arabia’s public affairs is further
strengthened by the presence of the two holiest sites of Islam: Mecca and Medina. As will be
discussed further, the role of Islam in all spheres of public life cannot be overstressed,
particularly as Islam is considered by its followers as something more than just a set of beliefs
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– Islam is perceived as a complete and comprehensive way of life. This has a fundamental
impact on the state and character of society, culture and last but not least education in the
Kingdom (Oyaid, 2009).
Before proceeding with an overview of the educational policy in the KSA, it is important to
underline that education is considered one of the cornerstones of Islam. In this regard, Islam
and its teachings strongly encourage people of all ages, regardless of gender, to seek
knowledge (Oyaid, 2009).

2.2. Education Policy in KSA
In its essence, the education policy in the KSA is linked strongly with the overall state’s
public policy. Whilst being mutually interdependent, they both have one fundamental
objective – to help facilitate society’s progress at all levels. The education policy has been
defined by Alaqeel (2013) and Alasmar (1996)as a set of principles, standards and rules that
govern the process of education, together with key trends that help to inform the general
direction of social and community development within a given country. The specific of KSA
is that one of the major pillars on which the country’s education policy is based is its religion
(Oyaid, 2009; Alaqeel, 2013). In this regard, Oyaid (2009. p.17) asserted that:
The dominance of religious belief and the Islamic code of conduct is all pervading and it is
therefore not possible to interpret educational issues in Saudi Arabia without referring to
them. It is particularly important to understand that Islam accords education a very high
status.
A bright example of the impact of Islam on the education system in the country is through
law – the enforced complete segregation of sexes on all educational levels (Oyaid, 2009). This
segregation applies also to the staff and whoever works within the school’s premises.
The other two factors that shape the educational policy in KSA – psychology of human nature
and the state and key aspects of modern society - do not differ significantly in their
characteristics from those informing educational policies around the world and particularly in
the West. Regarding the first factor, Alaqeel, (2013) and Jaber, (199 )highlighted the notion
that human nature is inherently flexible, non-rigid, teachable and adjustable, whilst being
simultaneously complex and multifaceted. According to the self-determination theory,
learners have innate psychological needs which are to be satisfied. Such needs are linked to
the learner's intrinsic motivation (to do an activity because it is interesting or enjoyable) and
extrinsic motivation (to do an activity to achieve an objective). The motivation to learn is
therefore linked to both intrinsic and extrinsic motivation, and both should be achieved in
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order to engage learners effectively in the educational process (Vansteenkiste, M., Lens, W.,
& Deci, 2006). In line with the foregoing, the educational policy in KSA seeks to incorporate
individual differences and needs of students, whereby both extra talented students and those
less talented are given special attention to facilitate their learning based on their specific
requirements. Moreover, provision is made for students requiring a specific curriculum,
particularly students with special educational needs.
As already indicated, there is one additional factor influencing the character of the educational
policy in KSA – the state of society itself. More specifically, Alaqeel, (2013), and Shouq,
(1997)claim that it is particularly important for education policies to take into account the
nature and characteristics of the growth and trends within society. This rationale is supported
by the notion that the members of society are influenced by any on-going social changes, and
these subsequently impact the prevailing paradigm and philosophy that the educational policy
is inevitably shaped by. In this context, the era of globalisation, technological revolution and
knowledge explosion has substantially affected the character and requirements of modern
education, with the KSA being no exception in this regard. It has become increasingly
important to follow trends in education and educational policies, reflect on these and possibly
implement them in the form of new educational practices, especially if they have proven to be
effective in other countries. With respect to the ability of the education system to incorporate
new trends, the KSA can be considered relatively open and flexible. However, as is true of
any interaction with influences or knowledge coming from the West, it is imperative for Saudi
officials, and even society, that new trends or practices that are implemented comply with
Islamic teachings, values and most importantly with the Islamic law (Alasmar, 1996; Shouq,
1997; Alaqeel, 2013). This approach towards any change has been an underlying attribute of
the development of education in the KSA since 1932, as will be discussed in the following
section.

2.3. The History of Administration of Education in Saudi Arabia
Given that centralism is a defining aspect of the governance in the KSA, the education system
with its policies is entirely under the control of the government (Alharbi, 2008; Oyaid, 2009).
More specifically, the education system in the KSA is under the supervision of three agencies
[figure 2.1]: the Ministry of Education, the General Presidency for Girl's Education and the
Ministry of Higher Education.
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From 1954 to 1975 the education
system in KSA is under the
supervision of three agencies:

The Ministry of
Education:
It was responsible only
for boys-only education
at all stages of the
education system.

The General Presidency
for Girls’ Education:
It was responsible only
for girls-only education
at all stages of the
education system.

The Ministry of Higher
Education:
It is role was to supervise
all the aspects of higher
education, such as
scholarships, studying
abroad and others.

In 2003, these
agencies merged
together.

In 2015: all the
education levels
merged into one
ministry (the
Ministry of
Education)

Figure 2.1: The history of administration of education in Saudi Arabia
The importance that was given to education in the early stages of the KSA was documented
by the fact that the very first ministry to be established in the country was the Ministry of
Education. Founded in 1954, the Ministry was solely responsible for boys-only education at
all stages of the education system. In addition, it supervised all male staff in schools, students
with special needs, the development of literacy and teacher training. The Ministry was also
responsible for building new schools and maintenance of the existing ones, providing all
educational institutions with necessary material and equipment, including books for students.
To enable easier communication between these institutions and the Ministry, a number of
offices were established across the Kingdom (Alharbi, 2008; Oyaid, 2009).
Education for girls and women has grown from this. Over seventy years ago, females did not
have the right to be educated because local society considered the role of women to be solely
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caring for their home and their children, despite the importance Islam places on education and
gaining knowledge (Alharbi, 2008). King Abdulaziz, who ruled from 1932 to 1953,
considered education for females to be as important as education for males. Therefore, six
years after the establishment of the Ministry of Education, a new institution was founded – the
General Presidency for Girl’s Education, with governments beginning to open schools for
girls. Although some people disagree with the government's move due to social traditions,
society has gradually changed to accommodate female education (Alharbi, 2008). The
primary responsibility of the General Presidency for Girls' Education was supervision of
female education, including female students, teachers, staff, teacher training and other related
issues. In addition, similarly to the Ministry of Education, this agency was responsible for all
necessary resources that a functioning system of female education required. However, in
2003, this agency and the Ministry of Education merged together in order to guarantee
provision of the same standards in terms of the curriculum and teaching materials, regardless
of students’ gender (Alharbi, 2008; Oyaid, 2009; Alaqeel, 2013).
The last of the three mentioned institutions administering the education system in the KSA is
the Ministry of Higher Education. Established in 1975, its role was to supervise all the aspects
of higher education, such as scholarships, studying abroad and other areas. The establishing of
this Ministry has certainly helped to spur the growth in the number of universities across the
Kingdom. This growth was further supported by the government’s decision to provide free
higher education for every Saudi national who passes secondary school. The average length of
study is four years for social sciences and five or more years for subjects like pharmacy and
engineering (Alharbi, 2008; Oyaid, 2009; Alaqeel, 2013). According to Al-Jazirah (2015), the
Ministry of Education and the Ministry of Higher Education should merge together, thus
bringing responsibility for all levels of education with respect to both sexes within one
institution. Later, the Saudi government decided to merge all the education levels into one
ministry (the Ministry of Education) instead of two (the Ministry of Education and the
Ministry of Higher Education) (Alomary, 2017). Yet it should be emphasised that this in no
way changes anything regarding the complete segregation of sexes within the education
system.

2.4. Organisation of Education in Saudi Arabia
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The most fundamental principle of the education system in Saudi Arabia is the fact that
education is free. Another principle is the uniformity of curriculum and teaching material
across the whole country. The Ministry of Education is responsible for providing and
developing textbooks and other teaching materials.. Generally, schools in Saudi Arabia suffer
from having too many students in the class, for example many classes consist of forty or more
students. The school year in the KSA is divided into two terms, with each one lasting about
four months. Students are assessed through two forms of evaluation, with 40% of their
evaluation from ongoing work throughout the semester, and 60% through exams at the end of
each semester. Most stages have comprehensive exams which students are expected to pass,
while early primary levels are only evaluated during the academic year. In primary school, the
role of the teacher is to teach all subjects, while from upper primary levels to secondary stage,
teachers only teach the subject which are related to their specialization. For example,
Mathematics teachers will only teach Mathematics (Alghamdi, 2007; Oyaid, 2009; Bingimlas,
2010).
The education system in the KSA has four stages [Figure 2.2]. The first stage is optional,
whilst the other three stages that begin from primary school are compulsory. The first
optional stage is for children aged three to six and serves as a preparatory pre-school stage.
The second stage is primary school that the students enter at the age of six and it lasts six
years. Students in primary school, especially those in the early primary levels (grades 1-3), do
not have final term examinations. However, they are regularly evaluated and assessed during
the academic year. On the other hand, students in upper primary levels (grades 4-6) have
exams in some subjects and they are assessed in other subjects without being examined. At
the end of the academic year, students can move to a next stage according to their exam
results (Alghamdi, 2007; Oyaid, 2009; Bingimlas, 2010).
The third stage is the intermediate stage for students aged between twelve and fifteen and the
duration of this stage is three years. Students are allowed to enter this stage only if they
possess a certificate from a primary school. All levels at this stage have exams in all subjects
at the end of each semester. Students can move to another level if they pass the final exam.
The fourth stage represents secondary education for students between the age of fifteen and
eighteen. This stage has three levels with each level having a final exam that the students need
to pass in order to move to the next level. In this case, there are re-sit examinations for
students who did not pass the final exam, or in some cases they are required to repeat the
whole year. The last level is very important as a good grade from the final exam gives
students a very good chance of being accepted into an institution of higher education
(Alharbi, 2008; Oyaid, 2009; Algarfi, 2010; Alaqeel, 2013).
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Age

Pre-school stage

3 to 6 years

Assessments

No examinations

Primary stage

6 to 11 years

Grades 1-3, No
examinations

Grades 4-6 have exams in some subjects and they are
assessed in other subjects without being examined.

Intermediate stage

12 to 15 years

All three levels at this stage have exams in all
subjects after each semester
Secondary stage

16 to 18 years

All three levels at this stage have exams in all subjects after each semester and this stage is very important to
gives students a very good prospect of being accepted to an institution of higher education .

Figure 2.2: Organisation of education in Saudi Arabia

2.5. The Development of Education in Saudi Arabia
A considerable number of authors, including Alharbi (2008), and Alaqeel (2013), claim that
prior to the establishment of the third Kingdom in 1932, illiteracy was a wide-spread
phenomenon, particularly given a serious lack of schools in the country. Education was
provided mostly by religious institutions, whether directly by mosques or places called
katatibe,where pupils learnt and developed only basic skills in reading, writing and
mathematics, with more attention being paid to studying the Quran. However, soon after
establishing the Kingdom of Saudi Arabia in 1932, King Abdulaziz Al Saud made education
his priority by not only encouraging people to educate themselves but also by founding a
number of new schools in cities across the KSA. Furthermore, King Abdulaziz focused on
providing educational services not only in urban areas but also to people living in remote
villages by sending some teachers and advisors to teach their inhabitants the basics of various
subjects. Finally, King Abdulaziz organised a first meeting of scholars in Mecca where
several issues surrounding education and its development were discussed, such as launching
several schools and formulating an initial education system in the country (Alaqeel, 2013).
The KSA has certainly gone a long way since the time of King Abdulaziz in terms of
developing the whole education system, both in qualitative and quantitative indicators.
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Alaqeel, (2013) in this regard highlights the period 2002-2012 that witnessed a rapid increase
in the number of educational institutions at all levels: in 2002, around four million students
studied at 23 000 schools with around 330 000 teachers; by 2012, these figures had increased
considerably, whereby more than five million students were learning in 35 000 schools whilst
being taught by approximately 500 000 teachers. Besides the increase of quantitative
indicators, the development of education in the KSA has been characterised by significant
developments in the administration of the whole education system.
Despite these developments, the education system in the KSA still needs to improve where
teachers still use the traditional teaching methods required under the old curriculum
(Alhaidari, 2006). These traditional teaching methods and curriculum are based on lecturing
and memorisation, which are teacher-centred and characterised by low levels of student
engagement. Traditional methods do not enable students to actively engage in processing new
information, and the core of the learning and teaching process is considered to be the transfer
of information from the teacher to the students, who, in turn, are passive receivers of new
knowledge. Thus, not only are students discouraged from cooperating and helping each other
to obtain new knowledge but they are often not allowed to do so since most Saudi teachers
believe it is their job to deliver knowledge to the students (Alhaidari, 2006; Alghamdi, 2007;
Algarfi, 2010).
These poor education standards continued until King Abdullah Bin Abdulaziz came to power
in Saudi in 2005.In this year, the Saudi Arabian government began to focus on developing the
education system and established the Public Education Development Project known as
‘Tatweer’ (Salamah, 2001; Bingimlas, 2010). This project is discussed in the next section.

2.5.1. The Tatweer Project

As discussed in section 2.2 above, the current education policy in Saudi Arabia is based on
the current state of society and new trends in education. The ever-changing global
environment, rapid technology, and economic competition require individuals and particularly
young students to be adaptable and to develop a diverse range of skills. These factors led to
the establishment of the Public Education Development Project called ‘Tatweer’ in 2005 to
introduce long-term reforms in education in Middle Eastern countries, including Saudi Arabia
(Algarfi, 2010). Policy-makers at the Ministry of Education in the KSA were keen to revise,
update and develop all aspects of the education system, such as the curriculum, teaching
methods, student assessment and teacher training, to reform the school system and improve
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the students’ achievement levels in all areas (Alhaidari, 2006; Alaqeel, 2013). In this regard,
Saudi Arabia was particularly interested in adopting models and education practices that had
proved successful in other developed countries. However, as Ibrahim (2013) notes, the
creation of a new curriculum by foreign consultants may result in a curriculum that conflicts
with the country’s cultural values, which may result in rejection by society in general, and by
teachers in particular, in order to protect their cultural values and norms.
In addition, according to a number of researchers (Alhaidari, 2006; Alghamdi, 2007; Algarfi,
2010; Albedaiwi, 2014), the Ministry considers that the use of traditional and individualistic
theory is no longer a suitable method in readying learners with the necessary tools and skills
required for life after school. These changes to the education system have partially arisen with
the attempt to furnish students with the skills needed to adapt to the modern era and to the
future trends of globalisation and technology. For instance, the skills of analysing and
thinking, solving problems, communication, cooperation, understanding of other cultures and
self-learning have never been more important than they are now.

For these reasons, the Tatweer project involved the creation of a curriculum by specialists
who have studied the curricula of other developed countries. This curriculum was to be
distributed countrywide so that all schools would have the same curriculum (Salamah, 2001;
Albedaiwi, 2014). Moreover, the Ministry of Education sought to provide high-quality
training and internationally accredited global programmes to improve the skills of teachers. In
addition, it sought to provide advanced educational materials and modern teaching
technologies required under the new curriculum to districts and schools. This curriculum was
designed to improve students’ learning in the classroom and make the learning process
student-centred rather than teacher-centred. Moreover, as mentioned previously, it aimed to
help students to engage in social development by enabling them to address current social and
environmental problems.
Several commentators (Al-Saif, 1996; Salamah, 2001 cited by Aljughaiman and Grigorenko,
2013)have claimed that curriculum development in Saudi Arabia has major weaknesses, due
to the fact that the Ministry of Education in the KSA does not involve students, parents,
teachers and local administrators in decision-making on education policy or in the
introduction of learning practices in schools. The participation of these parties could improve
student outcomes and may facilitate teachers in preparing students to adapt to the new
methods, which is not common in the KSA (Al-Saif, 1996; Salamah, 2001 cited by
Aljughaiman and Grigorenko, 2013).
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The introduction of the new curriculum required the development of new teaching methods.
Policy-makers at the Ministry of Education were aware that teaching methods needed to be
updated or preferably replaced with more effective methods. One new method, which, if
implemented on a wide scale, could improve the quality of teaching and learning in Saudi
Arabia, was the cooperative learning method. Much of the research performed on traditional
individualistic learning methods shows that the teaching performed in classrooms in Saudi
Arabia is largely dependent on memorisation, note-taking, and lecturing. The teacher
performs a lecture, which students must take notes on and listen to in order to learn
effectively. Students are not encouraged to discuss or explore information actively but receive
it passively. Participation is regulated to textbooks and to direct contact with the teacher. This
manner of teaching and learning is considered at the lowest level of Bloom's taxonomy, which
tries to encourage educators to incorporate creation and analysis into the classroom
(Alhaidari, 2006; Alharbi, 2008).

Although the Tatweer Project introduced radical changes to the Saudi education system and
the objectives of the project were highly practical, it has received much criticism from the
Saudi public as well as Saudi scholars. Nine years after its implementation, there is no strong
evidence of improvements in the Saudi education system. The reason for the Tatweer
Project’s failure to get underway seems to be a lack of political vision and will. The Tatweer
Project has been criticised for not adequately preparing young people in Saudi Arabia for
employment by equipping them with the ability to adapt to the rapid changes of global
developments (Al-Essa, 2009; Allmnakrah and Evers, 2019). In addition, Allmnakrah and
Evers (2019) have shown that teachers and principals had only a vague understanding of the
education reform and its objectives. Therefore, Economic Vision 2030was developed to
improve many aspects of Saudi life and the education system is one of these aspects.
Economic Vision 2030 is discussed in the next section.

2.5.2 Saudi Vision 2030

In 2016, the Saudi Deputy Crown Prince Mohammed bin Salman had influence within the
KSA, as one of his key projects and has been making a plan for the KSA’s national
transformation by implementing a broad reform plan named Vision 2030. This plan is
designed to completely change the KSA’s economy and develop its infrastructure. This plan
aims to reduce the economy’s dependence on oil and seeks to develop the non-oil economy,
which is in contrast to the late King Abdullah’s emphasis on the importance of oil for future
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generations. This plan seeks to diversify the economy and support the development of the
public sector as well as private-sector job creation. Vision 2030 is not just seeking to develop
a programme of economic and investment promotion, but is a broader national modernisation
project seeking to improve the quality of life by providing basic necessities of life
(Kinninmont, 2017; Khan, 2019; Vision 2030, 2020).

Although the Tatweer Project seeks to improve education in the KSA, recently, the MoE has
expressed an urgent need for education reform in order for Vision 2030 to succeed and also in
order to avoid the difficulties or challenges that usually arise with any transition and change.
In addition, the younger generation will find it difficult to make a decent living in the private
sector due to the inadequacy of the education system. Therefore, the government has become
aware of avoiding these obstacles through a renewed focus on education and the drastic
change in the education system (Kinninmont, 2017; Allmnakrah and Evers, 2019; Khan,
2019). The plan of Vision 2030 is aimed at making the citizens and students more active,
independent and free-thinking. In addition, it seeks to give the citizens and students the ability
to think critically and be more entrepreneurial. Moreover, it focuses more on the skills and the
knowledge needed for a modern economy, especially in technical and vocational areas. This
will lead to improving students’ historical, scientific and mathematical thinking. It will
promote higher education by achieving these goals through rigorous reforms. Through
empowering the education system and schools in the KSA, the plan is focused on promoting
the social skills, cultural knowledge and self-awareness of students. Therefore, the MoE seeks
to make critical thinking the basis of all curricula and also the teaching and learning methods
(Kinninmont, 2017; Allmnakrah and Evers, 2019; Khan, 2019; vision 2030, 2020).

However, the students will not be able to adapt to a modern economy if the Saudi government
does not care about teachers. Therefore, Vision 2030 gives teachers more attention than in the
past, as the government believes that teachers are the key to successful education reforms and
the key to enhancing students’ skills and achievements. The plan of Vision 2030 is focused on
providing practical training in innovative ways and incorporating and fostering critical
thinking in teacher education programs in the KSA. This strategy is also intended to provide
them with the necessary critical teaching tools and develop the strategies that teachers need in
their teaching, such as critical thinking, problem solving, creativity and entrepreneurship,
Therefore, to achieve these goals, the policy makers plan to provide more interesting
materials for teachers/students and make classrooms more informal (Allmnakrah and Evers,
2019).
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Although the government has focused on enhancing teachers’ skills, this will not be
successful if the government ignores teachers’ engagement. Allmnakrah and Evers (2019)
pointed out that the KSA has demonstrated that teachers’ voices and engagement in the
current Saudi education reform is still not recognised. The government has therefore
considered this issue and the policy makers plan to have teachers act as agents of change and
active partners rather than being passive recipients of education reform. Moreover, the reform
aims to give teachers the chance to have their voices heard and to discuss and review their
progress in order to make sure they can pass knowledge on to their students. In addition, it
also aims to give them the chance to engage with the government’s plan in order to play a
positive role in contributing to the achievement of the goals of Vision 2030 and the successful
future of the shift in the Saudi education system (Allmnakrah and Evers, 2019).

Moreover, Vision 2030 does not only focus on developing the aspects described above; it also
includes increasing the empowerment of women in a society that generally relies more on
men than women to achieve its development goals, as the empowerment of women in the
Middle East and North Africa is considered lower than any other region in the world.
Therefore, Vision 2030 seeks to develop education for girls and attempt to investigate the
issues that are hampering the development of girls’ education and involvement in the job
market. In addition, it seeks to increase female engagement in the workforce and contribute to
the economic growth of the KSA by developing their talents and allowing them to strengthen
and plan their futures. It also aims to assist them in developing their society, and moreover,
working to change the perception of women in Saudi society through education (Hamdan,
2005; Naseem and Dhruva, 2017; Khan, 2019).

The next section explains the cooperative learning method, which is one of the changes
introduced in the Saudi education system. It also explains how the Ministry of Education
tested the success of this change. This example may be instructive for the implementation of
other educational reforms.

2.5.2 Cooperative Learning Method in Saudi Arabian Schools
Before moving forward, it is important to evaluate the concept of the cooperative learning
method within the society of the KSA. Almufadda, (2006)considered that cooperation is one
of the key principles of the Islamic religion. Holly Quran and Prophet Muhammad encourage
people to cooperate together, where each person tries to help others. Cooperation is permitted
and encouraged for good deeds and means, but is forbidden if people cooperate for something
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bad, which may affect society negatively and promote aggression. Muslims in the past learned
through people in mosques and in close communities, which has furthermore promoted the
usage of a close cooperative learning method. This way is still used in the mosque today when
people learn from the Quran. A teacher controls these groups and gives people the
opportunity to teach other members within the same group. Therefore, Saudi Arabian society
adapts well to the cooperative learning method concept, encouraging people to work together
to achieve their goal.

In order to fully understand cooperative learning and the proposed group work method, it is
important to understand the traditional method which still applies in some schools across the
Kingdom (Alharbi, 2008; Algarfi, 2010; Alghamdi and Gillies, 2013).Traditional learning
methods, also more accurately called competitive or individualistic traditional learning
methods, are the manner of teaching which enforces working by oneself and completing
individual work in order to encourage competition between students. To do this, students are
individually seated in the classroom, with no group work or collaboration between them. This
method is used to improve grades, rather than to encourage group work amongst their peers
(Alharbi, 2008).
The traditional learning method within Saudi schools is therefore reliant on the teacher's
presentation of the content. The teacher begins by presenting the topic and key aspects. Often,
the teacher will then go on to direct some questions at volunteering students, in order to put
the lesson into practice. The final stage of the lesson is used for independent work, where
students work individually and at their own pace through a set piece of work in order to gain
some form of reward or encouragement. Teachers using the traditional individualistic learning
method often come around the classroom to help students, but will not generally be able to
help all students, particularly in larger classes. This can be detrimental to students who have
not understood a problem because they have not been visited, or because they did not
understand it on the first visit. Teachers do not permit pupils to work together or help one
another out, as the presentation of material and the act of problem solving is considered to be
the teacher's domain (Alhaidari, 2006; Alharbi, 2008; Algarfi, 2010).

In comparison to this method, cooperative learning “is defined by a set of processes which
help people interact together in order to accomplish a specific goal or develop an end product
which is usually content specific’’ (Panitz, 1999: p5). It is defined again by Lord (1994); cited
by Alharbi, (2008: p27)as being a learning method involved in ‘‘structuring classes around
small groups that work together in such a way that each group member’s success is dependent
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on the group’s success’’. Alharbi, (2008) notes that, within the cooperative learning method,
the teacher is considered to be an advisor or assistant, rather than a lecturer.
The cooperative learning method, as used within Saudi schools, involves students being
divided in the classroom into groups, with each group having between two to six students.
Placing students in small groups is often done through mixing ability, where each group
consists of low, middle and high achievers, a type of group which is called a heterogeneous
grouping system. The Kingdom's schools apply this type of grouping system in all subjects,
from Mathematics to reading to science (Alhaidari, 2006; Alharbi, 2008; Algarfi, 2010).

As already mentioned above, the policy makers at the Ministry of Education are well aware of
the need to change the existing teaching methods in Saudi Arabia. One of the potential new
methods which implementation on a wide scale can improve the quality of teaching and
learning in Saudi Arabia is the cooperative learning method. In order to assess its practical
benefits, the Ministry has conducted an experiment that tested this new method in some
schools in the Kingdom (Alhaidari, 2006; Alghamdi, 2007; Algarfi, 2010). Alghamdi, (2007)
mentioned a workshop created by the Ministry in some schools which lasted for six weeks,
during which the cooperative learning method was studied extensively. This workshop has
proposed some scientific plans, and prompted a range of questions. These include what
cooperative skills should be taught to students and how this should be done; how do schools
achieve positive mutual dependence; what are the rewards and criteria for success; how will
schools build individual responsibility; how will classrooms be arranged; how will schools
decide the number of students within a group; and how will group work be evaluated fairly.
Following this, the Ministry started to apply the group work method in private schools located
in the capital city of Riyadh, in a school named Kingdom School. As a result of this
experiment, the Ministry has noted a high level of interaction between students, growth
figures for the students, and the tendency of students to discuss and exchange opinions
without hesitation or shame. The Ministry repeated this experiment in most of the classrooms
in the same school to ensure its effectiveness before applying it in other schools (Alghamdi,
2007).
The next step completed by the Ministry was to choose some schools in different cities,
named Leading schools. The Ministry attempted to choose schools where it was easy to apply
new teaching strategies and experiment with decisions before applying the method to all
schools in the KSA. Finally, with the group work method considered being effective, the
Ministry spread the method throughout schools in Saudi Arabia in order to implement it fully
(Alghamdi, 2007). Alghamdi, (2007) considers the success of the cooperative learning
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method depends on positive interdependence, individual accountability, face-to-face
interaction, social skills, and processing. These factors have shown to lead to many positive
results, including academic achievement and increased cognitive skills.

Moreover, the Ministry has provided some basic training courses for teachers to learn
about strategies that are used as a part of group work method and how to implement them in a
way that is beneficial for the teacher as well as for (Alhaidari, 2006; Alghamdi, 2007; Algarfi,
2010). Alghamdi, (2007) and Alharbi, (2008)claim that although the Ministry is keen to
adopt such a teaching approach, many schools encountered difficulties, particularly in terms
of lacking sufficient class space in case of a larger number of students. Furthermore, teachers
in several schools are not trained sufficiently to use cooperative learning methods properly.
Most teachers merely received written guidelines on how to encourage students to work
cooperatively. Obviously, this is not enough to place teachers in the best position for using the
group work method. Consequently, those teachers may not have a positive attitude towards
such a method. Finally, teachers’ qualifications (or lack of) could be a reason for the
deficiency in applying this method. The current study seeks to address some of these
challenges and to provide suggestions for policy-makers in education on how cooperative
learning in particular, and educational reforms in general, could be improved. In terms of the
role of teachers, it is necessary to increase their awareness of the importance of cooperative
learning and general reform of the current education system and to provide them with training
on best practice.
The following table [2.1] provides a summary of some of the differences between the old and
new education systems:
Old Education System

New Education System

Teacher is the centre of learning

Student is the centre of learning

Transfer of information (lecturer to listener)

Exchange of information

Stimulating only listening and memorisation

Stimulating many senses

Students are passive recipients of knowledge

Students are enabled to actively engage in
processing new information through research
and discovery

Competitive

or

individualistic

learning Cooperative learning method

methods
Each

member

is

responsible

for Group members are responsible for one

himself/herself

another

Aim to improve students’ grades

Aim to encourage group work amongst peers
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Table 2.1: summary of some of the differences between the old and new education systems

2.6. Summary
From the above brief description, it can be seen that the education system in the KSA is
facing rapid changes. It is also evident that there are many schools in the KSA that have
implemented these, whereas other schools have not. Therefore, the next chapter will provide a
detailed literature review in order to increase our understanding of teachers’ attitudes and the
factors that might motivate or fail to motivate teachers to adopt, ignore or resist education
changes.
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Chapter 3: Literature Review
The literature review in this study is a combination of relevant literature from different
countries as well as Saudi studies, which are related to this topic. This chapter is divided into
sections on teachers’ attitudes, job satisfaction, professional development and learning,
teacher’s agency, teacher’s values and finally, resistance to change.

3.1. Teacher Attitude
This section will discuss some points which are related to teachers' attitudes. It will provide
the definition of attitude and the importance of positive teachers' attitudes. In addition, it will
explain the factors which influence teachers' attitudes, as well as the ways to change those
attitudes.
3.1.1 Definition of Attitude

The term ‘attitude’ has been defined by several researchers. Gall&Borg and Gall., (1996)
defined attitude as the viewpoint or disposition of a person towards an object such as an idea
and other people. Furthermore, it differs from person to person. Moreover, Krech et al.,
(1962) described attitude as positive or negative feelings, evaluations, and action tendencies
with respect to an object, person or event. Similarly, Edwards (1983, p. 39) stated that
"attitude is a level of positive feeling or negative feeling affect associated with some
psychological object". Sharbain et al., (2012,p. 15) defines attitude as ‘"the mental
predispositions or tendencies to respond positively or negatively towards a certain thing, such
as persons, events, or attitude objects". Issan et al., (2011) add that attitude "is a psychological
tendency that is expressed by evaluating a particular entity with some degree of favour or
disfavour". Furthermore, Duatepe et al., (2004) believed that attitude comes from feelings
and beliefs which form a complex mental state. These definitions indicate that attitude is a
mental or psychological tendency towards something which could be either positive, or
negative.
Attitude has three components: cognitive, affective and behavioural. The cognitive
component is the factual knowledge a person directs towards another person or object
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(Albirini, 2006). In addition, Boer et al., (2011) think the cognitive component is the belief
and knowledge the individuals have concerning something. It is clear from this explanation of
cognitive component that belief is considered cognitive. Regarding the difference between
attitude and belief, Arp (1999, as cited in by Clarke et al., 2009, p. 23), stated that "Attitudes
and beliefs held by an individual are intricately related". In addition, they claimed that the
difference between attitude and belief is complex, because attitude contains cognitive and
affective components, whilst belief only contains a cognitive component. Therefore, it is clear
that attitude includes beliefs so this will be part of the way the term ‘attitude’ is used.
The second component is the affective component - the emotional response and feeling or
predilection the individual has for a person or an object. The third component is a behavioural
component which consists of overt behaviour of someone towards something, such as a
person or an object (Albirini, 2006; Boer, Pijl and Minnaert, 2011; Zaidi, 2015). Boer et al.,
(2011) give examples of these components, using an example of a relationship with special
needs and may contribute to better understanding of the meaning of these components. The
first example of cognitive component, as they said, was "I believe that pupils with special
needs belong in regular schools (p. 333)". The affective component example was "I’m afraid
pupils with behaviour problems disturb the order in class (p 333)’. The final example of
behavioural component was "I would refuse to give extra support to a pupil with special
needs".

3.1.2 Characteristics of Attitude

Attitude has eight characteristics, specified by Trivedi (2007): favourableness, intensity,
salience, attitude acquisition, attitude permanence, subject-object relationship, attitude
inference, and affective, cognitive and action components. Favourableness is the degree of
approval or disapproval of something, which determines the direction of an attitude. Intensity
is the strength of the feeling. For example, two people may have equally intense attitudes
towards something, but the direction may differ.

The third characteristic, salience, describes whether a person expresses his or her attitude
freely or spontaneously. The fourth characteristic, attitude acquisition, means attitudes are not
inherited. An individual's attitude is not inborn or innate but acquired during the growth
process. After a person acquires a given attitude, over a period of time, it becomes relatively
permanent. This also suggests that attitude can be affected by growth and change factors.
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Simultaneously, attitude may be difficult to change because it tends to become stable over
time (this will be discussed in further details in section 3.1.5).
The other characteristic, attitude inference, means attitude is difficult to understand directly
because it is not expressed directly. Nevertheless, it can be inferred from an individual’s
behaviour or words. Because it may be difficult to know directly the attitude of teachers in
this study, diverse research methods will be used to develop a deeper understanding of teacher
attitudes towards a new education change. The final three characteristics of attitude are the
cognitive, affective and behavioural components which were explained in section 3.1.1.

3.1.3 Importance of Positive Teacher Attitudes

Many researchers have pointed out that a teacher’s attitudes affect both the teacher’s
behaviour and their performance, which in turn affect the school they work in themselves and,
more importantly, their students

as a number of studies stated that(Clarke, Thomas,&

Vidakovic, 2009; Belagali, 2011; Issan et al., 2011; Trivedi, 2012).
While the attitudes and views of teachers may negatively or positively influence the outcomes
of their school and the reform of the school, many studies note that attitude may have multiple
effects, not just one. For example, Clarke, Thomas,& Vidakovic (2009) and Issan et
al.(2011)studies have shown the same results, that the positive or negative attitudes of
teachers has a great impact on improving the performance of a school and the possibility of
reform. The study by Clarke et al., (2009) found that most teachers polled entered their
profession because they needed the salary and immediate placement without knowing the
value of teaching, which, in turn, led to development of negative teacher attitudes. As a result,
pessimistic teachers, who enter the profession for reasons of salary and security and do not
embrace the values of teaching, hinder the development of the school system as a whole.
While this study noted that negative attitudes have had an impact on school outcomes, Issan et
al., (2011) highlighted the positive attitudes on the overall performance on a school. They also
concluded that teachers in Omani schools, who held positive attitudes toward their teaching,
play a significant role in improving the outcome of a school, particularly in areas such as
school management and student performance. Their attitudes can also have impact on their
performance in school as well and may give them more commitment to their responsibility to
uphold the school’s standards. These two studies found the same results but in opposite
directions, Issan measured the attitude of teachers via survey, but collected data from both
urban and rural locations. Clarke, on the other hand, measured teacher attitude by survey,
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interview, and observation. However, their sample was limited to urban locales. Therefore,
positive attitudes and morale among teachers are very important, as it helps to further
education reform and improves the performance of a school.
Since teacher attitudes have a great effect on schools, it can not only negatively or positively
affect teacher behaviour and performance, but also job satisfaction. There are studies that
examine whether teacher attitude has a relationship with job satisfaction. Kelly et al., (2008)
Salehi and Taghavi (2015) and Cristina-Corina and Valerica(2012) found a positive
correlation between job satisfaction and teachers’ attitudes. However, Kimengi(2014), study
is an exception when he found no relationship between teacher attitude and job satisfaction.
He found that 65.8% of teachers had a positive attitude, but 82.4% of teachers were not
satisfied. Therefore, it seems that the relationship between these aspects is still undetermined.
However, it is possible that the reason most of these studies found the same results was
because all of them collected data through a single method, questionnaire and did not utilise a
more qualitative method. A more qualitative method can help researchers to understand other
people's attitudes, feelings, thoughts, and more. It also helps to obtain deeper information that
the researcher might need (Johnson, 2011). Furthermore, these studies applied their research
to different countries, and to different levels of education. For example, Kelly, Yun, Ling, &
Sheng Hu, (2008)focused their study on 125 teachers in primary schools in Singapore, and
Salehi polled 340 teachers who only teach English in Isfahan schools. Cristina Corina
randomly selected 201 participants from all levels of education (primary, secondary and high
schools). Finally, Kimengi collected data from 324 teachers among secondary schools in
Kenya. It seems that these studies have various conclusions and more likely because it has
been conducted in the diversity of national contexts. Apparently, each educational system has
unique educational policy in terms of teacher motivation, satisfaction, and learning and
development. Therefore, collecting deep data may reflect the real situation more accurately.
On the other hand, there are some studies that have found that attitude can affect job
satisfaction and that job satisfaction can affect teacher attitude. For example, Jiang (2005)
distributed a questionnaire to 317 teachers in China, and the results showed that positive
attitudes had a great effect on job satisfaction. He also found that the main reasons that led
teachers to leave their job are more negative attitudes and low satisfaction. Therefore, these
studies demonstrate that having a positive attitude is important for overall job satisfaction
among teachers. Conversely, having higher job satisfaction can play an important role in
teacher attitude.
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In the same way that teacher attitude can affect job satisfaction, it can also affect teacher
effectiveness. There is some evidence to support this. For example, Williams (2003) and
Bell(2005)argue that there is a relationship between teachers' attitudes and their pedagogical
effectiveness. Bell distributed questionnaires to 457 foreign language teachers, and found that
more than half (56%) of teachers in his study were more effective because their attitude was
positive. Williams, on the other hand, conducted interviews with 12 experienced teachers in
western North Carolina. He found that the main reasons that teachers were effective and had a
positive attitude was due to the positive feedback of students as well as the teachers tending to
work and cooperate with each other.
On the other hand, Popoola, B.I., Ajibade, Y.A., Etim, J.S., Oloyede, E.O. and Adeleke
(2010) and Palardy and Rumberger (2008) found no correlation between teacher attitude and
teaching effectiveness. Both of these researchers collected data through questionnaire alone.
The quantitative findings of Popoola's study, which applied to secondary schools in Nigeria,
revealed that most of the teachers polled had poor attitudes, but this did not affect their
teaching. In fact, the authors found that the teachers were more effective. This means that
there is no correlation between teacher attitude and teaching effectiveness. Moreover, poor
attitude may be due to Nigeria's poor economy, which affects the salary of teachers, as
demonstrated by Popoola. It is also clear from Popoola's findings that the attitudes of teachers
studied were affected by job satisfaction. In addition, Palardy also found that the attitude of a
teacher, who taught reading and math in first grade, did not raise the effectiveness of the
teacher in the classroom. It seems that these two studies have the same results maybe due to
the fact that both only used questionnaires to gather data, and only from teachers. Leaders’
opinions may be vital to understanding the effectiveness of teachers in the classroom.
Furthermore, the attitudes of teachers may play a significant role in teacher behaviour and
decision making, as pointed out by some researchers and denied by others. For example,
Maurya (1990), as cited by Zaidi (2015), found that teacher attitudes do not affect a teacher’s
behaviour in the classroom. In contrast, many later studies found that teacher attitudes affect a
teacher’s behaviour. Hussain et al., (2011), Belagali, (2011) Trivedi, (2012) and Maliki,
(2013)all pointed out that the attitudes of teachers play a significant role in teacher decisionmaking and behaviour in the classroom. Hussain, by distributing questionnaires to 50
teachers and 100 students in the secondary school of Dikhan city in Pakistan, found that
having a positive attitude had a great impact on a teacher's decision-making and behaviour in
the classroom. They also found a high correlation between the attitude of the teachers and
their behaviour. All of these studies concluded that there is a relation between teacher attitude
and teacher decision-making and behaviour, although each of them only found their results
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via questionnaire and did not employ methods that could have given them a deeper
understanding. However, these studies had a wider diversity of sample; some of these studies
collected data only from teachers, while others collected data from both teachers and students.
Furthermore, there are some studies that show there is a relationship between the competency
of teachers and teacher attitude as pointed out by Sharbain and Tan, (2012a)and KÖKSAL,
(2013). Both authors examined the relationship between the competency of teachers and their
attitude. They employed different methods of gathering data. Sharbain collected data from
Gaze city in Palestine by using observation cards and questionnaires from 41 pre-service and
novice teachers. In contrast, KÖKSAL collected data from 379 teachers in Turkey by using the
“General Teaching Profession Competencies Self-Assessment Form” and the “Scale for
Attitudes towards the Teaching Profession”. Both authors found that there was a correlation
between the attitude of a teacher, whether positive or negative, and the teacher's overall
competency.
Furthermore, having a positive attitude can help teachers adopt educational reforms, including
new teaching approaches or curriculum. As Reinke and Moseley, (2002) stated, a teacher’s
attitude is very important for stimulating new ideas and approaches to teaching in the
classroom. Ponte et al., (1994) made the same assertion and collected data from nine teachers
and 19 students by interview, observation, and documentary analysis. These qualitative
findings revealed that a positive attitude in a teacher can drive them to develop teaching
strategies and new curricula. Conversely, having negative attitudes toward teaching strategies
may mean teachers neglect these new methods or at least are not likely to perform them very
well. Therefore, teacher’s attitude plays a significant role in adopting, applying or accepting
new methods of teaching in the classroom (Ponte, J.P., Matos, J.F., Guimarães, H.M., Leal,
L.C. and Canavarro, 1994; Reinke and Moseley, 2002). On the other hand, as teacher attitude
may influence applying certain teaching methods, applying and implementing new methods
or teaching strategies may impact on teacher attitude positively or negatively. Kennedy and
Kennedy (1996)showed that providing new curriculum, applications or methods in the
classroom can improve the attitude of teachers and facilitate their pedagogy. This may be
when teachers would like to break the routine. However, there is need for further study into
this issue. Therefore, this study may explore it further.
In summary, most of these studies demonstrated that teacher attitude can have a great effect
on teacher behaviour, teaching effectiveness, decision-making, teacher competency, job
satisfaction, and motivation for applying new teaching strategies or new curricula..
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There are a number of studies that point out that teacher attitude can affect student
achievement. As stated by Odiri, (2011)and Abudu and Gbadamosi(2014), students are
sensitive to their teachers' attitudes, which eventually influence their learning outcomes and
achievement. Both of these researchers collected data from secondary schools in Nigeria, but
in different subjects. Abudu's research involved 14 chemistry teachers and 110 students
selected from secondary schools in Nigeria. The quasi experimental design was adopted for
this study. These studies had the same result, although this may be due to the fact that they
worked in the same country and at the same level of education, which means that the schools
examined had the same system of education, and the teachers had nearly the same training
and motivation behind their attitudes. Moreover, both researchers studied the effect of
different subjects (e.g. science and art) on attitude and they found support for that teacher
attitude would be affected by the type of the subject as confirmed by (Trivedi, 2012).
Similarly, Muijs and Reynolds (2015)found that the attitude of teachers has a significant
effect on the achievement and learning outcomes of their students. A questionnaire and
observation was created for this study. They collected data from 103 primary school teachers
and 2148 students in the UK, using achievement tests. It is important that these studies
collected data from both teachers and students to get a better understanding of this
relationship. Johnson's (2011)study, however, collected data from trainers and teachers. He
employed a pre-experimental design, using both quantitative and qualitative components.
Among the findings of this study was that teacher attitude positively impacted students'
achievement, particularly in writing. In contrast, some researchers found that there was no
significant relation between teacher attitudes and student achievement, as confirmed by
(Maurya, 1990; cited by Zaidi, 2015). Therefore, a positive attitude among teachers has a
correlation with students’ academic achievements, and can assist students in reaching their
goals. Additionally, Shaheen, (2015) confirmed in his study that student attainment depended
on teacher attitudes, since teachers have the power to negatively or positively influence and
encourage their students’ academic performance, motivation and sense of accomplishment.
Moreover, other researchers believed that positive attitudes of teachers can develop creative
thinking in students and motivate students to learn, which ultimately improve the students’
outcomes, as found by (Hoseini, 2014). Hoseini, (2014)stated that “creativity is a process that
leads to an outcome that is novel, original, and unconventional and is accepted as appropriate,
valuable, and useful” (p 108). He made pre-test and post-test observations on 120 elementary
school instructors. He made comparisons between these groups, and found that there is a
positive impact during the training period. It is clear from this study that a positive attitude
among teachers can promote creative thinking in students, which leads to improved outcome
for the students.
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Numerous researchers, including Belagali(2011)and Trivedi(2012), emphasized that positive
or negative attitudes of teachers are likely to impact on students’ behaviours. Both of these
studies had the same result, which may be because they both only applied their study to
teachers. Belagali collected data from 25 male and 25 female secondary teachers of Kundagol
taluka via Statistical Analyses. Trivedi, on the other hand, used surveys to gather data from
117 teachers at all levels of education, including primary, secondary, higher secondary, and
college. If these studies had collected data from students as well, they may have been able to
better assert their findings' importance in the classroom.
Furthermore, a teacher’s attitude and behaviour can influence student life, as was found in
Gourneau's study (in 2005) This showed that teacher attitudes also have the potential to
influence students’ views of themselves inside and outside school, and can affect their
decisions in the present and in their future. This was also supported by Shaheen (2014), in
which he emphasizes that positive attitudes of teachers tend to produce the ideal type of
student, while negative attitudes may lead to creation of unfavourable and destructive
personalities in their students, which can affect these students’ lives.

In summary, most studies show that a teacher’s attitude is fundamental to education as a
whole, as positive and negative attitudes can positively and negatively affect schools,
teachers, and students. Moreover, these studies show that teacher attitudes are vital to the
development of education reform and variety in the classroom. Therefore, it is reasonable to
expect that teacher attitudes in Saudi schools are also important and affect how they adopt and
apply new education reforms, such as cooperative learning methods. Alghamdi (2007),
Alharbi (2008) and Almufadda (2006) have claimed that although some educational reforms,
such as the cooperative learning method, have been encouraged by the Ministry of Education
in the KSA, some schools and classrooms still do not apply cooperative learning strategies.
Understanding Saudi teachers’ attitudes towards educational reform using cooperative
learning as a specific case is critical.
Ali (2011) reviewed many studies related to cooperative learning and found that most focused
only on comparing cooperative learning methods with traditional methods of teaching. He
also claimed that previous studies were ignored by researchers conducting studies on
teachers’ attitudes towards cooperative learning. Ali explained that because cooperative
learning is a relatively new teaching strategy, most previous studies were experimental and
investigated the effectiveness of cooperative learning for student education. Further, they
focused on discovering whether the cooperative learning or the traditional teaching method
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was more effective. These limitations suggest it is important to understand teacher attitudes
towards educational reform in general and towards cooperative learning in particular.
Collectively, most previous studies measured attitudes with questionnaires and ignored
methods such as interviewing, which yield a deeper understanding of teachers’ attitudes and
feelings, and they also ignored observational methods, which provide data on teacher
behaviour in their real life setting. In addition, many of these studies relied on data gathered
only on teachers and ignored other potential sources of information, such as the head teacher.
This study thus will use qualitative methods and will gather data from teachers and head
teachers to obtain a better understanding of teacher attitudes towards a particular educational
change.

3.1.4 Factors Influence Teacher Attitudes

Some factors which play a role in overall teacher attitudes include experience, gender,
training, location, age and qualifications. The majority of studies reported that positive and
negative teacher attitudes are influenced by these factors, including Babu and Raju (2013),
Khan, Nadeem, and Basu (2013), Trivedi (2012), Tok (2011), Belagali (2011), Köğce, Aydın,
and Yıldız (2010), Maliki (2013) and Issan et al. (2011). However, a few studies stated that
these factors have no effect on attitude. Studies that obtained this finding include Kanti
(2013), Ravi et al., (2014), Pandey and Maikhuri (1999), Shaheen (2015) and Yaakub (1990).
A number of studies that examine the relationship between teacher attitude and teachers’
experience have produced different results. According to Al Harthy, S.S.H., Jamaluddin, S.
and Abedalaziz, (2013) research, more experienced teachers held more positive attitudes than
less experienced teachers. Moreover, this had an effect on these teachers’ performance. Data
for this study were collected from 236 Omani teachers by issuing questionnaires. Teachers
were categorized by experience, as novices and experts. Teachers were considered to be
novices if they taught 3 years or less; they numbered 128 (54.24%) out of 236 teachers, while
expert teachers, who taught more than 3 years, numbered 108 (45.76%) teachers out of 236.
In spite of the high number of novice teachers compared to expert teachers, most of the expert
teachers in this study had more positive attitudes.
Alternatively, Ravi et al. (2014), revealed that there is no relationship between teacher
attitude and teacher experience. He collected the data by distributing surveys to 300 teachers.
Ravi divided the sample into those with less than ten years of experience, about 110 teachers,
and those with more than ten years of experience, about 190 teachers. This study had different
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results than Al Harthy et al. This may be due to the sample of the Ravi study, which has a
smaller number of novice teachers, while Al Harthy's study has more novice teachers than
expert teachers. Another object of consideration is that each study measures teacher
experience differently. Al Harthy limited teacher experience to between 1 to 3 years, while
Ravi limited the experience to no more than ten years. This is a clear difference between these
two studies and may account for the disparity in their results.
Other researchers examined the effects of a teacher’s age on teacher attitude. Pandey and
Maikhuri, (1999) cited by Zaidi, (2015)believed that the age of the teacher did not influence
the teacher’s attitude. However, other studies showed that there are differences between the
attitudes of young and old teachers as confirmed by Ravi et al., (2014) and Tok (2011). Both
of these studies found that younger teachers have a more positive attitude than older teachers.
Both studies have the same results, though each researcher measured a different sample. Ravi
directed his study toward in-service teachers, while Tok focused on pre-service teachers.
However, these two studies collected data in drastically different ways. They both used a
quantitative method, but Tok also used semi-structured interviews.
The other factor is the qualifications of a teacher, which some studies examined in relation to
the teachers’ attitudes. Yaakub (1990)found that a teacher's a teacher's qualifications did not
have a significant effect on their attitude. He collected questionnaires from 210 teachers.
Kanti (2013) found the same findings that qualifications do not have any significant influence
on teacher attitude. He also found that by using the survey method on 650 teachers in
secondary school.
Other researchers investigated the relationship between gender and teacher attitudes. A
number of studies found a significant difference between male and female teacher attitudes
(Köğce, Aydın and Yıldız, 2010; Belagali, 2011; Khan, Nadeem and Basu, 2013). For
example, Khan, Nadeem and Basu (2013)claimed that male teachers had more positive
attitudes than female teachers. They used the systematic sampling technique in a sample of
480 teachers. The findings showed that 14.68% of the male teachers were found to have an
extremely positive attitude, compared to only 9.27% of female teachers. Of those who had an
extremely negative attitude, 11.18% of male and 18.55% of female teachers fell into the
extremely unfavourable category. It is clear from this presentation that males tend to have a
more positive attitude than females. On the other hand, Köğce, Aydın and Yıldız (2010)
collated data from questionnaires of 129 females and 83 males, and found that female teachers
had a more positive attitude than males. However, the sample size of female and males was
unequal, which led to a higher percentage of female positivity. Maliki (2013) reached a
similar conclusion, that females were more likely to have a positive attitude than males. He
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found that females scored 35.01, while males scored 25.01. In contrast, Shaheen (2015and
Yaakub (1990) found that there is no difference in teacher attitudes between genders. He
collected questionnaires from 210 teachers and found that the score of female students was
lower than that of male students. However, the difference was not significant. These studies
produced different results, although they both investigated via questionnaire. However, some
studies focused their research on pre-service teachers, while others focused on in-service
teachers. Each of these groups has different experiences, and this may produce different
results.
Moreover, teachers in specific subjects were used as a variable in several studies to see a
specific subject’s effect on a teacher’s attitude. Many researchers believed that a teacher’s
subject can be an important factor in influencing a teacher’s attitude (Trivedi, 2012; Babu and
Raju, 2013; Khan, Nadeem and Basu, 2013). For example, Khan et al.(2013)and Babu and
Raju (2013)claimed that teachers who teach science had a more favourable attitude than an art
teacher. Both studies collected their data via questionnaire, but from different samples. Khan
et al. distributed their questionnaire to in-services teachers, while Babu and Raju distributed
theirs to pre-services teachers.
Alternatively, Trivedi (2012) found that art teachers are more positive than science teachers.
However, Ravi et al, (2014) claim that there is no relationship between teacher attitude and
their subject.
There are some researchers who compared the attitude of teachers in urban and rural areas,
and their studies had various results. Belagali (2011)concluded that the attitude of teachers in
urban schools was more positive than those of teachers in rural schools. He collected data
from 50 secondary teachers in Kundagol Taluka. However, Ravi et al.(2014)and Issan et al.
(2011)found that teachers in rural schools have more positive attitudes than teachers who
work in urban schools, despite urban areas having a higher standard of living. Issan et al
(2011) collected data from 827 teachers in Oman. Ravi et al. gathered data from 300 teachers
by survey. On the other hand, Singh (1991) and Tripathi (1980) observed no significant
difference between the attitudes of teachers in urban and rural schools (Zaidi, 2015). These
studies have very different results, which may be due to the fact that every country has
different policies towards their education and different motivations that may promote their
attitudes. As Ravi pointed out, teachers in urban schools have greater resources, such as good
facilities, variety programmes and interest in the library.
To conclude this section, the literature identifies various factors that may have an effect on
teachers’ attitudes, such as age, experience and subject. In addition, there is a large volume of
35

published studies describing the role of professional development and learning and these will
be discussed in more details in a following section (section 3.4). Therefore, examining these
factors in a solo study could help to explain why many schools have adopted and
implemented the education changes, whereas some schools have ignored implementing these
changes, despite the Ministry of Education imposing their implementation on schools.

3.1.5 Improvement of Teacher Attitude

There are arguments in the literature review regarding the ways of changing an attitude.
Kleynhans & Kotzé, (2014) claimed that forming and changing an attitude are difficult
processes, because an attitude consists of three components - cognitive, affective and
behavioural - and each one of these components needs to be addressed. In addition, Johnston
(2008), as cited by Tok (2011), pointed out that changing an attitude requires three
approaches which are identified by psychology.
The first one is the cognitive approach, which contains changing the person's thinking about
an object. To achieve this, a conflict between the old and new attitudes should be introduced
by information or persuasive communication. The second approach is behavioural, involving
a means of support or sanctioning. In general, a person has a tendency to perform an action he
is rewarded for repeatedly. Therefore, if a reward is given for a positive attitude, the
likelihood of that attitude's emergence increases. The last one is the social approach, referring
to the fact that a person tends to imitate the behaviour and beliefs of people he admires.
In addition, Kleynhans et al. (2014) pointed out that external and internal strategies are
important to foster the change in attitudes. On the other hand, Carr (1990), as cited by Ahmad
et al., (2009), argued that an attitude can be modified and that this happens when an
individual becomes aware that a new attitude would be better, often through evidence. Zaidi
(2015) adds that formation of an attitude does not happen in a short time and that it can be
changed with time and experience.
Moreover, Zaidi, (2015) pointed that there are four conditions which lead to formation of
attitudes, which are "(i) The accretion and integration of responses learned in the course of
growing up (ii) The individual differentiation or segregation of experiences, (iii) The
influence of some dramatic experience or trauma and (iv) The adoption of readymade
attitudes (p 46)".
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Furthermore, a change in attitude occurs on two levels either in its intensity, such as an
increase or decrease, or a change in its nature towards positive or negative (Al Harthy, S.S.H.,
Jamaluddin, S. and Abedalaziz, 2013). There are some factors which can increase teachers’
attitudes by attempting to change their negative attitudes. There are many studies which
explain this, such as Issan et al.(2011), which recognized the main factor that can help foster
positive attitudes begins with preparing teachers from higher education institutions through
programs to specifically improve their attitude. This was also confirmed by Sharbain and
Tan's(2012a)results, which showed that professional neglect and poor preparation for preservice teachers can negatively affect their attitude. On the other hand, Tok (2011) conducted
an interview with pre-service teachers and he found different factors which can play a
significant role in changing their attitudes. He found that the changes in attitude of the preservice teachers involved in this study were in relationship with factors such as co-operation
among teachers, methods of teaching, teacher supervision and plan of training. In addition,
the teacher education courses designed to support teachers' skills and competencies can also
support the development of positive attitudes (Stella, Forlin and Lan, 2007). However, Tok
(2011) indicated that teacher education courses are not sufficient to change the attitudes of
teachers to positive.
Other researchers believed that the school plays a significant role in improving the attitudes of
teachers. Belagali (2011) confirmed this by stating that a good school environment can
enhance a teacher’s attitude. Issan et al.(2011)similarly found in their study that a teacher’s
attitude directly relates to a school’s facilities, such as the space of their classrooms, number
of students per class, professional development training session, and mentors. They found that
providing these for teachers can enhance teachers’ attitudes. Other researchers believed that
conditions of service are related to teacher attitudes. Osunde and Izevbigie (2006) investigated
400 secondary school teachers’ attitudes and found that poor conditions of service increase
negative attitudes of teachers, such as delay in salary payment. The same topic of study was
conducted by Sharbain and Tan (2012a) and (Issan et al., 2011)who found that insufficient
salary may affect a teacher’s attitude. They added that inadequate funding of schools also
negatively impacted teachers’ attitudes.
Furthermore, most of these studies pointed out that professional development is important
for increasing the positive attitudes of teachers. This has been confirmed by many researchers
(Klingner, 2004; Johnson, 2011; Sharbain and Tan, 2012a).
Sharbain et al. (2012)examined the competency and teachers' attitude before and after
training. They found that the attitude improved after training. Therefore, it is clear that
professional development affects attitudes and can change it. Johnson (2011) confirmed this 37

in his study, he collected data trainers and teachers obtained from applied quantitative method
and interview. He found that professional development had a positive impact on teachers'
attitudes, particularly their attitude towards writing. However, Klingner (2004), as cited by
Johnson (2011), claimed that professional development does not affect a teacher's attitude if
he does not apply the training content.
In conclusion, it is important to note there is disagreement in the literature regarding whether
teacher attitudes can change. Some studies find attitude is difficult to change, while others
suggest there are factors that can facilitate attitude modification. Therefore, the points raised
in the above section might be useful for identifying the results of this study and for
understanding why some schools in the KSA still have not adopted education changes. despite
imposition by the MoE.

3.2.Teacher Agency:
In the last 20 years, education policy reforms have imposed so many changes on schools that
this period of time has been described as an epidemic of change (Priestley et al., 2012). Many
researchers, such as Biesta, Priestley and Robinson (2015), Butler, Schnellert and MacNeil
(2014), Priestley et al. (2012) and Shieh (2012), have claimed that changes are usually
accompanied by obstacles that hinder their successful implementation. Moreover, it is
difficult to address this issue if teachers still face disempowerment and marginalisation.
Therefore, researchers have shown that recent education policy reforms have sought to
address this issue by considering how teachers can be agents and developers of school change
and achieve success in the classroom (Priestley et al., 2012; Shieh, 2012; Butler, Schnellert
and MacNeil, 2014; Biesta, Priestley and Robinson, 2015). Change can also occur by
engaging teachers in reflections about their classroom practices or educational values, or how
they can achieve success and develop new ideas (Priestley et al., 2012; Biesta, Priestley and
Robinson, 2015). Therefore, it is important to explain the meaning of agency, which will be
described in the following section.

3.2.1 The Meaning of Agency

There is extensive discussion in the literature about the concept of agency. Biesta and Tedder
(2006), Robinson (2012) and Priestley et al.(2012) agreed that agency is the power and
38

capacity to act, which can manifest as positive or passive action, in order to “critically shape
actors’ responses to problematic situations” (Biesta and Tedder, 2006, p.5).In contrast, Biesta,
Priestley and Robinson (2015) say agency “is not something that people can have – as a
property, capacity or competence – but is something that people do” (p.626). That means that
the concept of agency can help researchers to focus more on the quality of actors’ interactions
than on the qualities of the actors themselves (Priestley et al., 2012; Biesta, Priestley and
Robinson, 2015).
In addition, agency is also described as the “capacity for autonomous action . . . independent]
of the determining constraints of social structure” (Biesta and Tedder, 2006, p. 5). However,
there are different views regarding whether or not the concept of agency is the same as the
concept of autonomy, which will be explained more in the next section.
In addition, Robinson (2012) argued that agency is related to reflexivity and the capacity to
make choices, even if the action is passive, in order to enact changes or preserve routines.
Butler, Schnellert and MacNeil (2014)also supported this view of agency, arguing that agency
is related to self-perceptions of efficacy. This sense of agency reflects teachers’ abilities, and
can help teachers develop their capacities to have power over the things that might affect their
lives or to seek particular goals.
Teacher agency also means that teachers have the power and capability to work alone or in
groups and to determine their own working lives. Teacher agency can be achieved by striking
a balance between the needs of individual teachers and the experiences of the group
(Robinson, 2012).

3.2.2 The Difference between the Concept of Agency and the Concept of Autonomy

There are debates on the difference between the concept of agency and the concept of
autonomy. For instance, Paris and Lung (2008) pointed out that agency and autonomy have
different meanings, and that agency is always alert to act in any situation or to take action,
whereas autonomy requires “thoughtful assessment of the reasons for acting autonomously in
the face of challenge” (p.264). The authors also stated that helping teachers to do reflections
and transform thinking into practice leads to supporting the autonomy of teachers. In addition,
Luck and d’Inverno (1995) described the difference between agency and autonomy;
autonomy is acted up on through an individual’s own motives; while the goal is important for
achieving agency, the individually based motivations are not important for agents to act upon.
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The authors pointed out that the agent exerts power or acts for another person or to achieve
the goal.
On the other hand, there are some researchers who believe that the meaning of agency is the
same as the meaning of autonomy. Greene (1978),cited by Paris and Lung (2008)described
agency as a form of autonomy that can “carry with it a conviction of moral responsibility”
(p.254). Autonomy, then, is the power or ability to take actions, or for people to choose what
they want to do or what they believe is good while maintaining their own values and beliefs.
It also allows an autonomous teacher to take actions based on professional knowledge. In
addition, other researchers have described agency as the “capacity for autonomous action . . .
[independent] of the determining constraints of social structure” (Biesta and Tedder, 2006, p.
5). Therefore, it could be understood from this section and the previous section that agency
and autonomy are related to each other. Agency could be defined as exerting the power to act,
whether alone or in groups, and the actor could act independently or under strict control.

3.2.3 Constructing and Developing Teacher Agency

Different contexts or factors can lead to constructing and achieving agency or, alternatively,
lead to hindering agency. Agency can be utilised frequently and in different settings.
Priestley et al.(2012) and Biesta, Priestley and Robinson (2015) argued that it is important to
understand that the meaning of agency requires an understanding of its different dimensions.
These dimensions each play a role in developing agency, and can influence the concrete
achievements gained by utilising agency to a different degree. There are three dimensions of
agency: iterative, practical evaluative and projective. The first dimension, iterative, makes the
individual’s actions, patterns of thought and choices depend upon past experiences, and it
results in the individual trying to reinterpret and insert these experiences into practical
activities in order to protect identities and interactions over time, such as life histories and
professional histories (Priestley et al. 2012; Robinson, 2012; Biesta, Priestley and Robinson,
2015).
The second dimension, practical evaluative, is “the capacity of actors to make practical and
normative judgements among alternative possible trajectories of action, in response to the
emerging demands, dilemmas, and ambiguities of presently evolving situations” (Biesta,
Priestley and Robinson, 2015, p. 627). This could include culture (beliefs, values, language
and ideas), materials (resources, certain environmental factors) and structures (society, roles,
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trust and power) (Priestley et al., 2012; Robinson, 2012; Biesta, Priestley and Robinson,
2015).
The third dimension, projective, is orientation towards the future by trying to make actions fit
with an idea of the future, where this idea is related to hopes, desires or fears, and this could
influence the formation of structures of thought and actions. This could apply in the short
term or long term(Priestley et al., 2012; Robinson, 2012; Biesta, Priestley and Robinson,
2015).
Therefore, agency is temporal; it can be related to the past, present or future. While agency
can be developed from what has been effective in the past, it can involve what is happening in
the present and have a vision and direction for the future. The temporality of agency can
constrain or achieve specific goals (Biesta and Tedder, 2006; Priestley et al., 2012; Robinson,
2012; Biesta, Priestley and Robinson, 2015).
Agency can also emerge from other factors. For instance, beliefs and values play an important
role in shaping the dimensions of agency, whether in terms of understanding past experiences,
helping to achieve activities in the present or driving and motivating future actions. For
example, teacher agency seems to depend more on personal qualities related to the iterative
understanding of agency because teachers bring past experiences into how they act in their
work (Biesta, Priestley and Robinson, 2015). Biesta, Priestley and Robinson (2015) explained
that teacher agency is apparent in a teacher’s practices that are a reflection of the teacher’s
beliefs, but this agency also needs collective development.
Collective development is also an important factor in achieving agency. Robinson (2012)
found that collegial relationships are important for developing the type of agency that leads to
reforming and reshaping policies to fit better with teaching practices. Teacher agency emerges
and is constructed by producing cooperative actions within a group of teachers, despite the
difficulties and conflicts faced in their school environment. Therefore, the capacity or agency
of an actor emerges in interactions with social, cultural, practical and natural worlds (Priestley
et al., 2012; Biesta, Priestley and Robinson, 2015).
Education reforms can also help construct or develop agency. Robinson (2012) found that
agency can be constructed or can emerge when policy reforms occur that lead to the
“adaptation and adoption of policy requirements to fit some practices and reshape others” (p.
231). However, placing additional control over teachers’ work, such as requiring testing, can
reduce teacher agency. Shieh (2012) and Biesta, Priestley and Robinson (2015)claimed that
putting teachers under strict control, particularly subjecting them to intensive inspection, can
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be devastating to teacher agency. Additionally, when policymakers disregard and ignore
teachers’ practices, they are detrimental to teachers’ capacity and power.
Biesta and Tedder (2006),Robinson (2012)and Priestley et al. (2012)argued that it is
important to understand teacher agency and the ecological conditions of the classroom in
order to actually achieve agency and to support school reform. Understanding teacher agency
is also key for avoiding misunderstandings about the role of teacher agency in developing
educational changes. Priestley et al., (2012) and Butler, Schnellert and MacNeil (2014)
indicated that even when the actors are able to act, this is not necessarily enough to be
effective. Teacher capability or agency to create change cannot be achieved if there are no
interactions between a teacher’s capability, agency, ecological conditions and available
resources. There is a relationship between agency and environment conditions.
Professional associations and communities of practice are also important for achieving
agency. Shieh (2012) demonstrated that professional associations are important forums to
empower teachers, promoting dialogue and reflection on the work in the classroom and on
new changes in the education sector. Professional associations are also important because
they can encourage teachers to set goals, strategise and act purposefully to achieve stated
goals. Associations also give teachers a voice and help them act as autonomous agents
through training and access to resources that can help them influence their environments.
Shieh (2012) noted that these associations play an important role in helping each teacher
foster and realise his or her own agency.
Therefore, as all these factors could help to achieve or hinder teacher agency, they could also
lead to shaping different types of agency, such as positive capacity, low capacity or negative
agency(Priestley et al., 2012). Priestley et al. (2012) argued that positive capacity tends to be
successful in the implementation of education policies, whereas low agency could extract
limited or low capacity in terms of developing new educational reforms. This may be because
the school environment might have a strong inspection regime that can erode teacher agency.
In addition, negative agency appears in different of forms, such as resistance. This kind of
agency might occur under policy pressures.

3.2.4 The Influences of Agency

Agency can influence the ways in which teachers live, work and develop education reforms.
For instance, agency plays an important role in influencing living conditions. Butler,
Schnellert and MacNeil (2014)showed that because agency is about individuals’ capacity, it
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can be used to guide the activities and events that happen in individuals’ lives. Moreover,
agency can push people to achieve their goals despite the challenges they face. Agency can
shape how people feel about their social responsibility and ethical behaviour. Because agency
is important in shaping the way people live, it is also important in shaping the way they work.
Shieh (2012) argued that it is fundamental to focus on improving agency in general, and
particularly on improving the agency of teachers. Teachers who have the power and capability
to act can be more creative and innovative about ways to improve their profession. As a
result, agency tends to improve teacher performance and enhance teaching environments,
making them more suitable to actual teaching practices. Moreover, teacher agency improves
the quality of education because it allows teachers to act with more autonomy over and
ownership of their work (Biesta, Priestley and Robinson, 2015).
Change can be complex and conflicting because it has powerful ramifications and requires
people to engage with challenging issues. Change can sometimes have the effect of
disempowering teachers(Priestley et al., 2012; Butler, Schnellert and MacNeil, 2014).
Changes will not significantly improve schools unless movements for change prioritise
allowing teachers to have agency in the ways they seek to develop education reforms
(Priestley et al., 2012; Shieh, 2012; Butler, Schnellert and MacNeil, 2014).
Therefore, it is important to build teacher agency because it can promote practical changes
that allow teachers to produce desired results in their teaching and it can assist teachers in
building their own educational practices. In addition, Robinson (2012)found that when
education reforms allow teachers flexibility and input, there is an increase in teacher
willingness to engage in the reforms and a decrease in teacher resistance to change. Although
agency usually develops from positive changes, agency can also develop to help maintain the
status quo and resist change (Robinson, 2012).
Shieh (2012) demonstrated that development of teacher agency in the United States has had a
great impact on the success of education reform. While these changes were relatively easy and
there were few difficulties in implementing them, this still portrays how change can be
successful through the development of teacher agency and the capacity of teacher agency to
drive active responses to change.
3.2.5. Summary

It could be concluded that teacher agency is important for encouraging teachers to engage in
the reforms and to build their own education practices. A positive capacity for agency helps
with the successful implementation of education changes, whereas low agency could result in
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a low capacity to develop education reforms. Therefore, this section on teachers’ agency
could help to explain the difference between the schools that have adopted education changes
in the KSA and the schools that still ignore them. It also helps us to understand the factors
that shape agency, whether through teachers’ individual or collective efforts, or factors which
could be shaped by values. The following section will explain teachers’ values.

3.3 Teachers’ Values
3.3.1 The Meaning of Values

It is important to begin with an understanding of the meaning of values in the literature
review. Schwartz and Sagiv (1995), cited by Cohen and Caspary (2011),have defined human
values as “desirable, trans-situational goals, varying in importance, that serve as guiding
principles in people’s lives” (p.386). In addition, values are considered the guide or direction
that lead to driving behaviour and the evaluation of the self by encouraging and justifying
actions (Hadar and Benish-Weisman, 2019). Despite this, Hadar and Benish-Weisman (2019)
showed that there are studies such as that of Roccas and Sagiv (2017), who claimed that the
relationship between values and behaviour is not strong, which seems to suggest that people’s
values do not always guide or drive their actions and this shows that people are not acting
according to their values .
Hadar and Benish-Weisman (2019) pointed out that values are usually stable in specific
contexts, but their levels of importance are different from person to person. Values also differ
between societies, which reflects each society’s culture, heritage, experiences and social and
economic development levels (Cohen and Caspary, 2011). However, the crucial aspect that
distinguishes between people’s values “is the type of motivational goal they express”(Cohen
and Caspary, 2011, p.386).
3.3.2 The Influence of Values (Agency and Teacher Attitudes)

Brady (2013),Cohen and Caspary (2011) and Hadar and Benish-Weisman (2019) pointed out
that values play a functional role in all processes and outcomes of work and moreover, values
play a significant role in teachers’ agency and their attitudes towards changes.
For instance, teachers’ values have positive impacts on teachers in classroom teaching
settings. Brady (2013) has shown that within school institutions, teachers usually face a
variety of problems, whether related to social issues or emotional issues. These challenges
lead teachers to show their professional and personal values, and then allow them to develop
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those values further. Teaching can be successful when teachers show their personal values in
classroom teaching, but teaching becomes more effective and could produce better results
when teachers combine personal values with professional ones..
Furthermore, Brady (2013),Cohen and Caspary (2011) and Lovat and Clement (2008) have
shown that values are important for teachers and others to engage with changes, as values
have an impact on individual perceptions, how people can interpret the situation they are
facing and how they can react to and behave towards it. However, Williamson et al.,
(2010),Zimmerman (2006) and Avidov-Ungar and Arviv-Elyashiv (2018)have shown that
changes usually face resistance from teachers because the reforms require teachers to change
their values about the process of education. Therefore, this leads teachers to become
concerned with maintaining their values; this becomes an issue when the goal of the changes
is not clear to teachers, and when they do not know the benefits of adopting the changes.
Despite this, Ibrahim (2013) claimed that even if teachers realise the necessity of the changes,
and even if the school makes the values of the changes and the benefits of adopting them clear
to teachers, the teachers’ values and beliefs usually influence their resistant attitudes towards
education reform. In addition, Ibrahim (2013) showed that this resistance increases when
changes do not align with teachers’ own beliefs and values. He also illustrated that resistance
to change increased when teachers worried that changes might lead to lost cultural values and
norms, especially when foreign consultants instituted the changes.
Brady (2013) and Cohen and Caspary (2011) believed that people who were characterised by
the values of conformity and respect for authority found it difficult to engage with processes
of change. It was also found to be difficult for people who were keen to conserve their values
where the changes were more affected by political considerations. In contrast, Cohen and
Caspary (2011) showed that there were teachers who adopted changes even though they were
not convinced that the reform would have benefits, but they adopted them because they
tended towards commitment to and respect for the system. Therefore, there was a positive
relationship between participation in reforms and teachers who valued commitment (Cohen
and Caspary, 2011).
Biesta, Priestley and Robinson (2015), Hadar and Benish-Weisman (2019) and Biesta,
Priestley and Robinson (2015) showed that beliefs and values of teachers are of key
importance for teachers’ agency, allowing them to act upon their beliefs and values within the
contingent situations. Buchanan and Bardi (2015) and Hadar and Benish-Weisman (2019)
indicated that values related to agency include influence, competence, autonomy, achievement
and ambition. However, self-enhancement and openness to change are the particularly
important values that relate positively to agency and participation in changes.
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These values of self-enhancement and openness to change contribute to teachers’ agency to
create a good environment in their school, which helps them to engage with it; this further
allows teachers to express their needs and helps teachers to seek to produce new ways of
thinking and performing. It also helps teachers show that they value openness to new
experiences, actions or thoughts; for instance, seeking to find new teaching methods or
creating innovative suggestions. Although it helps teachers to be open-minded to changes, it
seeks at the same time to protect independence, values and the current situation of self and
society (Hadar and Benish-Weisman, 2019).
On the other hand, Cohen and Caspary (2011) found in their study that there is no relationship
between participation in changes and the values of self-enhancement or openness to change.
This might because changes must be followed regardless of personal values and feelings.
Moreover, as explained previously, these changes are more affected by political
considerations, which these values do not necessarily involve. He found that conservatism
was related to engaging with processes of change in that people sought stability to protect
their traditions.
Therefore, Ibrahim (2013) showed that it is important to make the reforms align or agree with
teachers’ personal values, beliefs and cultural values in order to achieve new changes and
increased agency. In addition, Avidov-Ungar and Arviv-Elyashiv (2018),Cohen and Caspary
(2011) and Priestley et al. (2012) pointed out that understanding the values of the individual,
empowering teachers in their teaching, engaging teachers with decision-making processes
concerning the changes and focusing on promoting teachers through professional learning,
such as helping teachers work together, is important for shaping and developing the values
and beliefs of teachers. These strategies can help to determine positive and effective ways to
deal with different employees and help teachers to accept reforms.

3.3.3 Summary

It could be understood from this section that teachers’ values are important for encouraging
teachers to engage with changes or discouraging them from engaging with changes, especially
when the changes do not align with their own beliefs and values. Understanding this issue of
values in the context of this study will help explain the problem of some Saudi schools
resisting the adoption of education changes, as the reforms require teachers to change their
values about the process of education, and might also require the loss of cultural values when
foreign consultants institute changes in Saudi schools.
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3.4 Professional Development and Professional Learning
Teachers’ professional development and learning will be discussed in the following section. It
will explain the meaning of both of these programmes and provide arguments for the use of
the programmes at schools.
3.4.1 Teachers’ Professional Development
3.4.1.1 Definition of Professional Development
Before providing a deeper analysis of the subject of professional development, it is important
to set the definition of the term itself. Ward et al. (1999, p. 8) defined professional
development as a set of programmes ‘designed to prepare teachers for improved performance
by enhancing their knowledge, skills, and motivation to improve learning for all students’.
These programmes involve offering services, such as sponsoring graduate education for
teachers or state-funded programmes for professional development (Ward et al., 1999).

3.4.1.2 Advantages and Criticisms of Teacher Professional Development

Several studies have indicated that teachers’ professional development programmes have
diverse aims, such as providing insufficiently qualified teachers with necessary certification ,
preparing teachers for new roles, and disseminating materials or courses as a part of a new
curriculum (Dall’Alba and Sandberg, 2006; Lawless and Pellegrino, 2007; Desimone, 2009).

Professional development (PD) is a key aspect of education reforms and is also an essential
ingredient for improving teachers’ attitudes, knowledge, and teaching practices in general
(Desimone, 2009; Melville and Yaxley, 2009; Anney, 2013). For example, Desimone (2009)
concluded that a well-prepared professional development programme led to altering teachers’
attitudes, knowledge, their practice of instruction and their theoretical background. As a
result, it had influence on students’ achievements. This was also supported by Yoon, Duncan,
& Lee (2007), who claimed that PD enhanced teachers’ knowledge and their skills, thus
improving the teachers’ overall teaching performance in the classroom. Many results also
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indicated that improvements in teaching helped to enhance the students’ achievements.
Moreover, professional development affects the teacher positively, helping to raise his
academic abilities and supporting his professional growth (Komba and Nkumbi, 2008). From
these studies, it is clear that PD is a cornerstone in improving teachers’ attitudes, knowledge
and their practices. Although most these studies applied only in Tanzania and all have
positive results, studies conducted by Okuni (2007) in Tanzania reported that teachers’ PD in
the country lacked support and was not coordinated on all levels (regional, district, and school
level). Moreover, it is difficult to generalise these findings on all PD programmes, as each
country may have a different education policy.
Numerous studies have attempted to explain that lack of professional development in schools
might not lead teacher to react to school’s reform in a desirable way. For instance, Calabrese
et al. (2006) conducted interviews and put together focus groups with 31 teachers and two
building administrators. During this study, they found that a lack of professional development
in schools and disregarding teachers in a professional development role during the planning of
reforms lead to high levels of resistance among teachers. These findings are also supported by
Irez & Han (2011), who found that a lack of training is one notable barrier that teachers in
Turkey face with regard to new implementation.
Despite the general agreement about PD as being essential to improvement of teaching,
several reviews of professional development studies have consistently indicated that some PD
programmes were ineffective (Borko, 2004; Avalos, 2011; Anney, 2013). Kise (2005) has
pointed out that although professional development often seeks to explain a new change to
teachers, there is often a limited time given to do this in, with a huge amount of information to
grasp. Teachers can often struggle with this, leading them to become more resistant to change.
While each study has been conducted in a different country, they all conclude that a lack of
effective professional development leads to increases in resistance to educational reform. This
may be because these studies applied the same methodology to produce qualitative data; this
type of method is predominantly limited to a small sample size.
In addition, Borko (2004) reported professional development programmes in many schools
were badly organized and inadequate. In the case of some PD programmes, no help at all is
provided to the teachers in terms of teaching practices, mainly because the participating
teachers behave (and are treated) as passive learners. This study was further supported by
Anney (2013, p. 42), who claimed that ‘‘The traditional teachers’ professional development
practices of ‘one-shot workshops’ are contrary to the notion of the constructivist theory of
learning and undermine the belief that teachers are active learners and knowledge
constructors”. In addition, Melville et al. (2009) pointed that ‘‘the majority of current
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professional development practices do not reflect the current theoretical understandings of
best practice” (p. 358). Therefore, it is clear from these reviews that there is a gap between
theories and the practice concerning professional development programmes.
A number of researchers described the situation of teachers in a PD programme as one when
teachers attend the programme only to listen to the visiting experts and to participate in the
mandatory discussion groups, without necessarily expressing their needs and those of their
students (Melville and Yaxley, 2009; Timperley, 2011). Although PD programmes do expand
teachers’ knowledge and skills and can support their professional growth solely through
listening to a visiting expert, many studies showed that a PD programme affects teacher’s
practice only slightly and consequently has little or no influence on students’ education as a
whole (Timperley, 2011; Guskey, 2000). In addition, although the PD programmes focus on
teachers’ knowledge and skills, some researchers claimed that many PD programmes
neglected teacher’s attitudes, beliefs and perceptions, which in turn could result in changes of
both teachers and the way in which they provide education to their students (Guskey, 2000).
Other researchers, such as Guskey (2000), thought that many of the PD programmes failed
because ”they do not take into account two crucial factors: (1) what motivates teachers to
engage in professional development, and (2) the process by which change in teachers
typically occurs” (p. 382).
Lord (1994), as cited by Melville & Yaxley (2009), has outlined four aspects that contradict
the conceptualization of professional development. The first of these contradictions is that PD
programmes fail to provide the teachers with effective training, because they only work for a
short period of time and at the same time expect a substantial, long-term change. The second
aspect concerns the fact that the PD programmes attempt to reach a considerable number of
teachers at the district level, thus often becoming ’precariously thin’ and offering only a few
benefits, or none at all. The third contradiction concerns the implementation of reforms - in
many cases, it is not followed by PD programmes, leading to what Lord (1994), as cited by
Melville et al. (2009, p. 358), described as “teachers are restricted in their ability to critically
review their reform efforts and the effectiveness of different teaching practices”. The last
contradiction is that professional development does not provide teachers with any opportunity
to develop their subject knowledge, which is the basis of establishing new teaching strategies.
Besides the above-mentioned contradictions, there are certain weaknesses present in the
models of PD for which they have been criticized by numerous researchers. Therefore, the
next section will explain some of these models.
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3.4.1.3 The Models of Professional Development
Different researchers identified a variety of models of professional development that have
been frequently used in teacher education, such as the teacher network model, the
improvement process model, observation model, action research model, individually guided
model and training model. Most of these are connected to this project, but this section will
provide a more detailed explanation only of the three that are most closely related to this
study, as they help explain teacher attitudes towards new educational initiatives.

The first of these models is the teacher network model, in which the teachers are divided into
groups and share the responsibility for different tasks. This model does not typically focus on
specific subjects, but rather helps the teacher to understand the content and new teaching
strategies. Sometimes the network covers many regions, sometimes only one (VillegasReimers, 2003; Anney, 2013). Villegas-Reimers (2003) stated ‘‘the main goal of this network
was to implement some actions on the research sites and also to contribute by generating
some knowledge about the practice of teaching” (p. 109). However, the main weakness of this
model was that it was not sufficiently funded by the government (Villegas-Reimers, 2003).
The second model is the observation model, which is based on providing feedback from
collegial observations and each of the participants learn and demonstrate the strategies of
coaching, mentoring and supervision. The observation and the feedback of classroom
teaching is beneficial for both the teacher who is observed and for the observer. This model
motivates the participating teachers to share their experiences and knowledge among
themselves. On the other hand, the downside of this model is that it takes a long time from the
perspective of both the observed and the observer (Guskey, 2000; Anney, 2013).
The third model is the training model, which involves a workshop. It is supervised by an
expert who creates the main content and the other activities in the classroom. This model
provides the teacher with new behavioural patterns and techniques that are important for
classroom practice. In addition, training can motivate the teachers to change their behaviour in
classroom and positively affect their knowledge and skills. Moreover, a workshop can help a
number of teachers in a relatively short time (Guskey, 2000; Anney, 2013). In contrast,
Villegas-Reimers (2003), as cited by Anney (2013), criticized this model, stating that ‘‘first,
‘one-shot’ workshops do not address the long-term developmental nature of learning; second,
the model lacks sufficient follow-up support for teachers to successfully implement the new
practice” (p.51). He also showed that it is sometimes very complicated to evaluate the
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training, because it is often conducted in a short time. Furthermore, the tools which are the
subject of such training are sometimes not related to the teacher’s needs.
Although the teacher PD programmes follow different models, most of them are unsuccessful
in terms of improving participants’ teaching (Guskey, 2000; Borko, 2004; Anney, 2013).
Guskey (2000) showed that even though many PD models are implemented in schools, they
do not address the teacher’s learning needs. Furthermore, the models of PD do not provide
teachers with any opportunity to engage in planning activities that the programme will
involve. The PD programmes regularly use a top-down approach, which concentrates more on
providing the teacher with knowledge and neglects pertinent issues related to improving
students’ learning (Guskey, 2000; Anney, 2013).
Therefore, in reaction to becoming aware of these limitations, the researchers were forced to
reconsider the conceptualization of professional development. Also, it is essential to realise
that the dynamic relationships between teachers and schools with this conceptualizations of
professional development may produce many of the tensions in the teacher learning field
(Melville and Yaxley, 2009). Moreover, the failure of some PD programmes to involve the
participating teachers in active learning promoted establishment of a new approach referred to
as professional learning (Darling-Hammond, L., & Richardson, 2009; Anney, 2013). The next
section will discuss professional learning of teachers more deeply.

3.4.2 Teachers’ Professional Learning - the New Paradigm

More than 20 years ago, many developed countries started to follow a new paradigm shift
regarding the professional development of teachers which, through professional learning,
involved more than just merely supporting the teachers in acquiring new teaching skills and
new knowledge. Some researchers claim that PD has no effect unless combined with PL
(Vescio, Ross and Adams, 2008; Anney, 2013).
Shifting from professional development to professional learning had different reasons. The
limitations of teachers’ PD, which was explained in the last section, can be considered as the
main reason for this reform. In addition, many researchers showed that professional learning
is a key aspect in education which should be based on a collaborative model that builds a
professional relationship between the principal of a school and teachers (Anney, 2013).
Ferrier-Kerr et al., (2008), as cited by Anney (2013), stated that ‘‘emphasis is now turning to
collaborative models for professional development and learning, and attention in schools has
switched to professional learning communities as the means by which meaningful, long-term
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change can be achieved” (p. 125). This was also confirmed by Vescio et al., (2008) who
found that schools which implemented this reform, i.e. integrated teachers’ professional
learning into regular practice, did so to address the needs of both teachers and students
through checking the teacher’s performance and problems on a daily basis. Moreover, PL
builds a good relationship among the teachers themselves and expands the role of the teacher
through joining his work with other colleagues in ways such as collaborative planning and
mutual consultation. This sort of collaboration among teachers helps to collect the resources
and redefine their teaching practices. They can be encouraged to acquire new skills and
dispositions (Hargreaves, 2000). Moreover, daily experiences shared by the teachers can
promote their knowledge through critical feedback that they receive from one another,
particularly from teachers who have the same or similar teaching experience (Anney, 2013).

3.4.2.1 Definition and Characteristics of Professional Learning
It is important to define professional learning (PL), which Timperley et al.,(2008, as
cited in Anney, 2013) described as “an internal process through which individuals acquire
professional knowledge and skills and change their attitude to improve student learning” (p.
43).
Many studies have identified features of professional learning that enhance teachers’
instructional practises and student results. One such characteristic is sharing knowledge in
open discussions among PL programme participants, which can lead to change in the overall
teaching culture (Ferrier-Kerr, Keown and Hume, 2008; Anney, 2013). Another facilitative
characteristic is reflective dialogueas a means of ensuring conversations among PL
participants regarding students, planning, and curriculum development (Vescio, Ross and
Adams, 2008; Anney, 2013). A third characteristic is the exchange of information,
experiences and classroom practices as a part of professional learning (Vescio, Ross and
Adams, 2008; Anney, 2013). A last one is collaboration between school leaders and the
practitioner community (DuFour, 2004; Anney, 2013).
3.4.2.2 The Impact of Teachers’ Professional Learning
Several studies provided different positive results of giving the teachers an opportunity to
participate in PL programmes. For example, numerous studies verified that professional
learning can improve teachers’ professional knowledge and at the same time increase the
quality of students’ education (Vescio, Ross and Adams, 2008). Bissaker (2009) reported that
teachers’ participation in such programmes results in a variety of benefits for both teachers
and students. As the teacher

acquires a positive perception of his job and becomes more
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satisfied with it, the quality of education for his students improves. This was also supported
by Darling-Hammond et al., (2009) who showed that through PL, continuously, teachers can
understand their students’ learning needs. Moreover, it helps the teachers in making decisions
related to teaching strategies.
Phillips (2003) investigated the students’ achievements in schools which applied PL
programmes and in ones which did not. He gathered data from leaders and teachers from
urban centres in the United States by means of interviews, classroom observations, focus
group sessions and reporting documentation. The findings of this study showed that students
from schools which applied PL had higher scores than students from schools with no PL
programme. A further support for this was provided by Stewart (2014) who set the same aims
and followed the same methodology as Phillips did in his study. However, this study was
conducted in rural locations instead. Although these studies were applied in different
locations, both of them provided the same results - the application of a PL programme at
school improved the students’ learning achievements. This showed that there is no difference
between the education policies in urban and rural locations in the United States. Furthermore,
the studies indicated that PL is still not applied in some schools, even in a developed country
such as the United States, as the sample of the study conducted by Phillips consisted of both
teachers and principals from schools which applied PL and of persons from schools where PL
was not adopted. This may indicate that developing countries also do not apply PL in some
schools. Therefore, theses studies may help this thesis to see whether the Kingdom of Saudi
Arabia applies the PL-related policy in school which PL play a siginfcant role in teachers’
attitudes.
In conclusion, these studies verify the significance of the effect of PL on teachers’ knowledge,
perception, and satisfaction, as well as its contribution to teachers’ understanding of their
students’ learning needs. Cumulatively, these positive effects on teachers lead to the
improvement of students’ academic achievements. Moreover, all these studies seem to be
providing positive results of teachers’ PL, even though this may be due to the date being
gathered from schools in which the application of PL was more effective.
Although PL is popular and has many positive effects, it has also been criticised from various
angles as described in studies such as Servage (2009) and Tarnoczi (2006). Tarnoczi (2006),
as cited by Anney (2013), criticised PL, claiming that it only focused on controlling teachers’
thinking and practices. Furthermore, he stated that PL ‘‘shifts the responsibility for
educational problems onto the shoulders of individual teachers; and finally, the design of
PLCs allows the authorities or school management to easily manipulate teachers to pursue
their administrative agenda, which may be unrelated to classroom teaching” (p. 54). Servage
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(2009) also mentioned the downsides of PL, stating that PL programmes often fail to promote
the teachers’ professional growth and education. Moreover, some PL programmes do not give
the participating teachers any opportunity to determine what they learn.

3.4.3 Summary

The literature indicates that PD and PL can have positive impacts on teachers, but both also
have been criticized for various weaknesses. In this study, both PD and PL could play a
significant role in teachers’ attitudes in the KSA. It may be that one professional development
module improves or changes teacher attitudes towards a new education change while others
have no impact. The next section of this review will examine resistance to change. DarlingHammond and McLaughlin(2011) are among those who have indicated that neglecting
teachers’ attitudes, especially towards implementing educational change, may lead to
resistance.

3.5 Resistance to Educational Reform
Educational change should aim to build upon the knowledge, skills and attitude of students,
teachers and administrators, using a variety of different methods which deviate from those
currently in place, in order to operate optimally within, and adapt effectively to, our rapidly
changing society (Ibrahim, 2013). The biggest challenges faced by educators in schools when
attempting to implement change is resistance by other teachers, parents and students to any
teaching practices which in any way diverge from traditional methods(Melville and Yaxley,
2009; Williamson and Blackburn, 2010). In summation, this chapter will discuss what is
meant by a ‘resistance to change’ and will provide a deeper analysis of the contributory
factors that probably lead to this opposition to change; also discussed will be some potential
solutions to this problem.

3.5.1 The Meaning of Resistance to Change

Before explaining this ‘resistance to change’ in any depth, it is important that we first create a
model for distinguishing types of individuals and their reactions to change; these people have
been divided into three different groups by the works of the academics Després (2013; citing
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Evans, 1996) and Williamson et al., (2010). The first group consists of those who wish to
enact change and are quick to involve themselves in these reformation processes. The second
group includes those who are unintentionally resistant, described by Després (2013), quoting
Evans,as those who are “unintentionally resistant or the “practitioners of false clarity, of
cooperative listening, those who actually believe they are innovators but don’t really get it . . .
they are stuck but potentially responsive to unfreezing” (p. 279). In addition, Williamson et al.
(2010) pointed out that most people can adapt to change if they have sufficient time and
sufficient knowledge.
The final group, as Després states through the work of Evans, can be described as
“’cryogenic’ or unrepentantly recalcitrant, perhaps self-interested, sometimes exhibiting
blanket negativity or contrariness . . . in others selfish laziness; in still others, malice or
vengefulness” (279). Després has also stated that with regard to this last group that “This is
not to imply that teachers are more prone to hardcore resistance but only to synthesize the
perspectives on school-based education, its resistance to sustainable change” (p.368).
Further, the definition of the term ‘resistance’ in this context has also been the subject of
much debate; Park & Jeong, (2013)define resistance as “a natural and normal response to
change because the change often involves going from the known to the unknown” (p.35),
while Berkovich (2011) claims that “resistance to change is defined as an affective, cognitive
and behavioural response aimed at maintaining the status quo, with the hope of stopping,
delaying or altering the proposed change” (2). Ibrahim (2013), on the other hand, believes that
a resistance to change is an attempt by the individuals in question to uphold familiar
hegemonic values. Ibrahim has also suggested that people resist change due to a lack of
personal benefit from the change. In their studies regarding resitance on the part of teachers to
educational reform, Park & Jeong demonstrated that “There are two opposite perspectives on
the value of teacher resistance in the context of school reforms. Resistance to change is, on
the one hand, viewed as the enemy of school reforms which must be overcome or eliminated
in the implementation” (p.35).
In summation, the act of resisting change is a failure to acknowledge this change as a viable
option and failure to adapt in order to uphold traditional methods, instead of attempting new
and potentially unknown, though potentially more effective, methods. This resistance to
change, for some, has a number of possible causes, many of which will be explored in the
following section.
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3.5.2 The Causes of Resistance

This phenomenon has been the subject of a number of studies, many of which have provided
some potential reasons why some teachers find it difficult to embrace educational reform and
changes in teaching.
One of these reasons is that many people, of all professions, have trouble letting go of old
habits which provide them with comfort and familiarity; Després, (2013) has suggested that
often people are reluctant to diverge from known conditions to an unknown conditions
because known condition provide tradition, habit and form the basis of past experiences, all of
which people value highly . Simultaneously, new conditions cause stress and worry as they
are unfamiliar and do not come with a guarantee of success.
Similarly, Park & Jeong (2013) have put forward that, in some cases, teachers resist change
because they want to preserve their own teaching practices, unwilling to invalidate their past
experiences and habits. This idea is also supported byZimmerman, (2006), whose study
indicated that teachers believed educational reform would disrupt their basic professional
standards and their teaching patterns; thus, teachers show some concern with regard to reform
in school, as it brings with it a reform of their own teaching processes. Ibrahim (2013)
suggested that feelings of loss, discomfort, and worry often has a significant impact on how
teachers react to change; Després (2013) and Park & Jeong (2013) pointed out that, if this
resistance continues, the education system will slow in its development as reform will become
more and more difficult.
The aforementioned studies are in agreement with reference to the traditions and customs of
the individual teacher having a significant effect on their decision to resist change in
education; although every teacher in every culture has a different set of traditions and habits,
they all have the capacity to overcome these habits.
Another potential cause of resistance could stem from an ignorance as to the value and
potential success of educational change; studies by Williamson et al. (2010)&Greenan et al.
(1998) and Zimmerman (2006) have showed that when individuals, whether they be teachers,
parents or students, do not consider the value of this change valid and do not understand the
reasons why change is necessary, this leads to high levels of resistance. In addition, they
found that a lack of personal gain under a system of change tends to increase levels of
resistance observed in educators. To put this into context, if educational reform has a tangible
positive effect in increasing student achievemen, and the teacher acknowledges this, then this
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will motivate the teacher to apply these new methods in their teaching as they understand the
value of this change (Knight, 2009).
Although these studies have all shown that a mistrust or ignorance of the merits of reform
may lead to resistance in educators, it is the case that some teachers may know the value and
success of change but resist it regardless (Evans, (1996) cited by Després, (2013)). On the
other hand, it may be the case that certain schools explain the motivations behind and the
potential benefits of educational reform to their staff more effectively than other schools
(Margolis and Nagel, 2006; Ibrahim, 2013).
In addition to the above points, ignoring the opinion of teachers toward educational changes
can lead to an increase in the resistance they display. This is supported by the work of
Greenan et al., (1998) and Veen & Sleegers (2006), who have found that the level of
resistance by a teacher is closely linked to whether the reform complements their specialities
and skills. If it does not, this will contribute to resistance. These findings have been supported
by Park et al. (2013) who found that the degree of resistance generally increases when
government driven school reform is put into place without an avenue for teacher voices.
Further support for this has been provided by Ellsworth (2000), who found that ignoring the
voice of teachers when implementing change will increase the level of resistance by teachers,
which goes some way to preventing the success of reform. Ibrahim (2013) argued that the
attitudes, beliefs and identities of teachers are all personal factors which have a tremendous
impact on a teacher’s capacity to resist change.
It can be clearly seen from these studies that paying attention to the opinions of teachers
toward school change will help to decrease the amount of resistance these changes face,
resulting in a higher success rate. Surprisingly, the above studies all found that a teacher’s
attitude and perception of their own input both play a significant role in how resistant the
teacher will be to change, despit educational institutions taking great care to listen to the
voices of their teaching staff , as well as that of students and parents (Park and Jeong, 2013).
Moreover, Park & Jeonghave argued that while schools consider teachers’ opinions towards
reform important, there are still some teachers who feel alienated from the process of
educational change.
One final factor which can have a great effect on the way in which a teacher may react to
potential reform is the opportunity for professional development in schools, explained in
(3.5.1) and also the role of leadership, explained in section (3.7).
To conclude this section, the literature shows that understanding these factors which
contribute to levels of resistance is vital to this thesis. Algarfi (2010), Alhaidari (2006), Oyaid
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(2009), and Alaqeel (2013) have all demonstrated their interest in projects proposed by the
Ministry of Education in the KSA (Kingdom of Saudi Arabia) in 2005. One project is aimed
at renewing and developing all educational departments in the country, including the
administrative process, educational environment, curriculum, and teaching methods; however,
some schools stilldo not apply these new changes (Almufadda, 2006; Alghamdi, 2007;
Alharbi, 2008). The aforementioned reasons for resistance to change may aid this research in
determining why some schools in the KSA resist change, which may be partialyl due to the
opinion of the teachers, who may still cling to traditions and old habits. Teachers in the KSA
may also have a negative attitude toward change because they do not understand the value of
this change or believe that the ministry of the KSA does not care about teacher voices (AlSaif, 1996; Salamah, 2001 cited by Aljughaiman & Grigorenko, 2013). It has been pointed
out that the Ministry of Education for the KSA does not involve students, parents, teachers
and local administrators in educational policy decision-making or in the implementation of
some learning practices in schools.

3.6. The role of Leadership in Educational Reform
The role of leadership in educational reform will be discussed in the following section. It will
explain the leadership style in educational reform and it will explain effective leadership

3.6.1 Leadership style in Educational reform

Many studies have pointed to the significance of the principals’ leadership style, including
aspects of teamwork, communication, decision making and problem solving, in promoting
reform. Principals play an important role in raising teachers’ awareness of changes and
addressing their concerns about these changes by becoming more open with information when
it comes to all stakeholders regarding processes of change (Ibrahim, 2013). In addition,
principals who have sufficient knowledge about the nature of resistance are also able to aid
the teachers in overcoming their resistance in an effective way (Knight, 2009; Ibrahim, 2013;
Park and Jeong, 2013).
The actions of the principal contribute to teachers’ support for or resistance to changes; Park
and Jeong (2013) examined the relationship between the principal of a school and levels of
resistance displayed by teachers, this resistance split into cognitive, emotional, and
behavioural manifestations. In order to measure how resistant teachers are to change, 967
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teachers and 32 principals in Korean schools were surveyed. Their result showed that a
positive principle role went a long way to reducing their staff’s resistance to change; further,
they found more decreases in emotional and behavioural resistance. As well as this, they also
observed that the characteristics of teachers and principals, including gender, teaching
experience and teaching subject, played a significant role in how resistant a teacher was to
change. It was found that teachers who have more years of teaching experience have a higher
level of resistance to change than teachers who have less experience. Kursunoglu et al. (2009)
reached a similar conclusion through means of a quantitative survey, collecting their data
from a sample of 326 teachers in primary schools in Turkey. Their results suggested that
principals who engaged in instructional leadership were more likely to foster a teaching
environment more open to change, with increasing principal leadership contributing to lower
resistance to change in teachers. Ibrahim (2013) found, in a similar study, that when a positive
style is adopted by a principal, one which considers cultural factors in education, this
improves teachers’ openness to change.
Despite the geographical and cultural differences between the countries in which these studies
took place, they have yielded similar results; this contradicts the idea that every school has a
radically different leadership style and, consequently, methods of dealing with school
change(Hall and George, 1999; and Park and Jeong, 2013). Hall & George (1999) and Park &
Jeong (2013) claimed that a principal’s leadership style is one of the cornerstones of teacher’s
attitudes toward educational reform; Park & Jeong (2013) suggested that there are three
different leadership styles with regard to implementing school change. These are ‘initiators’
who “make school change happen”, ‘managers’ who “help school change happen”, and
‘responders’ who “let school change happen” (p. 37). Park & Jeong (2013) have stated that
“teachers would show a low level of resistance to change when they are under the principal
leadership of being initiative, or managerial rather than responding” (37).
In contrast,

Kursunoglu et al, (2009) have constructed a different definition of these

leadership styles, which can also be split into three distinct categories: instructional
leadership, transformational leadership and inquiry leadership. Principals in different schools
have different methods of dealing with school change and this may play a significant role in
how teachers react to this change and the reasons behind this reaction. Kursunoglu et al.
(2009) took the position that instructional leadership plays a significant role in teacher attitude
toward school change and transformational leadership allows teachers to commit to this
change.
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3.6.2 Effective Leadership

Denton (2005) and Park and Jeong (2013) have shown that lasting change requires effort, not
only from teachers, but also principals. Therefore, to bring about necessary changes and
improvements, the leader of the school needs to be effective at encouraging teachers to
engage in implementing educational changes in their schools and helping to remove barriers
to implementing changes in order to make those changes effective and lasting. There are
many methods that effective principals can use to encourage teachers to adopt changes in their
schools, which will be explained in the following paragraphs.
School principals have the power and capacity to motivate and build their teachers in order to
achieve and drive successful education reform. Therefore, an effective school leader has a role
that is crucial in facilitating and supporting education reform to encourage teachers to
implement changes. In this role, the principal needs to support teachers externally and
internally in order to encourage teachers to participate in educational change. There are
different forms of such support. For instance, principals need to make efforts to provide
teachers with a suitable environment that is orderly and also has adequate material conditions
with adequate teaching resources. Moreover, teachers also need to work in an environment
that has a reasonable workload (Park and Jeong, 2013; Wang, 2013). All these factors are
important to teachers because a teacher’s attitude directly relates to a school’s environment
and facilities, whether regarding classroom space, the number of students per class or other
issues. An unsuitable environment could negatively impact teachers’ attitudes and might lead
them to resist changes (Belagali, 2011; Issan et al., 2011).
In addition, successful external and internal support also happens via effective principals
seeking to support teachers’ psychological development and security, which means
developing their sense of agency and self-efficacy. For example, principals should create a
positive working relationship between themselves and teachers by making the school
environment and atmosphere open and supportive. This could also be achieved by giving
teachers opportunities to have collective engagement and communication and cooperation
together, which helps teachers to exchange their experience and build proper outlooks and
attitudes towards teaching(Denton, 2005; Wang, 2013). In addition, the principal should give
teachers significant power and autonomy rather than viewing the role of the principal as
controlling teachers and requiring their subordination. These strategies can encourage
innovation in education reforms and instruction and can also allow teachers to diversify their
roles in school settings. All these supports help to reduce feelings of helplessness and lead
teachers to feel a personal-psychological capability. Finally, they help to support teachers
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infeeling that they can engage with education reform: this will promote their abilities and give
them opportunities to be creative in their work (Denton, 2005; Pearson and Moomaw, 2005;
Wang, 2013; Avidov-Ungar and Arviv-Elyashiv, 2018).
In addition, principals need to have a moral purpose for their schools or their organisations
that is shared with their teachers and their employee, and moreover, that makes a significant
and positive difference in the lives of students, teachers and all communities in schools. This
can be achieved if principals treat their teachers well, collaborate with them, try to build trust
among them and share responsibility and authority because teachers have the greatest
influence on students out of anyone in the school. The moral purpose for their schools can be
successfully fulfilled via principals seeking to provide teachers with the skills and knowledge
they need to lead productive and fulfilling lives and moreover, to encourage them to achieve
changes and excellence. Along with the moral purpose, it is important for leaders to seek to
invest in relationships through established peer networks of teachers and principals who visit
each others’ schools on a regular basis. These relationships determine the success of schools
or other organisations and it is important for participants to share what they observe and to
build, share and create knowledge; moreover, they can lead to improved student achievement
(Denton, 2005).
Rewarding teachers is important to motivate them to engage in educational changes.
Therefore, an effective leader plays an important role in motivating teachers by showing their
appreciation through thoughtful gestures, actions and words. Moreover, it is important that
principals celebrate both group and individual achievements(Denton, 2005). The reward
makes teachers feel respected and recognised for their efforts, which can lead them to
embrace change. In addition, rewarding teachers also contributes to increasing their job
performance and leads to a desire to stay in their profession (Pearson and Moomaw, 2005).
Although rewarding teachers is important for motivating them, rewarding them repeatedly has
more of a positive impact on changing behavioural attitudes and helps to avoid the conflict
between old and new attitudes by introducing persuasive communication (Johnson and
Christensen, 2008; Tok, 2011).
In addition to rewarding teachers, having a positive impact on engaging them with education
reforms, Biesta, Priestley and Robinson (2015) and Denton (2005) have shown that people
change more when their beliefs change and they tend to hold beliefs about the need for
changein areas that can lead them to enact the change, as explained in Section 3.3. Therefore,
Denton (2005) pointed out that principals could play a role in influencing teachers’ beliefs,
and this could be done through trying to create a sense of urgency for change in their teachers.
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After this, the principal should identify and clearly explain the most significant changes
needed; moreover, the leader must make their objectives real and relevant to these changes.
Although all these actions should be undertaken by an effective principal, in order to be
effective, principals must be pioneers who are willing to face any obstacles or difficulties that
might impact implementing changes. Therefore, effective principals who understand that
change is a complex process should seek to diversify the strategies used to face any
challenges or situations rather than using a single checklist of practices to solve all problems
(Denton, 2005).

3.6.3 Summary
It could be concluded that leadership has a great impact on encouraging or failing to
encourage teachers to adopt education changes. This could be one factor that has led some of
the schools in the KSA to fail to adopt the changes, whereas other schools have implemented
them. As leaders in the KSA are highly committed to their work even though they have
limited resources to support it, the leaders’ commitment tends to influence others to also be
committed to the work of implementing changes (Ali and Al�
Shakhis, 2004).

3.7. Culture and its role in Educational Reform
Culture is an important factor that could affect success in many aspects of life in general and
have an impact on education styles,
in particular (Hofstede, 2009; Thanh Pham, 2013). Hofstede (2001) defined culture as ‘the
collective programming of the mind that distinguishes the members of one group or category
of people from others’ (p. 9). He also defined culture: ‘every person carries within him or
herself patterns of thinking and feeling and potential acting that were learned throughout their
lifetime’ (Hofstede, 2001, p. 2).
Culture has five different dimensions outlined by (Hofstede, 2009): individualism–
collectivism, power distance, uncertainty avoidance, masculinity–femininity and short- and
long-term orientation. There are important distinctions between Middle Eastern countries
(such as the KSA) and Western countries (such as the UK and the USA) (Hofstede, 2009;
Albawardy, 2010).
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For example, Western cultures are considered to be individualistic cultures; these tend to
expect people to work alone and prefer individual achievement. They also tend to expect
individuals to take care of themselves and others with whom the individual has a strong
relationship, such as immediate family members (Hofstede, 2001; Jones, 2007; Albawardy,
2010). In contrast, non-Western cultures, such as the KSA, are considered to be collectivistic
cultures. People in collectivistic cultures tend to build strong relationships and to be integrated
into strong groups, factions and families. People in collectivistic cultures prefer to work on
interdependent group tasks, to work with other people to reach their goals and to work in
groups in order to enhance their own ability to succeed (Hofstede, 2001; Jones, 2007;
Albawardy, 2010). Despite this relationship system existing in Saudi culture, managers in the
KSA tend to focus more on certain groups rather than engaging all individuals in the
organisation to achieve their goals (Albawardy, 2010).
In addition, there is a difference between Western cultures and Saudi culture in terms of the
power distance dimension. Western cultures have lower power distances than other cultures,
such as Saudi culture. The countries that have lower power distances are characterised by
smaller gaps between managers and employees, which helps with communication and enables
information-sharing in both directions. The leadership styles in low-power-distance cultures
tend to empower employees, and tend to support flexibility and innovation, which leads them
to produce good results in their work. In contrast, Saudi culture features high power distances
between social strata. For example, employees expect and accept some major differences
between themselves and their managers, such as managers separating themselves from the
group and having the power to act autocratically (Jones, 2007; Hofstede, 2009; Albawardy,
2010). Because of these high power distances, this is accepted by people in society as part of
their traditional culture (Albawardy, 2010).
Regarding the uncertainty avoidance dimension, Western cultures, such as the USA and the
UK, have a low average compared to the Saudi culture. People in Western cultures are
generally able to tolerate ambiguity and uncertainty, whereas people in Saudi culture
generally cannot deal with uncertainty about the future and with the reality of risk. employees
and managers seek to deal with and tolerate ambiguous situations by implementing strict rules
and laws in order to try to reduce the possibility of these situations occurring and to avoid
unexpected outcomes. Moreover, the people in this culture do not easily accept change (Jones,
2007; Hofstede, 2009; Albawardy, 2010).
Regarding the masculinity–femininity dimension, the USA, the UK and the KSA have nearly
the same average regarding the masculinity side and they feature a higher average than the
overall average of countries on the masculinity side. These cultures have high degrees of
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discrimination against women; furthermore, masculinity plays a significant role in these
countries, and women have increasingly become more assertive and competitive due to this
environment (Jones, 2007; Hofstede, 2009; Albawardy, 2010).
In terms of the short- and long-term orientation dimension, Hofstede (2001) stated:
‘Long Term Orientation stands for the fostering of virtues oriented towards future rewards, in
particular perseverance and thrift. Its opposite pole, Short Term Orientation, stands for the
fostering of virtues related to the past and present, in particular, respect for tradition,
preservation of “face” and fulfilling social obligations’(p. 354).
Albawardy (2010) pointed out that this dimension has not yet been examined in Saudi culture.
Despite these dimensions helping to provide an understanding of national cultures, this model
has been criticised because the original study was based on a single organisation and it was
difficult to generalise the findings to other organisations (Albawardy, 2010).
To conclude, understanding the difference between cultures could help to explain why
teachers adopt, ignore or resist educational changes. Especially, since these educational
changes in Saudi Arabia came from a foreign culture.
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Chapter 4: Research Methodology
This chapter aims to provide an explanation of the key concepts of philosophical social
science and the research paradigm. It describes not only my position on this study, but also
the best approach to use to address the research questions. It also discusses the research
methodologies and the rationale for the choice of methods. It describes the method by which
the data was collected and the sample used in this study. It also explains the data analyses and
the ethical issues. The chapter concludes with an examination of the validity and reliability of
the study.

Research Questions
This study aimed to answer the following questions:
a) What do female teachers in primary schools in the KSA think about educational
reform?
b) Why do female teachers in the KSA tend to adopt, ignore or resist change?
c) Why do some primary schools in the KSA (particularly female schools) resist MoEadvocated educational initiatives while other schools do not?

4.1 The Key Philosophies and Approaches in Social Science
Social science research entails different ontological, epistemological and methodological
aspects (Creswell, 2007; Eriksson and Kovalainen, 2008). Several researchers have stated that
each of these concepts is related to the other as part of a framework but ‘in various ways,
depending on the more general philosophical position of your research’ (Eriksson et al., 2008,
p. 13).In this section, I will define the ontological and epistemological positions:
4.1.1 The Ontological Position

The ontological position concerns one’s beliefs regarding the reality and existence of the
world and how they evolve from nature or cognition; it can originate from outside the
individual or from inside (Creswell, 2007; Cohen, Manion and Morrison, 2011).
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There are two broad to ontology: objectivism and subjectivism. The objectivism view
assumes that the social world exists independently from the researcher or people or their
activities - that the reality of the world has existed independently outside the researcher. In
addition, reality could be a single truth that exists and can be revealed (Eriksson and
Kovalainen, 2008).
Subjectivism, on the other hand, is the view that the reality of society and the world comes
from social actors through social interaction. The subjective view assumes that the reality for
the researcher and the participants is the outcome of continuous interactions among people
and cognitive and other social phenomena. This aspect assumes that reality is always inside
the individual and has multiple perspectives of truth (Creswell, 2007; Eriksson and
Kovalainen, 2008; Cohen, Manion and Morrison, 2011). Therefore, it is necessary to fully
understand what is happening beyond the situations and actions. This view asserts that social
interactions may have various interpretations and meanings. Subjectivism is the most
appropriate ontological approach for this study because I believe there are multiple realities
and the idea or the knowledge is constructed from different individuals, as explained by
Cohen et al. (2007) and Creswell (2007). It is also appropriate to this study, as RQs require
understanding the subjective view of participants.

4.1.2 The Epistemological Position

The epistemological position concerns the best or different ways to gain the knowledge that a
researcher wants or to know the nature of the world, reality and existence (Creswell, 2007;
Easterby-Smith, Thorpe and Jackson, 2012). Eriksson et al, (2008) note that the
epistemological position concerns the way knowledge is created, the limits of knowledge and
its sources.
The main epistemological views are positivism and interpretivism. With the positivistic view,
the researcher is objective and tends to produce knowledge and fact rather than this being
contingent on the researcher’s beliefs or biases. This view presumes that reality is measurable
and can be quantified. This perspective occurs because the researchers believe that they can
look at the same reality and find the same thing (O’Leary, 2004; Robson and McCartan,
2011). The role of the researcher is to identify something that is independent from human
consciousness (Blaikie, 2007). The researcher tends to prove, measure, examine or investigate
the reality and the researcher may also use the same method that has been previously tested
and repeated. This position generally relies on the quantitative method, which leads to being
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able to generalize the findings, such as those from surveys or experiments. The methodology
for this position is not flexible because not only is the researcher unable to obtain in-depth
information, but the characteristics of the participants also affect the data (Cohen, Manion and
Morrison, 2011; Robson and McCartan, 2011).
Interpretivism and constructivism are terms that could be used interchangeably. These are the
theoretical perspectives on which my study is based because, as explained above, I believe
there are multiple realities, and knowledge and ideas are constructed by different individuals.
In addition, we interpret different phenomena according to the meanings provided, so
identifying how teachers interpret their feelings or attitudes towards educational change is
important in this study. More specifically, I needed to explore the motivation or inhibition in
teachers’ attitudes that led to them adopting certain changes in their schools, such as the
cooperative learning approach. In addition, I have sought to recognise how teacher
development and teacher satisfaction may facilitate educational change processes. Therefore,
I needed to understand and gain various teachers’ perceptions to recognize the different
reasons for advocating or resisting change. Easterby-Smith et al. (2012) explain that the
interpretivist position helps to understand how processes change over time, which may lead to
some recommendations to adjust the current situation in the educational environment.
Reality in this paradigm is built on a socially constructed basis; it advocates that there are
multiple perspectives of truth. This position aims to identify and understand how people or
individuals interpret the social situation and the world in which they live and work. The
assumption is that our view of the world is limited by our interpretations and observations
(Eriksson and Kovalainen, 2008). Accordingly, Creswell (2007) notes that the interpretive
paradigm is usually used with qualitative research and that researchers who conduct
qualitative research embrace their ideas from different realities. A researcher in this position
may use the qualitative approach because this approach focuses more on human actions
reactions; the analysis is based on interpretation and a deep understanding. Therefore,
knowledge is based on different views and interpretations of complex social actions (Henn,
Weinstein and Foard, 2005; Creswell, 2007; Eriksson and Kovalainen, 2008; Cohen, Manion
and Morrison, 2011). On the other hand, the problem in this position is that the collection of
data takes time and the analysis of the data may be difficult (Easterby-Smith, Thorpe and
Jackson, 2012). Henn et al. (2005) and Robson (2011) highlight that in-depth interviews and
observations can help the researcher develop multiple perspectives and understand the
different knowledge bases.
After discussing the ontological, epistemological and research paradigm, it important to know
that the epistemology position leads to increasing methodological considerations, which in
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turn leads to data collection (Cohen, Manion and Morrison, 2011). Therefore, the next section
discusses methodology and focuses more on qualitative research. Qualitative research is used
in this study because it is the best way to gather information from different people, and it may
help the researcher to get close to participants, as Creswell (2007) points out.

4.2 Methodology
Methodologies, as Eriksson & Kovalainen (2008) explain, are practical by nature and are
concerned with how researchers come to know the world. Methodology is considered the
guide to the research process and research design. Methodology also focuses on specific ways
in which research is used to better understand the world. It is important to know the
distinction between methodology and method. Henn et al., (2005) explain that ‘method refers
to the range of techniques that are available to us to collect evidence about the social world.
Methodology, however, concerns the research strategy as a whole, including the political,
theoretical and philosophical implications of making choices of method when doing research’
(p. 9).
Data can be collected by using one of several research methodologies and there is no right or
wrong one. However, choosing the methodology depends upon which one is more
advantageous or can best answer the research question. Research methodology can be
classified into qualitative research, quantitative research or mixed method. Quantitative
research uses analytical and inferential statistics. While it can measure a large number of
people and organisations, it faces difficulty obtaining in-depth replies. Moreover, quantitative
research seeks to measure and investigate variables as well as to discover causes and provide
explanations for the relationship between them. Quantitative research also aims to support or
refute a knowledge claim by establishing empirical tests. It is ‘based in a familiarisation with
current research rather than specific situations’ (Anderson, 2009, p. 137). Quantitative
research is usually based on the positivism paradigm and deductive approaches, with the
researcher keen to use the same sample to receive the same results (Anderson, 2009; Cohen,
Manion and Morrison, 2011; Robson and McCartan, 2011). This approach is not presented in
my study because it would not answer my research questions, which seek to explore teachers’
attitudes and thinking about educational change. This approach also would not allow me to
get close to participants or gain information from them directly.
My study uses qualitative research, which is employed when a researcher wants to understand
multiple realities and to get close to the participants to understand their experiences or to
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enable them to express their opinions (Johnson and Christensen, 2008). The definition of
qualitative research proposed by Denzin & Lincoln (2005) cited by Creswell (2007) states
that ‘Qualitative research is a situated activity that locates the observer in the world. It
consists of a set of interpretive, material practices that make the world visible. These practices
transform the world. They turn the world into a series of representations, including field
notes, interviews, conversations, (p. 36)’. They also shows that ‘qualitative research involves
an interpretive, naturalistic approach to the world. This means that qualitative researchers
study things in their natural settings, attempting to make sense of, or interpret, phenomena in
terms of the meanings people bring to them’ (p. 36).
Moreover, Eriksson & Kovalainen (2008) report that qualitative research is important because
‘it produces new knowledge about how people and things work in real life, why they work in
a specific way, and how we can make sense of them in a way that may enable us to change
something for the better’ (p. 3).
Qualitative research is concerned with interpretation and understanding and is suitable for
certain research problems. Qualitative research is concerned with how participants fit with
their surroundings and their experience. In addition, it focuses neither on measurements nor
on numeracy in nature (Eriksson and Kovalainen, 2008). Qualitative researchers tend to
collect data in the field at the site where participants are living or working. Although this type
of research is usually linked with a small number of participants, its strength lies in the
richness of the data that is collected. Typically, this data is rich in details gathered from the
complete and believable information obtained from the participants’ views and experiences
(Hakim, 2000). Researchers using this type of methodology can collect data by examining
documents, observing behaviour or interviewing participants (Henn, Weinstein and Foard,
2005; Creswell, 2007).
Qualitative research is appropriate to use in several circumstances, for example, when
researchers want to explore certain problem or issues, or when researchers need in-depth
information from participants to understand how they see the world around them and complex
details to understand an issue. Detailed information can be established by direct conversation
with people, carried out by going to their homes or places of work to find what the researchers
want to discover and explore. In addition, qualitative research can be conducted when
researchers want to allow participants to share their voices and their stories. Moreover,
researchers conduct qualitative research when they want to understand the contexts or settings
in which to address a problem or issue. It is difficult to separate what participants say from the
context – home, work or family – in which they say it. Furthermore, qualitative research can
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provide a clear understanding of issues that have remained unclear from quantitative studies
(Creswell, 2007; Eriksson and Kovalainen, 2008).
Although qualitative research has a few limitations, such as the difficulties in generalizing the
findings or analysing the data and the length of time required to analyse the data, it is a
suitable choice for this study because qualitative research helps researchers to understand the
different views of people around the world and to get in-depth information.
There are different approaches in qualitative research, such as case study, action research and
experiential methods. Although case study can be used to gather quantitative data, it is almost
invariably used to obtain qualitative data (Cohen, Manion and Morrison, 2011; Robson and
McCartan, 2011). Cohen et al., (2007) and Robson and McCartan (2011) point out that case
studies often employ interpretive rather than quantitative designs, as researchers seek to know
their selected case through the participants. This investigation includes two case studies of
two schools in the KSA. The research design was selected to enable the researcher to get a
fuller picture of the target situation than other approaches would have allowed. A goal of this
project was to get deeply into the thinking of the teacher participants in order to interpret and
understand their attitudes and reasons for advocating or resisting change.
4.2.1 Case Study

The case study approach has several distinguishing features. It is concerned with normal,
specific events, which are related to the case. It allows the researcher to focus on key events
and communicate their characteristics using rich description, deep information and a
chronological narrative. Beyond merely describing significant events, the case study
researcher seeks to analyse these events to bring their meaning into sharp focus. The case
study strategy is also characterized by a focus on individuals or groups that are active; the
researcher strives to understand their attitudes towards events (Cohen, Manion and Morrison,
2011; Yin, 2013). The case study in this research focuses on teachers in order to understand
their attitude toward educational change. It seeks to explore those factors that lead teachers to
ignore, resist or adopt certain changes in their schools, such as the cooperative learning
approach. In addition, it investigates how teachers’ development and satisfaction may
facilitate educational change processes and analyses cases in KSA schools to obtain optimal
understanding of their meaning.
It is difficult to identify a clear, singular definition of a case study; however, while many
definitions exist, they tend to have similar features. For example, Robson and McCartan
(2011) define the case study approach as ‘a strategy for doing research which involves an
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empirical investigation of a particular contemporary phenomenon within its real life context,
using multiple sources of evidence’ (p. 136). In addition, Creswell (2007) asserts that ‘case
study research involves the study of an issue explored through one or more cases within a
bounded system’ (p. 73). Cohen et al., (2007) also assert that researchers using case study
design seek to get more in-depth information when investigating a particular situation, which
allows them to develop a more intimate feel for and come to understand the participants’ lived
experiences, thoughts and feelings.
Cohen et al., (2007) and Yin (2013) state that case studies seek to investigate the factors
present in a unique instance, such as the complex, dynamic interaction between humans and
events. Furthermore, case studies are designed to focus on and enable researchers to interpret
a specific ‘case’, which may be comprised of an individual, a group or groups, a situation
and/or an organization. Case study design is commonly employed when the researcher aims to
explain a general principle and tends to involve analysis and description rather than statistical
generalization. This approach may lead to the development of theories that assist future
researchers with similar cases. Case study design also helps researchers observe what they
want to know in real-world contexts and recognize possible causes for specific events.
Although case studies have numerous potentially beneficial features, they may also present
problems. For instance, it is difficult to generalize the findings of a case study into a wider
context because most case studies consist of a small number of cases (Yin, 2013). However,
Cohen et al, (2007) show that a case study can be generalized in one of these ways: ‘from the
single instance to the class of instances that it represents (for example, a single-sex selective
school might act as a case study to catch significant features of other single-sex selective
schools), from features of the single case to a multiplicity of classes with the same features,
from the single features of part of the case to the whole of that case’ (p. 254). Therefore, this
study will focus solely on female schools because they have similar workplace environments.
This study will also explore the perceptions of participants who have experienced both
teaching and educational change during the last several years. Accordingly, this could help
generalize the findings to other female schools.
Another potential problem with case studies is researcher bias; the researcher may select only
the evidence or information that will support a particular conclusion. Researchers in case
studies might also rule out behaviour or information that occurred only once. In my study, I
have avoided exclusion of any information, even if it occurred only once, because it could be
vital to gaining insight into a participant, situation or case. Cohen et al., (2007) assert that
‘significance rather than frequency is a hallmark of case studies, offering the researcher an
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insight into the real dynamics of situations and people’ (p. 258). For this situation, coding the
data helped me avoid losing meaningful pieces of information, as suggested by Daley (2004).
Robson and McCartan (2011) identify several types of case study, including the individual
case study, which focuses on one person and provides rich detail about antecedents,
contextual factors, experiences and processes and attitudes preceding a known outcome.
Another type is the set of individual case studies, which is similar in design to the individual
case study but focuses on a small number of participants rather than just one person.
Community studies are considered another case study type. Community studies focus on one
or more local communities and describe the main issues of community life. This type of
approach may be employed in theory testing and/or used to explore specific issues. Similarly,
social group study can be used to study small and large groups in order to describe and
analyse their relationships and activities (Robson and McCartan, 2011).
The current research adopts a another type of case study that focuses on events, roles and
relationships which enables the researcher to deeply explore a specific event, such as a
conflict, teacher-headteacher interactions and the process of adaptation (Cohen, Manion and
Morrison, 2011; Robson and McCartan, 2011). These types of studies involve the
investigation of organisations and institutions, such as companies, workplaces or schools.
This research adopts this type of case study using two Saudi female primary schools. It
focuses on policy implementation, leadership issues and attitudes towards the change process.
Many researchers, such as Cohen et al. (2007), Robson and McCartan (2011) and Yin (2013),
have suggested that a case study needs to collect a significant amount of data to gain a deep
understanding of the case through methods such as examining documents, observing
behaviour and interviewing participants. Therefore, this study uses concept mapping,
interviewing, scenario-based interviews and observation to gain a deep understanding of two
case schools in the KSA.

4.3 Pilot Study
Conducting a pilot study in any research project is an important step in order to discover any
problems in advance before conducting the full study and also to determine how to avoid any
conflicts with individual personalities or any other issues. Moreover, it ensures that the
participants are able to understand the questions similarly (Cohen, Manion and Morrison,
2011). Therefore, before carrying out the pilot study, I reviewed the schedule of interviews,
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concept mapping and scenario-based interviews many times with my supervisors in order to
make sure that these methods would help to answer the main research questions and to
improve all the schedules. Reviewing with my supervisors also helped me to change the order
of the questions in the interview schedule and to avoid leading questions.
Then, I conducted two pilot study interviews, concept mapping and scenario-based interviews
with two teachers who had past experience with teaching and educational changes, which
resulted in changes to some questions in the interview schedule (Rabionet, 2011). These two
pilot interviews helped to eliminate ambiguities in the interview questions and to make the
content and wording of the questions clear for the participants (Cohen, Manion and Morrison,
2011). For example, the question in the beginning of the interview was ‘What is your opinion
of the educational changes?’ which confused the teachers regarding what I meant about the
educational changes because many have happened in education in the KSA. Therefore, this
question was changed in order to enable the participants to give useful answers by asking,
‘What major educational changes have you experienced in the past couple of years?’ and
asking follow-up questions to confirm their opinions. In this way, I have used open-ended and
closed questions, which helped to enable the respondents to demonstrate their unique ways of
looking at the new educational changes and allowed them to express their feelings about their
current situation. Moreover, diversity in the style of the interview questions helped the
participants to answer them: what might be a suitable sequence of questions for one
respondent might be less suitable for another (Cohen, Manion and Morrison, 2011). In
addition, as revealed through the participants’ feedback during the pilot study interviews, it
appeared that there were some terms that created ambiguities because the translation from
English to Arabic sometimes changed the meaning, such as with the word ‘initiatives’.
Consequently, any ambiguous or difficult terms or questions were re-worded in order to make
the meaning clear for the participants and to enable them to understand the question in the
same way.
In addition, there was a pilot study for the observation component, during which I carried out
the first classroom observation, which helped to improve the future classroom observations
and also allowed for the observation of some aspects that were not taken into account. For
instance, it helped me to know about the types of teaching strategies that teachers apply in the
classroom and led me to read more about these strategies before attending the rest of the
classroom observations; it was also important to match these types of strategies to the
interviewees. All of these pilot studies also gave me the chance to determine how long the
interviews and observations would take to conduct.
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4.4 Study sample
The quality of research depends not only on the appropriateness of methodology and
instrumentation, but also on the suitability of the sampling strategy chosen (Cohen, Manion
and Morrison, 2011). Therefore, difficult questions facing researchers concern the size of
sample, the method of choosing the sample and who should be sampled. As Cohen et al,
(2007) explain, there is no clear answer. The sample size depends on the aim of study and the
nature of the population. Moreover, constraints are imposed on the sample size in terms of
time, costs, administrative support, stress and so on.
With regard to a qualitative research sample, the sample size is often much smaller than for
quantitative research. This is due to the need for more depth and less breadth. Therefore, the
collection of in-depth data may generate problems in analysing and managing the data. In
addition, it takes time to gather, transcribe and analyse qualitative data (Cohen, Manion and
Morrison, 2011; Ritchie et al. 2013). Moreover, Creswell (2007) shows that qualitative data
can make use of a non-probability sample, which does not have to create a statistically
representative sample or provide statistical inference.
This study uses a non-probability sample. In a non-probability sample, only a particular group
or section of the wider population, such as a single class of students, group of teachers or sex,
is represented (Cohen, Manion and Morrison, 2011). The particular group in this study
comprises female teachers in primary schools in a specific city in the KSA, which will be
explained in more detail below. There are several types of non-probability sampling,
including convenience sampling, snowball sampling, purposive sampling, quota sampling and
dimensional sampling.
The schools, teachers and head teachers chosen for this study were selected using purposive
sampling. Purposive sampling involves choosing a sample with particular characteristics. It
aims to handpick the sample to suit a specific purpose, usually to access ‘knowledgeable
people’ (Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011). Therefore, the
participants in this study were from two schools in the southwestern KSA, and the schools
were selected by the MoE after the researcher explained the aim and the objective of the
study. The MoE sent a letter to the southwestern KSA local education authority informing it
of the aims and purpose of the study and asking for its cooperation and assistance in the
matter. The southwestern KSA local education authority, in turn, sent letters to these two
schools to obtain their agreement to participate in this research and asking them to assist the
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researcher in carrying out this empirical work. Then permission to carry out this study in the
schools was obtained, as these two schools provide rich information from which to describe
or interpret the attitude of teachers toward educational reform. Most importantly, both schools
provide a clear picture of why teachers adopt, ignore or resist change, as well as a better
understanding of the role of teachers’ development in job satisfaction. I chose primary schools
because most teachers in these schools are quite experienced; there are few novices at this
school level. In addition, new teaching methods, cooperative learning in particular, are
applied to a greater degree in primary schools. All of these factors are considered the purpose
and reasons for choosing this kind of sample.
Because schools in the KSA are segregated by gender and because the researcher could only
access girls’ schools, the study was carried out in these. Teachers were selected based on their
desire to participate and volunteer. The study focuses on both experienced and novice
teachers; experienced teachers were chosen because they have more knowledge about
education in the past and in the present and they have lived through the experience of
educational reform. Additionally, primary schools in the KSA contain greater numbers of
more experienced teachers, which eased the process of locating participants. Novice teachers
were chosen to participate in this study in order to understand their attitudes towards
educational reform. Moreover, novice teachers may have received more support, training and
courses about educational reform than experienced teachers have. Therefore, novice teachers’
opinions may add new information about educational reform, teachers’ development and job
satisfaction.
The diversity of teachers provides different opinions and different information. As such,
teachers of different ages who teach varying subjects (e.g. mathematics, social sciences,
reading, writing and history) were selected (see tables 4.1 & 4.2). In terms of the number of
participants in this study, Saunders et al. (2012) point out that the minimum sample size for a
semi-structured in-depth interview is between 12 and 25 participants and the minimum
sample size for heterogeneous participants is between 12 and 30. I therefore applied my study
to 14 teachers, 6 in school 1 and 8 in school 2. I was keen to apply my study to gain detailed
and vital information regarding the teachers’ situation. Data collection from a small number
of participants allowed me to question them closely and in depth, as required for a case study.
Case studies should generate rich descriptions of a situation; interviewing 14 teachers helped
me achieve that requirement.
Additional participants in this study were two head teachers, one from each school. The
reason for choosing the head teachers was to learn more about the attitude of teachers towards
educational reform and to see how teachers adopt, ignore or resist change. Moreover, it was
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considered that head teachers may be able to provide even more information about factors that
may encourage or discourage teachers to apply the educational reforms.

Teacher’s

Subject

Qualifications

Teaching Experience

Zahra

Science

Bachelor of Science

16 years

Jamelah

Family Education

Bachelor of Family Education 18 years

Liela

Religion

Teaching Diploma

Aida

Family Education

Bachelor of Family Education 18 years

Safia

Maths

Teaching Diploma

20 years

Salma

Social Education

Bachelor of Social Education

21 years

name

28 years

Table 4.1: Background of teachers in School 1

Teacher’s

Subject

Qualifications

Teaching Experience

Mona

Science

Bachelor of Science

13 years

Aisha

Social Education

Bachelor of Social Education

11 years

Abeer

English language

Bachelor of English language

9 years

Bandari

Arabic language

Bachelor of Arabic language

5 years

Noha

Maths

Bachelor of Maths

10 years

Aitera

Arabic language

Bachelor of Religion

13 years

Shaima

Math

Bachelor of Maths

15 years

Faiza

Math

Teaching Diploma

20 years

name

Table 4.2: Background of teachers in School 2

4.5 Data Collection
Eriksson and Kovalainen (2008) note that methodology is often divided into methods of data
collection (for instance, interview and observation) and methods of data analysis (for instance,
thematic analysis and narrative analysis). This section presents the four methods believed to
be the most appropriate for gathering the data required for this study: concept mapping,
interviewing, scenario-based interviews, and observation. These methods were selected
because they enabled deep exploration of teachers’ attitudes. The concept map approach
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facilitated an understanding of the participants’ attitudes and interviewing was used to explore
how the areas identified on the map affected the development of the teachers’ job satisfaction
and how they adapted to educational changes. The scenario-based interviews provided a
clearer picture of the attitudes of the participants and the current situation in KSA schools.
Finally, observations were conducted to ensure that the participants’ interview responses
reflected their actual practices. Observation was also conducted in case it yielded new data
that did not surface in the interviews.
4.5.1 Concept Map as an Interview Tool

A concept map, also called a mind map, was created and used in this study (see Appendix 2.1
& 2.2). This tool is frequently used in social science research and is considered a qualitative
method. Wheeldon and Faubert (2009) describe concept mapping as “a technique that can
demonstrate how people visualise relationships between various concepts” (p. 69). A concept
map does not need to be comprehensive; it may include only the participants’ key experiences
and perceptions (Wheeldon and Faubert, 2009). The map may also include participants’
words, clear hierarchies, labelled concepts, and graphic representations of concepts and
propositions, any or all of which may lead the researcher to better understand the participants’
expressed ideas or demonstrate relationships among concepts within the map. Wheeldon and
Faubert (2009) suggest that such a map might also include “word links, directional arrows, or
just simple connectors like lines or overlapping circles” (p. 70).
Concept maps have diverse features that can provide researchers with useful data and a clear
picture of participants’ thinking. Having a concept map may be particularly important for
researchers using the qualitative approach because it allows the researcher to arrange research,
identify data and themes and analyse findings. In addition, these maps can provide researchers
with an opportunity to easily code qualitative data and promote the identification and
development of subsequent data collection tools, such as interview protocols and focus
groups. Further, concept maps can play an important role in explaining complex processes
and can help researchers translate knowledge represented by participants’ input into
meaningful conclusions (Wheeldon, 2009; Wheeldon & Faubert, 2009).
According to some researchers Ebener & Khan (2006) & Wheeldon (2009) and Wheeldon &
Faubert (2009), concept maps can be used to characterise and categorise participants’
spontaneous answers to questions posed to them, which in turn helps researchers to
understand the reality of the target situation and to identify individual concepts. These
characterisations help researchers to uncover participants’ beliefs, attitudes, experiences, and
perceptions, gauge their importance, and reveal relationships between and across different
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concepts (Ebener & Khan, 2006; Wheeldon, 2009; Wheeldon & Faubert, 2009). Ebener and
Khan (2006) note that the successful use of a concept map depends to a great extent on the
participants’ answers and their ability to engage in the exercise. Maps can also assist in the
analysis of a large amount of information that is difficult to capture and convey in text alone.
Due to the many helpful features of concept mapping, the tool helped provide an
understanding of the reality of the situation in KSA schools as described by the participating
teachers’ spontaneous answers. It also provided a clear picture of the teachers’ thinking and
attitudes towards a change in education procedures.
The use of concept mapping is considered a complementary strategy; thus, it couldn’t be used
alone to understand the teachers’ attitudes. In addition, Wheeldon and Faubert (2009) claim
that these maps are not appropriate for understanding an individual view. Using additional
data collection strategies, such as interviews or focus groups, helps researchers to test and
explore ideas and provides further detail about the concepts included on the map. Thus, semistructured interviews were also used to gather data for this study to obtain a deep
understanding of teachers’ attitudes towards a new education change in KSA schools and to
explore the factors that influence their attitudes.
4.5.2 Interview

Cohen et al. (2007) explain that “interviews enable participants – be they interviewers or
interviewees – to discuss their interpretations of the world in which they live and to express
how they regard situations from their own point of view” (p. 349). Robson and McCartan
(2011) and Kvale (1996) state that the interview method asks question of and receives
answers from participants. Although this method is typically conducted between two people
and carried out face to face, it can occur in a group setting and it can be done via telephone or
over the internet.
In addition, the interview method is considered a flexible method for collecting data. It allows
the use of multi-sensory perceptions, such as verbal, non-verbal, spoken, and heard. This
interview tool allows not only for answers, but it also provides an opportunity to discuss
complex issues (Cohen, Manion and Morrison, 2011). This interview method has three
purposes, according to Cohen et al. (2007). Firstly, it can be considered the key means of
gathering information that has a direct bearing on or relation to research objectives. Secondly,
this interview method can be used to test hypotheses or to suggest new ones and it can help
identify variables and relationships. Thirdly, it can be used in conjunction with other methods.
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There are three types of interviews: structured interviews, semi-structured interviews, and
unstructured interviews. A structured interview, which is also called a standardised interview,
comprises questions that are closed-ended and the sequence of questions is the same in every
interview. In addition, the questions or the content of this type of interview are organised in
advance (Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011). Cohen et al.
(2007) believe that a structured interview is useful when the researcher knows or is aware of
what they do not know. Consequently, questions that will provide the knowledge sought are
formulated. In addition, this type of interview has advantages, including ease of data analysis
and ease of aggregating responses. Also, many questions can be asked in a short time.
However, structured interviews have their limitations in that they are not flexible with regard
to particular individuals and circumstances. Moreover, using standardised wording for
questions may limit the naturalness and relevance of questions and answers (Cohen, Manion
and Morrison, 2011).
An unstructured interview, which is also known as a non-standardised interview, asks
questions that are open-ended and in-depth. The questions asked in an unstructured interview
depend on the purpose of the research, but the content, sequence, and wording are wholly in
the hands of the interviewer. An unstructured interview can be useful when the researcher is
not aware or does not know what they do not know. Therefore, they rely on the respondents
telling them what they do not know. Although this type of interview takes time, needs careful
planning and can make data analysis difficult, information can be explored in greater depth
(Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011).
In order to successfully conduct this research, semi-structured interviews were conducted (see
appendix 2.3 & 2.4). This type of interview was chosen in order to be enable the explanation
of questions in the event that they were not well understood by participants, as well as to
obtain rich and in-depth information on the experiences of the individuals interviewed, in
particular information regarding the teachers’ experiences in educational reform. Furthermore,
Miles and Gilbert (2005) state that semi-structured interviews are ideal for finding out
reasons. As such, semi-structured interviews were carried out to help shed light on why
teachers in the KSA tend to adopt, ignore, or resist change and help generate an understanding
of other issues pertaining to the attitude of teachers toward educational reform. Another
reason why semi-structured interviews were used was to address other important aspects that
arose from the participants’ answers.
A semi-structured interview is concerned with conversations in which researchers want to
find out more about something. The interviewer prepares questions to ask regarding whatever
it is they want to know. These questions can be either open-ended or closed-ended and not all
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of the questions are set in advance. This type of interview is flexible and allows the
interviewer to add new questions based on the answers given by the interviewee. Moreover,
semi-structured interviews help researchers to explore further information. Researchers have
freedom in the sequencing of questions, the exact wording used, and the time given to the
discussion of different themes (Kvale, 1996; Miles and Gilbert, 2005; Cohen, Manion and
Morrison, 2011; Robson and McCartan, 2011).
Although using interviews as a methodology has many advantages, it can also be problematic.
Daley (2004) and Cohen et al. (2007) point out that one problem with qualitative data in
general is that it often consists of a large amount of discrete information and it may be
difficult to control and manage the data. In addition, with large data sets, it may be difficult to
identify the important and salient information; therefore, it could be inadvertently lost. Daley
(2004) claims that using a concept map and coding the data can help researchers to retain the
key data and avoid the loss of meaningful information. Tightly controlling an interview may
also make subsequent data analysis easier as it allows the researcher to sort and classify the
participants’ responses and to clarify meanings during the interview (Kvale, 1996; Cohen,
Manion and Morrison, 2011). In this study, concept mapping and coding were used in an
attempt to control the data and to avoid the loss of relevant information.
Another challenge researchers conducting interviews face is that it is a time-consuming
process (Anderson, 2009; Cohen et al., 2007; Robson & McCartan, 2001). To minimise this
problem, it is important to be prepared prior to the interviews. This preparation should involve
clarification of the research objectives, preparation of the questions that will be asked in the
interviews and identification of the key themes that will be explored with the respondent
(Kvale, 1996; Anderson, 2009; Cohen, Manion and Morrison, 2011; Robson and McCartan,
2011).
The length of time allocated for each interview is another important consideration. Anderson
(2009), Cohen et al. (2007), and Robson and McCartan (2001) warn that dedicating less than
half an hour per interview will likely lead to interview data of little value. On the other hand,
interviews that last over an hour can place an unreasonable demand on the interviewee as they
may be busy. Long interviews can also reduce the number of participants willing to
participate.
Further, lengthy interviews may affect the researcher by causing fatigue. This fatigue may
then be reflected onto the participants, who subsequently may be unwilling to continue the
interview. Such situations affect the quality and validity of research. In light of these
considerations, each interview conducted for this study was approximately 45 minutes long to
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avoid over-taxing the participants and the researcher while still providing good quality data.
To further avoid any issues concerning time, the number of participants was limited to 14 per
general case study limit recommendations (Anderson, 2009; Cohen, Manion and Morrison,
2011; Robson and McCartan, 2011).
Another challenge facing researchers who conduct interviews is that the participant may not
speak freely and openly during the interview. The researcher’s behaviour plays a key role in
helping interviewees feel willing to speak freely and openly. Active listening is an important
strategy for researchers to employ. A good listener needs to listen more than speak, utilise
non-verbal communication such as eye contact, and show respect. In addition, phrasing
questions in a straightforward manner is important to enable participants to speak freely. The
researcher needs to express the interview questions in a clear, non-threatening manner and to
avoid the use of academic jargon. In addition, the researcher should vary their vocal tone and
facial expressions to help sustain participants’ attention and avoid conveying any suggestion
of boredom or dissatisfaction with participants’ answers (Kvale, 1996; Anderson, 2009;
Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011).
Cohen et al. (2007) and Kvale (1996) point out that interviewers may face the additional
problem of interviewees providing misinformation or evading the issues being probed in the
interview, both of which limit the reliability of the data. These behaviours are more likely to
happen in telephone interviews, with Anderson (2009) noting that conducting interviews face
to face can help researchers to avoid this problem and to build a positive, trusting relationship
with participants.
Further, researchers need to be mindful, keep the conversation going, and motivate
participants to discuss their thoughts, attitudes, and experiences. An effective researcher
makes introductions before the interview and explains the situation, the topic, the interview
protocols and the aim of the study. It is important that the researcher is clear about what it is
they wish to find out. During the interview, the researcher needs to give participants
appropriate verbal and non-verbal feedback (Kvale, 1996; Anderson, 2009; Cohen, Manion
and Morrison, 2011; Robson and McCartan, 2011).
The teachers previously interviewed during the author’s master’s degree research were
cooperative and willing to share their opinions freely and openly, even though there was no
relationship between them and the author outside the research setting. In addition, they were
willing to complete the full interview and they tried to provide important information. Similar
willingness and cooperation was expected to occur with the participants in this study. As with
the above-mentioned master’s degree research, for this study, interviews were conducted with
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teachers and head teachers who did not know the author. A lack of familiarity helps avoid
problems that can occur when researchers and participants have a personal relationship, such
as reluctance by participants to discuss any aspects that might reflect badly on them. Such
hesitancy can arise when participants believe they might see the researcher again.
Furthermore, the problems described in the literature on interviewing techniques were taken
into account and actively avoided. Special attention was paid to the participants’ facial
expressions and body language, as these can signal important information about the
credibility of their opinions.
Interviews with a number of teachers and head teachers were carried out in order to explore
the teachers’ attitudes toward educational reform. Numerous interviews were conducted in
order to gather a large enough quantity of the necessary information. Each interview lasted
around 45 minutes. For part of the session, a scenario-based interview was conducted to learn
what the teachers, including the head teachers, actually thought about the scenario.

4.5.3 Scenario Interview

Although many researchers believe that a semi-structured interview will generate meaningful
data and obtain rich, in-depth information about the experiences of individuals (Miles and
Gilbert, 2005; Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011), Freebody
(2003) claims that semi-structured interviews do not always provide a clear picture of
participants’ attitudes, as participants sometimes say they do things that differ from what they
actually do. Therefore, scenario interviews were held to generate further data and to learn
more about what the participants think.
Bradfield, Wright and Burt (2005) define a ‘scenario’ as an indirect technique to explore
something. They also refer to it as “logics for organising themes or principles (often in the
form of matrices)” (p. 808). They note that scenarios are primarily used with the qualitative
approach and that either inductive or deductive methods can be used to develop a scenario.
McDiarmid (1992) states that participants occasionally state things in an interview that differ
from what they actually do. He claims that scenarios can grasp this and that “what they notice
in the scenarios and how they reason through the various teaching tasks tells us about what
they are capable of doing” (p. 6). Joram (2007) notes that scenarios help us understand
participants’ attitudes indirectly. Scenarios are also designed to show the position of
participants via their responses. For this study, three interview scenarios were used to gain a
better understanding of the teachers’ attitudes (see Appendix, 2.5&2.6).
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4.5.4 Observation Method

Data was also collected through observation, which can be used as either a primary or
supporting method in any research (Robson and McCartan, 2011). This study used
observation to support the interviews that were undertaken. Observations were used to
measure the participants’ response behaviour in real life and to reveal additional data that was
not captured during the interviews. According to Robson and McCartan (2011) and Cohen et
al. (2007),the aim of observation is to check reality when interview responses seem to offer
information that is contradictory to what people do in real life, as well as to discover new
aspects or new data that participants may not feel comfortable discussing during an interview.
Observation is considered a direct technique that enables researchers to watch, record,
describe, analyse and interpret the nature of a situation, or the nature of events under study
and what researchers have observed. Observation allows researchers to use immediate
awareness and cognition to produce authentic and more valid data (Cohen, Manion and
Morrison, 2011; Robson and McCartan, 2011). Moreover, observation is considered an
important tool in some sciences, because this form of data collection can shape research
decisions and form new ideas. In addition, observation increases researchers’ information and
their experience (Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011).
There are many advantages to using observation for data collection. Observation primarily
enables the researcher to look at the case or investigate it directly and to observe what occurs
rather than depending on second-hand accounts.
Researchers do not need to ask people about their feelings or attitudes; they only need to
watch and listen to what they do and say. A feature of direct observation that research
methods rarely have is a lack of artificiality. Observation is optimal because it permits
researchers to collect live data that relates directly to the research question as events unfold.
Moreover, observation allows researchers to focus on participants’ behaviour or qualities.
Researchers can observe non-verbal behaviour and determine whether this behaviour is
natural or contrived. Furthermore, data can be analysed at the same time it is collected.
However, observation also has some disadvantages. Some researchers claim that the
process of observation can affect the observed participants by confusing them or making them
hypertrophic(Anderson, 2009; Cohen, Manion and Morrison, 2011; Robson and McCartan,
2011). Borich (2007) points out that these obstacles can be overcome if researchers build a
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good relationship with participants before observing them. Researchers should explain to
participants the purpose of the study, why they are observing, what will be observed and how
long the time of observation will take. In addition, if researchers explain that all data will be
kept secret and that the data will only be used for research, this can reduce participants’
confusion.
It takes time to prepare for observation and to analyse the collected data. In addition, poor
preparation before observation might produce incorrect data (Anderson, 2009; Cohen, Manion
and Morrison, 2011; Robson and McCartan, 2011). Some researchers state that many
considerations should be taken into account to save time. For example, before observation, the
observer needs to gain permission from the field and the participants. Observers should
identify the venue and time. Observers also need to set up recorders, video cameras and
observation cards. Observers need to create a sheet or schedule for identifying issues or
agendas they will observe, as this makes data collection easier and more efficient. This
approach may also help researchers avoid bias, which is one of the disadvantages of
observation that can occur when data is collected(Cohen, Manion and Morrison, 2011;
Robson and McCartan, 2011).
Sometimes, there is a significant gap in time between the observation and when the
information is recorded, which can confuse the observer or lead them to provide the incorrect
data (Cohen, Manion and Morrison, 2011). To avoid this, observers should carefully prepare
recording schedules and indicate the time of the event on their schedules (Cohen, Manion and
Morrison, 2011).
There are five different types of observations. First, structured observations focus on
quantitative data and are widely used with fixed research designs, such as experimental and
non-experimental designs. Structured observations test existing hypotheses (Croll, 1986;
Anderson, 2009; Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011). Second,
unstructured observations are not as clearly defined because researchers do not know exactly
what they are looking for in the data. Since researchers who use unstructured observations
need to observe the situation before they determine its significance, these types of
observations require less preparation time but more time to analyse the data (Cohen, Manion
and Morrison, 2011). Third, participant observation occurs when researchers engage with
participants’ activities while they observe. Participants may be familiar or unfamiliar with the
participant-observer; also, the purpose of the research could be overt or covert (Croll, 1986;
Flick, 2009; DeWalt and DeWalt, 2010; Cohen, Manion and Morrison, 2011; Robson and
McCartan, 2011). These three types were not used for this study as hypotheses were not tested
and the researcher did not engage with the participants’ activities.
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The other two types of observation, non-participant observation and descriptive
observation, were used for the current study. These types of observations are nearly identical
and often overlap, according to Cohen et al., (2007). Non-participant observation is when the
researcher plays the role of the observer, but rather than engaging in the participants’
activities, they remain detached. They only investigate and observe what they want to
observe. In this type of observation, the purpose of the study is clearly stated to the
participants (Flick, 2009; Cohen, Manion and Morrison, 2011). For example, Cohen et al.,
(2007) explain that in this situation, observers may sit at the back of a classroom and code
what they want to investigate or explore. Descriptive observation occurs when researchers do
not intervene with participants’ activities, but they can still describe the complexity of the
events. Robson and McCartan (2011) explain that “the basic aim here is to describe the
setting, the people, and the events that have taken place”(p. 324).
Robson and McCartan (2011) recommend nine ways to make descriptive data collection
easier. First, the researcher should describe the space, such as the rooms and outdoor spaces.
Second, researchers should record information about the actors, such as their names and
relevant details of the people involved. Third, the activities, such as the various activities of
the actors, should be noted. Fourth, researchers should document objects, such as physical
elements and furniture. Fifth, researchers should describe acts, such as specific individual
actions. Sixth, particular occasions and meetings should be logged. Seventh, researchers
should note the timing or sequence of events. Eighth, the goals or what actors are attempting
to accomplish should be recorded. Ninth, researchers should describe feelings, such as
emotions, in particular contexts.
The researchers’ role in this study can be described as a non-participant observer because they
sat at the back of a classroom and did not participate in the lesson. In addition, they performed
descriptive observation as they recorded specific data, including the teacher’s attitude during
the lesson, the classroom’s facilities and their impact on the teacher’s job satisfaction, the
technology used in the classroom (for example, a black board), how many strategies the
teacher used in the lessons, the teacher’s application of cooperative learning, which is
required by the Ministry of Education in the KSA but may not be applied in all schools, and
the size of the class, as the literature suggests that this can affect a teacher’s decision to apply
cooperative learning. Moreover, evidence of behaviours or activities indicated by teachers and
head teachers during their interviews was also looked at. Finally, any issues that arose in the
classroom during the observation that were relevant to the study were recorded.
For this study, 12 lessons were observed in two schools. Each lesson lasted 45 minutes. The
data was only collected using recording and notes. Video cameras were not used for this study
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because the KSA schools do not allow the use of video cameras in primary schools and
female schools. The nine types of descriptive data indicated by Robson and McCartan (2011)
were collected.

4.6 Data Analysis

When the participants gave permission, the interviews were audio-recorded and in all cases,
notes were taken. The data includes transcripts of the interviews and their translations. I have
done this by myself in order to keep accuracy and help to make the process of analysis easy
(Lichtan, 2014). This study used software programme (MAXqda programme) in order to
facilitate and assist the process of analysis (Cohen et al., 201)as the files of audio interviews
transcribed were in Arabic. while other software, such as NVivo, does not have capacity to
deal with Arabic.
Qualitative research includes different approaches to analysing data, such as the quasistatistical, thematic coding and grounded theory methods (Robson and McCartan, 2011). For
this study, thematic analysis, which some researchers describe as a popular method of
analysing qualitative data, was chosen. Researchers add that it may help the researcher to
generate unanticipated ideas (Braun & Clarke, 2006; Robson & McCartan, 2011).
Braun and Clarke (2006, p. 77) define thematic analysis as “locating the data in relation to
other qualitative analytic methods that search for themes or patterns and in relation to
different epistemological and ontological positions”.
Thematic analysis is considered a tool for identifying themes within data. It also helps the
organisation and description of the data in more detail. In addition, it is considered a flexible
and useful approach with the potential to provide rich and detailed analysis of data.
Frequently, it provides different interpretations of selected issues or aspects of a research
topic(Braun and Clarke, 2006; Robson and McCartan, 2011).
Some researchers claim that analysis is an exciting part of research, as the researcher may
discover themes and concepts that were not immediately apparent during the interviews.
Thematic analysis is also seen as accessible as it does not require detailed theoretical or
technological knowledge like other approaches, such as the grounded theory. In addition, the
process of analysis seeks to reflect reality and to uncover meaning below the surface of reality
(Braun & Clarke, 2006; Robson & McCartan, 2011).
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Thematic analysis is a realist method in terms of ontology as it helps to unveil the experiences
and reality of participants. It is also a constructivist method as it attempts to study events,
experiences, and meaning that occur within society. In addition, it is a contextualist method,
which can be a bridge between essentialism and constructionism (Braun and Clarke, 2006).
Braun and Clarke (2006, p. 81) point out that thematic analysis is characterised by theories
that aim to illuminate how individuals make meaning of their experiences and “in turn, the
ways the broader social context impinges on those meanings, while retaining focus on the
material and other limits of reality”.
Regarding the theme, across the data set there may be instances that correspond to a theme,
but this does not mean all other instances should be considered less important. The theme(s)
could cover a large number of data items or on the contrary, could appear in the smallest
portion of the data set. The theme could be found in every interview or it could be articulated
by a smaller number of individuals who express the theme with more vigour. This can
produce complex questions about where the theme is to be found within an extended sequence
of discussions. Thematic analysis helps to reduce this problem by determining themes in a
variety of ways. In addition, it helps to provide more detail and accuracy for one theme or a
group of themes inside the data (Braun & Clarke, 2006; Robson & McCartan, 2011).
Regarding the coding of the data, the selected codes could depend on a quite specific research
question or a specific research question could be developed during the coding process.
Thematic analysis seeks to discover repeated patterns of meaning within data.
Thematic analysis has two ways of identifying themes or patterns within data, namely
inductive and deductive. Cohen et al. (2007) and Eriksson and Kovalainen (2008) point out
that the deductive approach tests theories and hypotheses that can then explain particular
phenomena. Therefore, the deductive approach is taken when the researcher begins their
research by studying theory from literature reviews and looking at evidence; therefore, the
themes for their research are derived from the literature. Conversely, Braun and Clarke (2006,
p. 83) describe inductive analysis as “a process of coding the data without trying to fit it into a
pre-existing coding frame or the researcher’s analytic preconceptions”. Thus, this form
depends on the data, even if the researcher is unable to abandon their theoretical and
epistemological commitments. In addition, the identification of themes in this approach
depends on the specific questions that are directed to the participants. This form of analysis
may seek a more detailed description of some aspect of the data, with a less than rich
overview of all the data. In this study, the identification of themes was based on the literature
review, concept map and interview transcripts. Therefore, both a deductive and an inductive
approach were used for this study.
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The process of performing thematic analysis starts when the researcher searches in the data
for patterns and issues that have meaning and potential interest. Then it involves reporting on
the themes that may be identified before, during and after the analysis of the data (Braun and
Clarke, 2006).
According to Braun and Clarke (2006), there is debate about when a researcher should engage
the literature with the analysis. Some academics claim that early reading can help focus the
analysis on important issues that may be addressed by the data, while others argue that
delaying engagement of the literature could enhance the analysis by encouraging the
researcher to recognise the novel features of the data. According to Braun and Clarke (2006)
there is no clear or right way to conduct thematic analysis.
In this study, the researcher adopts a thematic analysis in serial distinct phases. The first phase
involves the researcher familiarising herself with the data, including transcribing the data,
rereading it and making notes of ideas. The second phase involves generating the initial
codes, which includes identifying the interesting features of the data and collating the data
that is relevant to each code. Searching for themes is considered the third phase of thematic
analysis. It involves grouping the codes into potential themes and collecting all the data that
has relevance to each potential theme. The fourth phase is reviewing the themes, which
involves checking whether the themes work with the coding. In the fifth phase, clear names
and definitions are assigned to each theme and in the final phase, the report, which involves
the production of the analysis, is produced (Braun & Clarke, 2006; Robson & McCartan,
2011).

4.7 Validity and Reliability
Whether gathering data using a qualitative method or a quantitative method, steps need to be
taken to ensure data quality and verifiable findings in order for a study to be sound and to
make the research more effective (Golafshani, 2003; Cohen, Manion and Morrison, 2011;
Robson and McCartan, 2011; Yin, 2013). The quality of the data can be measured using two
concepts, which are reliability and validity. Validity and reliability are important measures to
test and evaluate both quantitative and qualitative types of research (Cohen, Manion and
Morrison, 2011; Robson and McCartan, 2011). However, these concepts seem to work more
effectively for the quantitative paradigm than the qualitative paradigm. This is particularly the
case in terms of reliability, which is less of an issue in qualitative research (Hammersley,
2007; Cohen, Manion and Morrison, 2011), despite Brock-Utne (1996), cited by Cohen,
Manion and Morrison (2011), having claimed that qualitative research is noted for reliability
because the data in qualitative research usually produces multiple interpretations. Validity, in
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contrast, is important and required in both quantitative and qualitative research (Hammersley,
2007; Cohen, Manion and Morrison, 2011).

Denzin and Lincoln (2005) believed that reliability and validity in qualitative research can be
addressed in several ways, and these ways have been taken into consideration in this study in
order to ensure the quality of this research, to reduce the threats to its validity, and moreover,
to increase the reliability of the study.
Therefore, this study has external validity, as many of the findings match with previous
studies in instances where this study involved implementing theories from previous studies in
order to interpret what was found (Cohen, Manion and Morrison, 2011). In addition, this
study has great internal validity, as it was possible to generalise the findings to specific
groups, communities or situations, particularly female teachers, using two primary schools in
the KSA. This study’s researcher also sought to increase the study’s validity by using
different instruments for data collection, and moreover, by choosing appropriate methods for
answering the research questions (Cohen, Manion and Morrison, 2011; Edmonds, W.A. and
Kennedy, 2013). The methods selected were semi-structured interviews, concept maps as
interview tools, a scenario interviews and observation in order to allow the researcher to
explore the teachers’ attitudes towards education changes and also to understand the factors
that encourage or discourage teachers in terms of adopting changes. It was also helpful to
observe the current education situation in the KSA.
Furthermore, the researcher in this study was careful to follow many steps before and during
the data collection process to ensure the quality of the data and increase the validity and
reliability of the study. For instance, before data collection, the sample of data collection
questions was reviewed by the researcher’s supervisors, who provided feedback on the
suitability of the semi-structured interviews questions, scenario interview questions, concept
map sheet and observation schedules. Moreover, the researcher conducted two interviews as
pilot studies with two participants in order to ensure that future participants would understand
the questions similarly, and then modifications were made. This method of interview piloting
was important in order to enhance the reliability and validity of the study, according to
Silverman (1993), cited by Cohen, Manion and Morrison (2011).
Regarding the sample in the study, Cohen, Manion and Morrison (2011)showed that the
samples of a study created by the researcher lead to biases in interviews, which affects the
possibility of achieving reliability in the study. Therefore, the researcher in this study took
this into consideration by making participation in the study voluntary. Moreover, the
researcher in this study was keen to carefully formulate the questions in order to make the
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meaning of each question clear to participants. In addition, the researcher thoroughly
explained the aim and purpose of the study to participants before conducting the interviews
and the researcher gave detailed information and clear explanations to those who wanted to
know more about the study; moreover, the researcher gave the participants freedom during the
interview to ask about any questions that were not clear to them. As Cohen, Manion and
Morrison (2011) and Yin (2013)pointed out, misunderstandings from participants about what
is being asked are not helpful to achieving validity in a study.
Furthermore, the researcher in this study sought to achieve validity by conducting face-to-face
interviews in order to build a positive and trusting relationship between the researcher and
participants(Anderson, 2009).Moreover, conducting several visits to the schools helped to
build good relationships between the researcher and participants, which also facilitated more
interaction and, consequently, helped to achieve validity in the interviews. As Cohen et al.
(2007) and Kvale (1996) pointed out, interviewers may have a problem building trust with
interviewees if interviewers provide misinformation or evade the issues being probed in the
interview, which leads to limiting the validity of the data. This is more common in telephone
interviews; moreover, these result in the absence of non-verbal cues, such as facial
expressions and gestures, which could have helped to convey the meaning behind words,
whereas face-to-face interviewing could help the researcher to avoid this problem (Anderson,
2009). In addition, Cohen, Manion and Morrison (2011)also showed that making conversation
and friendly interactions between the researcher and participants enhances the validity of a
study by allowing participants to feel at ease and also allowing the researcher to discover
information easily.
During the interview, the researcher was careful to avoid using leading questions, as these
affect the validity of a study by influencing participants’ answers in order to obtain
information or to elicit a particular answer that the interviewer needs to support their
expectations(Cohen, Manion and Morrison, 2011). In addition, the researcher in this study
attempted to avoid lengthy interviews, as they may negatively affect both the researcher and
participants. Participants may be unwilling to continue the interview, and might not be able to
provide good-quality data, which would affect the quality and validity of the research
(Anderson, 2009; Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011).
In addition, the researcher in this study also paid attention to strengthening the reliability of
the study through classroom observations: the researcher conducted observations in two
different schools at different times, as Cohen, Manion and Morrison (2011) pointed out that
doing the same observations at a different time or in a different place enhances the reliability
of a study. In addition, during the classroom observations, the researcher in this study sought
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to focus not only on the teachers’ attitudes during the class, but also on other aspects, such as
the interactions between the students and teachers, lessons and group activities. This type of
observation was encouraged by Cohen, Manion and Morrison (2011), who pointed out that
researchers paying attention to other phenomena during observations is important for
addressing the study’s reliability.

The issues of validity do not only need to be considered during data collection; they also need
to be taken into account in the analysis of the interviews (Cohen, Manion and Morrison,
2011). As explained in section (4.6), this study used a thematic analysis by coding the data,
which helped in this study’s production of unanticipated ideas and aided to uncover themes or
concepts that were not apparent during the interviews. Moreover, it helped to describe the
data in more detail and provided different interpretations of selected issues, which also
contributed to avoiding biases that could have affected the validity of the data (Braun and
Clarke, 2006; Robson and McCartan, 2011).

4.8 Ethical Considerations

Ethical issues are an important consideration for any study, particularly when it involves
people. In addition, any ethical issues can threaten the consistency of a study. Therefore, it is
important to take into account the fact that each phase of research might raise ethical
problems (Cohen, Manion and Morrison, 2011). Ethical issues may stem from the nature of
the research and/or the selected data collection strategies. Researchers such as Anderson
(2009), Cohen et al., (2007), and Robson and McCartan (2011) point out that some datacollection methods, such as interviews and observations, may be more prone to ethical
problems because the researcher must relate directly with the participants. In interviews, for
example, participants may not cooperate and talk openly with the researcher because they see
the researcher as an outsider and therefore do not feel safe sharing potentially sensitive
information. In addition, participants may worry about saying something that could affect
their relationship with their manager, such as the head teacher (Anderson, 2009; Cohen,
Manion and Morrison, 2011). During observations, for instance, some participants may
change their behaviour because they are concerned about what the researcher will observe
(Anderson, 2009; Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011).
Researchers need to take these and other potential ethical issues into account and to have a
plan to eliminate or at least minimise them. For this study, the ethical guidelines for research
recommended by the British Educational Research Association (2011) were followed. Many
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researchers also point out areas of ethical issues that should be considered, such as informed
consent, participant anonymity, confidentiality with respect to data and sources of tension
(Anderson, 2009; Cohen, Manion and Morrison, 2011; Robson and McCartan, 2011).
Therefore, some steps were taken before commencing this study’s empirical work. To begin
with, an official letter from the School of Education at Reading University was mailed to the
Saudi Culture Office in London. Next, the agreement of the researcher’s sponsor to carry out
this empirical work was sent to the Ministry of the KSA. Then permission to carry out this
study in schools was obtained (see appendix 1).
Furthermore, voluntary participants for the study were found and informed consent from all
participants was obtained. The aims and purpose of the study were explained by writing and
speaking to the head teacher and to other teachers. Moreover, detailed information and clear
explanations were given to those wanting to know more about the study to ensure that the
process of data collection ran smoothly. It was clarified that participants could withdraw from
the research at any time and that they could see copies of their transcript if they wished. This
allows participants to see that their names have not been used in data collection. They were
also informed that pseudonyms were going to be used in the final paper instead of their names
and the schools’ names. These steps preserved participant anonymity throughout the research
project.
Further, participant confidentiality was guaranteed by using the data gathered only for
research purposes and by ensuring it was not shared with unauthorised people. Therefore, it is
important, as pointed out by Anderson (2009), that participants know who will be able to read
and scrutinise the information they provide. Teacher-participants were informed that their
data will be held in strict confidence and will not be shared with their head teacher or with the
Ministry of Education. Head teachers were assured that their information will not be shared
with any of their staff, other teachers, or the Ministry of Education. To further help guarantee
confidentiality, any information on transcripts that might allow others to infer participant
identities was altered or concealed. These steps should have facilitated privacy and
confidentiality, which in turn should have helped the participants to feel comfortable with the
researcher.
Data storage is considered another potential privacy issue and participants may be aware of
the danger posed by loss of confidential information (Anderson, 2009). Therefore, before the
information was gathered, the participants were informed about how the data would be
collected and stored. Data collection was achieved through the use of handwritten notes and
the interviews were recorded using a portable tape recorder. The participants were also told
how the data would be stored. All print data is being kept on a password-protected computer
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that is only accessible to the researcher. Audio data was stored on the device used to record it,
which again was only accessible to the researcher. This data was destroyed after use as the
audio recording data was deleted immediately after it was transferred to transcript form, while
the print data is still to be destroyed at the end of study.
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Chapter 5: Analysis for the Research Question One
The research questions in this study were:
1. What do female teachers in primary schools in the KSA think about educational reform?
2. Why do female teachers in the KSA adopt, ignore or resist change?
3. Why do some primary schools in the KSA (particularly female schools) resist MoEadvocated educational initiatives while other schools do not?

The findings of this study will now be presented in relation to these research questions.

Research Question One:
What do female teachers in primary schools in the KSA think about educational
reform?
This question explored female teachers’ attitudes, opinions and experiences about educational
reform, in general and towards cooperative learning in particular. This study had two schools
as case studies to collect the opinions of the teachers, using concept maps, interviews,
scenario interviews and observation methods. The responses of teachers in both schools
during the scenario interviews did not answer the first research question explicitly but did
answer the second and the third research questions.
In this chapter, the analysis will present the major themes that emerged inductively from the
data (interview, scenario interview, concept maps and observation) and deductively from the
literature review. As explained in the methodology chapter, the researcher adopted a thematic
analysis in serial distinct phases. The researcher familiarised herself with the data by
transcribing the data, reading it and making notes of ideas. The second phase involved
generating the initial codes, which the researcher used to identify the interesting features of
the data and collating the data that was relevant to each code. Some examples of the codes
mentioned in this chapter are series, brevity, the curriculum is full, expand students’ minds,
linking students with their life, not organised, encourage weak students and class size (see
Appendix 4.2 and 4.3).
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Then, the third phase was grouping the codes into potential themes and collecting all the data
that had relevance to each potential theme. Examples of some themes and sub-themes that
were noted before giving clear names and definitions to each theme are obstacles of CL,
benefits of CL, school’s role in educational changes and disadvantages of new curricula. The
fourth and the fifth phases were reviewing the themes, which involved checking whether the
themes worked with the coding and also reviewing the names of the themes by assigning clear
names and definitions to each theme. The final phase was the report, which involved the
production of the analysis.
Therefore, the final overview of the themes of research question number one are identified as
the following themes and sub-themes: curriculum changes (curriculum content, curriculum
resources), assessment changes, positive attitudes towards the pedagogy strategies
(opportunity to develop skills), positive attitudes towards cooperative learning (helping
teachers, and opportunity to develop students’ skills), and negative attitudes towards the
pedagogy strategies and cooperative learning (cost to teachers, insufficient time for lessons,
school environment is not fit for purpose, and no improvement in students’ skills).

5. 1. Curriculum Changes
5.1.1 Curriculum Content

Analysis of the interview showed that two teachers in S1 and four teachers in S2 displayed a
positive attitude towards the content of the new curriculum. In contrast, five out of six
teachers in S1 and four out of eight teachers in S2 had negative attitudes towards some
aspects of the developments in the new curriculum. However, teachers in S1 seemed to have
had more negative attitudes than teachers in S2. Therefore, the following sections and the
series of sub-themes will explore these attitudes in depth.
5.1.1.1 Well-sequenced
Zahra (in S1) and Noha and Shaima (in S2) believed that their new curriculums are better than
in the past because it is sequenced more coherently in the primary stages. Noha happily
explained,
The good thing about the new curriculum is that it is a series, whereas before
it was disjointed.
These three teachers had a strong positive attitude about the new curriculum; their happiness
showed in their body language and they used strong words during the interviews to express
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their satisfaction, such as “the good advantage” and “wholeheartedly.”They focused on the
sequencing of subject, in which knowledge is hierarchical rather than cumulative, as this
helps develop students’ learning and may make it easier to learn.
Zahra’s concept map corroborated her interview, as she expressed that “the new curriculum
has become more developmental” and confirmed her willingness to adopt it. No teachers in
S2 expressed this point in their concept maps, although the two teachers from S2 were happy
about new changes, which was clear from their tone. However, there might have been other
aspects within education reform that were important to them, rather than the sequencing of the
subjects.
Surprisingly, these examples of both schools were mentioned by maths and science teachers.
This might be because knowledge in these two subjects is hierarchical, rather than
cumulative. However, there were teachers in both schools who taught both maths and science
and they did not mention this point. Moreover, they expressed in general a negative attitude
towards the new curriculum.
5.1.1.2 New Content Quantity

Only one teacher in S1 and one teacher in S2 found the new content to be streamlined,
whereas four teachers in S1 and two teachers in S2 complained about the heaviness of the
new content in the new curriculum, as will be made clear in the following sections.
5.1.1.2.1 Streamlined
In two subjects – Arabic and religion – many subjects have been combined into one subject.
For example, in the past, there were six subjects related to Arabic that were combined into
one subject. The religion subject also contained four subjects that were combined into one
subject. Aida (in S1) explained this and Bandari (in S2) talked about it. Both of these
teachers preferred the new curriculum to the old one and they admired the new curriculum for
its brevity. As Aida explained,
The curriculum has been shortened; as the Arabic subject and religion
subject…It is true that the book is brief, but its usefulness…It [the new
curriculum] is much better than before…now all the areas that are related to
the Arabic subject are collected in one book…
It seems that Aida and Bandari were happy about streamlining what was to be taught. It was
also clear in their interviews that this helps improve different skills among students with one
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lesson, while in the past, each book concentrated on improving only one skill per lesson. For
example, one lesson now includes grammar, text for reading, text for expression, text for
writing and so on. All these skills are related to each other and to the lesson. While in the past,
there was one lesson focused only on improving expression skills and the other lesson focused
only on writing skills.
Despite these two teachers being satisfied that the new curriculum is streamlined, they did not
express this point in their concept maps. They focused on other aspects of the new curriculum
that were of more interest to them.
The classroom observations matched with the teachers’ interviews, for example, it was
observed in Bandari’s class which was an Arabic lesson, the lesson focused on improving the
students’ skills. It was observed that students read the text and described the pictures, which
allowed them to express what they saw. It was also observed that students wrote and practised
other skills.
Surprisingly, only Aida and Bandari talked about the brevity of the new Arabic and religious
subjects, despite the fact that Liela (in S1) teaches religion and Aitera (in S2) teaches Arabic.
Neither of them mentioned the brevity; they instead talked more about the heavy content,
especially Liela (in S1), which will be explained in the next section. For example, Aitera has
13 years’ experience in teaching, while Bandari only five years, which means Bandari had
only one year to teach the old curriculum; the rest of her experience is with the new
curriculum.
5.1.1.2.2 Heavy Content
Liela, Salma, Safia and Zahra (in S1) and Aisha, Faiza and Mona (in S2) teaching different
subjects, such as maths, religion, social education and science. They had the same view that
the content of the new curriculum was information-heavy.
For example, Safia criticised the new curriculum. She believed that the new maths
curriculum was better than the old one; she explained, with hesitation,
The [new] curriculum is better than before, but it needs to be reduced a little; I
mean, I have mathematics in stage one, and the curriculum is full. And the
students’ level still needs to improve, so they firstly need to learn how to write.
This response and the responses of other teachers, indicated that these teachers were
complaining about the heavy information in the new curriculum. Their body language showed
their unhappiness about the heavy content. However, some teachers used a “hedging”
98

technique. Hedging is a way to minimise one’s criticism of others and avoid offending them,
and some people may use phrases such as “a bit” or “a little” out of politeness. For example,
Safia used the phrase “it needs to be reduced a little.”
Despite these teachers being concerned about the heavy new content, no teachers, except
Mona, expressed this issue in their concept maps and scenario interviews. They might have
done that to avoid causing offence. Mona’s concept map confirmed that she was not happy
about the heavy content of the new curriculum, as she expressed her wish that the Ministry of
Education reduce the information in the official textbook.
Although the teachers in both schools were not happy about the heavy content, they adopted
the new curriculum in their classes, as is clear in the classroom observations. However, some
of them still used the old method of teaching, which will be explained in (section 5.3).
There are interesting findings here. First, Liela and Aida (in S1) contradict each other in their
interviews. Aida indicated that the new religion subject became briefer (see section 5.1.1.2.1),
while Liela indicated that the new religion subject has heavy content. This may be because
Liela teaches religion and knows more about it, while Aida teaches family education and
might have heard from other teachers that the new religion subject had become briefer. The
other explanation might be that Aida taught religion before she taught family education.
Teachers in Saudi schools, especially in the primary stage, can teach any subject, even if the
teacher does not specialise in the subject. This might have led her to talk in the interview
about the religion subject.
The second interesting finding is that Zahra (in S1) and Mona (in S2) teach the same subject,
science, but they had different feelings. Zahra had a completely positive attitude towards the
new curriculum, while Mona had a completely negative attitude.
Their responses also contradicted each other. For example, Zahra was unhappy about the
previous curriculum because it had comparatively few pages of content and it was clear that
she liked the new content-heavy curriculum because she may value the need for students to
learn many facts. Mona, however, said she liked the old science curriculum because it had one
or two pages of content and she said, “the whole lesson was only one page or a page and a
half.” This contradiction is possibly because of Mona’s strong identification with the old
curriculum, which she made clearer in her response to the second research question. In
addition, it might be the case that Mona prefers a lighter curriculum because it allows time to
develop certain skills or a better understanding of an issue.
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Although Zahra (in S1) and Mona (in S2 ) contradict each other, Salma (in S1) and Aisha (in
S2) teach the same subject, social education and Safia (in S1)and Faiza (in S2) teach the same
subject, maths; all their responses contend that the new content is heavy. The range of views
suggests that the issue rests more with the teachers’ attitudes than with the curriculum itself.

5.1.1.3 The Impact of New Content on Students’ Skills

Analysis of the interview showed that only one teacher in S1 and three teachers in S2 had
positive attitudes towards the new curriculum in terms of thinking that the content of the new
curriculum will help to develop students’ skills. Three out of six teachers in S1 and three out
of eight teachers in S2 believed that the content of the new curriculum ignores the
development of students’ skills. This will be explained in the following sections.
5.1.1.3.1 Skill development
Only Zahra (in S1) and Noha, Bandari and Shaima (in S2) were willing to use the new
curriculum, because it concentrates on building the skills of students. These teachers
highlighted some of the students’ skills improved by the new curriculum.
For instance, these teachers believe that the new curriculum helps improve and expand
students’ minds and also helps students to be more engaged in class. Bandari (in S2)found
that the new curriculum had an emphasis on improving communication and cooperation
between students, as there were many exercises to be done by groups of students, rather than
individually.
Interestingly, Noha clarified that the new maths seeks to develop writing skills among
students at a young age, which is unusual in a maths subject. As she said,
It (old curriculum) didn’t teach students to hold the pen. But if you see the
curriculum now of stage one, it has become wonderful. The most important
thing is to train the girl to hold the pen.
All these examples show that these teachers seemed happy about the outcomes from adopting
the new curriculum. But Noha mentioned an interesting finding that the maths subject
contained good materials to help younger students learn to hold a pen. Learning to hold a pen
usually happens in the Arabic lesson, as this subject focuses more on teaching students how to
write, while maths usually teaches numbers, counting and others to younger students.
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Surprisingly, Noha (in S2) contradicted Safia (in S1), despite both these teachers teaching
maths. Safia believed that new maths did not support students’ skills in holding a pen.
Some of the teachers’ concept maps, particularly teachers in S2, confirmed their willingness
to use the new curriculum: in the concept maps; they stated that some skills were improved by
adopting the new curriculum. Shaima mentioned that “it helps (new curriculum) students rely
on themselves.”
In addition, classroom observation confirmed what Bandari (in S2) said in the beginning of
this sub-theme: that many exercises in the new curriculum were to be done by groups of
students, rather than individually and this focussed on improving communication and
cooperation between students. It was observed that when Aisha and Shaima implemented
cooperative learning strategies, some exercises required group work from students. It was
further observed that the students read the exercise, which asked, ‘Can you please answer this
exercise by working with your group?’ Therefore, these teachers directly gave every group a
task, and each group consisted of a leader, writer, reader, presenter and time-checker. It is
clear that these tasks improved cooperation between the students and also improved different
skills. For example, the leader was responsible for all the members of the group and engaging
in supervision of all the students in her group. The reader read the question taken from the
teacher or from the book and then all the members of the group cooperated in carrying out the
task and discussing it together. The writer worked to write the answer that all the members of
the group agreed on, and then the presenter presented the group’s answer to all the students in
the classroom. Finally, the time-checker was responsible for checking the time left for the
task, as the teachers gave the groups four minutes to carry out the task.

5.1.1.3.2 Ignores Some Skills
Liela, Salma and Safia (in S1) and Bandari, Mona and Aisha (in S2) believed that the new
curriculum does not improve some students’ skills. However, the three teachers in S2 had
different feelings about this..
For instance, Liela and Salma (in S1) were not happy about the new curriculum, as they found
it focuses more on making students memorise, instead of making them search and explore by
themselves. As Salma said,
There is nothing (in the new curriculum) that the students can discover. For
example, I teach history, and it’s a course that I don’t feel has anything that the
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students can discover. This course depends mostly on the students having a
good memory for memorising things.
Bandari and Aisha (in S2) agreed that the new curriculum ignores improving students’ writing
skills, which negatively affects other skills related to writing, such as spelling skills.
However, Aisha seemed to be sadder about this than Bandari, as Aisha talked very sadly
when she said:
Students now don’t write as much as they used to in the past. They just observe
the teacher, listen and do some tasks. They don’t write much anymore. Thus,
their handwriting has become terrible. The fact that students don’t write much
really makes me feel bad - especially since they don’t express themselves in
writing anymore.
This statement shows that these teachers believed that the new curriculum does not focus on
improving students’ skills, which might contradict some of the teachers’ values and
expectations in adopting the new curriculum. This might have led these teachers (except
Bandari) to find the new curriculum unacceptable. It was apparent in their responses, and in
their tone of voice, that they were annoyed with the changes to their curriculum.
In addition, some of the teachers’ concept maps expressed their feelings that the new changes
still need to be developed, but it is not clear what they mean by this. It might mean new
curriculum, strategies or other changes. In addition, these teachers adopted the new
curriculum in their classroom observations, despite being unhappy about it.
Another surprising finding was that both Bandari and Aisha (in S2)found that the new
curriculum ignored improving writing skills, but Bandari was happier about the new Arabic
curriculum than Aisha and found it better than in the past. This is probably because Bandari
had the power to try to resolve this problem, which I have explained under the theme of
teacher agency.
The other interesting finding is that only Liela and Salma, in both schools, mentioned that
their subjects require the students to memorise, rather than explore by themselves. This might
be because one teaches social education
, and the other teaches religion. These subjects might require the students to memorise more
than discover. However, Aisha (in S2) also teaches social education, but she did not mention
this issue, possibly because social education has two subjects: history and geography. Salma,
in her responses, talked about history, while most of Aisha’s responses were about geography.
102

Therefore, it could be concluded from these two sub-themes that teachers in S2 had more
positive attitudes than teachers in S1 regarding the perception that the new curriculum seeks
to develop students’ skills.
5.1.1.4 The Impact of the New Content on Modern Life for Students and Saudi Culture

Only one teacher in S1 and three teachers in S2 believed that the content of the new
curriculum fits with the modern life of students. In contrast, there were four teachers in S1
who believed that the content of the new curriculum is not appropriate for students’ lives or
students’ age groups, whereas no teachers in S2 complained about this.
5.1.1.4.1 Value for Modern World
Zahra (in S1) and Faiza, Bandari and Shaima (in S2) believed that the new curriculum is
better connected to the contemporary world, thus linking students with their life. They were
frustrated by the curriculum in the past, as it did not fit with students’ experiences as well as
the new curriculum. As Faiza said:
Curriculum in the past was complicated and did not fit with the students’ level
of thinking…But now it is more suitable for them because it suits this era. As
you know, this is the age of technology. Students are now using mobile
phones…which extended the minds of students. The internet extended their
perception, so the new curriculum is suitable for their minds and for this era.
In addition, Shaima found that the information explained to students was related to the
contemporary world. She pointed out:
We thought in the past that equations were separated from our life but now the
curriculum is related to life.
It seems these teachers are happy in believing that the new curriculum was more relevant, has
real-life examples and applications and is better structured. They also found the new
curriculum offers a better learning experience.
One teacher (in S1) and also one teacher (in S2) confirmed this finding in their concept maps.
Zahra(in S1) wrote the key words “the new curriculum is in accordance with the era.”

5.1.1.4.2 Unsuitable Content
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Liela, Jamelah, Safia and Zahra (in S1) believed that the new curriculum was inappropriate
for the Saudi context and the age of the students. However, in S2, no one mentioned this
point.
Zahra criticised the activities in the science textbook. She said,
The problem is in the activities…I mean these activities—hmm—these
curricula are American. We know that the American schools are not like
ours…they

have

the

chance

to

apply [the

activities]

outside

the

classroom…They have taken the activities, translated them and put them
here…some activities are okay.
It is clear that teachers in S1 found the new curriculum, or some aspects of the new
curriculum, unsuitable for the age of students and for Saudi schools. For instance, Liela
believed that some lessons in Religion were higher than the level of thinking of primary
students. She believed these lessons were suitable for university students rather than primary
school students.
Zahra was very happy about the new science curriculum, but she was not happy about the
activities or the specific strategies in it, which were different to the ones she would choose to
use in her lessons. Zahra believed that some of the activities in the new science curriculum
were not appropriate in the Saudi context, such as outdoor study, which was not in the
education policy for Saudi girls’ schools. However, she had a different attitude towards the
strategies that were outside the new curriculum. This will be explained in section (5.3).
Zahra’s scenario interview aligned with the above answers and it gave further explanation of
her annoyance regarding the decision to follow American curricula. She said the following:
An example is the science curriculum in American schools. They teach the
whole curriculum, regardless of the semester. If the semester is over and they
have not finished the curriculum, they would continue it the following year.
There, the students have great benefits. At the same time, they (teachers) could
concentrate on the skills to be acquired. They could provide the students with
[valuable] information. Not like the nonsense, of which we have so much here.
This statement confirmed that the policy of education in American schools is not the same as
the policy of Saudi schools. In Saudi policy, all the lessons in one subject must be finished
before the end of semester, which might lead teachers to not concentrate enough on other
tasks, such as adopting strategies and improving students’ skills.
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There were two concept maps that confirmed that teachers were not happy about the new
curriculum’s suitability for students. For example, Jamelah expressed in her concept map that
“some of the curriculum does not fit with students.” Although these teachers mentioned that
the content of the new curriculum is not appropriate for Saudi schools or at the students’ level
of thinking, it was observed in classroom observation that the students participated and
engaged with the lesson, which might suggest that the content is appropriate or that the
lessons that were observed did fit with the students’ level of thinking.

5.1.1.5 The Impact of New Content on Teachers

5.1.1.5.1 Provided Enthusiasm
In both schools, only Zahra commented that the new science curriculum gave her the desire to
teach the science subject at the primary stage and it also gave her a feeling of importance
regarding herself. As she explained,
Honestly, I found myself in them (the new curricula)…I used to teach in a
secondary school. Then I moved to a primary school where all the curricula are
just pages and papers. I don’t feel like I am giving the students something
valuable. When the new curricula were proposed, I started to accept the fact of
teaching in primary school. I am speaking frankly, I think this might have
affected me.
It seems that this teacher is happy about the new curriculum, as she used the phrase “affected
me” to express her view about the new curriculum. Her concept map also confirmed her
feelings, as she expressed that “it (new curriculum) gives teacher new teaching skills.” This
response showed that the content of the new curriculum does help to develop teachers’
pedagogical abilities, and it also indicated that the new curriculum could change attitudes for
the better; the evidence is that this teacher accepted teaching children after she had negative
feelings about the old curriculum and it also seems to have given her new enthusiasm.

5.1.2 Curriculum Resources
5.1.2.1Illustrative Materials
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Zahra (in S1), who teaches science, and Faiza, Noha and Shaima in (in S2), who teach maths,
were very satisfied with the new curriculum because the content used strong illustrative
materials. As Faiza said,
The curriculum now is very nice; the material contains colours and examples
that help the student to understand.
These responses indicated that the new science and maths curricula are helpful to these
teachers and students, as the content has illustrative materials that expand students’ perception
and make it easier for teachers to connect explanations with clear examples. In addition, it
was clear in Noha’s interview and in Shaima’s scenario interview that the new maths
curriculum helps students who were absent because the new book contains illustrative
exercises and examples that could help students without them having to depend on their
teacher. As Shaima said in her scenario interview:
The book in the past was based on the teacher; the students who are absent
cannot return to the book, because the book was a vague…but now the one
lesson is supported by more than one example…
These teachers did not express this point in their concept maps, except Zahra (in S1), who
expressed that the new curriculum is better than in the past. It is probable that they did not
express this in their concept maps because they felt there were other, more important, points
that needed to be mentioned.
However, their statements matched with classroom observations, in which the teachers used a
projector to show the content of the books, highlighting useful and clear information, such as
pictures, questions and exercises. All of these materials allowed students in the classrooms to
interact with the lesson.

5. 2. Assessment Changes
Analysis of the interview showed that only the teachers in S1 expressed their feelings towards
the new assessment, while the teachers in S2 simply said there was a change in assessment
without any explanation. In S1, there were two teachers who had a positive attitude towards
the new assessment and two teachers who had a negative attitude towards it.
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5.2.1. Positive Attitude towards New Assessment

Liela and Jamelah (in S1) expressed a positive attitude towards the new assessment, as they
found some benefits from applying it. It became better organised than in the past; part of the
new assessment includes paper exams, which helps prepare students for the next educational
stage - the intermediate stage -where students have paper exams.
Moreover, Liela noted that the students’ skills developed with the implementation of the new
assessment, which gave the students the confidence to start holding a pen, writing, expressing
themselves and conveying the information the student has received, which was not the case
before the new curriculum. Jamelah confirmed that assessment of the students in the past
seemed to be unfair for the students. She clarified:
Now the exam paper is only part of the assessment. It’s unfair to assess the
students on the basis of only an exam paper as in the past…Let’s suppose that
the student is sick on that day (so she is not going to do well).
The responses of these two teachers showed that they had a positive attitude towards the new
assessment, making it clear that the old assessment contradicted their values. This was
confirmed by observations during a day of school that showed that students were more
interested in exams, and when these were finished, students spent time discussing the exams
with other students. Perhaps this evidence shows that students are interested in assessment, or
that they may be interested because they see an exam as having higher stakes.
However, no teachers in S1expressed opinions about the new assessment in their concept
maps or their scenario interviews, possibly because other changes seemed to be, or are, more
important than assessment. For example, for Jamelah, most of the key words in her concept
map were about the negative effects of applying strategies and the role of her school.
InS2, there were no teachers who expressed their feelings regarding the new assessment, but
there were two teachers who mentioned that there was a change to assessment without any
explanation. It could be that this study happened in S2 after exams were finished, which
might have led them to not express their feelings about it, while in S1, the interviews and the
observations happened during the exam period, causing the teachers to talk about it.

5.2.2.Negative Attitude towards New Assessment
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Aida and Zahra (in S1) had negative attitudes towards the new assessment. Both teachers
were unhappy about the standards of assessment and about passing students who were not
worthy of success or passing. As Aida said:
It is true that we tested students and there are degrees and there is prestige from
the exam words, but in the end the students are equal; this is what I did not like
because there is not the level of appreciation or a percentage. It is true, that it is
better than in the past, but I return, and I say that the student will pass. There is
no failure in the primary stage.
The assessments of students in the past depended on exam papers and students who did not
pass must re-exam or re-study again in the same year. However, this policy changed to assess
students every day, without exam papers, and all students can pass and go to the next stage.
The assessments now combine both exam papers and assessment of students during class, to
assess their participation in class, reading skills and so on.
However, it seems to be that Aida and Zahra still found some difficulties with the new
assessment. They seemed to believe the standards of assessment were not clear despite Aida
believing that the new assessment was better than in the past. It was clear that the most
important issue to Aida and Zahra was that all students were equal and passed, even students
who did not deserve to succeed.
Although these two teachers were not happy about the new assessment, they did not express
their feelings in their concept maps. For example, most of the key words that Zahra expressed
in her concept map were about the new curriculum, whereas Aida’s key words were about the
positive issues in the pedagogic strategies. This showed that there were other aspects that
were more important or interesting to these teachers than the new assessment.
Interestingly, the reason for the difference in attitude between Liela and Jamelah, who had a
positive attitude towards the new assessment, and Aida and Zahra, who had a negative one,
might be because of the subject, and it might be because the new assessment is appropriate for
some subjects but not others, despite Jamelah and Aida teaching the same family education.
This might suggest that the issues are less to do with the curriculum changes and more about
teachers’ personal attitudes and values which shape their reaction to the changes.

5. 3. Pedagogy Changes
5.3.1 Positive Attitudes Towards The Pedagogy Strategies

108

Analysis of the interview showed that five out of six teachers in S1 and six out of eight
teachers in S2 had a positive attitude towards the new pedagogy strategies; however, it seems
that teachers in S2 had a more positive attitude than teachers in S1.

5.3.1.1 Opportunity to Develop Skills

Aida, Jamelah, Liela, Salma and Zahra(in S1) found some benefits in applying new strategies
to improve their students’ skills. Aisha, Aitera, Bandari, Faiza, Shaima and Noha (in S2) saw
many benefits when they applied new strategies that positively affected the students’ skills.
Overall, teachers in S2 seemed to have more positive attitudes towards the new strategies than
those in S1.
Teachers in both schools clearly explained that the new pedagogical strategies, such as using
visual material or act, were beneficial in that they assisted the students’ understanding of
the lesson, which led them to practise what they learned. As Liela mentioned:
Now, it is not just indoctrination - not just repeating what I said. Now, the
student first understands [the subject] and then applies it in practice. For
example, when I ask the student who wants to act out the Eid prayer, and one of
them acts it out, this strategy is called the role playing learning strategy.…
Therefore, the students will understand the act, so it will be easy to remember.
Some teachers in S2 found that the strategies improved the students’ ability to link what they
were studying with their own lives. Aisha pointed to a number of skills that students gained
from the strategy:
The reciprocal teaching strategy…makes the students think not only about the
class itself but about how to link with real life or with the previous class. This
way the students could think comprehensively. That is why I apply the
reciprocal teaching strategy, especially since it works with History. History
lessons are so long and detailed, so I teach my students how to summarise and
how to get the gist of the lesson.
Teachers in both schools were confident in allowing students to work independently, as the
new strategies encouraged students to rely on themselves. Noha said,
Because now I only explain the basics which are new to the students…for
example, I clarify the main goal, or a difficult item of vocabulary, then I do one
109

or two exercises with them to make sure they understand the procedure. Then
they do the rest by themselves. It is much better now than in the past…
Salma (in S1)was not very happy with the new strategies, but she noted that one of the
strategies might help students think and explore the problem. Despite this, it is clear in her
response that she was not very confident in her answer. It might be that she was a bit reluctant
because she might be expected to use investigations all the time. Salma said:
I applied the investigation strategy to a lesson on pollution problems…but it
only works in lessons that include a problem because the students take the
problem, try to solve [it], and give me the solution. I feel that it is not bad.
There are other behaviours that were increased by adopting the new pedagogy strategies, such
as helping the students become excited to learn, so they participated more in their lessons.
Teachers grew the students’ confidence, taught the students how to give presentations and
other skills. These statements indicate that there is now more emphasis on the students having
to work things out for themselves and apply their knowledge in different contexts, so the
pedagogical strategies are designed to develop students’ skills, which leads to improving
learning outcomes of students.
However, teachers in S1 had a less positive attitude towards new strategies than teachers in
S2.Teachers in S1 noted only some benefits of the new strategies, compared with teachers in
S2, who noted many benefits of the new strategies for their students. Moreover, teachers in S1
criticised the new strategies more than teachers in S2, which is discussed in more details in
section 5.3.3, despite the fact that teachers in S1 were also very critical of the old way of
teaching.
The concept maps of teachers in both schools confirmed the difference between their
attitudes. Most concept maps of teachers in S1 noted the negative aspects of adopting new
strategies in their classes (see section 5.3.3), except Aida (in S1), who expressed three key
phrases in her concept map about the benefits of new strategies, such as “gives students more
confidence”. While in S2, there were four teachers who expressed that some of their students’
skills were positively impacted by adopting new pedagogical strategies. For instance, Bandari
wrote “using strategies help the students to discuss, describe the picture and
conversing.”Another key phrase in Aisha’s concept map was “encouraging scientific research
for young girls.”
Although differences were seen between the schools, most of the teachers in classroom
observations (in both S1 and S2) used many of the new strategies, and the projector, to
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explain the lessons. In addition, the classroom observations indicated that some strategies
applied by the teachers benefitted students by improving their learning. It was observed in
both schools that students became active and engaged with the teacher, and with other
students, when the teachers applied the new strategies.
For instance, it was observed that Liela gave each student two circles made out of cardboard:
one green and one red. The green circle was used if a girl pronounced a word correctly and
the red circle was used if she pronounced the accents incorrectly. Liela had one student start
reading while the other students focused on how she read. If the girl said something wrong
regarding either pronunciation or accents, the other students would raise the circle that was
related to her mistake. This strategy led to the students becoming active and engaged with the
teacher and with the other students and helped he students to focus more on the other
students’ reading.
It was observed that Safia adopted the “acting” strategy, in which the teacher explained the
lesson and required some students to act out one part of the lesson and the other students to
correct anything that was wrong in the act. This strategy reinforced the information for
students. Although Safia adopted this strategy and students found benefits in this strategy,
Safia did not mention benefits from adopting strategies in her interview and she seemed to not
be happy about the strategies (see section 5.3.3).
However, some teachers, particularly in S1,who found benefits in adopting the new strategies
still used the old method of teaching in parts of their lessons. It was observed that Liela still
used the indoctrination method to explain the lesson and asked students to repeat and
memorise the lesson. Despite this, in her interview Liela criticised this method, but this was
probably because her curriculum is religion and some lessons in this subject still require
students to memorise, or because her beliefs require it, as this teacher had 28 years of
experience in teaching, and she might have had strong beliefs about the old method.

5.3.2 Positive Attitudes towards Cooperative Learning Strategy

Four teachers in S1 and seven out of eight teachers in S2 had positive attitudes towards the
cooperative learning strategy.
5.3.2.1Helping Teachers
Only Jamelah (in S1) and Faiza, Shaima and Noha (in S2) believed that the teacher is no
longer the sole source of knowledge in the classroom, and that the role has been extended to
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the students. These teachers found that cooperative learning strategies can help teachers
facilitate learning for students rather than in the past, where teachers were guardians of
knowledge. As Jamelah said,
They (the higher-level students) get encouraged and start teaching the other
students in the class. As a result, I get the information across to more students.
Then I reward the top students, because they helped me teach more students.
This and other statements show that adopting a cooperative learning strategy facilitates the
teaching process. In addition, these teachers found that group work allowed them to
concentrate more on all students in the classroom and led them to better understand their
students’ ability levels. It also helped teachers focus on assisting students with weaker
abilities. These led these teachers to have a positive attitude towards adopting cooperative
learning strategies in their classrooms.
The classroom observations confirmed that cooperative learning strategy and some of the
strategies helped teachers focus on all students and allowed teachers to know if the students
understood the lesson. For example, it was observed that Shaima used cards with different
questions related to the lesson. She used this game to choose different students to answer the
questions on the cards. This strategy helped Shaima focus on all students and test their
understanding of the lesson. In addition, the classroom observation of Jamelah confirmed that
cooperation between students in groups enables teachers to facilitate the knowledge to
students. Jamelah gave the leader in each group the responsibility of teaching and explaining
some of the exercises to other members of the group, which might have helped improve the
students’ learning and also could have helped the students who took on the explaining role to
understand the lesson.
It is likely that Jamelah (in S1) and Shaima (in S2) also felt that CL helps them facilitate
students’ learning, because they used a list of cooperative learning settings, as classroom
observations show. For example, it was observed that Shaima used a list of cooperative
learning settings during the students’ group work. The list of cooperative learning settings
included the names of the groups, team cooperation, discipline, organisation, quick answers,
the accuracy of the answers and appreciation. It was observed that the students in each group
tried not to talk with their colleagues about something that was outside the scope of the
exercise and tried to work well within their group, because they did not want to reduce their
group’s grade. This strategy appears to be a good way to manage students, as it can help
teachers to facilitate their learning.
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Three classroom observations did not correspond with teachers’ answers that cooperative
learning strategies help all students concentrate in class. During the application of the
cooperative learning strategies, some of teachers were not able to focus on all groups and did
not notice that some students did not participate. This might indicate that these teachers did
not understand this strategy very well or might have showed unhappiness to adopt a
cooperative learning strategy. Moreover, it might be because these teachers found it difficult
to manage their students’ group work and they did not use a list of cooperative learning
settings, as classroom observation showed. This is what happened withAida (in S1) in her
classroom when she did not use a list of cooperative learning settings. Where this led the
groups of students to lack discipline during the lesson and speak loudly, which meant that the
teacher could not effectively pass on the information to the students, and it also caused her to
lose control of the class.
5.3.2.2 Opportunity to Develop Students’ Skills

Aida, Liela, Safia and Jamelah (in S1) and Noha, Abeer, Aitera, Faiza, Shaima, Bandari and
Aisha (in S2) agreed that there were some benefits to using cooperative learning strategies,
which led to an improvement in their students’ skills. They listed different benefits of
cooperative learning.
All the teachers, except Aisha, found that applying cooperative learning strategies in the
classroom encouraged most of students to understand the lesson by engaging with other
students. Moreover, it helped encourage lower-level students to participate and also helped
to improve their achievement, which made the teachers happy. As Noha stated:
We do it (cooperative learning strategy) because we want the weak students to
discuss with other students, we want students who do not talk, to talk…I am
sure they would understand something from what is discussed…they might
start to read the answer and raise their voice.
Most teachers in both schools mentioned that cooperative learning strategies help students
learn to cooperate and exchange their ideas. Bandari pointed out what they observed in
their students:
Cooperative learning strategies are essential in the new educational change.
What is important is to teach the students how to cooperate and what the
benefits of cooperation are. This allows each student to learn from their
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classmates’ experiences. I have experience, but you do not have the same
experience, so I gain from you and you gain from me.
The teachers might have been happy about applying cooperative learning strategies, because
they found that the motivation of the students made lessons more interesting and
engaging. In addition, Safia (in S1) and Aitera (in S2) confirmed their happiness about the
benefits of using cooperative learning strategies in terms of developing students’ skills. For
example, Safia (in S1)expressed in her concept map that the cooperative learning strategies
led to an increase in the achievement levels of weak students and instilled confidence.
However, although Noha (in S2) seemed happy about engaging the lower-level students with
the higher-level students to improve their skills, which was made clear in her above quotation,
her concept map contradicted her interview, as she expressed in her concept map that: ‘I want
a special classroom for the differences between students’ abilities; one classroom for students
who learn quickly and one classroom for students who learn slowly.’
It might be that Noha found only one benefit from mixing students of different abilities into
one group, and this might have led to her wish to have separate classrooms for students of
different abilities. The other explanation is that she wishes this because her subject requires
her to teach students separately, as she teaches maths, and students in each class have
differing abilities and different understanding. However, Faiza and Shaima teach maths, yet
they did not express this in their data.
The classroom observations showed that the teachers adopted cooperative learning strategies
in their classrooms, which might indicate that the teachers were willing to adopt the min their
lessons. It was observed that each student group sought to give a better performance than the
other groups. They tried to cooperate and share their ideas, to make their group “win” and
improve their learning. In addition, classroom observation showed that most of the group
members in most of classes engaged with each other and also helped to encourage all the
levels of students’ achievements (lower-level students, middle-level students and higher-level
students) when participating with their groups and they did not rely on higher-level students’
achievements. For example, Zahra gave every group a paper-based exercise in which a hand
was drawn with the five extended fingers, which is called the five-finger strategy. Zahra asked
the groups to work together to come up with different questions and write on the paper or put
one question on each finger and then each group asked another group the questions they
made. It was observed in this classroom that the students worked hard with their groups and it
was clear that the students were confident in working together. Moreover, it was clear that
most of the students understood the lesson when they engaged with other students.
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Interestingly, the teachers, particularly the teachers in S1, seemed to be willing to adopt
cooperative learning strategies more than any other strategies. This was maybe because they
saw more benefits for improving their students’ skills when using cooperative learning
strategies than when using other strategies. In contrast, Zahra (in S1) was willing to adopt
learning strategies in general, but completely disagreed with the cooperative learning
strategies (see section 5.3.3).

5.3.3 Negative Attitudes towards the Pedagogical Strategies And Cooperative Learning

Analysis of the interview showed that all six teachers in S1 and six out of eight teachers in S2
had negative attitudes about some aspects of the new strategies and cooperative learning.
However, teachers in S1 seemed to have more negative attitudes than teachers in S2.
5.3.3.1Pedagogy Strategies are Not New
Liela, Salma, Aida and Jamelah (in S1) and Abeer and Aitera (in S2) clarified that these
strategies have been used in the past, so they are not new. All these teachers, except Aida (in
S1) and Aitera (in S2), were very angry when the ministry of education imposed the
application of strategies that they had used in the past. Salma said,
I felt that they [the Ministry] have not brought us something new - they only
named these strategies for us…We attended three workshops over three
years…They trained us. I tell you, they trained us in an approach which we had
already applied before…
It was probable that the teachers were aware of these strategies but did not use them very
often, and that they now used them more regularly. Moreover, the MoE made these strategies
compulsory, which reduces teachers’ autonomy. This was clear in Abeer’s interview, as she
repeated her unhappiness many times. This will be explained under the autonomy theme.
Although teachers pointed out that pedagogy strategies were not new, they did not express the
idea in their concept maps or in their scenario interviews. However, this issue did not seem yo
negatively affect the teachers’ attitudes in their classroom observations, as they adopted some
of the strategies and they seemed happy during the classes in which they adopted the
strategies.

115

5.3.3.2 Cost to Teachers
Safia (in S1) and Shaima (in S2) had a negative attitude towards self-funding that led to them
providing the requirements and the materials for the strategies themselves. This indicated that
these teachers had a problem with spending a great deal of money to successfully apply new
strategies, as Safia discussed repeatedly:
Difficulty in providing physical resources. Most of the teachers might not make
these resources available to them [the students] as I do, and honestly, I am
unable to provide everything by myself. I have other tasks. I cannot provide
everything; although I wish I could, I am not able.
This statement shows that the school was not paying for materials, though the school would
be expected to buy resources for the teachers to use, such as coloured pens, paper and printers.
This led the two teachers to be unhappy that the new strategies created costs for them and that
financial support was required to provide the tools needed to apply the new strategies. In
addition, Safia’s phrase “I wish” could indicate that she was willing to apply the new
strategies, but self-funding might make adopting the strategies difficult for her.
Self-funding seemed to more be important for teachers in S1than teachers in S2, as no
teachers in S2 expressed this issue in their concept maps, not even Shaima, while Safia,
Jamelah and Salma (in S1)did express their negative feelings towards self-funding in their
concept maps. As Jamelah stated, “it is costly for the teacher.”It is probable that financial
support is a larger issue to teachers in S1 than teachers in S2 because of the role of leadership,
which will be explained under the theme “Facilitating applying new changes.”It seemed to be
that Principal 2 supported teachers in S2 with materials more than Principal 1, despite
Principal 1 claiming she did so in her interview:
I am the one who provided the projectors in each class, because whenever I
asked them (The Ministry of Education) to provide them they said, "we do not
have any.” So we were forced to take money from the school budget and we
bought them.
In scenario interviews, when teachers were asked “If they were provided with the necessary
requirements, would they apply them?” Safia and Shaima confirmed that they needed support.
Shaima reported that, “It will be great, it will be great.” This indicated that Shaima needed
support to adopt these strategies and to make their application easier.
Although the teachers were upset about the financial components, it did not negatively affect
their attitude, in both schools, especially Safia (in S1) and Shaima (in S2), as their classroom
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observations showed they were willing to adopt new strategies. They were happy during
class, and they adopted some of the strategies in their classrooms, such as concept maps
strategy and exploring strategy. It was also observed that both used many materials when
teaching maths, such as pictures, cards and coloured pens. Interestingly, Shaima, (in S2) and
Safia, (in S1)taught the same subject—maths. This might show that maths, as a subject, might
need significant preparation, while other subjects do not.

5.3.3.3 Insufficient Time for Lessons
Safia (in S1) and Aitera and Faiza (in S2) had problems with time spent in class when
applying new strategies, in general, and cooperative learning strategies, in particular, which
led to time wasting in getting the class to adopt the strategies. As Aitera (in S2) said,
Some inspectors request you apply more than one strategy…but it will waste
lesson time, which is only 45 minutes. You feel like you have to do it quickly,
quickly; you want to apply the strategies and you want to give the students the
important skills in the lesson…I feel so much tension and stress.
This showed that these three teachers were not happy and that the lesson period was not long
enough to cover all the material in the adopted strategies and to apply more than one strategy.
They seemed to be concerned about the students’ progress, which might limit their time,
leading them to cover a lot of information too quickly, preventing the students from
understanding the lesson. In addition, it also seemed the teachers might feel it more
appropriate to include one particular approach to meet the aims of the lesson, but they were
compelled to use more than one.
Although these teachers criticised the limited time for adopting the new strategies, they did
not express it in their concept maps and their scenario interviews.
However, Safia’s classroom observation corresponded with her claim in the interview that she
had to quickly do the lessons because the class was not long enough to cover all the
information and adopt the strategies. It was observed that Safia progressed through the lessons
and activities with students as quickly as possible. This problem, in which it is the necessary
to cover heavy content and apply some strategies within the limited time of the class, might
not have been carefully considered by the Ministry of Education.
However, Aitera and Faiza’s classroom observations were different from their interviews, as
these two teachers adopted new strategies and, at the same time, focused on the important
skills in their lessons. For instance, it was observed that Aitera focused on improving her
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students’ reading skills, giving all students in the classroom the opportunity to read one line of
the text. She might have adopted the strategies that do not take a long time, such as describing
the pictures.
Although teachers at both schools had problems with class time when applying the new
strategies, it seemed to be less of an issue for Aitera and Faiza (in S2) than for Safia (in
S1).The reason for this was clear in Aitera’s interview, where she reported trying to choose
suitable strategies that did not take a lot of time, so that she could help students to understand
the lesson at the same time. This might indicate that teachers in S2 had the more freedom than
teachers in S1to choose the strategy that was most appropriate.

5.3.3.4School Environment is Not Fit for Purpose
Aida, Jamelah, Salma, Safia and Zahra (in S1)and Shaima and Mona (in S2) agreed that the
number of students in a class did not fit in the small space of the classroom, which might
discourage the teachers from applying new strategies or might negatively affect their
performance when adopting new strategies. Jamelah (in S1) explained:
If they were 40 and the classroom is big enough, then it would be fine. But we
used to have 36 students (in small classrooms) so it’s hard to reach the students
sitting at the back. I told you the first criticism I have is about the building…
When I look on the Internet, I find that most of the strategies require the
students to be active…How I can apply this activity in these small
classrooms…
In addition, these teachers in both schools found problems with the small classrooms when
they adopted cooperative learning strategies. Jamelah said:
The group desks here are in the shape of a square. So…I feel the students’
(suffering). If the desks were in the shape of a horse shoe, crescent, or the letter
(L), I think the students would be engaged in the class in a better way…I told
you the classrooms are hindering us.
These examples show the teachers’ unhappiness regarding the small classrooms and the
number of students per class, despite most classrooms in S1 containing only18 students. This
might be considered a small number, but the classroom space was still not sufficient. While
most of classrooms in S2 are larger than classrooms in S1, they contain 27–40 students, and
the classroom space is considered small for this number of students.
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It seems the small classrooms in S1 are problems for teachers in adopting new strategies, in
general, and the cooperative learning strategy, in particular. The two teachers in S2 struggled
when adopting cooperative learning strategies but not when they applied other strategies. This
might have been what led Shaima to provide a private classroom for herself, using her own
money, which shows that teachers in S2 might have empowerment to do what they think is
necessary.
The narrow classroom spaces in S1did not allow the school to provide suitable desks for
group work, which might have negatively affected students. Jamelah, and Zahra showed that
the desks harm the students’ backs and necks. In addition, Jamelah explains, “If the desks
were in the shape of a horse shoe, crescent, or the letter (L) would be good,” indicating that
teachers in S1 lack the autonomy to make the groups of desks suitable for students.
However, the interview with the principal of S1 was contradictory to the teachers’ answers
regarding class size and the small classrooms. Principal 1 stated:
The classroom used to have 36 students and it was difficult for the teacher to
teach in the crowded classroom. Therefore, I solved the problem by dividing
the crowded classroom into two classrooms and trying to provide the
appropriate conditions for the teacher to apply cooperative learning.
Although Principal 1 stated that she solved this issue, the solution happened for the fifth and
sixth stages, while the rest of the stages still had the same problem, according to Aida.
The lack of classroom space was a bigger issue for teachers in S1 than teachers in S2, as no
teachers in S2 expressed this issue in their concept maps and scenario interviews. It seems
that the problem of classroom space was a big issue for teachers in S1, as half of them
expressed their frustrations over this problem in their concept maps. Safia reported that “small
school buildings do not help with applying strategies.’ Aida and Jamelah (in S1) confirmed
this in their scenario interviews. Aida said:
The disadvantages of the rented schools are the narrow classrooms. I mean,
imagine that you wish to move between the students. If, as a teacher, you wish
to walk between the students, how do you walk? What can you do if you see
one student not concentrating and you want to go to her to make her focus?
The classroom observations confirmed that the classrooms were narrow in both schools and
were not large enough for the number of students. The group desks, particularly in S1, were
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not suitable for the students, as some students found it difficult to look at the teachers and the
blackboard.
It was clear that many of classrooms in both schools made it difficult to apply any strategies
that required students to move. It was also observed that some teachers could not move
between the groups to see what they were doing, especially in S1.Although most of the
teachers in both schools were unhappy with classroom size, the teachers did adopt some
strategies with their classes, including some cooperative learning strategies. The strategies
they adopted did not require students to move around, which shows that the teachers tried to
choose strategies that adapt to their classrooms.
However, it was observed that Mona (in S2)used the old style of classroom arrangement, in
which students study individually, by making each student sit at his or her own desks, without
sharing with other students. This is probably because the classroom was narrow, although the
other teachers in S2 who had the same problem did try to divide the class into groups.
Interestingly, there were differing attitudes among the teachers fromS1 and S2 regarding the
small classrooms and class sizes. Teachers in S2 seemed to be less negatively affected by this
problem when adopting new strategies, in general, and cooperative learning strategies, in
particular. It seems that the reason for this difference was in the leadership of the schools, as
Principal 2 worked with her teachers to choose suitable strategies that fit with the class sizes
and classroom space, which will be explained under the autonomy theme. This means that the
teachers in S2 might not have faced the same problems as in S1 regarding the classroom
environment.
5.3.3.5No Improvement in Students’ Skills
Safia, Salma and Zahra (in S1) and Mona and Aisha (in S2) had differing attitudes towards
new strategies, in general, and cooperative learning strategies, specifically, in terms of
improving the students’ skills.
For instance, Safia, Salma (in S1) and Mona (in S2), had a negative attitude towards new
strategies in general, as they believe that the new strategies did not help improve their
students’ skills. Mona (in S2) believed that all strategies distracted the students. She has a
more traditional view of education that seems to revolve around the old methods, which she
believes led the children to absorb the lessons. She said:
I believe that the indoctrination way was better and more useful, because it
causes the student to memorise [lessons], so that they are stuck in the students’
minds.
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Safia (in S1) seemed to be reluctant about answering questions about the new strategies
improving her students’ skills, despite noting one benefit:
The new strategies are active for students but still…
All the teachers above, except Safia, were unhappy with cooperative learning strategies, as
they believe those strategies do not provide a benefit to students’ skills and can distract
students from concentrating on their lessons. In addition, all these teachers, except Safia,
believed that the cooperative learning strategies did not teach their students to rely on
themselves. Zahra explains:
It (cooperative learning) has disadvantages though they keep telling us that
weak students will improve, I always say: they won’t…If you ask anyone, why
is she going to feel lost? (They will answer), because she is going to be
dependent. She is going to be dependent. No matter how much they say about it
and try to brighten this picture, it’s bad to the bone. Because she (the student) is
not going to work. We see this; we try to make her work but the students
become (dependent on one another).
Interestingly, Safia seemed to be unhappy about the strategies, but she was happy to apply a
cooperative learning strategy, as discussed under the theme of positive attitude towards
cooperative learning.
Salma and Zahra (in S1) and Mona and Aisha (in S2) agreed that the cooperative learning
strategy does not give students the opportunity to develop their skills. They believe that
cooperative learning does not help students work by themselves. Salma also believes that
working in groups teaches students to cheat. This shows that these teachers may not have
understood the aim of cooperative learning strategies, which is to make students work
together and exchange ideas. Interestingly, although Zahra and Aisha were unhappy about the
cooperative learning strategy, they were satisfied about new strategies in general, which was
discussed under the theme of opportunity to develop skills (section 5.3.1.1.).
Although new strategies, in general, and cooperative learning strategies, in particular, seemed
to be the big issue for these five teachers, in terms of improving students’ skills, they did not
mention it in their concept maps, except Salma (in S1) and Mona (in S2). Salma confirmed in
her concept map that cooperative learning strategies teach students how to cheat and cause the
lower-level students’ achievements to rely on the higher-level students’ achievements.
Surprisingly, her key words in her concept map contradicted each other, as she also expressed
“motivating the lower-level students’ achievements,” in her concept map, though she did not
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identify whether she meant strategies, curriculum, technology or cooperative learning
strategy. Moreover, it was clear in her interview that she was refusing all new changes. It was
probably that Salma noted that new changes motivated lower-level students’ achievements,
but her values did not allow her to recognise this (see value and beliefs theme).
In terms of classroom observation, some observations of these teachers confirmed that the
cooperative learning strategies did not teach their students to rely on themselves. It was
observed in Safia’s S1 classroom that Safia gave each group different exercises and the
chance to work together to complete them. For example, she gave the students a worksheet
that required them to discuss, draw and write together. This classroom had four groups, each
of which had four students, except for one group that had six students. All the students in
these groups cooperated except the larger group that had six students, where it was clear that
some of the students were not dependent on one another. This led these students to be quiet
and not share their ideas with the other group members; moreover, it led them to have no
opportunities to develop their skills. However, when the teacher gave the students the chance
to work individually, they had the ability to work independently without relying on other
students. The larger group size might have made it more difficult for the students to share
information and there was also one student being overly controlling and not giving the other
group members a chance to engage in the exercise.
Only Mona confirmed her negative attitude towards the new strategies in her scenario
interview, stating that applying new strategies distracts students and wastes time. Mona also
stated that cooperative learning strategies do not help improve students’ skills:
As I said, cooperative learning makes the student busy with the other student
whether by a pen or a bag and others…[If] they put barriers between each
student, I feel that the students would be more creative and would do their
best…I say again that cooperative learning is a distraction to the students and
leads to less concentration.
This confirms that Mona had a strong negative attitude towards new strategies, in general, and
cooperative learning strategies, in particular. She expressed this attitude in all data. However,
there were some contradictions in Mona’s data. For instance, she expressed only one benefit
of the new changes in her concept map, but she pointed out her admiration for students now,
as they love school more than they did in the past. It is probable that Mona, like Salma, noted
this benefit, but perhaps her values did not allow her to recognise it.
Although some of these teachers were not happy with the new strategies and other teachers
were not happy with cooperative learning, their classroom observations showed that these
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teachers adopted the new strategies with their classes, despite Salma (in S1)using only the
concept map strategy during the lesson, she also adopted the cooperative learning strategy. In
addition, Mona made mistakes when adopting some of the strategies, such as the learning
schedule strategy, which will be discussed under a different theme. Moreover, Mona did not
apply cooperative learning in her classroom and did not divide her class into groups, despite
new educational changes forcing all classrooms to be divided into groups, to adopt
cooperative learning strategies. This is evidence that Salma and Mona were not satisfied with
the new strategy, which means that Salma would not seek to adopt different strategies, and
Mona’s mistakes might mean she may not have learned how to apply the strategies in the
correct way.
One interesting finding is that it seems to be role-play that made the difference in the attitude
of teachers towards the cooperative learning strategy, which all except Safia unhappy about
cooperative learning strategy despite two of them being very happy to adopt new strategies in
general. This might be because Safia teaches only maths, while both Salma (in S1) and Aisha
(in S2) teach social education, and Zahra (in S1) and Mona (in S2) teach science. Therefore, it
might be that the maths subject needs to adopt cooperative learning and the other subjects do
not need it. However, I tend to refer this discrepancy to their values and beliefs more than
their subjects. This will be explored further in the discussion of teachers’ values and beliefs
(see section 7.1).

5.4 Summary of the Analysis of Research Question One

Before going into a deeper explanation of the following table, it is necessary to outline the
criteria used in this study:
a) The phrase ‘highly positive attitude’ was selected for teachers who were clear in
their words, repetitive of some words and displayed body language that showed that
they were pleased about these changes; even if they had any complaints, the overall
attitude was still positive. It was also selected for teachers whose other data matched
their interviews.
b) The phrase ‘moderately positive attitude’ was selected for teachers who were not
satisfied with the old education system, but were happy about the changes despite
criticism. It was also selected for teachers whose other data matched their interviews.
c) The phrase ‘minimally positive attitude’ was selected for teachers who were clear in
their words, body language and hesitation that they were not very happy about these
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changes even if they mentioned some positive or advantageous aspects. It was also
selected for teachers whose other data matched their interviews.
d) The phrase ‘negative attitude’ was selected for teachers who expressed in clear words
that they were not happy about the changes and preferred the old education system.

Teachers

Curriculum

Education Reform
Pedagogic
Student
Strategy
Assessment

Zahra
Jamelah
Liela
Aida
Safia
Salma

√√√
√√
Χ
√√
√
Χ

√√
√
√
√√
√
Χ

Χ
√√
√√√
Χ
―
―

Cooperative
Learning
Strategy
Χ
√√
√√√
√√
√√√
Χ

√√√ indicates that the teacher had a highly positive attitude, √√ indicates that the teacher had a moderately
positive attitude, √ indicates that the teacher had a minimally positive attitude, Χ indicates that the teacher had a
negative attitude, ― indicates that the teacher did not talk about this kind of change.

Table 5.1: Teachers’ attitudes towards educational changes in school one.

Table [5.1] shows that teachers in the first school (S1) had different attitudes, depending on
the type of education reform. Most of the teachers expressed minimally positive attitudes
towards the new curriculum. The table also shows that half of the teachers displayed
minimally positive attitudes towards new strategies, but their attitudes towards the
cooperative strategy were different; most of the teachers had a moderately positive attitude
towards it. Regarding the new assessments, only four teachers talked about them; half of these
four had negative attitudes, and the other half had moderately and highly positive attitudes
towards them.
It can be concluded that teachers in the first case study have a minimally positive attitude to
new educational changes overall, as they indicated a minimally positive attitude to most of the
types of changes. Their concept map also confirms this, as half the concept maps showed that
teachers have a positive attitude, while half of concept maps showed that teachers have a
negative attitude. Although teachers in S1 have different attitudes towards the educational
changes, based on classroom observation, all of them have adopted the new methods, despite
a few of them still also applying some of the old education styles.
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In the second school (S2), teachers seem to have a more positive attitude about the new
educational changes than teachers (in S1), as shown in [Table 5. 2].

Teachers

Curriculum

Educational Reform
Pedagogy
Students
Strategy
Assessment

Mona
Aisha
Abeer
Bandari
Noha
Aitera
Shaima
Faiza

Χ
Χ
―
√√√
√√√
―
√√√
√√√

Χ
√√√
Χ
√√√
√√√
√√
√√√
√√√

―
—
―
―
―
―
―
―

Cooperative
learning
strategy
Χ
√
√
√√√
√√√
√√
√√√
√√√

√√√ indicates that the teacher had a highly positive attitude, √√ indicates that the teacher had a moderately
positive attitude, √ indicates that the teacher had a minimally positive attitude, Χ indicates that the teacher had a
negative attitude, ― indicates that the teacher did not talk about this kind of change.

Table 5.2: Teachers’ attitudes towards educational changes in school two.
Table 2 demonstrates that, in S2, most of the teachers seem to have a strong positive attitude
to the new curriculum and to the new strategy. Half of them have a strong positive attitude to
the cooperative learning strategy and half of them have a minimal positive attitude to the
cooperative learning strategy. Therefore, teachers in S2 seem to have a more positive attitude
to the educational changes than teachers in S1.Most of the concept maps from the teachers in
S2 also show a more positive attitude than the concept maps of teachers in S1. Moreover,
their classroom observation seemed to show that the teachers had adopted the new education
changes.
Overall, teachers in S2 have a more positive attitude than teachers in S1. In addition, the
differences in teachers’ attitudes towards the changes are more varied in S1 than S2. For
instance, most of the teachers in S1 showed a negative attitude to one or more of the changes,
while only a few of the teachers in S2 had a negative attitude to any of the changes.
Moreover, the attitudes of the teachers in S1 were also different from each other despite
teaching in the same school, and in some cases, teaching the same subject.
The results of both case studies show that the answer to RQ1 is that the range of responses to
the education changes would suggest that different factors play the main role in teachers’
reactions rather than the education changes themselves. Therefore, these findings led to
raising the second and third research questions, where the second question was aimed to
explore the factors that lead teachers to adopt, ignore or resist changes despite some of the
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teachers teaching the same subject or teaching in the same school, whereas question three is
designed to fill gaps in the understanding of why some schools in the KSA resist MoEadvocated educational initiatives while others do not.
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Chapter 6: Analysis for Research Question Two and Three
Research Question Two and Three:
Why do female teachers in the KSA adopt, adapt, ignore or resist change?
Why do some primary schools in the KSA (particularly female schools) resist MoEadvocated educational initiatives while other schools do not?
This chapter identifies different themes related to the research question number two and three.
Question number two is focused on the multiple factors that influence teachers in the process
of change, whereas question three is designed to fill gaps in the understanding of why some
schools in the KSA resist MoE-advocated educational initiatives while others do not. The
analysis in this chapter also involved the same process used for RQ1 (see, pp95–96) by
generating the initial codes and putting them under the themes. Examples of some of the
codes mentioned in this chapter are providing a projector in each classroom, model classes, I
try to teach myself via the Internet, reciprocal classes, it’s compulsory, rewards, no practical
training, not qualified, I might sometimes replace them and no one listens to such criticisms
(see Appendix 4.2 and 4.3). These codes, under the analysis, reveal the following themes:
teacher values and beliefs, changing from known to unknown conditions, role of leadership,
professional development and learning and teacher agency.

6.1Teachers’ Values and Beliefs
Teachers in both schools seemed to have beliefs and several values but their beliefs and some
of their values corresponded with the changes, while other teachers’ beliefs and other values
contradicted the principles of change. Half of the teachers in S1 held values and beliefs that
might not support the changes when compared with teachers in S2. This finding may explain
why teachers in S1 were less likely to advocate the changes when compared to their
counterparts in S2.
In S1, the teachers demonstrated diverse values, such as respect, commitment and valuing
individual effort and attainment. Interestingly, most of these values seemed to have hindered
teachers in S1 when applying the planned changes, especially three of those teachers. For
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instance, in the response of RQ1, a few teachers in S1, particularly Zahra, were unhappy with
the strategies inside the new subject book, perhaps because she believes that these new
strategies were not appropriate to the Saudi context and culture. Outdoor studies, for one,
were not in the policy of education in Saudi schools, especially girls’ schools; this type of
change has come from foreign cultures. Thus, Zahra might have been unhappy about this to
show her respect for Saudi culture, or she was potentially concerned about going against
societal norms.
In addition, Zahra and Salma’s beliefs and values seemed to contradict the application of
cooperative learning in their classes as they believe that the old methods, which are based on
individual effort, were better than the cooperative learning strategy. To be specific, Salma
pointed out that:
‘Groups teach the students cheating, did you know? …. I mean, I tell her to benefit
from the ways of your colleague, but when she benefited that meant that she was
cheating.’
A possible explanation for the above finding is the suggestion that teachers’ beliefs and
values contradicted the changes, whether or not the teachers understood the principles and
effective application of cooperative learning. This was evident when observing Salma in her
class. The classroom was divided into four groups, with the students cooperating twice during
the class, and although she made the groups work together, this was not applied very well. For
example, she did not give them exploratory questions; nor did she make them brainstorm,
solve problems or apply any other strategies that introduce something new to make them think
and work together. Therefore, this teacher adopted cooperative learning in her classroom
without fully understanding it, or she might have understood how it can be applied, but
because it contradicted her beliefs and values, she may have had a negative attitude towards
the changes. It seems that she valued individual effort, which is at odds with cooperative
learning.
In S2, teachers differed from those in S1, meaning that the former supported the educational
changes. A common view among the interviewees in S2 was that five teachers display the
values of commitment, social justice and achievement, which ultimately creates a great
environment for successful change.
For instance, teachers in S2 demonstrated values, such as social justice and achievement
towards providing valuable learning to their students and wanting them all to be successful. It
is possible, therefore, that their beliefs that the progress of students will improve when
students work together. For example, Shaima seemed to possess a willingness to work hard
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and do more than expected. She was keen to place students into groups of mixed ability to
encourage the weak students in the group to achieve more in their studies. Talking about this
issue, Shaima said passionately:
'I am the one who divided them into groups, and I know their weaknesses and their
strengths.... I mean, I tried to make each group have an excellent student, a very good
student, a good student and a low student…because I want all the groups to join and
co-operate together. The higher-level students’ achievements join with the lower
students’ achievements.’
Other teachers confirmed such values in their concept maps and observations. In particular,
Noha, Aitera and Shaima expressed their concerns about the students’ differences in ability
and repeated this concern three times in their interviews. It seems that they possess the values
of social justice and achievement, which encourage them to accomplish the required changes
in the cooperative learning approach and make them eager to succeed. In the classroom
observation, it was noticeable that Noha was driven by her values of caring, respect, social
justice and achievement for her students. It was observed that while the teacher checked the
answers from each group, she found one student in a group who did not understand the
answer. This led this teacher to spend a few minutes of her time with this student to patiently
explain what this student struggled with, while keeping the other groups working together
until she had finished with this student. This shows that the values and beliefs of teachers can
be translated into productive behaviours that advocate new changes in their schools. This
suggests that their values and beliefs aligned with implementation of the changes and teachers
could see the value of cooperation in helping all students.
Having said that, some inconsistent beliefs regarding the intended changes may hinder their
successful implementation. Only one respondent, Mona, believed that the latest changes in
education, such as cooperative learning, undermine a teacher’s prestige and honour. She said:
‘The prestige of the teacher is no longer as it was in the past. This is because of the
student’s lack of interest in teaching.’
This matched with her scenario interview, which showed that her beliefs made her reluctant to
apply the changes in her classroom. She seemed to lack understanding of the cooperative
learning principles, as she said the following: ‘I say again, the cooperative learning strategy is
distracting to students and it did not allow the students to concentrate’. Such a belief
diminished the strategy’s likelihood of effective implementation. This was also clear in her
classroom observations, when she did not apply the cooperative learning strategy, as Mona (in
S2) continued to use the old methods, by explaining points and requesting the students to
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memorise them and repeat them back to her. Mona’s beliefs did not allow her to be convinced
that learning occurs when students work together. Apparently, she seems to believe that she
will lose her ‘prestige’ and considerable part of her role as a teacher, working mainly to
transfer knowledge from her to the students. This might have led her to continuing to use old
methods to improve her students’ learning.

6.2Change from Known to Unknown Conditions
Having discussed teachers’ values and beliefs, this section of this thesis addresses changing
from known to unknown conditions. It is considered that a known condition is related to old
experience, beliefs, values and habitsof teachers(Després, 2013).
As evident in RQ1, some teachers at both schools, especially in S1, were unhappy with some
aspects of the changes, if not all of them. They probably found it difficult to change from a
known to an unknown condition. For instance, Salma in S1 and Mona in S2 had a strongly
negative attitude towards all the changes: new curriculum, new strategies, etc. Their responses
in interviews, their concept maps and their scenario interviews all confirmed this. Granted,
they did apply some new strategies, as evident in their classroom observations, but especially
Mona in S2 still used old methods of teaching (indoctrination). She gave students information
and asked them to repeat what she had explained, despite her subject being science; she did
not need to use indoctrination, as in some other subjects, such as religion. This matched with
her interview response: ‘I believed that the indoctrination method is better and more useful’.
Moreover, she did not apply the cooperative learning strategy during her classroom
observation, which is an important strategy in the new style of education to make students
share together. This matched with an interview response in which she completely disagreed
with this strategy: ‘Honestly, I refuse to accept it.’
As another example, these teachers showed a lack of knowledge about how to apply some
strategies. For instance, the learning schedule strategy had three parts. One part required the
teacher to ask students about what they wanted to know or learn during a lesson. Students
needed to answer this to discover some information in a lesson. However, Mona in S2 did not
give students the opportunity to state what they wanted to learn. Instead, she wrote on the
blackboard the idea that she wanted to explain to her students. Strangely, Mona and other
teachers in S2 were supported through training to develop their skills and knowledge when
applying the new strategies but Mona still made mistakes in applying strategies.
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All these examples (and others) might indicate that these teachers did not want to change
from a known to an unknown condition, preserving old teaching practices and customs.

6.3 Role of Leadership
This theme contains three sub-themes that may explain the role of leader (principle) to
encourage teachers to adopt and implement planned changes effectively.

6.3.1 Facilitating Applying New Changes

This theme relates to the role of the principal in both school case studies in facilitating the
application of new changes for teachers and how this can positively or negatively affect
teachers in adapting to new educational changes. There are five teachers in S1 and seven
teachers in S2 who spoke of what the principals do in terms of helping them to apply new
changes in their school. However, they have different attitudes toward this facilitation.
In S1, five teachers noted that the principal works to facilitate implementing new changes in
their school; for example, by providing a projector in each classroom, making tables into
groups that are ready to be placed in each classroom, or dividing a crowded class into two
classrooms in order to reduce the problem of class size. Regarding one of the principal’s roles
in facilitating the application of changes in her school, Aida said:
‘It [applying cooperative learning] was difficult last year, but this year, they divided
the stage six into two classes, the number was lessened and became around17 or 18
students in each class.’
This statement shows that Principal (1) in this school contributes to new changes among
teachers and she is keen to encourage teachers to apply new changes, as confirmed by the
interview of the principal who observed that:
‘The classroom used to have 36 students and it was difficult for the teacher to teach in
the crowded classroom. Therefore, I solved the problem by dividing the crowded
classroom into two classrooms and trying to provide the appropriate conditions for the
teacher to apply cooperative learning. I am the one who provided the projectors in
each class room, because whenever I asked them (the Ministry of Education) to
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provide them they said, "we do not have any”. So we were forced to take funds from
the school budget to buy them.’
All the responses from the teachers and also from the principal showed that the principal is
keen to encourage teachers to apply new changes and to help facilitate this. However, other
direct and indirect phrases from the teachers’ interviews indicated that teachers are not totally
happy about their school encouragement and facilitation. In this case, the teachers in S1
expressed implicitly that their principal does not work enough to facilitate implementation of
the intended changes. For instance, Zahra, when asked about the encouragement of school,
said, ‘they really want to encourage us, but as I told you there are obstacles, which I think, we
can overcome’.
This finding is supported by the concept maps of all the teachers (except Aida), who
expressed the difficulties that they face in their school and mentioned that the physical
environment of the school is not appropriate for encouraging the application of changes,
especially new strategies. As Safia stated, ‘the narrow building of the school does not help to
apply it [new changes]’. Although they acknowledge that there are many obstacles and
difficulties in the school, they believe that their principal has the power and capability to
overcome these challenges if she should wish to do so, as Zahra indicated in the previous
paragraph. This means that, from the teachers’ perspectives, the principal might not make
enough extra effort to tackle the difficulties that arise.
Thus, their concept maps showed that the teachers lack encouragement from their school.
This is also confirmed by the scenario interviews, as Safia said, when asked about the needed
requirements, ‘Yes, of course, because I need a smart board which is great for presenting
videos, I cannot carry my laptop, lessons book, paper sheet and bag every day, it’s so hard’.
This confirmed that teachers carry the basic things which should supposedly be provided by
the school.
However, although the teachers are provided with insufficient facilities by their school, it was
observed that most of them manage to adapt to new changes, whether strategies, technology
or other. For example, they adapted some strategies such as the cooperative learning strategy
and check the work of each group, despite finding it difficult to move between groups because
of classroom space# as Jamelah explained. the size of the room is about 3.5 m ×3 m and each
classroom has a small number of students, about 18 students, but the space is inadequate..
In contrast, teachers in S2 seem to feel that their school gets provision to implement new
educational changes more than the teachers in S1. Teachers in S2 are happier than the
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teachers in the S1 about the principal’s role in facilitating new educational changes. But all
teachers in the second case study talked about the role of the previous principal who had
retired before doing the interview about two months previously..
Teachers in S2 highlighted a number of roles that principal 2 takes on to facilitate
implementing new changes in her school in general and specifically in terms of cooperative
learning. For example, in general, teachers pointed out that principal 2 is keen to meet them to
discuss and choose appropriate strategies to fit with the environment of the school. In
addition, principal 2 acknowledges the importance of a learning resources room in the school
and is keen to provide the necessary equipment in this room to support teaching, such as
computers, a library and so on.
There are other examples that show the role of principal 2 – the following teacher response
highlights one of these roles, as teachers in this school pointed out that the school has a
projector and other materials in order to facilitate change. As Bandari in S2 said:
‘The principal does the best she can do as she provided us in each classroom a
projector and provided us all materials that we need in the classroom..., she makes
everything tidy and you won’t find things are scattered around.’
Principal 2 specifically takes action to facilitate applying a cooperative learning strategy in S2
in many ways, whether by making the tables of groups ready to use and suitable for group
work, or by seeking to help her teachers manage the groups during lessons. As Bandari said:
‘She [principal] asked teachers to use a board for cooperative learning. Each group
was distinguished by colour… and we distributed it in all classrooms…. This board
has a list which contain five criteria about each group to manage them.’
It is clear from these responses that Principal 2 of this school seems to be a facilitator of
change in her school and she plays a significant role in overcoming the difficulties that hinder
new changes. This is also confirmed by the new principal’s interview, where she talked about
the effort of previous principals to facilitate new changes: ’I see that in all the classrooms
there are projectors, but what I know is that the previous principal is the one who provided
these, not the Ministry of Education’.
The teachers’ key words in their concept map match their responses in the interviews, as
teachers in the S2 did not express their annoyance about the difficulties which they face when
applying new changes. This shows that they have good facilities and resources from their
school to apply new changes.
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The scenario interview of teachers is also confirmed by teachers’ responses in interviews that
their Principal 2 plays a significant role in supporting them by facilities and this shows that
the principal in this school is keen on teachers implementing new changes. When the
researcher asked teachers this question ‘If the educational ministry provided you with the
necessary requirements, would you apply these?’, five of them believed that they did not need
any resources because they had enough facilities in their school. As Aisha said:
‘Praise be to Allah. The school here is wonderful. I mean, when I enter the classroom I
bring a film for example about King Abdulaziz or... I found it easy to show the
students and it isn’t as difficult as in the past... But now it is good, there are resources
in classrooms and there is a learning resources room.’
The classroom observations also confirmed what teachers said in their interviews, that their
principal provides facilities in order to encourage and help them to adopt new changes in their
classes. In addition, it is clear that the role of Principal 2 affects the teachers’ classroom
observations, positively. Teachers found these facilitations useful and helpful for them in
applying new changes. Teachers in classroom observations showed the pictures and the
exercises in the students’ books via the projector. This made the explanation of the lesson
easy for teachers, and they can make all students focus together at the same time on what the
projector shows. As teacher Bandari explained, the projector ‘shortens the process of writing
on the blackboard; it saves me from checking if all the students have opened their books or
not. Because the things that I show on the projector are the same as in their books’.
It could be concluded that Principal 2 takes on more of a role in facilitating the adoption of
new changes in her school than Principal 1, which might be the reason that led to the teachers
in S2 being more satisfied with the role of their principal and happier to adopt new changes
than the S1 teachers.

6.3.2. Developing Teachers

In this theme, principals in each school play a role in developing their teachers’ ability and
skills to apply new educational changes but principals have different ways of developing their
teachers as it is clear in the teacher interviews and principal interviews. However, most of the
teachers in S1 seem to have less development than teachers in S2.
In S1, only Liela mentioned the role of the principal in developing them to adapt to new
changes in their classes. Moreover, she mentioned only one role of her principal related to
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developing teachers, stating that S1 offers a model class about the new changes. This involves
one of the teachers presenting a lesson that includes the new educational changes in order to
exchange experiences between teachers who come from different schools and also to get
feedback from experts that could improve their teaching. As Liela said:
‘I mean, that’s good; we have around 5 or 6 model classes that have been made in this
school which are at the level of the southern region of the KSA... and there are experts
who come from Riyadh (the capital city) to attend these model classes. The school
does its best to encourage teachers.’
This statement indicates that the principal in this school developed teachers by applying the
model class and it is clear that Liela seemed to be happy about the role of Principal 1 in
developing teachers to apply new changes. In contrast, other teachers’ data indicated that
teachers in S1 get less development from their school.
For example, when asked about the initiative of the principal to encourage them to apply new
education changes, the response of teacher Aida seemed to be less confident on agreeing
about the initiative of her principal in encouraging or developing them to apply new changes.
As she stated:
‘She [principal] might encourage us by attending the class’
Another example might show that teachers in S1 have a lack of development from the school
to assist them in applying new changes: Liela said that, when she finds it difficult to
understand the content of the new curriculum:
‘I search the net and my uncles help me…. I ask for his help and he teaches me
things’.
These examples and also other responses from the teachers’ interviews seem to confirm that
teachers in S1 lack development from their school to assist them in applying new changes.
Teachers in S1 did not give clear or direct responses that showed they faced a lack of
development, but when the researcher asked the teachers a direct and clear question about the
initiatives of their principal, they tried to avoid answering the question or used phrases that
showed there is no initiative from their principal. For example, in one of the responses shown
above, the teacher used the phrase ‘might encourage us by attending the class’, Particularly
the evasive word ‘might’ which she used to avoid offending in order to be polite to the
principal. It’s a way to minimize one’s criticism of others and avoid offending them, the
technique being called “hedging”. Aida might not feel spontaneously or freely to talk about
135

the role of her principal; Trivedi (2007) noted the salient characteristic of attitude in that
people might express their attitude about something freely, but, for other issues, they might
not feel so free; this could happen with this teacher.
In addition, the other example above shows that there might be a lack of interaction between
this teacher and other teachers who teach the same subject at the same school. The Ministry of
Education requires that teachers do reciprocal classes between teachers who teach the same
subject in order to help each other and exchange their experience. Moreover, no teachers
mentioned in their data that they do reciprocal classes, considered one sort of development.
One teacher from S2 noted that reciprocal classes in school is basic school policy, noting
‘This is from the Ministry and it’s compulsory, but it depends on the administration of the
school. If the administration is bound by these rules, you will adapt to it and you’ll do it
instinctively. And my principal is committed to teachers doing this’.
Although, all this data indicated that teachers in S1 seem to lack development within their
school, the classroom observations show that most teachers adapt new changes in their
classes, so they are not affected negatively by the lack of development from their principal.
For example, Safia showed, via the projector, some pictures and text and she explained these
to the students and tried to link these to students' lives. In addition, it is clear that teachers did
not only apply new changes simply because they must; rather, they were keen to develop the
ability, skills and thinking of students in different ways. Zahra in S1, for instance, showed
students some pictures, and she stimulated their thinking in making them think and describe
the picture, whereby students used different vocabulary.
However, lacking the role of Principal 1 in developing them to adapt to changes might affect
Liela, Salma and Safia negatively, as these teachers do not seem to understand how to apply
some of the new changes, or lack knowledge about the aims of some of the changes, as
explained by the example about this in the theme of teachers’ values and also in some of
themes in RQ1. This could indicate that these three teachers lack development regarding some
of the changes, despite demonstrating good performance in applying some of the new
changes. This might be because they may try to learn via the internet or by reading books
about applying strategies in the classroom, as recommended by the Ministry of Education and
this is clear under the theme of good agency.
Although this data show that teachers lack a leader’s role in developing their ability, skills or
their knowledge, the interviews with the principal show conflict with the interviews of the
teachers. Principal’s 1 interview indicates that she seeks to develop her teachers in many
ways. It is clear in her response that Principal 1 is keen on teachers leading reciprocal classes
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and she encourages teachers to attend a model class, either presented in her school or in other
schools. Moreover, Principal 1 is seeking to establish a workshop in her school to develop
older teachers’ skills in adopting new educational changes. One example from the roles of
Principal 1 shows her role in her school – as she stated:
‘We hold up the new teachers and take their hand, and those who did not attend the
workshops from the beginning of the year we register their name and we send it to the
Department of Education... The old teachers have already attended the workshop, but
we do not stop there because they might begin to slip. So, we must always remind
them and do workshops at school. For example, we make the distinguished teacher do
courses or workshops for their colleagues and so on.’
This response and responses from Principal 1 indicate that the principal in this case plays a
significant role in developing her teachers’ knowledge and skills by different means in order
to help teachers to adapt to changes in their classes. However, the teachers are dissatisfied,
and this might mean these initiatives do not meet the teachers’ expectations, as they might
hope for more development from their school. Moreover, it could be that the issues with the
role of Principal 1 are the reason that S1 teachers (S1 in the RQ1) showed a minimally
positive attitude to new educational changes.
In contrast, Principal 2 plays a more significant role in developing teachers, since she uses
diversity to develop teachers’ skills and knowledge to adopt new changes. This leadership
role focuses on teachers’ attitude toward new changes. Moreover, seven of the teachers were
very satisfied with the role of Principal 2 and believed that their principal does very well in
developing them to implement new changes.
For example, two teachers, Aitera and Bandari, pointed out that their principal 2 not only
relied on the Ministry’s training, but she also conducted workshops on her own initiative and
also organised workshops conducted by experienced teachers in her school in, order to
develop her teachers’ skills and their knowledge. As Aitera said about the workshops that
were organised by Principal 2:
‘the principal presented workshops about strategies and about other issues, she did
really good work, the best she could do’
Five teachers in S2 pointed out that Principal 2 encouraged teachers to do a model class, as
this improves their knowledge and skills regarding new changes, as well as boosting
confidence .As Bandari said,
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‘She [principal] requires teachers to do the model class; she wants to make our
personalities come out... so we do not become scared about people attending our
class....This is good because she broke this barrier and that now if someone comes to
attend my class from out of the school, I adapt to this situation.’
These statements indicate how Principal 2 seeks to develop the skills of teachers and their
knowledge to assist them in adapting to new changes. Moreover, Principal 2 is not only
focused on developing teachers’ skills, but also on building the confidence of teachers. In
addition, as was clear in other teachers’ responses, Principal 2 also seeks to build effective
cooperation between teachers who teach in S2 and teachers from other schools by
encouraging teachers to take reciprocal classes in order to share experiences and build their
skills regarding applying new changes. Therefore, it is clear that Principal 2 plays a
significant role in developing her teachers to adopt new educational changes in their classes.
It is also clear that the teachers are very happy about the role of their Principal 2 as they
express that ‘in this school there is motivation and strength’, ‘she did really good work, the
best she could do’ and as ‘I hope God gives her wellness in this’ and ‘this is an initiative from
her’.
Although teachers in the interviews expressed more about the development of their Principal
2, their concept map and their scenario interview did not mention anything that shows the
development of the principal. Teachers may not have expressed this because they might feel
there are other roles related to their school more important to them, such as the role of the
school in motivating them via rewards, which a number of teachers mentioned in their
concept map, which will be explained further in the next sub-theme.
Teachers’ attitudes in their classroom observation show that the development of their
principal has a good effect on teacher behaviour in adapting to the new changes in their class.
Most of the classes observed had teachers applying new strategies. In addition, the
performance of other teachers was good, as they had the ability to use technology in their
lesson. In addition, teachers applied a number of strategies correctly to manage class time,
limited to about 45 minutes. For example, when they applied a cooperative learning strategy,
the teachers did not focus on some students and neglect others; rather, they made all students
participate. They ensured students cooperated.
Overall, it seems that principal 2 plays a significant role in developing their teachers’ ability
to implement new changes, more so than principal 1.
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6.3.3. Motivating Teachers

The motivation theme concerns the role of the leader in both schools in motivating teachers
by providing appropriate rewards for them to be more active in applying the changes in their
schools. Three teachers in S1 and seven teachers in S2 noted the role of their principal in
rewarding them, but they have different attitudes, especially in S1.
For example, in S1, Liela alone believed that their school rewards only teachers who are
distinguished in teaching performance in general and in applying new changes specifically.
Their school rewards and motivates them in different ways; as Liela said:
‘They give us certificates..., they give us ....,.... These happen for the teacher who has
made a specific effort, such as when she [principal] was impressed about the
performance of what the teacher did in the lesson and when she applies new changes...
so that it (rewards) becomes an incentive for the other teachers and leads other
teachers to apply it’.

This statement shows that S1 seeks to motivate teachers by rewarding them. Strangely, only
Liela is happy about this motivation, and she only expressed this in her concept map, saying,
‘I got moral support from the school’. Some of the other teachers, however, seem to be
dissatisfied about the role of Principal 1 in terms of rewarding them for applying new
changes. For example, Aida said:
‘But as encouragement, the encouragement will be at the end of the school year and
they encourage all the teachers, there is no distinguished teacher in this school’.
This statement indicates that there is motivation from S1, but it was clear in the teacher’s
voice and face that she is completely dissatisfied with this motivation. She contradicted Liela
in pointing out that the motivation is for all teachers and not for distinguished teachers.
The concept map of some teachers also confirmed that they seem to be dissatisfied with
school 1 motivation; as Jamelah in S1 clearly expressed ‘the encouragement or the support are
not sufficient’, although it is not clear what this teacher meant about the encouragement or the
support; this might mean the reward, facilitation, development or something else, but it is
clear she found a lack of support from her school.
Although teachers are dissatisfied about the rewards, they feel happy when they carry out
their teaching and apply new changes, as was clear from the classroom observation.
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Therefore, it could be concluded that Principal 1 motivates teachers by reward, but the
teachers in S1 are dissatisfied about the rewards. It is likely that the teachers are dissatisfied
because Principal 1 may not reward them regularly, as Aida said, she rewards them at the end
of the year, so teachers may not feel the importance or the value of the reward.

In contrast, S2 is different, as seven teachers from S2 believe that their principal is motivating
them to adopt new changes in their class and how positively this has affected their attitude to
apply new changes, and they are very satisfied with this reward.
For example, promoting teachers via reward regularly is the way of this Principal 2, as
Bandari said:
‘Our principal did her best for everyone and if there is a outstanding class, she
directly, after a day or two, gives you a certificate... This strengthens the teacher, she
(teacher) needs this motivation.’
Noha and Shaima noted that Principal 2 regularly chooses an outstanding teacher and rewards
her. This makes the chosen teacher feel very happy – as Noha said:
‘But I swear the motivation has a role. I remember the day when I was rewarded by a
certificate of thanks, I flew from joy, this means there is a distinction between me and
my colleague... Work for a whole term and you receive a certificate and it changes
your feelings, you feel you are a good person.’
These responses indicate that the principal motivated teachers regularly. It was clear in the
teachers’ answers, their faces and their voices that the reward has a strong positive effect on
their feelings. Moreover, they expressed their happiness about the reward with strong words
and to show the strong impact on their attitude: ‘I flew from joy’, ‘This strengthens the
teacher, she (teacher) needs this motivation’, and so on. This also confirmed their concept
maps as a number of teachers expressed in their concept maps that their school motivated
them and supported them by certificates such as ‘I get from my school a certificate of thanks
and appreciation’. This shows that a reward is important to them and they are happy about it.
Despite the principal in this school rewarding teachers only by simple rewards which are
mainly non-financial, like thank certificates, it has a strong positive effect on teachers’
feelings, while in S1, rewarding teachers by different sorts of rewards, such as valuable gifts
and writing the names of good teachers in the school bulletins, interestingly does not seem to
havea significant effect on teachers’ feelings.
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6.4 Professional Development and Professional Learning
6.4.1 Formal Training
6.4.1.1 Quality of Training

This section will discuss the teachers’ attitudes towards training and how training may
influence teachers to adopt new changes in education. Teachers in both schools had a lack of
training, with the exception of half the teachers from S2 who, it turns out, had positive
attitudes towards training.
In S1, five of the six teachers were dissatisfied with their training. They gave different reasons
for their dissatisfaction. For example, some of the teachers’ interviews showed that the
teachers did not receive much training that helped and trained them to adopt new changes
relating to the new curriculum, assessment or pedagogy strategies. The lack of training meant
that teachers needed supplementation from other resources to understand these changes.
On the other hand, even though the teachers had training workshops, five of the teachers in S1
found that the training did not meet their needs regarding how they could deal with the new
curriculum and how to deal with the students or other changes. Moreover, they did not gain
any benefit from the workshop training, since they claimed that nothing the trainers taught
them had any practical application. Aida explained:

‘Unfortunately, there is no practical training, it’s only like the old education. I
mean, it is only a presentation and a slideshow. Sometimes, I comeback from
the training without having had any benefit from it.’

Teachers in S1 criticised not only the quality of the training, but also the quality of the
trainers. They believed that the trainers were incompetent, with unsatisfactory or unfamiliar
pedagogy. Zahra said,
‘It’s 100% better than the trainers who came to train us - they have no training
mechanism. They are not qualified, I am telling you they don’t even have a
training mechanism.’

141

All the responses above indicate that the teachers had been trained, but they were dissatisfied
with the training, whether it was about their training approach, the information presented in
the training workshops, or the ability of the trainers themselves. Despite the responses that
they provided, the information obtained from the interviews demonstrated that the teachers
also had received intensified training courses regarding contemporary pedagogical changes,
such as the new curriculum, teaching strategies, and so on.

Although these teachers seemed dissatisfied with the training they received, Zahra showed
signs of happiness with the training in the other part of the interview. She highlighted that the
training was effective when it related to her perceived needs, as she said, ‘at the end of the
workshop – which is the part that we benefited from- we liked it... This is because she links us
to reality. I like the ones who link (things) to reality.’ One possible explanation for this is that
each trainer that they were instructed by had a different style of training, with the trainer who
spoke about strategies being different from the trainer who taught about the curriculum or the
other aspects regarding the new changes.
The scenario interview of these teachers showed that teachers might have a lack of training
which might lead them to express their need for training. This was clear when the teachers
were asked, “If they offered training workshops for these new ideas, would you attend?”, as
most of their interviews showed that they would be happy to attend such training. However,
Zahra confirmed her unhappiness with the training: ‘If a trainer were to train a team of
teachers, however, ‘the benefit would be greater. This is because they (the teachers) will
convey what they learned. Training shouldn’t be exclusive to certain people. They (usually)
come and give us the information theoretically but when we come to practising these, things
are very different’. Apparently, the significant issue for Zahra was the trainers; it is clear that
she did not trust the trainers’ performance or experience. She also wanted a more interactive
style of training with more of a focus on application.
Moreover, Zahra confirmed in her concept map that teachers have a lack of training in the
new strategies, skills and technology. All of this helps to confirm that the teachers seem to
have a problem with training that related to the quality of instruction and instructors, as well
as the applicability of the sessions.
Despite the difficulties the teachers faced whilst being trained, it was observed that most of
the teachers had to adopt the new educational changes by depending either on the internet or
some other resources. This illustrates the fact that the teachers were not supplied with
efficient training. Moreover, some of the classroom observations indicated that teachers did
not know the aim of adopting some of the strategies. For example, Salma and Zahra have a
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negative attitude to cooperative learning, as they believe that the cooperative learning strategy
enables students to cheat and leads the lower-achieving students to not depend on herself but
on other students. This could indicate that the training the teachers received was superficial
and did not fully examine the real issues. This training might have focused on showing
teachers the way to apply strategies without explaining the aim of applying the strategies and
it might not have focused on improving their beliefs.

In S2: Teachers in S2 also faced problems with the training but held less negative attitudes
towards training than the teachers from S1, with only half of the teachers in S2 being
dissatisfied with the training. The main training issue for the participants from S2 was the
style; they were unaccustomed to the cooperative techniques that modelled the approach. In
particular, half of the teachers considered the things being taught to be lacking a practical
application. As Aisha said,
I took training courses during three different periods. At the first level, they
gave me a CD and some instructions. They gave us the same at the second and
third levels....There is no application for any of the models... I mean, they do
present some tutorial videos, but they are not as effective as when someone
applies those strategies before your very eyes, in person.

The other half of the teachers from S2, however, were happy with the training and benefited
from it which, in turn, helped them to adopt the new changes .As Bandari said:

We get more benefit from workshops, especially in the first two years. The
people who train us, they have a wonderful style. They convinced us how to
understand the new subject.

It is clear from these two examples that the two groups of teachers do not hold the same view
about the training that they received. In the first example above, for instance, the teachers had
intensive training courses but did not like the way the information was presented to them,
even though the training provided to them included the basics and requirements which the
teachers needed to know about regarding the new educational changes. Their concept map
and their scenario interviews also confirmed that they were unhappy about the training that
they had received. For example, Faiza asserted in her scenario interview that she will not
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attend more training as the training courses do not provide detailed information about the new
changes and they are only theoretical, without any practical activities.

On the other hand, it is clear that the other half teachers concurred that the training courses
had a great impact on their attitudes, thereby helping teachers to adopt new educational
changes, as is evident in the above example provided by Bandari. It is apparent that, even
though the teachers found it difficult in the beginning to implement the new education
paradigm, the training courses helped them to overcome these difficulties, whether they were
with the difficulties of the new curriculum, as was the case in the example above, or with new
strategies, as is made clear in the teachers’ interviews. Although their interviews showed that
they were satisfied regarding the training, their scenario interviews did not match the opinions
that they posited in their interviews. The teachers in their interviews indicated that they would
not attend training courses, even if the Ministry of Education offered training workshops for
those new ideas. Mona explained ‘I will not attend because they will repeat the same
information and nothing new will be presented.’ It is clear that the difference between the
teachers’ responses in the interview and in their scenario interview is due to the fact that those
teachers received poor training, which discourages people from undergoing further training.
Therefore, it is all the more important to get training right in the first place.
As explained in another section, teachers in this case adopt new educational changes in their
classes. This, in turn, indicated that teachers were not affected negatively by their lack of
training.

6.4.2 Informal training
6.4.2.1 Teachers’ Self-learning and Communities of Practice

In this theme, teachers in S1 do not seem to be trying to assess and evaluate their practice in
their classes and assess their knowledge about adopting the new changes either by doing
reciprocal lessons with other teachers in their school or by asking the other teachers who have
more experience to give them feedback on adopting the new changes in order to improve their
performance. Although some of the teachers in S1 needed to search in some resources for any
information related to the new changes, they did not evaluate their performance to adopt
them.
In contrast, as explained in the theme of developing teachers (see section 6.3.2), half of the
teachers in S2 are given many opportunities to gain support to assess and improve their
performance to apply the new changes. It is clear that half of the teachers in S2 seek to learn
144

by themselves and evaluate their performance to adopt the new changes, especially the new
strategies. These teachers seek to observe other teachers’ classes and allow other teachers to
attend their classes to obtain feedback from each other and to assess each other's work. For
example, Aisha in S2 was keen to improve and learn how she can apply some of the strategies
correctly, which led her to ask a teacher who has experience of the changes, especially the
strategies, to evaluate her performance, despite her school imposing the reciprocal lesson
policy.

6. 5 Teachers’ Agency

Teacher agency and the following related subthemes were apparent in the data from both case
studies.
6.5.1 Effective Agency

This theme involved teachers who were proactive in seeking ideas or further explanations for
the appropriate procedures when they were required to adopt changes. This theme also
involved teachers who did not seek any further explanations to help them when adopting
changes. The following diagram situates individual teachers in terms of their effective
agency:

School 1
Salam, Aida, Safia

Liela, Jamelah, Zahra

Low agency

higher agency

Abeer& Mona

Aitera, Faiza

Bandari, Shaima,
Noha & Aisha

School 2
Figure 6.1: The effective agency in school one and in school two

As is clear in Figure6.1, all teachers in both schools exhibited agency, but at different levels.
Most teachers in S1seemed reluctant to adopt an approach, while most teachers in S2
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positively engaged with the changes, seeking to make the changes work. In addition, teachers
in S1 seemed to have less agency than teachers in S2 have; teachers in S1 were only able to
exert agency individually, while teachers in S2 were able to exert agency both individually
and collectively. Furthermore, teachers in both schools demonstrated agency in different
areas, such as curriculum development and pedagogy, but teachers in S2 demonstrated greater
agency in terms of personal development.
In S1, teachers could exercise agency in different ways; a few of them implied that teachers
are proactive in seeking ideas or further explanations for the appropriate procedures when
required to adopt changes. Others did not seek ideas or further explanations that could help
them to adopt changes. Liela, for example, was keen to ask her relatives, such as her uncle, to
explain some information that she found difficult to understand, despite her not being happy
about the new religious curriculum.
In addition, Zahra and Jamelah struggled with the strategies, especially those that exist in the
subject books, but they were keen to try to make them work. As Zahra said:
‘The most hindering thing for me was the activities (the exercises in the subject). I
apply the activities in whatever way is there. I might sometimes replace them.’
The data indicates that these three teachers in S1 engaged positively with some changes,
working hard on their own to make new curriculum work or trying not to let the
implementation of changes alter everything they do.
In contrast, four teachers in S1 were reluctant to adopt some changes; they did not seek any
ideas or further explanations that could help them to adopt changes. For instance, Zahra and
Salma were reluctant to adopt a cooperative learning strategy and they did not seek any
further explanations to help them adopt that strategy effectively, as explained in different
subsections, even though Zahra did seek ideas or methods to adopt the new curriculum.
Therefore, agency was interpreted in different ways, with some teachers in S1 thinking about
pedagogy and others thinking about curriculum and resources.
The concept maps of the teachers in S1 do not show any agency but show that most of the key
words in their concept maps demonstrate their negative attitudes towards the education
changes. However, the scenario interviews of these three teachers align with their interviews.
For example, Jamelah, when asked in her scenario interview whether she will apply the new
ideas suggested by the Ministry of Education, she replied with the following:
‘I told you, I don’t really have a good background in this subject, so I try to teach
myself via the Internet. I sometimes modify these strategies then apply them..., the
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thing that hinders us is the classroom. Thus, I always modify the strategies so I can
control the classroom, especially when the students have to move around to be active’.
The classroom observations, particularly in four classes (Safia, Liela, Jamelah and Zahra),
could have indicated a kind of agency. For example, it was observed that some teachers tried
to adopt strategies that fit within the space of the classroom and did not require the students to
move, as discussed in RQ1. In addition, the teachers adopted strategies that helped to explain
the lesson. For example, Liela taught the subject of religion, which required the old methods
of memorisation, but she had the power to apply some strategies to make the new changes
work, which also helped her to explain the lesson. All this evidence shows that these teachers
had different levels of power to shape their practices and to make the changes work or not.
In S2, most of the teachers seemed to be able to exert more agency than the teachers in S1
were able to do, meaning that most of those in S2 positively engaged with changes and sought
to make the changes work. In addition, teachers in S2 were able to exert agency more
individually and collectively than teachers in S1 were able to do, the latter only exerting
agency individually.
Many examples indicate that most of the teachers in S2 had more effective agency when
implementing the educational changes. For instance, seven of the teachers had the power to
work alone or collaboratively to implement change when adopting strategies that fit with the
subject, with the students’ abilities and within the classroom space. Noha had the power to
choose strategies that helped to improve the achievement of lower-level students, stating the
following:
‘I sometimes get shocked by the fact that some of them can’t do the exercise because
they didn’t fully understand the lesson. In that case I have to implement the strategy of
diversity... I have to divide the students into groups, depending on their abilities. So
excellent students work together in groups to do the exercise, while I focus more on
the groups of weaker students until they fully understand the idea.’
In addition, four teachers have the competence to develop their knowledge about the new
changes by themselves. They achieved this by using different resources, and one of these
resources in particular. As Aisha said:
‘I like to benefit from other teachers .... Sometimes I ask my colleagues, can you let
me attend your class? It is reciprocal teaching, and I benefit from it and see distinct
strategies; I want to develop myself.’
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These statements indicate that most of teachers in S2 have good agency and capacity that
assists them to make the reforms work. This might be because most of them have a positive
attitude to the changes and they seek to make these changes work. The agency of these
teachers appears in different ways. Some seem to be about personal development, others
about pedagogy, curriculum and so on. But most of their agency seems to be more about
personal development, with half of the teachers working to improve their knowledge and their
ability to adopt the new changes. This might suggest the important role of professional
learning when developing a positive sense of agency.
The concept maps of these teachers show that they have a positive attitude to the changes.
This might indicate that teachers have good agency and capacity to make the new changes
work because they like them.
The scenario interviews of some teachers in S2 confirmed that they had effective agency,
which allowed them to build their own educational practices. They pointed out that they
sought to have many of their own ideas (or ideas in collaboration with other teachers) to make
these changes work. As Bandari said:
‘I am a kind person who accepts any idea. I always associate myself with any new
idea and try to adapt to it.’
The classroom observations of these teachers show they have the power to make the new
changes work, as they try to adopt the strategies that fit with the classroom space, time of
lesson, subject and the different abilities of students. For example, applying cooperative
learning, despite the narrow classroom spaces and unsuitable tables, which could negatively
affect their students’ necks. Some teachers try to make the students keep their chairs in good
positions until the teacher finishes the explanation and they try to replicate this when the
students work in groups. This shows how teachers in S2 have the agency to make new
educational changes work.

6.5.2 Lack of Agency

The section on agency will explain the engagement in decision making and giving teachers
the autonomy and empowerment to do what they want, which is considered part of agency, as
both agency and autonomy are the capacity to act and the actor could act independently or
under strict control.
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6.5.2.1 Lack of Engagement in Decision Making and Lack of Paying Attention

The study shows (figure [6.2]) that three teachers in S1 were very unhappy that they were not
included in the decision-making process and that their opinions were not considered. In
contrast, involvement in the decision-making process is not such a big issue for the teachers in
S2. Five of the teachers in S2 seem to engage in the decision-making process regarding new
changes, which is a greater number than in S1.

School 1
Jamelah, Zahra & Safia

Salam, Aida,Liela,

Low engagement
Abeer

higher engagement
Aitera, Faiza

Bandari, Shaima, Noha, Mona&Aisha

School 2
Figure 6.2: Lack of engagement in decision making in school one and in school two

For instance, two of the teachers offered the same response and repeated it many times during
their interview. They stated that they feel unhappy with the decision-making process
regarding the new changes. Jamelah said:
‘There are things that we criticize, but no one listens to such criticisms. They say it’s a
committee that has designed these curricula after doing research. We know they are
experts. But you should learn from people who work in the field. People in the field
perceive things differently from others.’
The teachers in S1 clearly lacked the power to engage with the decision-making process
regarding the changes, whether the decisions were made at a government level or within the
school itself. Their facial expressions and tone of voice also made it clear that they were angry
about not being consulted. Failing to engage teachers in the decision-making process could
negatively affect teacher performance or their attitude towards accepting, adopting and
applying educational changes. This seems to reveal a great deal about what they valued and
what they disagreed with in the new curriculum or other reforms, as seen in RQ1.
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In their concept maps, teachers in S1 did not express their unhappiness about not sharing in
the decision-making process for the new education changes, despite it being an important
point for them. Although these teachers lacked engagement in the decision-making process
regarding the new education changes, this problem did not negatively affect their performance
in their classroom observations as most teachers were excited and happy during their classes.
Also, their performance was good, as they worked seriously in the lesson and applied some of
the changes in class, such as engaging students with the lesson. This suggests either a sense of
professionalism or possibly a willingness to do as they are told.
Although their concept map and their classroom observations did not match their interviews,
their scenario interviews confirmed that they were not happy about being forced to apply the
new changes without having been given justification of effectiveness about these changes.
Zahra said:
‘I want to talk [about this]. I want to first know whether it is going to be efficient and
beneficial and whether I could see its effects on the students; after that, it’s okay, and I
don’t have any problems with it.’
Therefore, teachers in S1 have a lack of engagement in the decision-making process regarding
the new education changes, which could be because their school did not undertake the
necessary preparations for this. This is explained further in the leadership theme.
Teachers in S2 seemed to have been engaged with the decision-making process more than the
teachers in S1 had been, which indicates that although teachers in S2 did not have agency
over government-level decisions, they did have more say in school-level decisions either. It is
clear that their principal plays a role in engaging them. For instance, three teachers in S2
indicated that their principal was keen to engage the teachers in discussion and chose the
appropriate strategies that were suited to the school environment. As Mona said:
‘The principal held a meeting and, together, we chose some of the best strategies that
suit our school environment, such as the numbered heads’.

This statement shows that the teachers in S2 have the power to engage with and share their
opinions of the new changes. Indeed, the principal tried to prepare the teachers for the new
changes by holding meetings with them and discussing the changes. Therefore, engaging and
considering the teachers’ opinions could positively influence these teachers’ attitudes towards
the new changes and it is clear from their answers to the first research question that they have
a strongly positive attitude.
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The teachers in S2 did not express any keywords in their concept maps or in their scenario
interviews that related to engaging them in the process of making the new changes, however,
it could indicate that this issue is not important to them.
Paying attention to S2 teachers’ opinions might play a major role in positively impacting most
teachers’ attitudes towards adopting the new changes in their classes, which was clear in the
classroom observation. As explained in many of the different themes, most of the teachers
adopted the new changes in their classes and diversified the use of the strategies and materials
in order to succeed with the new changes. On the other hand, although teachers in S2 seem to
pay more attention to their opinions, there are a few teachers who were not happy about the
new changes and also did not care to adopt many of them in their classes. But it seems that
there are factors, other than paying attention to their opinions, that might negatively affect the
way they adapt to the changes.

6.5.2.2 Lack of Autonomy and Control

All teachers in both case studies mentioned that the educational changes were compulsory
when applied in their classes; this was related to their teaching performance assessment.
However, the teachers in S1 seemed to lack autonomy and empowerment to do what they
wanted when compared to the teachers in S2. The above figure shows that five teachers in S1,
but only two teachers in S2, were unhappy with implementing these compulsory changes. Six
teachers in S2 seemed to have more autonomy than the teachers in S in terms of doing what
they thought was best (figure [6.3]).

School 1
Jamelah, Zahra, Safia, Salam, Liela,

Aida

Low autonomy

higher autonomy
Aitera, Faiza, Bandari, Shaima, Noha, Aisha

Mona &Abeer

School 2
Figure6.3: Lack of autonomy and control in school 1 and in school 2
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In S1, there are many examples in the interviews that show the lack of autonomy of teachers
and show their unhappiness about this issue. Liela and Zahra demonstrated that they knew it
was compulsory that teachers should apply a number of strategies in every class, and it is
clear that teachers complained about the loss of initiative. Zahra said the following:
‘She (teacher) has to apply three, four, five, or ten strategies.. It’s not up to me..’
As the above remark and other data from the interviews show, teachers in this case seemed to
feel that they were being tested and inspected, and it is clear that teachers were not given
explicit permission to do what they felt was best within the contexts in which they worked.
Moreover, the first research question also confirms that teachers complained that the new
strategies are not new but already existed in the past and had been adopted by their own
initiative; but in the current situation, the Ministry of Education forced them to apply the
strategies. Therefore, the lack of autonomy might be one factor that leads to most of the
teachers in S1 having a less positive attitude than the teachers in S2 towards the new changes.
It is clear this issue was very important to most of the teachers in S1, which the data from
their concept maps confirmed. Four of the teachers’ concept maps showed agreement that the
teachers did not feel they had the freedom to refuse to do things they did not find useful or
enjoy doing. As Liela expressed it, ‘giving [a] teacher many tasks which overloaded her’.
Moreover, half of the scenario interviews with the teachers in S1 matched their interviews,
which confirms that teachers felt a lack of autonomy and a greater concern about whether
these changes were compulsory or not. For example, Zahra was asked the following:
‘If the (educational) ministry came up with a new idea, or a new strategy, would you
apply it?’
She responded with the following statement:
‘It depends on whether it was compulsory or not.’
Therefore, she lacked empowerment and the freedom to do what she thought was best or what
she wanted to do.
However, the scenario interviews with teachers Aida and Safia contradicted their interviews,
which showed that these teachers were not influenced by being forced into new changes, as it
showed that teachers had autonomy and power to accept and refuse any ideas in educational
reforms without any intervention from inspectors. Aida said, ‘if it works, I mean if I started to
apply it and felt that it worked I would repeat it, and if I felt that it has no benefit, I wouldn’t’.
It seems that the teachers’ inspectors have a role in making teachers feel autonomous and free
152

to accept or refuse any ideas relating to educational reforms. Each subject has a different
inspector, for example, all teachers who teach maths have the same inspector. This means
each teacher in S1 has different inspectors because each teacher in S1 teaches a different
subject.
Despite this data, which indicated that the teachers felt they lacked autonomy and that they
were unhappy when new changes were compulsory, their outlooks did not negatively impact
their performance during classroom observations when adopting the new changes, this point
being explained in some of the themes.
Although the teachers in S1 seem to lack autonomy, the response of Principal 1 contradicted
their responses in terms of applying more than three strategies in each class. The principal
showed that she made the application of strategies flexible for teachers. She said ‘there is one
point in the teacher performance assessment that evaluates their application to them (new
strategies). But I told them if the lesson does not need the strategies, the teachers could show
only pictures without wasting their time’. It might be that there is lack of communication
between teachers and principals, which leads to conflict between the answers of the teachers
and the answers of their principal, as most teachers in S1 pointed out that they must apply a
minimum of three strategies.
Similarly, in S2, teachers in this case also commented that applying new changes was
compulsory and this was related to teaching performance assessments but only two teachers
were very sensitive about making these changes compulsory. While six of the teachers in S2
seem to have autonomy and be more empowered than the teachers in S1, it seems to be these
teachers have the freedom and empowerment to be creative in teaching what they want and
they have permission to improve their performance in order to achieve the new education
changes. For example, Shaima was allowed to have access to a maths classroom in order to
adopt the new changes in general and cooperative learning specifically, even though the
policy stipulated that every class should have a room, not the other way round, where every
teacher, or subject have their own personal room. In addition, schools gave teachers freedom
to identify the strategies that they wanted, even though the teacher was required to apply more
than three strategies in every class. Noha claimed the following:
‘It is compulsory that the teacher applies at least three strategies and she adopts these.
It’s up to her if she wants to change it or adapt it during the school year.’
While the above responses show that the teachers have the power to do what they want, Mona
and Abeer were very unhappy about the new strategies being compulsory and feel they do not
have autonomy. Abeer said:
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‘We were applying the co-operative learning strategy but without a name... We did
other things in order to inspire student thinking... but it was not compulsory.... It is
compulsory now...I am frankly not convinced by this method, OK, for example if my
class doesn’t need to use a strategy, I am the one who’s aware, I am the one who
knows. So, I think it’s up to the teacher, who knows how much she needs.’
It is clear that six of the teachers in S2 feel that they have autonomy and power, while two of
teachers in S2 feel that they do not. The six teachers who feel they have autonomy can do
anything that improves their teaching, as is clear in the above example and under the theme of
good agency. Principal 2 also gave those six teachers the power to run their own workshops,
as explained in the theme of the role of leadership.
These teachers did not express anything about this issue in concept maps, which confirmed
with their interview responses that they did not complain about the new changes, whether
they were compulsory or not.
In addition, their scenario interviews also confirmed that these teachers did not complain
about these compulsory changes, for example, when asked ‘if they (people in charge of the
Education Ministry) come up with a new idea or a new strategy, would you mind applying it’,
and also raising the question of attending training workshops. Some of them immediately
answered that they would apply it, such as teacher Noha who said, ‘yes, I do not have a
problem, I will apply what they want’. Therefore, this indicated that teachers were willing to
apply changes, even if compulsory.
Giving the teachers the empowerment and freedom to do what they want might be the factor
that led most of the teachers in S2 in the classroom observations to adopt the new changes in
their classes. This issue was explained in more details in ‘Effective agency’ and ‘Lack of
engagement in decision making (sections 6.5.1 and 6.5.2.1 respectively).
On the other hand, Abeer and Mona in S2 complain about the new changes being compulsory
and seem to lack autonomy.
At the beginning of the interviews, they expressed their unwillingness about new educational
changes being compulsory in their classes and repeated this idea during their interviews.
Moreover, it was clear in their interviews that they were very angry and very unhappy about
these changes being compulsory, especially as they involve strategies that teacher Abeer
believes were used in the past when they were not compulsory.
Moreover, Mona confirmed this issue in her concept map and she expressed this twice, for
example, ‘I prefer to keep the teacher creating with her students by any method without any
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intervention’. They also confirmed this again in their scenario interviews, as they again
identified that they did not like being forced to adopt the new changes and did not like
criticism during inspection. This indicated that making these changes compulsory negatively
affected these two teachers to a great extent. Therefore, this lack of autonomy or the imposing
of new changes might negatively impact their attitude to new educational changes.
It is correct that this teacher adopted some of the new changes in her classroom, as the
classroom observation showed that the teacher applied some of the new strategies. However,
her classroom observation seemed to use the old teaching style in terms of placing students at
individual desks or explaining the lesson and then requesting the students to memorise and
repeat what the teacher said. These were the main features of the old education system, while
the new education strategy is against using this style. Therefore, it seemed to be that the
behaviour of Mona was negatively impacted on by less autonomy when adopting some of the
new changes in her classroom, leading to less motivation in her teaching and increasing her
passivity, particularly in her responses to demands imposed by the reform.
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Chapter 7: Discussion
This chapter aims to discuss and interpret the findings that relate to research questions. In this
chapter, I relate the findings to the literature review in chapter 3. The discussion will be
presented in relation to the research’s main themes, which are: teacher values and beliefs,
changing from known to unknown conditions, role of leadership, professional development
and learning and teacher agency.

7.1 Discussion of Teachers’ Values and Beliefs
These results indicate that teachers in both schools had desirable values, such as
dependability, responsibility, integrity, honesty, empathy, respect and commitment to their
teaching, social justice and achievement, which could all make important contributions to the
effective implementation of changes related to students’ education. Although this study
highlights the importance of values and beliefs when supporting changes, it shows that
teachers’ values and beliefs are aligned with the aims of the changes considerably more in S2
than in S1.Cohen and Caspary (2011) and Nargis et al., (2018) confirmed that individual
values play a role in employees’ attitudes, either increasing or decreasing the employees’
willingness to engage in a changing programme. In addition, previous research has suggested
that beliefs, both professional and personal, play a significant role in a successful teaching
process (Biesta, Priestley and Robinson, 2015). This might partly explain why most teachers
in S1 had minimal positive attitudes towards some of the changes; those changes contradicted
their values and beliefs, despite the fact that the teachers had many distinct values to drive
their successful implementation of change. They were reluctant to adopt the required changes,
and they implemented some changes without the necessary beliefs or sufficient understanding
of the changes.
Williamson et al., (2010) and Zimmerman (2006) have shown that educational reform usually
faces resistance from teachers who protect their values; this happens when teachers’ values
and beliefs do not coincide with the value of a change and when teachers do not understand
the reasons why change is necessary. This was clear for Zahra and Salma in S1; they
highlighted valuing individual effort and attainment, which contradicts the aim of cooperative
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learning, which transfers knowledge through collaborative student engagement. Therefore,
they believed that the transmission model of education was at odds with cooperative learning.
This might have led Salma (during her classroom observations) to not apply the cooperative
learning strategy effectively, as discussed above.
It could also be that they did not understand the practicality of implementing cooperative
learning, despite Ibrahim's claim (2013) that even if teachers realize the necessity of the
change, their values and beliefs influence their resistant attitude towards education reform.
This was clear in RQ1, when Salma in S1 expressed one key phrase in her concept map
‘motivating the lower-level students’ achievements’. Despite this belief, she did not see how
cooperative learning might facilitate that goal. She claimed instead that cooperative learning
would lead to students cheating.
Bandari in S2 also highlighted integrity and honesty. However, her values corresponded with
the aim of the cooperative learning strategy. She explained how she was extremely interested
in teaching her students to work collaboratively, a because students are like a family, living in
one house. This might have led her to have a strongly positive attitude towards cooperative
learning, which illustrates that teaching practices are important when they contain essential
values, which in turn could positively influence teaching performance (Lovat and Clement,
2008).
Another explanation is that the values and beliefs of some teachers in S1 contradicted the
changes. Ibrahim (2013) found that resistance to change increased when teachers worried that
changes might lead to lost cultural values and norms, especially when foreign consultants
institute the changes. This might explain why Zahra in S1 was unhappy with strategies for a
new science curriculum introduced by foreign a culture. The change did not seem to match
her respect for the values of Saudi culture, which probably led to her unhappiness about the
change.
Although teachers’ values and beliefs can diminish their willingness to implement change, it
can also increase their willingness to do so, as Cohen and Caspary (2011)have noted. In
addition, Brady (2013) and Lovat and Clement (2008)
have stated that particular teacher values are important to support education, generally, and
teaching, specifically. Clearly, the values and beliefs of teachers in S2 influenced their
willingness to adopt certain types of changes, and it might have helped to adopt new changes
more effectively, as evident in the aforementioned examples of Bandari and Shaima in S2.
Their commitment is to place their students into groups of mixed ability, encouraging the
weaker students in the groups to achieve more in their studies.
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The previous literature indicates that teachers’ values usually develop when they face
challenges (Brady, 2013). This could include a variety of social and emotional issues, as
evident with Noha in S2, whose attempts to seek justice and achievement for her students
corresponded with the changes. This teacher faced a problem with one student in a group,
who did not understand the answer, and she applied the differentiation strategy during her
classroom observation. This strategy aims to care for students and achieve equality for them,
particularly low-achievement students who do not understand part of a lesson. Noha spent a
few minutes of her time with this student, patiently explaining the topic while keeping the
other groups working together. Therefore, beliefs and values underpin changes, such as
cooperative learning, which led teachers in S2 to accept and then implement changes.
Interestingly, Sharbain and Tan (2012)and Selvi (2010)explained that a teachers’ competency
is also an important factor in their attitude towards change, affecting teachers’ values either
positively or negatively. Therefore, teacher competency probably played a role in both
schools under study, affecting how teachers’ values corresponded with or contradicted the
changes. All teachers in S2, except one, had a bachelor’s degree, while half of the teachers in
S1 only had teaching diploma degrees.
The other interpretation for this difference, as Avidov-Ungar and Arviv-Elyashiv (2018)
explained, is that empowering teachers in their teaching helps them to create and shape their
values in ways that can adapt to their current situation which will be discussed in more further
in the section of teacher agency (section 6.6). Therefore, principals have key roles when
implementing successful changes, empowering teachers to think about their values and new
educational processes (Priestley et al., 2012). This involves creating a climate for reflective
discussion among teachers, allowing them to develop and share their ideas to correct any false
beliefs and perceptions (Priestley et al., 2012; Ibrahim, 2013). This was evident with Principal
2 in S2, who conducted a workshop with her teachers, discussing the changes and allowing
the teachers to be part of the decision-making process concerning the changes. Teachers in S1
did not have this opportunity, which probably led to the difference between S1 and S2.

7. 2 Discussion of Change from Known to Unknown Conditions
Usually, educational reforms require teachers to change things related to the process of
education, such as habits, values and behaviour patterns (Avidov-Ungar and Arviv-Elyashiv,
2018). However, this might cause teachers to worry about educational reform, because the
teachers could believe that educational reforms will disrupt the criteria or patterns of their
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profession and teaching style (Zimmerman, 2006). This anxiety seems to have been more
prevalent among teachers in S1 than among those in S2 when confronted with change. This
was clear with Salma, Liela and Safia in S1, but interestingly it was most clear with Mona in
S2. She perpetuated her former teaching methods to cover everything in the lesson, while the
changes in the new education system required that students be active and to share knowledge
with the teacher. This showed that she upheld familiar, hegemonic values.
Moreover, when Mona in S2 was not under the control of her previous principal, she placed
her students in the old arrangement, with each student having an individual table and chair, as
for a lecture, without sharing this strategy with her colleagues. This directly contradicted the
compulsory placement of students in groups, as directed by the Ministry of Education. This
decision might indicate that this teacher was unwilling to abandon her past teaching practices
and experiences. This is supported by Després (2013), who showed that people often have
problems when changing from known to unknown conditions, because inevitably they sustain
some habits, traditions and experiences from the known condition.
Therefore, experience might play a role in a teacher’s reluctance to change from known to
unknown conditions in that teachers might find it difficult to relinquish old habits: Salma in
S1 had approximately 21 years of teaching experience and Mona in S2 had 13 years. Park and
Jeong (2013) substantiated this conclusion, finding that teachers with less experience were
more willing to accept change than teachers with more experience. Hence, Bandari in S2
(with approximately five years of experience in general, and only one year’s experience
teaching the new Arabic language) had a strongly positive attitude towards all the changes.
Trivedi (2007) demonstrated that sometimes attitudes need sufficient time to accept new
ideas. In particular, the training probably influenced the teachers’ attitudes towards the
changes. Irez and Han (2011) found that a lack of training had a negative effect on teachers in
Turkey to accept new implementations, showing that training might play a significant role to
assist teachers to adopt new changes. Thus, Bandari and other teachers in S2 overcame this
difficulty in due time by undergoing training, as manifested in the theme of professional
development and learning (Section 6.5).
Another explanation is that the rest of the teachers in both schools did not have a problem in
changing from a known condition to an unknown condition, despite the fact that most of the
teachers in both schools have lengthy experience in teaching, because of the positive outcome
of students. As explained by the studies of Rasheed, et al. (2010) and Williams (2003), who
found that positive feedback from students is play role in increasing teacher satisfaction..
Knight (2009) confirmed this idea, pointing out that understanding the value of a change
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motivates teachers to adopt that change in their classes. Therefore, teachers who had a
positive attitude towards the changes and were willing to change their teaching methods
probably did so because they acknowledged the potential success of educational change in
terms of student outcomes, as RQ1 showed.
Ibrahim (2013) demonstrated that teachers might acknowledge change, but resist learning
about that change in terms of upholding a former education style, even if the new way is more
effective. As explained in RQ1(in section 5.3.3), Salma in S1 identified ‘motivating lowerlevel students’ achievements’ as a key phrase on her concept map, even though she did not
specify if this motivation was in terms of strategies, curriculum, technology or cooperative
learning. It is clear from her interview that she refused the changes; thus, she noted a benefit
of cooperative learning while refusing to change her former education style. Moreover, Salma
lacked skills in computer usage; she mentioned this in her interview. The changes were based
on computer usage, and she did not try to learn or develop these skill sets, as she explained
that she did not have time to learn about computers. This could indicate that teachers such as
Salma might ignore opportunities to improve their knowledge in relation to change because
they do not want change to occur.
Trivedi (2007) demonstrated that ‘Attitudes are acquired’, meaning that attitudes are not
inherited; people acquire an attitude during growth. Only after such growth do people make
an attitude permanent. This could be why Salma in S1 found it difficult to leave behind what
she had acquired during her experience in the former style of education.
Salma in S1 might also have had low expectations concerning her abilities, and she might
have been frustrated by her perceived lack of abilities or inability to absorb new ideas. In her
scenario interview, she said the following:
‘I feel that I am older, and it is now difficult for me to absorb new ideas. I feel that it
[changing education] is better for new teachers because they get to use these new
things from the beginning of their teaching career.’
This confirmed Salma’s low expectations of her abilities, which may have negatively
influenced her attitude towards adopting the changes. Timmermans and Boer (2016) as well
as Rubie-Davies (2010)supported this, claiming that teachers’ expectations might positively
or negatively affect their behaviour in the classroom. Low expectations could reduce a
teacher’s enthusiasm to teach, leading to perceptions of poor performance if not failure.
People who have high expectations for themselves could allow their expectations to help
them overcome the challenges of change, encouraging them to do their best.
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7.3 Discussion for the Role of Leadership

It could be concluded that there is a significant difference between the roles of Principal 1 and
Principal 2 in terms of supporting teachers to adopt new changes in their classes. It seems that
Principal 1 provides less encouragement and support to teachers to help them adopt new
changes than Principal 2. Moreover, it is clear that teachers in S1 are dissatisfied about their
principal’s role, even though she claims that she is doing her best to support them.
One of the potential explanations for this difference between the roles of Principals 1 and 2 is
that they seem to be different in terms of leadership style. According to Park and Jeong
(2013), implementing educational changes is based on the style of leadership. They state that
there are three types of leadership and that a principal’s leadership style is considered to play
a vital role in teachers’ attitudes towards new educational changes. The three different
leadership styles with regard to implementing school change are: ‘responder’ style, meaning
the leader lets school change happen without any intervention or action; ‘manager’ style,
which means the leader seeks to help school change happen (this might match with Principal
1), and ‘initiator’ style (which might match with Principal 2), where the leader seeks to make
school change happen. The latter is the most effective style for leading to a reduction in the
level of resistance to change (Park and Jeong, 2013).
Principal 1 seems to fit into a managerial style, which is clear from the interview with her and
those with the teachers in S1. Principal 1 seeks to help to implement new changes in her
school in some ways, as explained above; for example, she is keen to reduce the problem of
crowded classrooms by dividing the class into two separate classes in order to help teachers
adopt new changes in general and cooperative learning in particular. The other example that
shows the role of Principal 1 in helping new changes happen in her school is that she is keen
to provide workshops in her school for the teachers, but they might begin to neglect adopting
new education changes.
All these examples could also show that Principal 1 may have an initiator leadership style, but
it is difficult to support this because most of the examples that show her role in helping
teachers adopt new changes are taken from her own interview. Most of the teachers’
interviews, however, seem to show that, while she tries to help new changes happen in S1,
there is no initiative from Principal 1 to encourage teachers to adopt new changes. The
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teachers’ interviews indicated that Principal 1 might have sought to help implement the
changes. Leila specifically pointed out that her principal regularly and without prior warning
visited the classrooms to see if the teachers were adopting new strategies. This approach
might de-professionalise teachers, testing and inspecting them, as discussed in the section on
agency.
Therefore, Principal 1 wants the new changes to happen to her school but does not take any
initiative to help teachers by doing workshops to convince them of the benefits of adopting
the new changes in their classes, as Principal 2 does with her teachers. Furthermore, many of
the indirect responses from the interviews with teachers in S1 indicate that no initiatives are
taken by the school, as explained in above by examples such as ‘she [principal] might
encourage us’. These indirect phrases can be taken in consideration: as Trivedi (2007) pointed
out, such an attitude is characterised by ‘Attitudes are inferred’, meaning that a person's
attitude could be inferred by the person’s words or behaviour. In this case, the teachers in
school 1 expressed implicitly that their principal does not work enough to facilitate and
support implementation of the intended changes.
Regarding Principal 2, she seems to take an initiator leadership style - Park and Jeong (2013)
point out that this leadership style is the keystone for successful educational change. A
principal using this leadership style has clear and decisive goals and seek to achieve them. In
addition, the principal in this style is characterised by having strong beliefs about the criteria
that make a school a success, and principals work hard to attain this vision. Initiative
leadership continually seeks to make a clear picture about what a school can become, and this
is what Principal 2 does by implementing workshops; she presents these by herself and also
by her more experienced teachers. She also gives teachers the opportunity to take the lead and
that is what principals do: lead them to do workshops for other teachers. Therefore, Principal
2 seems to have an initiative leadership style, as she demonstrates positive behaviours
regarding new situations or people. Also, they seek to support changes. Usually, this style
focuses first on formal policies and rules (Park and Jeong, 2013).
Moreover, the S2 teachers’ attitudes seen in their classroom observation show that the
initiatives and the development provided by Principal 2 has a positive effect on teacher
behaviour in adapting to new changes in their class. This might be because teachers in S2
perceive their principals’ leadership as initiative more than they perceive their principals’
leadership as only responding to changes. This perception tends to produce in a teacher a
lower chance of resisting change (Park and Jeong, 2013). Many phrases indicated that
teachers in S2 believe that Principal 2 takes more initiative to support the adoption of new
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changes in her school, such as: ‘this is initiative from her (Principal 2) ’ and ‘there is
motivation and with strength’.
The other possible explanation for this difference is that Principal 2 seems to be convinced
and has a more positive attitude towards the new changes than Principal 1, as one of the
teachers in S2 believes that Principal 2 love changes, especially active learning strategies: ‘the
active learning strategy was essential to the previous principal’. This shows that Principal 2
will work hard to develop her teachers. Moreover, when the principal adopts a positive
attitude about education, this will help make teachers open to change (Ibrahim, 2013).
In addition, Principal 2 seems to consider the value of this change more than Principal 1. The
evidence for this is the workshops that were presented by the principal and some teachers.
They were focused on explaining the differences between the old and new systems, but also
included an explanation of the benefits and the disadvantages of the old and new styles in
order to develop the teachers’ attitudes. Therefore, it is clear that these development initiatives
(workshops) instigated by Principal 2 are the main reason that most teachers in S2 have a
strong positive attitude to new educational changes, made clear in the first research question.
Previous studies argue that recognising the tangible positive effect of any change initiative
would cultivate the level of resistance (Williamson et al., 2010 and Zimmerman, 2006). In
addition, explaining the motivation and the potential benefits of educational reform to
teachers is more effective for teacher attitude toward new educational change (Margolis and
Nagel, 2006; Ibrahim, 2013).
However, Principal 1 seems to also consider the value of this change, as she said, ‘new
development [educational reform] leads to creative generation’. However, she (Principal 1)
may seek to focus on achieving educational reform, but she may focus (as in a traditional
view) mainly on explanation and prediction of school productivity outcomes. This approach
has been criticized in literature that principals should focus more on educational change itself
(Park and Jeong, 2013). The educational reform requires a new leadership style to effectively
guide new changes; it requires the leader to be change agent, facilitator of change, multi-task
and become more creative rather than being an instructional manager (Park and Jeong, 2013).
The literature review considered the facilitation and support of educational reform as one
factor that leads to the differences between the principals. Principal 2 has more of a role in
facilitating the adoption of new changes in her school than Principal 1.Park and Jeong (2013)
demonstrate that the principal’s role is crucial in facilitating and supporting educational
reform, because the principal has the power and capacity to motivate and build teams in order
to achieve and drive successful educational reform. In addition, Belagali, (2011) and Issan et
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al., (2011), found in their studies that a teacher’s attitude directly relates to a school’s
facilities, such as classroom space, number of students per class and so on. A lack of school
facilities might negatively affect teacher attitude and they might resist changes; this might
lead to the S1 teachers’ attitudes being less positive than those of the S2 teachers towards the
new changes, as is clear in the first research question. However, the lack of school facilities
has not affected teacher attitude of S1 based on classroom observation, which identified that
most of them are able adapt to new changes, whether in strategies, technology or other areas,
as explained under each theme of leadership.
In terms of the reasons that teachers in S2 are happier than those in S1 about the role of the
principal in supporting them to adopt new educational changes, these include that the
principal inS2 empowers teachers more than Principal 1, as she (Principal 2) is keen to engage
teachers in identifying appropriate strategies that fit with the environment of the school and
Principal 2 plays a significant role in teachers’ job satisfaction by providing teachers with
opportunities for professional growth, giving them responsibility to develop themselves and
other teachers. This is done by engaging teachers to present workshops themselves to share
their experience with other teachers. This, in return, reduces feelings of helplessness. Giving
teacher empowerment leads to teachers feeling a personal-psychological capability. It also
assists teachers to deal with the effects of the physical environment. Moreover, teachers feel
they can engage with educational reform: this will promote their ability and give them a
chance to grow in their job. Lack of empowerment leads to a reduction in professional
confidence and ability to perform a task (Denton, 2005; Wang, 2013; Avidov-Ungar and
Arviv-Elyashiv, 2018).
Yet another potential explanation is that teachers in S1 have a negative attitude regarding their
school, and they believe that there is no initiative from their school toward new changes,
despite the fact that principal 1 claimed that she does her best to support her teachers to adopt
new changes in their classes. Most of the teachers in S1 have less power and autonomy
mandated by their school, and they are fatigued from it. In their interview and in their concept
map, teachers note, as Liela said, ‘Now, a teacher is overloaded with many tasks.... A lot of
papers, I feel that I can’t make the effort to teach the student as in the past. I’m preoccupied
with many things’. They believe that their job is only teaching students; as one teacher said, ‘I
came to teach the students and I’m not specialized in these matters’. Moreover, most teachers
believed that the extra work which they must do is the responsibility of administration; there
are 14 administrators, a good number to manage a small school with 175 students. This might
lead teachers to feel a lack of encouragement and support from the school. Therefore, giving
teachers autonomy plays a significant role in making teachers willing and enthusiastic to carry
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out their profession. It also leads to reducing stress in their jobs and helps to encourage
teachers to stay in their profession (Pearson and Moomaw, 2005; Wang, 2013). It is clear that
lack of autonomy has an impact on the teachers’ feelings and leads to a great deal of stress,
causing some teachers to decide to retire. This will be considered further in the theme of lack
of autonomy and control.
One other potential interpretation for the S2 teachers being happier than those in S1 is
motivating teachers by reward. The rewards have a strong impact on making a teacher feel
respected and recognised for his or her efforts, meaning that they are effective in motivating
teachers and leading them to embrace change. This is helpful in increasing a teacher’s
performance in their job; moreover, it leads them to want to stay in their profession (Pearson
and Moomaw, 2005). The rewards in S2 are based on regular motivation for the teachers by
the principal, while Principal 1 rewards her teachers only once, at the end of the school year.
This finding is consistent with other studies in the literature. In particular, Johnson and
Christensen (2008) and Tok (2011) found that rewarding in a repeated manner has more
significant impact specifically on changing the behavioural attitude. The regular rewarding
aims to avoid the conflict between old and new attitudes by introducing persuasive
communication. The reward for a positive attitude is more likely to make a person have a
tendency to perform the desired action which in turn increase possibility of attitude's
appearance.
Therefore, the role of Principal 2 in improving the attitudes of teachers in S2 towards new
educational changes matches with Park and Jeong's theory (2013), which submits that the role
of the leader is significant in teacher attitude by decreasing the levels of resistance among
teachers per educational reform. This resistance might affect the cognitive, emotional and
behavioural elements of teachers’ expression and the role of the leader is to reduce these
(Park and Jeong, 2013). This is clear in the RQ1 and in the classroom observation, where
most of the teachers in S2 showed a strong positive attitude to new educational changes,
leading most of them to adopt them in their classroom practice. Moreover, the role of the
leader in supporting and developing teachers plays a significant role in changing the attitudes
of teachers; for example, Aisha in S2 said, ‘I then become convinced of this strategy. Before
my colleague’s model class, I wasn’t convinced of this learning schedule as the blueprint for
the strategy. However, I changed my mind when I saw the teacher using it in the model class
and saw her amazing application of it’. Aisha reflects what Johnston (2008 as cited by Tok,
2011) and Stella, et al. (2007) said regarding overcoming the conflict between old and new
attitudes, particularly the cognitive component of attitude as introduced by illustration
information or persuasive communication. Teacher education courses designed by Principal 2
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to support teachers' skills and competencies also play a significant role in developing teacher
attitudes.
Additionally, the research of Park and Jeong (2013) matches with the results of teachers in
S1, which reflect that the lack of an effective leader causes a reduction in the level of
positivity of teachers’ attitudes towards new changes – as is clear in the first research
question, they have a minimally positive attitude to the new changes. However, Park and
Jeong’s study conflicts with other aspects of the S1 teachers’ results, as they claim that a lack
in leadership role negatively affects teachers’ behaviour. The lack of involvement of Principal
1 did not seem to have negatively affected the behaviour of most of the teachers, based on
classroom observation. As explained in the analysis, most of the teachers had adopted the new
changes in their classes and seemed to be happy about the changes, despite some of them not
understanding or knowing the aims of applying the strategy in class or how to apply some of
the new systems.

7.4 Discussion Development and Professional Learning
One could conclude that there are differences between the two case studies in terms of the
training received, with participants from S1 having more negative attitudes towards training
than those from S2. Moreover, the teachers in S2 themselves have different attitudes from one
another, with half of them being happy with the training and the other half not being happy
about it. In general, though, both schools have faced problems with the training that they have
received. The main reason for these differences might have been that many teachers in both
schools were teaching in a rural area before they started teaching in an urban area and the
training methods might have been different in these places. This might have led teachers to
have different attitudes in the two schools, and it might have led to the difference between
teachers in S2.Nevertheless, studies by Phillips (2003) and Stewart (2014)have shown
different results; they found that PD and PL were not different between schools in rural and
urban areas. Thus, another explanation for this difference might have been that each teacher
taught a different subject and that each subject had a different training workshop and a
different trainer, with each trainer teaching in a different style.
Researchers have found that professional development programmes, especially the training
workshop model, are an essential ingredient in education reforms by improving teachers’
attitudes, knowledge, and teaching practices in general. This could be made more successful
by using convincing ways of providing useful information and tools related to the teachers’
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needs(Desimone, 2009; Melville and Yaxley, 2009; Johnson, 2011; Sharbain and Tan, 2012a;
Anney, 2013). This might be one of the reasons for half of the teachers in S2 being satisfied
with the training that they received. This makes it clear that the trainer’s style has a great
impact on changing their attitudes from not accepting the new education changes to adopting
and, to some extent, even coming to love them. This is exemplified by Bandari, who said
‘they convinced us how to understand the new subject’. These results conflict with
researchers who believe that some PD programmes, such as training workshops, have little or
no influence on teachers’ practices. This shows that the training has not had an impact on the
attitudes and behaviours of teachers in the classroom (Guskey, 2000; Timperley, 2011).
It seems that the training course had an impact on half of the teachers in S2, as it seems to
have been focused on teachers’ beliefs. Bandari’s phrase ‘they convinced us’ might indicate
that the training course for teachers in S2 focused on teachers’ beliefs. Saydee (2016) found in
his study that although supporting teachers by providing professional development training is
helpful in impacting the teachers’ beliefs, it does not significantly change them. His result
showed that teachers in his study had identical beliefs about something but the training
programme changed their beliefs, at least regarding the aspect of teaching strategies and it
enabled teachers to understand the teaching practices. Rich et al. (2017) added that the
professional development training has a more positive effect on teachers’ beliefs when this
programme becomes regular and more intensified. This is what happened to teachers in both
schools, where the training programme included three periods over three years and each
period included an intensive two-week course with training every day, which had a greater
effect on teachers in S2.
However, Almarza (1996), cited by Saydee (2016, p.67), found that the training programme
was not able to change teachers’ beliefs. Ultimately, the training was superficial, as the real
issues were not fully examined, although it was found that the teachers’ behaviour had
changed after completing the training programme. He found that the reason for this change
was that teachers’ behaviour was influenced by the programme’s requirements. He also noted
in his study that some of his participants continued to adopt the old teaching practices when
they did not feel committed to the requirements of the training programme. This is probably
similar to some of the teachers in both schools, such as Salma, Liela and Safia in S1 and
Mona in S2, who still adopt some of the old teaching practices.
PD programmes, especially the training courses, were useful for these teachers, but the
training courses in general in both schools seem to have some weaknesses which have led to
hindering their success. This will be explained further in the following paragraph.
Surprisingly, the time given to training for all teachers in both schools seems to have been
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adequate. The training courses consisted of three levels, all of which were considered as a
series. All of the levels lasted for a span of two weeks which were intensive all day training.
As was discovered in the literature review, this is not common in training workshops, with
many researchers criticising the short amount of time given to workshops since there is much
information to grasp in such a short amount of time; as they noticed, though, that trend is
especially worrying since they are attempting to address teachers’ long-term development
without covering teachers’ needs(Knight, 2009; Ibrahim, 2013).
Training workshops will have a greater influence on teachers when they cover the basic
aspects and can introduce these changes to teachers and show them how they can they deal
with and implement these new practices. Moreover, they explain to teachers the positive
effect of implementing the new changes (Knight, 2009; Ibrahim, 2013). Some of the training
workshops in both schools (but especially in S1) seem to have provided poor information
about new educational changes. This is clear when one examines the example provided by
Zahra above when she felt strange when her trainer attempted to train them how to use leaflets
and ignored teaching them about the important aspects related to the new changes. This might
be the reason why most of the teachers in both schools attempted to obtain the requisite
information from different resources rather than from the training workshops and they did this
independently, which is explained in the theme of teacher agency.
Furthermore, even though many of the training workshops - particularly those given to S2sought to enhance teachers' knowledge and respond to teachers’ needs by providing
information related to the new educational changes, they failed to train them in a practical
manner and ignored linking the information to their behaviours in the classroom by providing
facts and real examples, as was suggested by previous studies (Borko, 2004; Melville and
Yaxley, 2009). In addition, some of the trainers treated the participating teachers as passive
learners and did not provide the teachers with sufficient teaching practices (Borko, 2004;
Melville and Yaxley, 2009). This was confirmed by Allmnakrah and Evers (2019), who
showed that the previous policies in the Saudi education system regarding training courses
were not successful, even though teachers might understand a new idea. This is because
teachers still require in-depth training in classroom application skills, how to design lessons
and activities in order to instigate high-level student performance and how to develop their
higher-order thinking skills. These considerations led the aim of the education plan in Vision
2030 to provide practical training, along with theoretical training using innovative methods,
attempting to focus these courses on the strategies that teachers need, such as critical thinking,
problem solving, creativity and entrepreneurship.

169

The qualifications and experience of trainers seem to be important for teachers to be more
effective in their teaching. Sartori, Tacconi and Caputo (2015) agreed that the quality of
training is closely linked to the quality of trainers, especially people who work in the field of
education. Furthermore, improving the quality and efficiency of training is dependent on
trainers being able to gain the key competencies, such as knowledge, abilities, and so on.
Trainers also need to be able to develop the competencies and skills needed to be more
effective in the workplace and other aspects of life. Moreover, Gauld and Miller (2004) found
in their study that trainers who have at least ten years’ experience in training and trainers who
have formal teaching qualifications, have a greater impact in training programmes than
trainers who have less experience and do not have formal teaching qualifications. This is due
to many reasons, for example, trainers need to have the ability to communicate with learners
and must be able to produce effective results for teachers to improve their ability. They must
also be able to enhance the attention and thinking of learners.
Therefore, a possible explanation why the teachers in S1 had negative attitudes towards the
training they received could be the lack of qualifications and the relative inexperience, in their
opinions, of the trainer. The lack of qualifications and experience of trainers seems to be the
big issue for some of the teachers in S1. For example, Zahra used some phrases which
indicated that her trainers lack a training mechanism. Her phrases included ‘The training team
itself needs training’ and ‘They are not qualified’.
Training teams in Saudi education have had experience in teaching before they become
trainers. However, it seems that the trainers who trained the teachers in S1 have had less
experience than the teachers in S1. The teachers in S1 have more than 15 years’ teaching
experience, which might mean that some of the teachers in S1 do not accept the courses given
by the trainers and do not acknowledge the trainers’ performance. However, most teachers in
S2 have less than 13 years’ teaching experience, which might mean that they have less
experience than their trainers, and this might cause them to have a more negative attitude to
their trainers,
like teachers in S1. The data indicated this when Zahra said, ‘Those people (the trainers) are
away from the field’, and she believed that she is 100 per cent better than her trainers.
Interestingly, the most essential support for teachers in S1 relates to development rather than
learning. Teachers in S2 seem to be supported by professional development and professional
learning, which means that teachers in S2 probably have a strongly positive attitude to the
new changes, which is clear in the first research question. Vescio, Ross and Adams, (2008)
and Anney, (2013) found that professional learning has a greater impact on teachers than the
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professional development of teacher attitudes, which has led many developed countries to
combine PD and PL for teachers to acquire new teaching skills and new knowledge.
Furthermore, Vescio, Ross and Adams, (2008) and Anney, (2013) highlighted that the aim of
implementing PL in schools is to address the needs of teachers and enable them to acquire
new skills. It can improve teachers’ professional knowledge through cooperation teachers
together and by receiving important feedback from another colleague and checking the
teacher’s performance and problems on a daily basis. It seems that the MoE realised this
issue, as Vision 2030 plans to give attention to the PL programme, because it is important for
developing teachers’ skills and knowledge and also gives teachers the chance to assess their
progress in order to evaluate their practical skills or their performance (Allmnakrah and
Evers, 2019).
This is what might happen in S2, as the Principal of S2 is focusing on implementing PL with
PD. It is clear that she is keen to expand the role of the teacher through sharing teachers’ work
with other colleagues, such as when she expects teachers to cooperate with other teachers and
encourages them to observe their classes and exchange feedback. As a result, this seems to
have a great impact on teachers’ attitude and to improve teachers’ own knowledge and
performance. The evidence for this is when Aisha explained that cooperating with other
teachers by observing other teachers’ classes and exchanging feedback with other teachers
enabled her to identify her needs and the strengths and weaknesses in her work. It also led her
to change her attitude and accept some of new strategies that she did not agree with before
this cooperation.
In general, the deficiencies in the professional development and professional learning,
especially in S1, did not negatively affect teachers’ attitudes towards adopting the new
educational changes in their classes, despite both schools having varying levels of positive
attitudes, as was made apparent from the research results from the first research question. A
possible explanation for this might be that because Saudi Arabia is considered as a
collectivistic culture where people tend to build strong relationships with others and prefer to
work into groups to reach their goals (Hofstede, 2001; Jones, 2007). Consequently, teachers
tend to obey the rules and work to conform to the system.

7.5 Discussion of Teachers’ Agency
Priestley et al. (2012) and Biesta, Priestley and Robinson (2015) claimed that agency usually
emerges with change. This occurred with all teachers in both schools, but it seems that
different levels of agency occurred among teachers in both school. The findings showed that
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teachers in S2 had more agency and power to make the educational changes work when
compared with the teachers in S1.
It seems that the school environment is the main reason for this difference between teachers in
S1 and S2. These different environments concern autonomy, engagement, roles of leaders and
training. As Priestley et al, (2012) point out, the school environment plays a great role in
achieving or hindering the development of agency among teachers. They found that school
environments that rely on putting teachers under the pressures of policy and under strong
inspection is the key to reducing or eroding teacher agency; moreover, it leads to negative
agency. This is clear in the case of the teachers in S1, who adopted the new changes under the
pressure of inspection and were not empowered to do what they wanted, which led teachers in
S1 to have less agency than teachers in S2.
Priestley et al. (2012) and Biestaet al, (2015) believed that agency is the capacity of a person
to act and that it combines with the environment within which such actions occur.
Nevertheless, they showed that agency is not limited to the capacity of a person action; it also
connects present circumstances with individuals’ past experiences and future aspirations. This
was evident when some teachers in S1 preferred the old curriculum and old methods, meaning
that their past experience might have influenced their engagement with current reforms. This
might have led them to seem as exerting little positivity towards the changes. For instance, as
explained in the theme of ‘teachers’ values and beliefs’ in section (6.1), Zahra and Salma in
S1 believed that the old methods were better than the cooperative learning strategy. They
believed that cooperative learning did not help to improve students’ learning, which led them
to be reluctant to adopt a cooperative learning strategy and they did not seek any further
explanations to help them adopt that strategy effectively.
Although teachers in S1 have low agency compared with teachers in S2, half of the teachers
in S1 have power to make the new changes work. This might happen in S1, because agency is
dependent on the contingencies of the environment and the agency of teachers is important for
addressing any issues they face in their working environments (Priestley et al., 2012). The
teachers in S1 have the capacity to shape their performance and responses to the current
situation, despite them having a less-than-positive attitude towards the new changes. They
face many obstacles, such as the physical environment, their leader, and a lack of training, but
they try to make the changes work or try to introduce the reforms in a way that does not alter
everything they do. For example, Zahra tried to replace the strategies that exist in the sciences
book in order to maintain the current situation.
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In addition, Priestley et al.(2012) showed that people might achieve their agency if there is
interaction between their capacities and the environmental conditions. This could lead to
teachers in S2 having agency and autonomy and being involved in decision making. All these
factors could help the teachers be successful in their teaching and adopting changes as agency
is considered to be an important dimension of teachers' professionalism (Biesta, Priestley and
Robinson, 2015). Also, they found that a person who has the capacity to shape their attitudes
and responses can adapt to problematic situations. The evidence for this is that most of the
teachers in S2 tried use the strategies that fit with the classroom space, the curriculum, and the
ability of students, such as the quotation of Noha that has been discussed in the theme of
‘Effective agency’ in section 6.5.1.
As the school environment impacts on the achievement or hindrance of agency, teachers’
beliefs also play a role in impacting the achievement of agency. This is because teachers’
beliefs rely on their past experiences, and also help to support their activities in the present
and orientation towards the future (Biesta et al., 2015). This probably led to the differences
regarding agency between teachers in both schools. For example, Salma in S1 believes that
students working in groups teaches the students to cheat. Her beliefs might have obstructed
her adoption of the effective approaches to cooperative learning and might lead her to lack
capacity to improve her knowledge about new education in general and cooperative learning
specifically.
Although the beliefs are important to form teacher’s agency, collective agency has greater
role in the formulation of agency by not only relying on individual to support agency to
produce their practice (Biesta et al. 2015). This collective agency helps teachers to coordinate
their plans and goals, drawing on their different experiences and diverse self-interests to
produce desired outcomes (Bandura, 2001). This was clear and might have been the primary
difference between teachers in both schools. Teachers in S1 relied on themselves, but most
teachers in S2 combined self-reliance with reliance on other teachers at the same school (or
other schools), working together to bring about changes as discussed in the themes of ‘role of
leadership, professional development and professional learning’ in sections 6.3 and 6.4
respectively.
This means that agency is very important to the success of the new changes. Robinson, (2012)
points out that the changes in schools will have little impact if the policy makers do not take
into account the importance of letting teachers be agents of change. This is why Saudi Vision
2030 is designed to give teachers the chance to act as agents of change and active partners,
rather than being passive recipients of educational reform. Policy makers believe that
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considering teachers as agents of change will help to enhance teachers’ skills; moreover, it
will help to ensure that teachers can pass information and lessons on to their students. In
addition, when teachers perceive themselves as key players in reforms, it will lead to
improving the students’ performance and outcomes because they will work directly with their
students (Allmnakrah and Evers, 2019).In addition, Priestley et al., (2012) argues that the
types of agency, whether positive or negative, can impact the success of educational reforms.
This is probably why the new changes are more successful in S2 than S1, because teachers in
S2 have more agency than teachers in S1. The agency of teachers in S2 helps to support
practical changes by allowing teachers to create the desired results in their profession and can
promote teachers to develop their own educational practices. It also helps to decrease the
resistance to change among teachers (Robinson, 2012).
As there are differences regarding the agency of teachers in both schools, there are also
differences regarding making decisions and teachers’ autonomy and control. The teachers in
S1 have less power than the teachers in S2 regarding decision -making and their autonomy
and control. Biesta, Priestley and Robinson (2015) and Avidov-Ungar and Arviv-Elyashiv
(2018) confirmed that educational policies around the world seek to reduce the responsibility
of teachers to control and judge their own work, despite the findings of Pearson and Moomaw
(2005) that teacher autonomy helps solve problems arising from educational reform. S1could
be one of these schools that seeks to de-professionalise teachers by taking away their agency
and testing and inspecting them. For example, Liela said, ‘when the principal and the deputy
head visit the classrooms without warning and they do not see any writing about the strategies
on the blackboard, they ask the students: what are the strategies that you benefited from and
what strategies does your teacher give you?’ The other example was the request for teachers
in S1 to apply more than three strategies, despite those teachers believing that the application
of one strategy might have been enough to help transfer information to students.
Aljughaiman and Grigorenko (2013) confirm that the Ministry of Education in Saudi Arabia
does not pay enough attention in engaging students, teachers, parents in educational policy
decision-making or the implementation of school practices. The principals of the schools,
especially S2, pay attention to their teachers, however. As explained in the role of leadership
theme and lack of engagement, this principal engages teachers to choose appropriate
strategies that fit with the school environment. Moreover, a principal’s willingness to share in
this school by giving her teachers roles in educational reforms to make them feel that they
shared responsibility in applying these changes, she used to ask teachers themselves to present
workshops to other teachers in the same school. In this way, the principal leads by broadening
teachers’ authority, encouraging them to put in extra intense efforts at work and promoting
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their sense of responsibility (Avidov-Ungar and Arviv-Elyashiv, 2018). This is very clear in
the teachers’ responses. Those who were very satisfied were empowered and their
responsibility was encouraged.
Importantly, two teachers in S2 were unhappy about the new changes being compulsory. It
could be that Abeer complained about this issue because she was new to the school, however,
and might have been talking about her previous school. She taught in a rural school and
although the education system is the same in rural and urban schools in the KSA, Belagali
(2011)found that teachers in urban schools were more positive than those in rural schools
were, perhaps because urban areas have a higher standard of living. In addition, Kursunoglu
et al. (2009) demonstrated that principals in different schools have different methods of
dealing with school change and this may play a significant role in how teachers react to this
change and the reasons behind this reaction.
In addition, teachers who have ownership and responsibility for the process of change will try
to ensure that the educational reform succeeds. Moreover, giving individuals the power to
make decisions is fundamental for enhancing their morale and increasing their job satisfaction
(Pearson and Moomaw, 2005; Sarafidou and Chatziioannidis, 2013; Wang, 2013). For
example, the teachers in S2 were satisfied with their teaching and the new changes, while the
teachers in S1 seemed upset about the lack of engagement and some wanted to leave their job.
This means that giving teachers the authority to reinforce their sense of responsibility or sense
of empowerment tends to increase their willingness to place more effort on their teaching and
encourages them to adopt changes. It also benefits the teachers, which improves their
performance and productivity, helps promote and increase positive attitude, and helps expand
their knowledge about both the subject and the pedagogy. Whereas failing to engage the
teachers in the decision-making process and ignoring their opinions could negatively affect
their performance or their attitude towards accepting and adopting the changes. (Ibrahim,
2013; Wang, 2013; Avidov-Ungar and Arviv-Elyashiv, 2018). Therefore, recently, Vision
2030 has planned to give teachers the chance to be engaged in the process of education
reform, as government officials believe that engaging teachers with the process of education
reform will help to improve the Saudi education system (Allmnakrah and Evers, 2019).
Therefore, it is probable that teachers in S1 were not empowered to do what they wanted,
putting them under the inspected and tested leads to negatively impact their attitude towards
the changes, clearly answering RQ1. This might means that the problem with educational
reforms is a problem of power. Priestley et al. (2012) claimed that resistance was a form of
negativity and could happen when making policies prescriptive. However, lack of autonomy
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and lack of empowerment did not indicate resistance to these changes, as most of the teachers
adopted the new changes in their classroom. This shows that the lack of autonomy did not
impact their behaviour. This finding contradicts the studies of Trivedi (2012), Park and Jeong
(2013), and Belagali (2011), who claim that a teacher’s attitude, whether negative or positive,
impacts the behaviour and performance of that teacher. However, Williams (2003) found that
the behaviour of teachers might not be affected negatively by the negative attitude of the
teacher. This might happen when teachers find positive feedback from their students and this
leads a teacher to work and cooperate. This was clear in the first research question that most
of the teachers believed that the new changes conform to students in the current era.
Therefore, this probably led most of the teachers in S1 to adopt the new changes, even though
they have less positive attitudes towards the new changes.
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Chapter 8: Conclusion
There are many changes that have happened in the Saudi education system, whether in
administrative processes, the educational environment, curriculum and teaching methods, and
it is important to explore teachers’ attitudes towards these changes in order to understand how
to go about effectively implementing them in schools. To that end, this study researched the
attitudes of teachers and the issues related to teachers in female primary schools in the
Kingdom of Saudi Arabia (KSA). This chapter presents a number of conclusions drawn with
the intent to contribute to the early research and practice, as well as outlining suggestions and
recommendations for additional research.

8.1 Summary of the Main Findings
This study sought to answer three research questions by implementing qualitative research
methodology to explore teachers’ attitudes. Case studies were conducted in two schools (S1
and S2) in the south western region of the KSA; six teachers participated in S1 and eight
teachers participated in S2.These case studies were used to collect the opinions of the teachers
using concept maps, semi-structured interviews, scenario interviews and observation methods.
There were additional participants in this study: two principals who also acted as
headteachers, one from each school. The reasons for including the principals were to learn
more about the attitudes of teachers towards educational reforms and to see how teachers
adopt, ignore or resist changes.
The following three research questions were addressed:
1. What do female teachers in primary schools in the KSA think about educational
reforms?
This question aimed to explore female teachers’ attitudes, opinions and experiences regarding
educational reforms in general, and towards cooperative learning in particular.
The findings show that the teachers in both schools identified the educational changes in
different ways and teachers in S1 identified changes happening in the curriculum, changes in
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their teaching strategies, new students’ assessments and cooperative learning. Teachers in S2,
however, did not express attitudes about new students’ assessments; a few teachers in S2 only
mentioned it without providing any explanation.
In the first case study, the findings show that teachers in S1 had less positive attitudes than
teachers in S2 towards educational changes. Moreover, teachers in S1 had different attitudes
depending on the type of educational reforms, as they indicated a minimally positive attitude
towards most of the types of changes for example, some teachers have a minimally positive
attitude toward curriculum, while their attitude to assessment was moderately positive. One
unanticipated finding was that teachers in S1 had different attitudes towards the type of
pedagogical changes and most of them seemed to be willing to adopt cooperative learning
strategies more than any other strategies.
In addition, their concept map results also confirm this, as half of the concept maps show that
teachers had a positive attitude, and the other half show that teachers had a negative one.
Although teachers in S1 had different attitudes towards the educational changes, based on
classroom observations, all of them had adopted the new methods, despite a few of them still
also applying some of the old education method. Furthermore, the Principal of S1 also
confirmed that all of her school’s teachers implemented the educational changes.
In the second case study, the findings are different than the findings of the first one. The
findings demonstrate that teachers in S2 seem to be have had a more positive attitude towards
most educational changes than teachers in S1. Most of the concept maps from the teachers in
S2 also show a more positive attitude than the concept maps from the teachers in S1.
Moreover, their classroom observations seemed to show that the teachers had adopted the
educational changes. In addition, the Principal of S2 confirmed that teachers in this school
implemented the educational reforms.
Overall, teachers in S2 had a more positive attitude than teachers in S1. In addition, the
differences in teachers’ attitudes towards the changes were more varied in S1 than in S2.
Moreover, the attitudes of the teachers in S1 were also different from each other, despite
teaching in the same school, and, in some cases, teaching the same subject.
The results of both case studies show that the answer to RQ1 is that the range of responses to
the education changes would suggest that different factors play the main role in teachers’
reactions rather than the education changes themselves. Therefore, these findings led to
raising the second and third research questions, where the second research question aimed to
explore the factors that lead teachers to adopt, ignore or resist changes despite some of the
teachers teaching the same subject or teaching at the same school. The third research question
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aimed to fill gaps in understanding why some schools in the KSA resist MoE advocated
educational initiatives while other do not.

2. Why do female teachers in the KSA adopt, ignore or resist changes?
3. Why do some primary schools in the KSA (particularly female schools) resist MoE
advocated educational initiatives while other schools do not?

These questions aimed to investigate factors which could play a role in teachers’ willingness
to adopt, ignore or resist changes and to fill gaps in understanding why some schools have
resisted educational initiatives advocated by the Ministry of Education, while others have not.
It also aimed at revealing the reasons for the differences between the attitudes of teachers at
both schools and the differences between the teachers, who taught in the same school.
Therefore, this study has included research into diverse factors and the results indicate that
there are particular factors significantly influencing the positive or negative attitudes of
teachers towards the educational changes. From the data, the researcher found that these key
factors were the teacher’s values, the role of leadership, professional development and
professional learning, the change from known to unknown conditions and teacher’s agency,
all of which aligned for reforms to be embraced. Figure 7.1 illustrates these factors.
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Figure 7.1: Key factors that lead teachers to adopt, ignore or resist new changes
Although these factors play a role in teachers’ attitudes towards educational changes, these
factors have different levels of impact on teachers. This will be clarified in the figure below.
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Figure 7.2: Key factors that lead to shape agency and then the attitude of teachers in both
schools
* The main factor: values and beliefs & change from known to unknown conditions.
* The second factor: role of leadership.
* The third factor: PD & PL.
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As is made clear in this figure [7.2], all of these factors help to explain the level of teachers’
agency in both of the schools, which has a positive or negative impact on teachers’ attitudes
towards changes, but these factors have different levels of impacts on teachers. The top of the
hierarchy shows that the main impact factor is values and belief and changing from a known
to an unknown condition factor, which is related to the values and beliefs factor. The role of
leadership is considered the second factor that impacts the level of agency, followed by
teachers’ attitudes. The last factor in the hierarchy is professional development and learning.
Therefore, Figure [7.2] shows that teachers’ values and beliefs are the most significant factors
in shaping their attitudes in both schools in terms of adopting, ignoring or resisting changes.
In addition, as is clear in the above figure, values and beliefs also have the effect to shape the
level of agency of teachers; teachers’ beliefs rely on their past experiences, and this also helps
to support their activities in the present and orientation towards the future. Specifically,
teachers’ values and beliefs seem to be the prime reason for the differences between teachers
who teach in the same school, especially teachers in S1. The values and the beliefs of half of
the teachers in S1 contradicted the principles of the changes and did not support the changes
whether or not the teachers understood the underlying principles and effective application
strategies.
It was clear in some of the classroom observations that teachers implemented some changes
without the necessary beliefs or sufficient understanding of the changes. In contrast, the
values and the beliefs of most of the teachers in S2 corresponded with the changes and this
helped them to adopt the changes more effectively. Therefore, this difference between both
schools answers the question why teachers in S1 were less likely to advocate the changes
when compared to their counterparts in S2.
Although values and beliefs affect the attitudes of individual teachers in both schools,
leadership roles are the second most significant factor influencing teachers’ attitudes between
both schools and the leader of each school has a significantly different role in terms of
supporting her teachers in adopting, ignoring or resisting changes. The role of a leader is also
very important in terms of affecting other factors in this study. This mean that values and
beliefs were the reason for the difference between each teacher, even if they teach in the same
school or teach the same subject and the role of leadership was the second main reason for
the difference between both schools. The below figures7.3and 7.4 describe the role of leader
in each school. The role of leader in S1 is portrayed below:
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Leadership S1
(Managerial style)
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Professional learning
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-Teachers’ agency
(only Individual).

Teachers’ values and
beliefs.

-Testing and inspecting
teachers

Minimally positive attitude

Figure 7.3: The role of leader in school one
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The figure below presents the role of leadership in S2:

Leadership S2
(Initiator leadership style)

Workshops provided by
the Ministryof
Education and by

Professional
development&
Professional learning

school

* Reduce the selffunding of teachers.
*provide physical
environment.
* Rewarding teachers
regularly.

- Individual and
Collectiveteachers’ agency:

Teachers’ values and
beliefs.

- Engage teachers with the
decision-making process
regarding the changes.
-Empowering and allowing
teachers to create the desired
results in their profession.

High positive attitude

Figure 7.4: The role of leader in school two

These two figures show the role of leader in both schools, which indicates that the second
most significant factor is leadership, because so many other factors derive from it. In addition,
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it is clear that there are differences between the roles of leader in each school. The arrows in
the S1 diagram are discontinuous, which means the role of leader in S1 is less supportive of
teachers when encouraging them to adopt changes. In contrast, the arrows in the diagram of
S2 are continuous, which shows that the leader has a significant role in supporting teachers to
adopt new changes.
Therefore, it could be concluded that the Principal of S1 had provided less encouragement
and support to teachers to help them to adopt the changes than the principal of S2. Moreover,
it is clear that teachers in S1 were dissatisfied with their principal’s role, even though she
probably was doing her best to support them.
This study found that the Principal of S2 featured an initiator leadership style, which indicates
that she sought out and succeeded in adopting the changes in her school in different ways,
whether directly or indirectly.
She assisted teachers by providing a suitable environment and overcoming the difficulties
that hinder implementing changes in order to reduce teachers’ resistance to adopting the
changes and, moreover, it also helped to reduce the self-funding of teachers in order to satisfy
her teachers and allow them to focus on their teaching.
In addition, the Principal of S2 played a significant role in developing her teachers’ abilities,
skills and knowledge to apply educational changes in many ways. This leader sought to
support her teachers in professional development, especially by training and also supported
them by implementing professional learning in her school. This leader did not only rely on
encouraging her teachers to adopt training that was provided by the Ministry of Education,
she was also keen to present workshops by herself and by expert teachers about the
educational changes. Teachers in S2faced problems with the training that they received,
which often needed supplementing, was unhelpful and not focused on practical applications
or was provided by trainers who were not effective communicators. However, half of the
teachers in S2 found benefits from the training and this was because the training course they
received was focused on teachers’ belief and this had a greater effect on teachers in S2,
encouraging them to adopt changes than on teachers in S1, which will be explained in this
conclusion.
Regarding supporting teachers by implementing professional learning, the leader in S2
worked harder than the leader in S1 to assist teachers with working together in order to
evaluate their practices in their classes and to assess their knowledge about adopting the
changes. Moreover, the leader in S2gave her teachers many opportunities and empowered
them to support each other in assessing and improving their performance to apply the new
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changes, by imposing the reciprocal lessons policy in order to allow teachers to obtain
feedback from each other and to assess each other’s work.
It could be concluded that the leader in S2 had a major impact on supporting her teachers by
providing development and learning opportunities. This led to the achievement of agency for
teachers in S2. This study’s findings indicate that teachers in S2 had more ability to exert
agency than teachers in S1. Teachers in S2 exerted agency individually and also collectively;
moreover, S2 teachers demonstrated agency in implementing the changes and they exerted
greater agency in terms of personal development.
Therefore, teachers’ agency was related to relying on the leader of the school, which allowed
the leader in S2 to play a significant role in her teachers’ agency achievement, as she
empowered her teachers by providing them with opportunities for professional growth, giving
them the responsibility to grow and to help other teachers grow. Moreover, she was keen to
encourage teachers to work collaboratively with other teachers as a group. In addition, she
gave her teachers attention by engaging them with the process of implementing changes in her
school.
Interestingly, the leader of the school was also important in terms of forming or helping to
support the values and the beliefs of the teachers. It was found that the leader in S2, more so
than leader in S1,sought to help teachers shape their values and beliefs through the workshops
that she implemented and by encouraging teachers to work together, which helped them to
reflectively discuss issues and allowed them to develop and share their ideas to correct any
false beliefs and perceptions.
In contrast, teachers in S1 had less encouragement, less development and fewer motivating
rewards within their school than teachers in S2, as the principal in S1 had a different role and
different policies than the principal in S2. Leadership by principal featured a managerial style,
which means that she only sought to help the school changes happen. For example, she only
provided a projector in each classroom, whereas other resources were provided by teachers,
who tended to spend their money on resources related to adopting the educational changes, as
these changes require many resources to successfully implement them.
Teachers in S1 had fewer development opportunities than teachers in S2; the principal in S1
relied more on training her teachers through the workshops provided by the Ministry of
Education and she did not seek much to implement additional workshops in her school or to
encourage her teachers to present workshops by themselves, even though teachers in S1 (like
those in S2) faced problems with the training that they received. Moreover, the training course
that teachers in S1 received was not focused on teachers’ beliefs. Half of the teachers in S2
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found benefits from the training, because the training course they received was focused on
teachers’ beliefs and had a greater effect on teachers in S2.
Moreover, most essential support for teachers in S1 is related to development rather than
learning. The principal in S1 did not assist her teachers in assessing and evaluating their
practices and their knowledge about adopting the changes; she did not encourage them to do
reciprocal lessons with other teachers in the school or by asking the other teachers who had
more experience to give feedback on adopting the changes in order to improve their
performance. She failed to do this, despite the fact that the Ministry of Education requires
reciprocal classes between teachers who teach the same subject in order for teachers to learn
from each other.
In addition, this study’s findings indicate that teachers in S1 had less ability to exert agency
than teachers in S2.Teachers in S1 only exerted agency individually and demonstrated agency
in curriculum development and pedagogy, whereas teachers in S2 exerted agency
individually, but also collectively; moreover, S2 teachers demonstrated agency in
implementing the changes and they exerted greater agency in terms of personal development.
In addition, teachers in S1 had less power than teachers in S2 to engage in the decisionmaking process regarding changes. Moreover, teachers in S1 had less autonomy and
empowerment than teachers in S2; teachers in S2 had the freedom and empowerment to be
creative in teaching what they wanted and they had permission to improve their performance
in order to achieve the new educational goals. Teachers in S1, however, were being tested and
inspected and they were not given explicit permission to do what they felt was best within the
contexts in which they worked.
The concept maps and the scenario interviews with the teachers confirmed that teachers in S1
lacked engagement, autonomy and they did not get much support from their leader - although
the principal in S1 claims that she empowered her teachers to do what they think is best and
that she encouraged her teachers to learn by themselves and to cooperate with other teachers.
However, despite teachers in S1 facing some difficulties, whether at their school or from the
training, most of them were not negatively impacted in terms of their performance in their
classroom observations when adopting the changes. However, classroom observations of
some of the teachers in S1 confirmed that these teachers did not seem to understand how to
apply some of the changes, or that they lacked knowledge about the aims of some of the
changes.
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Therefore, the findings indicate that teachers’ values and belief, and leadership played a
significant role in shaping teachers’ attitudes in both case studies. Teachers in S1 had a
minimally positive attitude towards the educational changes, whereas teachers in S2 had a
strongly positive attitude towards new changes, as was made clear in RQ1.

8.2 Contribution to Knowledge:

The findings of this study have made several important contributions to the current literature:
8.2.1 Contribution to Theoretical Knowledge

1- One of the results of this study contradicts the interpretations of the literature review
that if people do not like something, they will not do it. On the contrary, this study
found that, despite the fact that teachers did not like the changes, they implemented
changes in their classes with varying degrees of enthusiasm. This is probably a
reflection of the Saudi culture in which people tend to conform to the system by
seeking to adopt what they are told, even if they are unconvinced about it. This
finding contributes new ideas or interpretations to Western and non-Western research
which might indicate that it is crucial to take into account the effect of the local culture
when investigating successful change implementation. Studying the change process
without consideration for the role of culture may result in misleading conclusions.
2- This thesis has provided a deep insight into how the values of teachers support the
decision to participate in changes or not. This study is one of the few that seeks to
understand the values at the individual rather than the organisational level. Cohen and
Caspary (2011) stated that it is rare to find a study that examines the relationship
between values and engagement with changes. Moreover, they indicated that most
studies in the literature have focussed on how values have a role in engagement with
changes, but this focus is at the level of the organisation, not the individual level.
Individuals may have different values which reflect their experiences, heritage and
socio-economic level. Therefore, by exploring teachers’ values, the study offers
insights into a better way of managing change in schools. Overall, this study confirms
previous literature that values should be considered as one of determinants of
successful educational changes.
3- A further contribution that can be identified in this study, which is reflected in
Western studies but is not the case in Arabian studies, is that it has shown how the
teachers’ agency theory does matter in crafting the attitude of teachers that will allow
187

them to succeed in the implementation of new changes. In addition, this study has
confirmed the importance of collective agency in determining the teacher’s attitude
towards new changes and leverages the positive value of professional learning. This
study considers how teachers can be agents and developers of school change and
achieve success in the classroom (Shieh, 2012, and Butler, Schnellert and MacNeil,
2014). The current study contributes to the existing knowledge of teacher agency by
supporting the idea that change can also occur by engaging teachers in reflections
about their classroom practices or educational values, or how they can achieve success
and develop new ideas (Priestley et al., 2012; Biesta, Priestley and Robinson, 2015).
4- This thesis has provided deeper insights into the role of leadership and how the style
of leadership can play a role in the reduction of teacher resistance to change and how
it can make educational reforms more effective. Moreover, leadership in these two
schools are the keystone to improving teachers’ professional learning; good leadership
seeks to deal with teachers as agents in developing their own professional learning.
This study supports evidence from previous observations(e.g. Park and Jeong, 2013)
which shows that leadership style may have various roles in motivating teacher
attitudes towards educational reform.
5- The study seems to be consistent with other research, which discovered the
significance of professional learning in influencing teachers’ willingness to implement
new educational changes and embed them in teacher practice. Relying only on
professional development, without professional learning, has less of an effect on
improving a teacher’s attitude towards new changes (Vescio, Ross and Adams, 2008;
Anney, 2013). Also, it is helpful to understand that PD programmes have a limited
impact compared with PL in helping teachers to implement new changes, because it
focuses very little on beliefs.
6- Based on my knowledge, this study took into consideration a few studies that have
used qualitative data to design the first study in the KSA that uses interviews, concept
map, scenario interview and observation method to obtain in-depth insights into
teacher attitudes and the factors that may encourage or discourage them to implement
new changes. Most studies (as discussed in the literature review chapter) in the
educational literature that do measure teacher attitudes tend to be quantitative(e.g.
Belagali, 2011; Johnson, 2011; Trivedi, 2012; Shaheen, 2014), a method which leads
to data lacking in depth of exploration and understanding.
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8.2.2 Contribution to Knowledge about the Saudi Context
1- This study has combined both Western and Eastern literature, although most of
literature in this study is from Western sources and produces different contributions
than Eastern literature. This shows how Western literature can assist in interpreting the
findings and also how the Saudi context can be reflected in the literature. In my study,
I have found that Western literature on agency, attitudes and beliefs has been helpful
and provides insights into what influences individual behaviour.
2- In undertaking the analysis of the factors that affect the attitudes of female teachers
toward the new changes, this study provides a thorough examination of a type that has
rarely been conducted in the Arab nations. One of its key points of difference is that it
has brought different theories from different literature together for the first time to
explore the reasons female teachers in the KSA adopt, ignore or resist change. Most
Arabic educational research focuses on exploring students’ attitudes towards
initiatives such as cooperative learning and ICT, and on how such innovations
influence student achievement. Most of these studies are intervention, experimental
and comparative studies designed to obtain information on students’ attitudes before
or after applying an intervention, and the role of the teacher’s attitudes is ignored(Ali,
2011). This study should help fill the gap in the literature about teacher attitudes
towards educational change and will also be one of the few such studies conducted to
date in an Arabic country (Alghamdi& Gillies, 2013, and Alharbi, 2008).
3- To my knowledge, most studies in Saudi Arabia have focussed only on one aspect of
changes, such as cooperative learning, or have evaluated only the attitude of teachers
who teach a particular subject, such as maths. However, this study is one of a few
studies that has documented the diverse perceptions of teachers toward the new
changes in the KSA. Although this study has a small sample, that sample is diverse in
terms of age, experience, multiple qualifications and subjects taught. All these
diversities have yielded different results regarding most aspects of the educational
reforms investigated in this study.

8.3 Limitations of the Study

Although the findings of this study provide useful information, they have some limitations.
1. Although the information in this study that was obtained through face-to-face
communication and observing teachers’ classrooms produced in-depth information
and helped to improve our understanding of each individual teacher’s attitude, it is
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likely that gathering data by using a focus group technique would be helpful to obtain
more detailed information from teachers, since they would share their thoughts to
provide further details.
2. The study sample is small, but the researcher considers the sample of this study to
have been sufficient for drawing meaningful conclusions. The sample of this study is
diverse in terms of age, experience, multiple qualifications and subjects taught. All
these diversities have yielded different results regarding most aspects of the
educational reforms investigated in this study. In addition, although the fact that the
small sample of the study helps towards understanding the attitude of teachers in two
schools, it makes it hard to generalise the findings to all Saudi schools.
3. This study was geographically (and the type of school) limited to two Saudi primary
schools in one city in southwestern KSA. However, these two schools help us to
understand the current situation in Saudi education.
4.

The researcher in this study did not have the opportunity to conduct an interview with
the previous principal of S2 as she retired about two months before data collection
took place. This led to the study not receiving a clear picture about what Principal 2
did to foster the development of her teachers and why it was that teachers in S2 had a
strong positive attitude to their principal.

8.4 Implications for Future Research

There some points that might need to be taken into account in future research:
1. This study was conducted in one city in the south western KSA, but there are fortyone other educational districts in Saudi Arabia that also need to be researched. It
would be beneficial to extend the study to other districts and cities in different regions
in the KSA, including public schools, private schools, rural areas and all social
classes, as well as researching the attitudes of parents, policymakers, trainers,
inspectors and Saudi society on a wider scale to compare the findings. This would add
greater depth to information on the current situation in Saudi schools and might
uncover factors that could be hindering teachers in their implementation of new
changes.
2. This study explored only the attitudes of female teachers; therefore, it would be a
fruitful area for future study to measure the perspectives of both male and female
teachers, in order to understand their attitude toward new changes and make
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comparisons between them. This could also help to promote pedagogical development
in other contexts.
3. Conducting a similar study in middle and secondary schools would be worthwhile to
explore the attitude of those teachers toward new changes, which might be different to
those primary school teachers. Both deal with students of different ages and these
students might have reactions to the new changes that have an effect on teachers’
attitudes. The comparison between teachers in different stages of schooling might
assist policy makers when formulating educational policies.
4. Importantly, research could in future extend to the impact of each factor mentioned in
this study separately, in order to investigate more deeply its impact on teachers’
attitudes to new changes. For example, taking more account of teacher agency,
teachers’ values, the relationship between agency and the values of teachers or the
difference between individual agency and collective agency requires further research
and theorising in order to determine how these factors act within teachers’ attitudes to
cause them to adapt or ignore new changes.
5. The role of leadership in developing teachers in order to assist them in implementing
new changes is another area that is worthy of research attention, as the leader plays a
significant role in facilitating the implementation of new changes by developing
teachers’ capacities and by considering teachers’ needs.
6. It would be useful to conduct a study by measuring the attitudes of teachers by using
both qualitative and quantitative data and a focus group technique; this would make it
possible to obtain more detailed information or to explore some differences that might
not be found in this study.

8.5 Implications for Practice

The results and conclusions drawn from this study could drive recommendations for how
teachers, head teachers and policy makers can work to implement policy changes.
1- This study has implications for how education is pushed forward in Saudi Arabia as
well as in other developing countries. It is also important for the MoE’s policy makers,
as they have the power to shape and influence the education system and to overcome
the difficulties that hinder teachers in implementing changes and other issues related
to educational policies. These issues include class size, lack of physical resources, lack
of finances and the transfer of many educational changes from foreign cultures that are
not appropriate in the Saudi context and culture.
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2- Policy makers need to focus on developing school principals’ behaviours, as they are
one of the most important factors that either help teachers to achieve and successfully
implement educational reforms or hinder it. Therefore, policy makers need to consider
the leaders to be agents of change and initiators of change, rather than being
instructional managers. Policy makers need to raise awareness about changes, support
leaders in considering the value of changes and focus more on educational change
itself rather than explanations of school productivity outcomes. In addition, principals
need to assist teachers in addressing concerns that might arise with changes, such as
anxiety and frustration.
3- It is important that the MoE policy makers take into consideration teachers’ views and
engage them in the process of policy formulation, as teachers know the most about the
challenges that arise from educational reform due to working in the teaching field.
This interaction and dialogue between MoE policy makers and teachers might lead to
filling the gap of educational needs and moving education in Saudi forward.
Moreover, paying attention to teachers’ views will encourage them and promote a
shift in their attitudes towards adopting the changes in their classes.
4- The MoE, the college programmes, educators and centres of training in the KSA need
to focus on improving the training programmes, such as improving the skills of
trainers and choosing appropriate times to implement these courses. In addition, the
Ministry of Education in the KSA does not need only to be designing the training
courses to enhance teachers’ knowledge and skills; they also need to focus on
enhancing and addressing teachers’ beliefs in order to convince teachers or alter their
attitudes, knowledge and practices to fit with the new implementations.
5- The education policy in Saudi needs to shift from PD to PL, as this will give the
teachers the opportunity to determine what they learn and give them more power,
freedom and independence to successfully implement the changes. This study has
shown that teachers’ beliefs and values could be improved via the role of leadership or
the design of PL. Therefore, it is important for policy makers to focus on developing
these areas.
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Appendices
Appendix 1: Ethical Considerations
Appendix 1.1Head TeacherInformation Sheet in English
Head teacher information sheet
Research Project: Exploring Resistance to change and teacher attitude towards a new educational
change in female schools in Kingdom Saudi Arabia.
Project Team Members: Ahlam Alatiq
Dear Head teacher,
I would like to invite you to take part in my research study about teacher attitude towards a new
educational change.
Before you decide whether to participate it is important for you to understand why the research is
being conducted and what it will involve. Please take your time to read the following information
carefully. Ask the researcher if there is anything that is not clear or if you would like more
information. This research is being supported by the Saudi Ministry of Education and has permission
from the Ministry of Education to proceed.
The rest of this sheet explains the study in more detail, and describes what being in the study would
mean for you.
What is the study?
This study is a part of a PhD project that I am undertaking at the Institute of Education at the
University of Reading in the UKunder the direction ofDr Richard Harris and Dr Fiona Curtis. It aims
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to explore the attitudes, opinions and experiences of female teachers regarding applying a new
education change. It aims also to explore the factors which could play roles in teachers’ attitude to
adopt, ignore or resist change. By investigating these factors, the researcher will attempt to contribute
to the discussion regarding ways to improve the programme that is running to support teachers’
attitude.
Why have I been chosen to take part?
You have been invited to take part in the project because you have expressed an interest in
being involved in my project, because you are more likely to have a good knowledge about the attitude
of your teachers toward educational reform and to see how teachers adopt, ignore or resist change.
Your opinion will be helpful in this project
Do I have to take part?
It is entirely up to you whether you participate. You may also withdraw your consent to participation
at any time during the project, without any repercussions to you, by contacting the researcher using the
details above.
What will happen if I take part?
If you agree to participate in this research, you will be asked to complete a concept map’, which will
then be used as part of an interview about educational change in the KSA
What are the risks and benefits of taking part?
The information you give will remain confidential and will only be seen by me and my
supervisor. Also your data will be held in strict confidence and will not be shared with any of their
staff, other teachers, or the Ministry of Education. Your names and any contact details will not be
recorded on the interview transcripts or observations. I will alter or conceal any information on
transcripts that might allow others to infer your identities.
I anticipate that the findings of this study will be used to support teaching. It could help to
solve some challenges that may face some teachers when they apply a new education change. It helps
to identify the areas of greatest need for development as well as to promote good practice.
What will happen to the data?
Any data collected will be held in strict confidence and no real names will be used in this study or in
any subsequent publications. The records of this study will be kept private. Participants will be
assigned a number and will be referred to by that number in all records. Research records will be
stored securely in a locked filing cabinet and on a password-protected computer and only the research
team will have access to the records. Data will be destroyed after use as the audio recording data will
deleted immediately after it has been transferred to transcript form, print data will be destroyed at the
end of study. The results of the study may be presented at national and international conferences, and
in written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you can stop
completing the activities at any time. If you change your mind after data collection has ended, we will
discard your data.
Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics Committee
and has been given a favourable ethical opinion for conduct. The University has the appropriate
insurances in place. Full details are available on request.
What happens if something goes wrong?
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In the unlikely case of concern or complaint, you can contact Dr Richard Harris, University of
Reading; Tel: +44(0)1183782725, Email: r.j.harris@reading.ac.uk and Dr Fiona Curtis, University of
Reading; Email: f.r.curtis@reading.ac.uk
Where can I get more information?
If you would like more information, please contact Ahlam Alatiq, Tel: +44(0)7415900157, Email:
A.Alatiq@pgr.reading.ac.uk
We do hope that you will agree to your participation in the study. If you do, please complete the
attached consent form and return it, sealed, in the pre-paid envelope provided, to us.
Thank you for your time.
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Appendix 1.2: Head Teacher Consent Form in English
Research Project:

Exploring Resistance to change and teacher attitude towards a new
educational change in female schools in King Saudi Arabia.

Head Teacher Consent Form

I have read the Information Sheet about the project and received a copy of it.
I understand what the purpose of the project is and what is required of me. All my questions have been
answered. I agree to take part in this project.
I understand that my participation is entirely voluntary.
I understand that it is my choice to help with this project and that I can stop at any time, without giving
a reason and without repercussions by sending an email to the addresses above.
I understand that I will be interviewed and that the interview will be recorded and transcribed.
I have received a copy of this Consent Form and of the Information Sheet.

Please tick as appropriate:
I consent to doing a concept map

I consent to being interviewed

I consent to this interview being recorded

Name of head teacher: _________________________________________
Name of primary school: ________________________________

Signed: _____________________________

Date: _________________________________
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Appendix 1.3: Head teacher information sheet in Arabic
ورﻗﺔ اﻟﻤﻌﻠﻮﻣﺎت ﻟﻤﺪﯾﺮة اﻟﻤﺪرﺳﺔ
ﻋﻨﻮان اﻟﺒﺤﺚ :اﺳﺘﻜﺸﺎف ﻣﻘﺎوﻣﺔ اﻟﺘﻐﯿﺮ و ﻣﻮﻗﻒ اﻟﻤﻌﻠﻢ ﻧﺤﻮ اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ ﻓﻲ ﻣﺪارس اﻻﻧﺎث ﻓﻲ اﻟﻤﻤﻠﻜﮫ اﻟﻌﺮﺑﯿﮫ اﻟﺴﻌﻮدﯾﮫ.
اﻋﻀﺎء اﻟﻔﺮﯾﻖ ﻟﮭﺬا اﻟﻤﺸﺮوع:أﺣﻼم اﻟﻌﺘﯿﻖ
ﺳﻌﺎدة ﻣﺪﯾﺮة اﻟﻤﺪرﺳﮫ:
أودأﻧﺄدﻋﻮك ﻟﻠﻤﺸﺎرﻛﺔﻓﯿﺪراﺳﺘﻲ اﻟﺒﺤﺜﯿﺔﺣﻮﻟﻤﻮﻗﻔﺎﻟﻤﻌﻠﻤﻨﺤﻮاﻟﺘﻐﯿﯿﺮاﻟﺘﻌﻠﯿﻤﯿﺎﻟﺠﺪﯾﺪ.
ﻗﺒﻸﻧﺘﻘﺮرﯾﻤﺎإذاﻛﻨﺘﺴﺘﺸﺎرﻛﯿﻦ ﻓﺄﻧﮫ ﻣﻨﺎﻟﻤﮭﻤﺒﺎﻟﻨﺴﺒﺔﻟﻜﺄﻧﺘﻔﮭﻤﻠﻤﺎذاﯾﺘﻤﺈﺟﺮاءھﺬا اﻟﺒﺤﺜﻮﻣﺎذاﺳﯿﻨﻄﻮي .اﺗﻤﻨﻰ ان ﺗﺎﺧﺬي وﻗﺖ ﻟﻘﺮاءة ھﺬي
اﻟﻤﻌﻠﻮﻣﺎت ﺑﻌﻨﺎﯾﺔ .و ﯾﻤﻜﻨﻚ اﻻﺳﺘﻔﺴﺎر ﻣﻦ اﻟﺒﺎﺣﺚ اذا اردت اﻟﺘﻮﺿﯿﺢ ﻣﻦ ﺷﻲ ﻣﻌﯿﻦ او ﺗﺮﯾﺪ ﻣﺰﯾﺪا ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت .ھﺬااﻟﺒﺤﺜﻤﺪﻋﻮم
ﻣﻨﻘﺒﻠﻮزارةاﻟﺘﺮﺑﯿﺔواﻟﺘﻌﻠﯿﻤﺎﻟﺴﻌﻮدﯾﺔوﻟﺪﯾﮭﺈذﻧﻤﻨﻮزارةاﻟﺘﺮﺑﯿﺔواﻟﺘﻌﻠﯿﻤﻮاﻟﻤﻀﯿﻘﺪﻣﺎ.
ﻣﺎﺗﺒﻘﯩﻤﻨﮭﺬھﺎﻟﻮرﻗﺔﯾﻮﺿﺤﺎﻟﻤﺰﯾﺪﻣﻨﺎﻟﺘﻔﺼﯿﻞ ﻋﻦ ھﺬا اﻟﺪراﺳﮫ،وﯾﺼﻔﻤﺎ ﯾﻌﻨﻲ ﻟﻜﻔﯿﮭﺬا اﻟﺪراﺳﺔ.
ﻣﺎھﯿﺎﻟﺪراﺳﺔ؟
ھﺬھﺎﻟﺪراﺳﺔھﯿﺠﺰءﻣﻨﻤﺸﺮوﻋﺮﺳﺎﻟﺔاﻟﺪﻛﺘﻮراھﻮاﻟﻘﺎﺋﻢ
ﻋﻠﯿﮭﺎﻣﻌﮭﺪاﻟﺘﺮﺑﯿﺔﻓﯿﺠﺎﻣﻌﺔرﯾﺪﯾﻨﻐﻔﯿﺎﻟﻤﻤﻠﻜﺔاﻟﻤﺘﺤﺪةﺗﺤﺘﺈﺷﺮاﻓﺎﻟﺪﻛﺘﻮررﯾﺘﺸﺎردھﺎرﯾﺴﻮاﻟﺪﻛﺘﻮرﻓﯿﻮﻧﺎﻛﻮرﺗﯿﺲ .اﻧﮭﺎﺗﮭﺪﻓﺎﻟﯩﺎﺳﺘﻜﺸﺎف
ﻣﻮاﻗﻔﻮاراءوﺧﺒﺮاﺗﺎﻟﻤﻌﻠﻤﯿﻨﻤﻨﺎﻹﻧﺎﺛﻔﯿﻤﺎﯾﺘﻌﻠﻘﺒﺘﻄﺒﯿﻘﺎﻟﺘﻐﯿﯿﺮاﻟﺘﻌﻠﯿﻤﯿﺎﻟﺠﺪﯾﺪ .ﻛﻤﺎﺗﮭﺪﻓﺈﻟﯩﺎﺳﺘﻜﺸﺎﻓﺎﻟﻌﻮاﻣﻼﻟﺘﯿﯿﻤﻜﻨﺄﻧﺘﻠﻌﺒﺪوراﻓﯿﻤﻮاﻗﻔﺎﻟﻤﻌﻠﻤﯿﻦ
ﻟﯿﺄﻧﺘﻌﺘﻤﺪ،ﺗﺘﺠﺎھﻸو ﺗﻘﺎوﻣﺎﻟﺘﻐﯿﯿﺮ .ﻣﻨﺨﻼﻻﻟﺘﺤﻘﯿﻘﻔﯿﮭﺬھﺎﻟﻌﻮاﻣﻞ،ﻓﺈﻧﺎﻟﺒﺎﺣﺜﯿﺤﺎوﻻﻟﻤﺴﺎھﻤﺔﻓﯿﺎﻟﻨﻘﺎﺷﺒﺸﺄﻧﺎﻟﺴﺒﻠﻠﺘﺤﺴﯿﻨﺎﻟﺒﺮﻧﺎﻣﺞ اﻟﺬي
ﯾﻌﻤﻠﻠﺪﻋﻤﻤﻮاﻗﻔﺎﻟﻤﻌﻠﻤﯿﻦ.
ﻟﻤﺎذ ﺗﻢ اﺧﺘﯿﺎرك ﻟﻠﻤﺸﺎرﻛﮫ ﻓﻲ ھﺬا اﻟﺪراﺳﮫ؟
ﻟﻘﺪوﺟﮭﺘﻠﻚ اﻟﺪﻋﻮةﻟﻠﻤﺸﺎرﻛﺔﻓﯿﮭﺬااﻟﻤﺸﺮوﻋﻸﻧﻜﻘﺪأﻋﺮﺑﺘﻲ ﻋﻨﺮﻏﺒﺘﻚ ﻓﯿﺎﻟﻤﺸﺎرﻛﮫ ﻓﯿﻤﺸﺮوﻋﻲ ،وﻷﻧﻜﺄﻛﺜﺮذو
ﻣﻌﺮﻓﺔﺟﯿﺪةﻋﻨﻤﻮﻗﻔﺎﻟﻤﻌﻠﻤﯿﻨﺎﻟﺨﺎﺻﻨﺤﻮاﻹﺻﻼﺣﺎﻟﺘﺮﺑﻮي،وﻛﯿﻔﺎﻋﺘﻤﺪاﻟﻤﻌﻠﻤﯿﻦ،ﺗﺠﺎھﻠﻮاأوﻗﺎوﻣﻮااﻟﺘﻐﯿﯿﺮ .رأﯾﻚ ﺳﻮﻓﯿﻜﻮﻧﻤﻔﯿﺪﻓﯿﮭﺬااﻟﻤﺸﺮوع.
ھﻠﯿﺠﺒﺄن ﺗﺸﺎرﻛﻲ؟
اﻣﺮ اﻟﻤﺸﺎرﻛﮭﻤﺘﺮوك ﺗﻤﺎﻣﺎﻟﻚ إذاﻛﻨﺘﺘﺮﻏﯿﺒﻦ.
ﯾﻤﻜﻨﻜﺄﯾﻀﺎﺳﺤﺒﻤﻮاﻓﻘﺘﻜﻌﻨﺎﻟﻤﺸﺎرﻛﺔﻓﯿﺄﯾﻮﻗﺘﺄﺛﻨﺎءﺗﻨﻔﯿﺬاﻟﻤﺸﺮوع،دوﻧﺄﯾﺘﺪاﻋﯿﺎﺗﻠﻜﻢ،ﻋﻨﻄﺮﯾﻘﺎﻻﺗﺼﺎﻟﺒﺎﻟﺒﺎﺣﺜﺒﺎﺳﺘﺨﺪاﻣﺎﻟﺘﻔﺎﺻﯿﻸﻋﻼه.
ﻣﺎذا ﺳﯿﺤﺪث اذا ﺷﺎرﻛﺘﻲ؟
إذاواﻓﻘﺘﻌﻠﯩﺎﻟﻤﺸﺎرﻛﺔﻓﯿﮭﺬااﻟﺒﺤﺚ،ﻓﺴﻮف ﺗﺸﺎرﻛﯿﻨﻔﻲ:
اﻟﺨﺮﯾﻄﺔ اﻟﺬھﻨﯿﮫ :ﺳﻮﻓﯿﻄﻠﺒﻤﻨﻜﺄﺗﻌﺒﯿﺮﻋﻨﻤﺸﺎﻋﺮﻛﺤﻮﻻﻟﺘﻐﯿﯿﺮاﻟﺘﻌﻠﯿﻤﯿﻌﻦ طﺮﯾﻖ اﻟﺮﺳﻢ.
ﻣﻘﺎﺑﻠﺔﺗﺴﺘﻐﺮﻗﺤﻮاﻟﻲ  45دﻗﯿﻘﺔ،وﺳﻮف ﯾﺘﻤﺴﻮاﻟﻜﻌﻨﺎﻓﻜﺎرﻛﻮﺧﺒﺮﺗﻜﻔﯿﺎﻟﺘﻐﯿﺮاﻟﺘﻌﻠﯿﻤﯿﺎﻟﺠﺪﯾﺪ.وﺑﻌﺪإذﻧﻜﻢ،ﺳﯿﺘﻤﺘﺴﺠﯿﻠﮭﺬھﺎﻟﻤﻘﺎﺑﻠﺔوﻧﺴﺨﮫ.
ﻣﺎھﯿﻤﺨﺎطﺮوﻓﻮاﺋﺪاﻟﻤﺸﺎرﻛﺔ؟
اﻟﻤﻌﻠﻮﻣﺎﺗﺎﻟﺘﯿﺘﺄﺧﺬ ﻣﻨﻚ ﺳﺘﺒﻘﻰ ﯩﺴﺮﯾﺔوﻟﻨﯿﺮاھﺎﺳﻮﯩﺎﻧﺎوﻣﺸﺮﻓﻲ .ﻛﻤﺎﺳﯿﺘﻤﻌﻘﺪاﻟﺒﯿﺎﻧﺎﺗﺎﻟﺨﺎﺻﺔﺑﻜﺒﺴﺮﯾﺔﺗﺎﻣﺔوﻟﻨﯿﺘﻤﺘﻘﺎﺳﻤﮭﺎﻣﻌﺄﯾﻤﻨﺎﻟﻤﻮظﻔﯿﻦ
اواﻟﻤﺪرﺳﯿﻨﺎﻵﺧﺮﯾﻦ،أووزارةاﻟﺘﺮﺑﯿﺔواﻟﺘﻌﻠﯿﻢ .ﻟﻨﯿﺘﻤﺘﺴﺠﯿﻸﺳﻤﺎءاوأﯾﺔﺗﻔﺎﺻﯿﻠﻌﻨﻚ و اﻟﺘﻲ ﻗﺪ ﺗﻜﻮن ﻣﻮﺟﻮدةﻓﻲ ﻧﺼﻮﺻﺎﻟﻤﻘﺎﺑﻠﺔأواﻟﻤﻼﺣﻈﮫ.
وﺳﻮف ﯾﺘﻤﺘﻐﯿﯿﺮأوإﺧﻔﺎءأﯾﻤﻌﻠﻮﻣﺎﺗﻌﻨﺎﻟﻨﺼﻮﺻﺎﻟﺘﯿﻘﺪﺗﺴﻤﺤﻠﻶﺧﺮﯾﻨﻼﺳﺘﻨﺘﺎج اﻟﮭﻮﯾﺔ اﻟﺨﺎﺻﺔﺑﻚ.
وﻧﺘﺎﺋﺠﮭﺬھﺎﻟﺪراﺳﺔﺳﻮﻓﺘﺴﺘﺨﺪﻣﻠﺪﻋﻤﺎﻟﺘﻌﻠﯿﻢ .وﯾﻤﻜﻨﺄﻧﺘﺴﺎﻋﺪﻓﯿﺤﻠﺒﻌﻀﺎﻟﺘﺤﺪﯾﺎﺗﺎﻟﺘﯿﻘﺪﺗﻮاﺟﮭﺒﻌﻀﺎﻟﻤﻌﻠﻤﯿﻨﻌﻨﺪﻣﺎﯾﺘﻢ ﺗﻄﺒﯿﻖ ﺗﻐﯿﺮاﺗﺎﻟﺘﻌﻠﯿﻤﺎﻟﺠﺪﯾﺪه.
ﻓﮭﻮﯾﺴﺎﻋﺪﻋﻠﯩﺘﺤﺪﯾﺪاﻟﻤﻨﺎطﻘﺎﻷﺷﺪاﺣﺘﯿﺎﺟﺎﻟﻠﺘﻨﻤﯿﺔوﻛﺬﻟﻜﻠﺘﺸﺠﯿﻌﺎﻟﻤﻤﺎرﺳﺎﺗﺎﻟﺠﯿﺪة.
ﻣﺎذاﺳﯿﺤﺪﺛﻠﻠﺒﯿﺎﻧﺎت؟
وﺳﻮﻓﯿﺘﻤﺠﻤﻊ اﻟﺒﯿﺎﻧﺎﺗﺒﺴﺮﯾﺔﺗﺎﻣﺔوﺳﯿﺘﻤﺎﺳﺘﺨﺪاﻣﺄﯾﺄﺳﻤﺎءﻣﺴﺘﻌﺎرھﻔﯿﮭﺬھﺎﻟﺪراﺳﺔأوﻓﯿﺄﯾﻤﻨﺸﻮراﺗﻼﺣﻘﺔ .ﺳﯿﺘﻤﺎﻻﺣﺘﻔﺎظﺒﺴﺠﻼﺗﻠﮭﺬھﺎﻟﺪراﺳﺔ
ﺑﻄﺮﯾﻘﮫ ﺧﺎﺻﺔ .ﺳﯿﺘﻤﺘﻌﯿﯿﻨﺎﻟﻤﺸﺎرﻛﻮﻧﻌﺪداوﺳﻮﻓﺘﺤﺎﻟﻤﻨﻘﺒﻠﮭﺬااﻟﻌﺪدﻓﯿﻜﻼﻟﺴﺠﻼت.
ﺳﯿﺘﻤﺘﺨﺰﯾﻨﺎﻟﺴﺠﻼﺗﺎﻷﺑﺤﺎﺛﺒﺸﻜﻶﻣﻨﻔﯿﺨﺰاﻧﺔاﻟﻤﻠﻔﺎﺗﺎﻟﻤﻐﻠﻘﺔوﻋﻠﯩﺠﮭﺎزﻛﻤﺒﯿﻮﺗﺮﻣﺤﻤﯿﺒﻜﻠﻤﺔﻣﺮور.وﻓﺮﯾﻘﺎﻟﺒﺤﺜﺴﯿﻜﻮﻧﺎﻟﻤﺘﺎح ﻟﮭﺎﻟﻮﺻﻮﻹﻟﯩﺎﻟﺴﺠﻼت.
وﺳﯿﺘﻤﺘﺪﻣﯿﺮاﻟﺒﯿﺎﻧﺎﺗﺒﻌﺪاﻻﺳﺘﻌﻤﺎﻟﻜﻤﺎﺳﯿﺘﻤﺤﺬﻓﺒﯿﺎﻧﺎﺗﺘﺴﺠﯿﻼﻟﺼﻮﺗﻌﻠﯩﺎﻟﻔﻮرﺑﻌﺪأﻧﯿﺘﻤﻨﻘﻠﮭﺎإﻟﯩﺸﻜﻠﻨﺺ،وﺳﯿﺘﻤﺘﺪﻣﯿﺮاﻟﺒﯿﺎﻧﺎﺗﺎﻟﻤﻄﺒﻮﻋﺔﻓﯿﻨﮭﺎﯾﺔاﻟﺪراﺳﺔ.
وﯾﻤﻜﻨﻌﺮﺿﻨﺘﺎﺋﺠﺎﻟﺪراﺳﺔﻓﯿﺎﻟﻤﺆﺗﻤﺮاﺗﺎﻟﻮطﻨﯿﺔواﻟﺪوﻟﯿﺔ،واﻟﺘﻘﺎرﯾﺮاﻟﻤﻜﺘﻮﺑﺔواﻟﻤﻘﺎﻻت.
ﻣﺎذاﯾﺤﺪﺛﺈذاﻗﻤﺘﺒﺘﻐﯿﯿﺮرأﯾﻲ؟
209

ﯾﻤﻜﻨﻜﺘﻐﯿﯿﺮرأﯾﻜﻔﯿﺄﯾﻮﻗﺘﺪوﻧﺄﯾﺘﺪاﻋﯿﺎت .ﺧﻼﻻﻟﺒﺤﺚ،ﯾﻤﻜﻨﻜﺎﻟﺘﻮﻗﻔﻌﻨﺎﺳﺘﻜﻤﺎﻻﻷﻧﺸﻄﺔﻓﯿﺄﯾﻮﻗﺖ .إذاﻏﯿﺮﺗﺮأﯾﻜﺒﻌﺪﺟﻤﻌﺎﻟﺒﯿﺎﻧﺎت
اﻟﺘﯿﻘﺪاﻧﺘﮭﺖ،ﻧﺤﻨﺴﻮﻓﻨﺘﺠﺎھﻼﻟﺒﯿﺎﻧﺎﺗﺎﻟﺨﺎﺻﺔﺑﻚ.
ﻣﻦ اﻟﺬي ﺳﻮﻓﯿﺮاﺟﻌﺎﻟﺪراﺳﺔ؟
ھﺬااﻟﻤﺸﺮوع ﺳﻮف ﯾﺮاﺟﻊ ﻋﻦ طﺮﯾﻘﻠﺠﻨﺔأﺧﻼﻗﯿﺎﺗﺎﻟﺒﺤﻮﺛﺒﺎﻟﺠﺎﻣﻌﺔوﯾﺘﻤﺈﻋﻄﺎءاﻟﺮأﯾﺎﻷﺧﻼﻗﯿﺎﻟﻤﻮاﺗﯿﺔﻟﻠﺴﻠﻮك .وﺗﻤﺘﻠﻜﺎﻟﺠﺎﻣﻌﺔاﻟﺘﺄﻣﯿﻨﺎﺗﺎﻟﻤﻨﺎﺳﺒﺔ
ﻟﻠﻤﻜﺎن .و اﻟﺘﻔﺎﺻﯿﻼﻟﻜﺎﻣﻠﺔ ﻣﺘﻮﻓﺮةﻋﻨﺪاﻟﻄﻠﺐ.
ﻣﺎذاﯾﺤﺪﺛﺈذاﺣﺪﺛﺨﻄﺄﻣﺎ؟
ﻓﯿﺤﺎﻟﺔاﻻﺣﺴﺎﺳﺒﺎﻟﻘﻠﻘﺄوﺷﻜﻔﯿﻤﻜﻨﻜﺎﻻﺗﺼﺎﻟﺒﺎﻟﺒﺮوﻓﯿﺴﻮرﺳﻮزاﻧﻐﺮاھﺎم،ﺟﺎﻣﻌﺔرﯾﺪﯾﻨﻎ .ھﺎﺗﻒ:
Tel: +44(0)1183782725,
،: r.j.harris@reading.ac.ukﺑﺮﯾﺪإﻟﻜﺘﺮوﻧﻲ
f.r.curtis@reading.ac.uk
أﯾﻨﯿﻤﻜﻨﻨﯿﺎﻟﺤﺼﻮﻟﻌﻠﯩﻤﺰﯾﺪﻣﻨﺎﻟﻤﻌﻠﻮﻣﺎت؟
إذاﻛﻨﺘﺘﺮﻏﺒﻔﯿﻤﺰﯾﺪﻣﻨﺎﻟﻤﻌﻠﻮﻣﺎت،ﯾﺮﺟﯩﺎﻻﺗﺼﺎل
ھﺎﺗﻒ7415900157(0)44+ :
ﺑﺮﯾﺪإﻟﻜﺘﺮوﻧﻲ
A.Alatiq@pgr.reading.ac.uk
.ﻧﺤﻨﻨﺄﻣﻸﻧﺘﻮاﻓﻘﻌﻠﯩﻤﺸﺎرﻛﺘﻜﻔﯿﮭﺬھﺎﻟﺪراﺳﺔ .إذاﻗﻤﺘﺒﺬﻟﻚ،ﯾﺮﺟﯩﻤﻞءاﺳﺘﻤﺎرةاﻟﻤﻮاﻓﻘﺔاﻟﻤﺮﻓﻘﺔوإﻋﺎدﺗﮭﺎ،ﻣﺨﺘﻮﻣﺔ.
ﺷﻜﺮاﻟﻜﻌﻠﯩﻮﻗﺘﻚ.
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Appendix 1.4: Head Teacher Consent Form in Arabic
ﻋﻨﻮان اﻟﺒﺤﺚ :اﺳﺘﻜﺸﺎف ﻣﻘﺎوﻣﺔ اﻟﺘﻐﯿﺮ و ﻣﻮﻗﻒ اﻟﻤﻌﻠﻢ ﻧﺤﻮ اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ ﻓﻲ ﻣﺪارس اﻻﻧﺎث ﻓﻲ اﻟﻤﻤﻠﻜﮫ اﻟﻌﺮﺑﯿﮫ اﻟﺴﻌﻮدﯾﮫ.
اﺳﺘﻤﺎرةﻣﻮاﻓﻘﺔﻣﺪﯾﺮة اﻟﻤﺪرﺳﺔ
ﻟﻘﺪﻗﺮأﺗﻮرﻗﺔاﻟﻤﻌﻠﻮﻣﺎﺗﻌﻨﺎﻟﻤﺸﺮوﻋﻮﺣﺼﻠﺘﻌﻠﯩﻨﺴﺨﺔﻣﻨﮫ
وأﻧﺎأﻓﮭﻤﻤﺎھﻮاﻟﻐﺮﺿﻤﻨﮭﺬااﻟﻤﺸﺮوﻋﻮﻣﺎھﻮاﻟﻤﻄﻠﻮﺑﻤﻨﻲ .ﺗﻤﺎﻟﺮدﻋﻠﯩﺠﻤﯿﻌﺄﺳﺌﻠﺘﻲ .أﻧﺎأواﻓﻘﻌﻠﯩﺎﻟﻤﺸﺎرﻛﺔﻓﯿﮭﺬااﻟﻤﺸﺮوع
وأﻧﺎأﻓﮭﻤﺄﻧﻤﺸﺎرﻛﺘﯿﻄﻮﻋﯿﺔﺗﻤﺎﻣﺎ
وأﻧﺎأﻓﮭﻤﺄﻧﮭﺨﯿﺎرﯾﻠﻠﻤﺴﺎﻋﺪةﻓﯿﮭﺬااﻟﻤﺸﺮوع،وأﻧﻨﯿﯿﻤﻜﻨﺄﻧﺎﺗﻮﻗﻔﻔﯿﺄﯾﻮﻗﺖ،دوﻧﺈﺑﺪاءأﺳﺒﺎﺑﻮدوﻧﺘﺪاﻋﯿﺎﺗﻌﻨﻄﺮﯾﻘﺈرﺳﺎﻟﺒﺮﯾﺪإﻟﻜﺘﺮوﻧﯿﺈﻟﯩﺎﻟﻌﻨﺎوﯾﻨﺄﻋﻼه
أﺗﻔﮭﻤﺘﻤﺎﻣﺎأﻧﮭﺴﯿﺘﻤﻤﻘﺎﺑﻠﺘﻲ وأﻧﺎﻟﻤﻘﺎﺑﻠﺔﺳﯿﺘﻤﺘﺴﺠﯿﻠﮭﺎوﻧﺴﺨﮭﺎ
ﻟﻘﺪﺗﻠﻘﯿﺘﻨﺴﺨﺔﻣﻨﻨﻤﻮذﺟﺎﻟﻤﻮاﻓﻘﺔوورﻗﺔاﻟﻤﻌﻠﻮﻣﺎت

ﯾﺮﺟﯩﻮﺿﻌﻌﻼﻣﺔﺣﺴﺒﺎﻟﻤﻨﺎﺳﺐ:
أواﻓﻘﻌﻠﯩﺮﺳﻤﺸﻌﻮري
أواﻓﻘﻌﻠﯩﺄﻧﯿﺘﻤﺎﺳﺘﺠﻮاﺑﻲ
أواﻓﻘﻌﻠﯩﮭﺬھﺎﻟﻤﻘﺎﺑﻠﺔاﻟﺘﯿﺴﺠﻠﺖ
اﺳﻢ ﻣﺪﯾﺮة اﻟﻤﺪرﺳﺔ:
اﺳﻢ اﻟﻤﺪرﺳﺔ:
اﻟﺘﻮﻗﯿﻊ:
اﻟﺘﺎرﯾﺦ:
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Appendix 1.5: SchoolPermission Information in English
School permission information
Research Project:

Exploring Resistance to change and teacher attitude towards a new
educational change in female schools in Kingdom Saudi Arabia.

Project Team Members:

Ahlam Alatiq

Dear Head Teacher,

I am writing to invite your school to take part in a research study aboutteacher attitude towards a new
educational change.
Before you decide whether to participate it is important for you to understand why the research is
being conducted and what it will involve. Please take your time to read the following information
carefully. Ask the researcher if there is anything that is not clear or if you would like more
information. This research is being supported by the Saudi Ministry of Education and has permission
from the Ministry of Education to proceed.
The rest of this sheet explains the study in more details, and describes what being in the study would
mean for you.

What is the study?
This study is a part of a PhD project that I am undertaking at the Institute of Education at the
University of Reading in the UK under the direction ofDr Richard Harris and Dr Fiona Curtis. . It
aims to explore the attitudes, opinions and experiences of female teachers regarding applying a new
education change. It aims also to explore the factors which could play roles in teachers’ attitude to
adopt, ignore or resist change. By investigating these factors, the researcher will attempt to contribute
to the discussion regarding ways to improve the programme that is running to support teachers’
attitude.
Why has this school been chosen to take part?
This school was chosen because your school is a primary school that has been expected to implement
ministry initiated educational changes.Also, your school is within a specific area which allows me to
access the school.
Does the school have to take part?
It is entirely up to you whether you participate. You may also withdraw your consent to participation
at any time during the project, without any repercussions to you, by contacting the researcher using the
details above.
What will happen if the school takes part?
If you agree your school taking part in this research, participates in your school will take part as
following:
1- You will be asked to complete a concept map’, which will then be used as part of an interview
about educational change in the KSA.
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2- Six teachers from the school will be asked to complete a concept map, and will then be
interviewed, In addition I would like to observe each teacher in a lesson for approximately 45
minutes.

What are the risks and benefits of taking part?
The information given by participants in the study will remain confidential and will only be
seen by me and my supervisor. Information about individuals will not be shared with the school.
Participants’ names and any contact details will not be recorded on the interview transcripts or
observations. I will alter or conceal any information on transcripts that might allow others to infer
other identities.
I anticipate that the findings of this study will be used to support teaching. It could help to
solve some challenges that may face some teachers when they apply a new education change. It helps
to identify the areas of greatest need for development as well as to promote good practice.

What will happen to the data?
Any data collected will be held in strict confidence and no real names will be used in this study or in
any subsequent publications. The records of this study will be kept private.Participants will be
assigned a number and will be referred to by that number in all records. Research records will be
stored securely in a locked filing cabinet and on a password-protected computer and only the research
team will have access to the records. Data will be destroyed after use as the audio recording data will
deleted immediately after it has been transferred to transcript form, print data will be destroyed at the
end of study. The results of the study may be presented at national and international conferences, and
in written reports and articles.

Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics Committee
and has been given a favourable ethical opinion for conduct. The University has the appropriate
insurances in place. Full details are available on request.
What happens if I change my mind?
You can change your mind at any time without any repercussions. If you change your mind after data
collection has ended, we will discard the school’sdata.
What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Dr Richard Harris, University of
Reading; Tel: +44(0)118 3782725, Email: r.j.harris@reading.ac.uk and Dr Fiona Curtis, University of
Reading; Email: f.r.curtis@reading.ac.uk
Where can I get more information?
If you would like more information, please contact Ahlam Alatiq, Tel: +44(0)7415900157, Email:
A.Alatiq@pgr.reading.ac.uk
What do I do next?
We do hope that you will agree to yourparticipation in the study. If you do, please complete the
attached consent form and return it, sealed, in the pre-paid envelope provided, to us.

Thank you for your time.
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Yours sincerely,

Research Project:

Exploring Resistance to change and teacher attitude towards a new
educational change in female schools in King Saudi Arabia.

Head Teacher Consent Form

I have read the Information Sheet about the project and received a copy of it.
I understand what the purpose of the project is and what is required of me. All my questions have
been answered. I agree to take part in this project.
I understand that participation in this project is entirely voluntary.
I understand that it is our choice (teachers and me) to help with this project and that we can stop at
any time, without giving a reason and without repercussions by sending an email to the addresses
above.
I understand that I will be interviewed and that the interview will be recorded and transcribed.
I understand that teachers will be observed and interviewed and that the interview will be recorded and
transcribed.
I have received a copy of this Consent Form and of the Information Sheet.

Please tick as appropriate:

I consent to the involvement of my school in the project as outlined in the Information
Sheet
I do not consent to this research taking place in my school

Name of Head Teacher: _________________________________________
Name of primary school: ________________________________________

Signed: _____________________________
Date: _________________________________
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Appendix 1.6: School Permission Information in Arabic
ورﻗﺔ اﻟﻤﻌﻠﻮﻣﺎت ﻟﻤﺪﯾﺮة اﻟﻤﺪرﺳﺔ
ﻋﻨﻮان اﻟﺒﺤﺚ :اﺳﺘﻜﺸﺎف ﻣﻘﺎوﻣﺔ اﻟﺘﻐﯿﺮ و ﻣﻮﻗﻒ اﻟﻤﻌﻠﻢ ﻧﺤﻮ اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ ﻓﻲ ﻣﺪارس اﻻﻧﺎث ﻓﻲ اﻟﻤﻤﻠﻜﮫ اﻟﻌﺮﺑﯿﮫ اﻟﺴﻌﻮدﯾﮫ.
اﻋﻀﺎء اﻟﻔﺮﯾﻖ ﻟﮭﺬا اﻟﻤﺸﺮوع :أﺣﻼم اﻟﻌﺘﯿﻖ
ﺳﻌﺎدة ﻣﺪﯾﺮة اﻟﻤﺪرﺳﺔ:
أود أن أدﻋﻮك ﻟﻠﻤﺸﺎرﻛﺔ ﻣﺪرﺳﺘﻚ ﻓﻲ دراﺳﺘﻲ اﻟﺒﺤﺜﯿﺔ ﺣﻮل ﻣﻮﻗﻒ اﻟﻤﻌﻠﻢ ﻧﺤﻮ اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ.
ﻗﺒﻞ أن ﺗﻘﺮري ﻣﺎ إذا ﻛﻨﺖ ﺳﺘﺸﺎرﻛﯿﻦ ﻓﺄﻧﮫ ﻣﻦ اﻟﻤﮭﻢ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻚ أن ﺗﻔﮭﻢ ﻟﻤﺎذا ﯾﺘﻢ إﺟﺮاء ھﺬا اﻟﺒﺤﺚ وﻣﺎذا ﺳﯿﻨﻄﻮي .اﺗﻤﻨﻰ ان ﺗﺎﺧﺬي
وﻗﺖ ﻟﻘﺮاءة ھﺬي اﻟﻤﻌﻠﻮﻣﺎت ﺑﻌﻨﺎﯾﺔ .و ﯾﻤﻜﻨﻚ اﻻﺳﺘﻔﺴﺎر ﻣﻦ اﻟﺒﺎﺣﺚ اذا اردت اﻟﺘﻮﺿﯿﺢ ﻣﻦ ﺷﻲ ﻣﻌﯿﻦ او ﺗﺮﯾﺪ ﻣﺰﯾﺪا ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت.
ھﺬا اﻟﺒﺤﺚ ﻣﺪﻋﻮم ﻣﻦ ﻗﺒﻞ وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ اﻟﺴﻌﻮدﯾﺔ وﻟﺪﯾﮫ إذن ﻣﻦ وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ واﻟﻤﻀﻲ ﻗﺪﻣﺎ.
ﻣﺎ ﺗﺒﻘﻰ ﻣﻦ ھﺬه اﻟﻮرﻗﺔ ﯾﻮﺿﺢ اﻟﻤﺰﯾﺪ ﻣﻦ اﻟﺘﻔﺼﯿﻞ ﻋﻦ ھﺬا اﻟﺪراﺳﮫ ،وﯾﺼﻒ ﻣﺎ ﯾﻌﻨﻲ ﻟﻚ ﻓﻲ ھﺬا اﻟﺪراﺳﺔ.
ﻣﺎ ھﻲ اﻟﺪراﺳﺔ؟
ھﺬه اﻟﺪراﺳﺔ ھﻲ ﺟﺰء ﻣﻦ ﻣﺸﺮوع رﺳﺎﻟﺔ اﻟﺪﻛﺘﻮراه و اﻟﻘﺎﺋﻢ ﻋﻠﯿﮭﺎ ﻣﻌﮭﺪ اﻟﺘﺮﺑﯿﺔ ﻓﻲ ﺟﺎﻣﻌﺔ رﯾﺪﯾﻨﻎ ﻓﻲ اﻟﻤﻤﻠﻜﺔ اﻟﻤﺘﺤﺪة ﺗﺤﺖ إﺷﺮاف
اﻟﺪﻛﺘﻮر رﯾﺘﺸﺎرد ھﺎرﯾﺲ واﻟﺪﻛﺘﻮر ﻓﯿﻮﻧﺎ ﻛﻮرﺗﯿﺲ .اﻧﮭﺎ ﺗﮭﺪف اﻟﻰ اﺳﺘﻜﺸﺎف ﻣﻮاﻗﻒ واراء وﺧﺒﺮات اﻟﻤﻌﻠﻤﯿﻦ ﻣﻦ اﻹﻧﺎث ﻓﯿﻤﺎ ﯾﺘﻌﻠﻖ
ﺑﺘﻄﺒﯿﻖ اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ .ﻛﻤﺎ ﺗﮭﺪف إﻟﻰ اﺳﺘﻜﺸﺎف اﻟﻌﻮاﻣﻞ اﻟﺘﻲ ﯾﻤﻜﻦ أن ﺗﻠﻌﺐ دورا ﻓﻲ ﻣﻮاﻗﻒ اﻟﻤﻌﻠﻤﯿﻦ ﻟﻲ أن ﺗﻌﺘﻤﺪ ،ﺗﺘﺠﺎھﻞ
أو ﺗﻘﺎوم اﻟﺘﻐﯿﯿﺮ .ﻣﻦ ﺧﻼل اﻟﺘﺤﻘﯿﻖ ﻓﻲ ھﺬه اﻟﻌﻮاﻣﻞ ،ﻓﺈن اﻟﺒﺎﺣﺚ ﯾﺤﺎول اﻟﻤﺴﺎھﻤﺔ ﻓﻲ اﻟﻨﻘﺎش ﺑﺸﺄن اﻟﺴﺒﻞ ﻟﺘﺤﺴﯿﻦ اﻟﺒﺮﻧﺎﻣﺞ اﻟﺬي ﯾﻌﻤﻞ
ﻟﺪﻋﻢ ﻣﻮاﻗﻒ اﻟﻤﻌﻠﻤﯿﻦ.
ﻟﻤﺎذ ﺗﻢ اﺧﺘﯿﺎرك ﻟﻠﻤﺸﺎرﻛﮫ ﻓﻲ ھﺬا اﻟﺪراﺳﮫ؟
ﻟﻘﺪ ﺗﻢ اﺧﺘﯿﺎر ھﺬه اﻟﻤﺪرﺳﺔ ﻷن اﻟﻤﺪرﺳﺔ ھﻲ ﻣﺪرﺳﺔ اﺑﺘﺪاﺋﯿﺔ وﺗﻨﻔﺬ ﺳﯿﺎﺳﺔ اﻟﺘﻌﻠﯿﻢ.
ھﻞ ﯾﺠﺐ أن ﺗﺸﺎرﻛﻲ؟
اﻣﺮ اﻟﻤﺸﺎرﻛﮫ ﻣﺘﺮوك ﺗﻤﺎﻣﺎ ﻟﻚ إذا ﻛﻨﺖ ﺗﺮﻏﯿﺒﻦ .ﯾﻤﻜﻨﻚ أﯾﻀﺎ ﺳﺤﺐ ﻣﻮاﻓﻘﺘﻚ ﻋﻦ اﻟﻤﺸﺎرﻛﺔ ﻓﻲ أي وﻗﺖ أﺛﻨﺎء ﺗﻨﻔﯿﺬ اﻟﻤﺸﺮوع ،دون أي
ﺗﺪاﻋﯿﺎت ﻟﻜﻢ ،ﻋﻦ طﺮﯾﻖ اﻻﺗﺼﺎل ﺑﺎﻟﺒﺎﺣﺚ ﺑﺎﺳﺘﺨﺪام اﻟﺘﻔﺎﺻﯿﻞ أﻋﻼه.
ﻣﺎذا ﺳﯿﺤﺪث اذا ﺷﺎرﻛﺘﻲ؟
إذا واﻓﻘﺖ ﻋﻠﻰ اﻟﻤﺸﺎرﻛﺔ ﻓﻲ ھﺬا اﻟﺒﺤﺚ ،ﻓﺴﻮف ﺗﺸﺎرﻛﯿﻦ ﻓﻲ:
اﻟﺨﺮﯾﻄﺔ اﻟﺬھﻨﯿﮫ :ﺳﻮف ﯾﻄﻠﺐ ﻣﻨﻚ أﺗﻌﺒﯿﺮﻋﻦ ﻣﺸﺎﻋﺮك ﺣﻮل اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ ﻋﻦ طﺮﯾﻖ اﻟﺮﺳﻢ.
ﻣﻘﺎﺑﻠﺔ ﺗﺴﺘﻐﺮق ﺣﻮاﻟﻲ  45دﻗﯿﻘﺔ ،وﺳﻮف ﯾﺘﻢ ﺳﻮاﻟﻚ ﻋﻦ اﻓﻜﺎرك وﺧﺒﺮﺗﻚ ﻓﻲ اﻟﺘﻐﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ.وﺑﻌﺪ إذﻧﻜﻢ ،ﺳﯿﺘﻢ ﺗﺴﺠﯿﻞ ھﺬه
اﻟﻤﻘﺎﺑﻠﺔ وﻧﺴﺨﮫ.
ﺳﻮف ﯾﻄﻠﺐ  6ﻣﻦ اﻟﻤﻌﻠﻤﺎت ﻣﻦ اﻟﻤﺪرﺳﺔ ﻟﻠﺘﻌﺒﯿﺮ ﻋﻦ ﻣﺸﺎﻋﺮھﻢ ﺣﻮل اﻟﺘﻐﯿﯿﺮ اﻟﺘﺮﺑﻮي ﺑﺎﻻﻋﺘﻤﺎد ﻋﻠﻰ اﻟﺮﺳﻢ.
ﺳﻮف ﯾﻄﻠﺐ  6ﻣﻦ اﻟﻤﻌﻠﻤﺎت ﻣﻦ اﻟﻤﺪرﺳﺔ ﻟﻠﻤﺸﺎرﻛﺔ ﻓﻲ ﻟﻘﺎء ﻟﺘﻘﺪﯾﻢ أﻓﻜﺎرھﻢ وﺗﺠﺎرﺑﮭﻢ ﻓﻲ ﺗﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻢ اﻟﺠﺪﯾﺪ .ﻣﻊ اﻻذن اﻟﺨﺎص ﺑﮭﻢ،
ﺳﯿﺘﻢ ﺗﺴﺠﯿﻞ ھﺬه اﻟﻤﻘﺎﺑﻠﺔ وﻧﺴﺨﮫ.
 6ﻣﻦ اﻟﻤﻌﻠﻤﯿﻦ ﻣﻦ ﻣﺪرﺳﺘﻚ ﺳﯿﻘﺎم أﯾﻀﺎ ﻣﻌﮭﻢ ﻣﻘﺎﺑﻠﺔ اﻟﺴﯿﻨﺎرﯾﻮ ،واﻟﺘﻲ ﺳﻮف ﯾﺘﻢ ﺳﺆاﻟﮭﻢ ﺛﻼﺛﺔ أﺳﺌﻠﺔ ﻋﻦ أﻓﻜﺎرھﻢ وﺗﺠﺎرﺑﮭﻢ ﻓﻲ ﺗﻐﯿﯿﺮ
اﻟﺘﻌﻠﯿﻢ اﻟﺠﺪﯾﺪ.
 6ﺣﺼﺺ ﺳﻮف ﺗﻼﺣﻆ ﻣﻊ ﻣﺮاﻋﺎة أن اﻟﻤﻼﺣﻈﮫ ﺳﺘﺴﺘﻐﺮق ﺣﻮاﻟﻲ  45دﻗﯿﻘﺔ ،و ﺳﻮف ﺗﺪون اﻟﻤﻼﺣﻈﺎت.
ﻣﺎ ھﻲ ﻣﺨﺎطﺮ وﻓﻮاﺋﺪ اﻟﻤﺸﺎرﻛﺔ؟
اﻟﻤﻌﻠﻮﻣﺎت اﻟﺘﻲ ﺗﺄﺧﺬ ﻣﻨﻚ ﺳﺘﺒﻘﻰ ﺳﺮﯾﺔ وﻟﻦ ﯾﺮاھﺎ ﺳﻮى اﻧﺎ وﻣﺸﺮﻓﻲ .ﻛﻤﺎ ﺳﯿﺘﻢ ﻋﻘﺪ اﻟﺒﯿﺎﻧﺎت اﻟﺨﺎﺻﺔ ﺑﻚ ﺑﺴﺮﯾﺔ ﺗﺎﻣﺔ وﻟﻦ ﯾﺘﻢ ﺗﻘﺎﺳﻤﮭﺎ
ﻣﻊ أي ﻣﻦ اﻟﻤﻮظﻔﯿﻦ او اﻟﻤﺪرﺳﯿﻦ اﻵﺧﺮﯾﻦ ،أو وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ .ﻟﻦ ﯾﺘﻢ ﺗﺴﺠﯿﻞ أﺳﻤﺎء اوأﯾﺔ ﺗﻔﺎﺻﯿﻞ ﻋﻨﻚ و اﻟﺘﻲ ﻗﺪ ﺗﻜﻮن
ﻣﻮﺟﻮدة ﻓﻲ ﻧﺼﻮص اﻟﻤﻘﺎﺑﻠﺔ أو اﻟﻤﻼﺣﻈﮫ .وﺳﻮف ﯾﺘﻢ ﺗﻐﯿﯿﺮ أو إﺧﻔﺎء أي ﻣﻌﻠﻮﻣﺎت ﻋﻦ اﻟﻨﺼﻮص اﻟﺘﻲ ﻗﺪ ﺗﺴﻤﺢ ﻟﻶﺧﺮﯾﻦ ﻻﺳﺘﻨﺘﺎج
اﻟﮭﻮﯾﺎت اﻟﺨﺎﺻﺔ ﺑﻚ.
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و ﻧﺘﺎﺋﺞ ھﺬه اﻟﺪراﺳﺔ ﺳﻮف ﺗﺴﺘﺨﺪم ﻟﺪﻋﻢ اﻟﺘﻌﻠﯿﻢ .وﯾﻤﻜﻦ أن ﺗﺴﺎﻋﺪ ﻓﻲ ﺣﻞ ﺑﻌﺾ اﻟﺘﺤﺪﯾﺎت اﻟﺘﻲ ﻗﺪ ﺗﻮاﺟﮫ ﺑﻌﺾ اﻟﻤﻌﻠﻤﯿﻦ ﻋﻨﺪﻣﺎ ﯾﺘﻢ
ﺗﻄﺒﯿﻖ ﺗﻐﯿﺮات اﻟﺘﻌﻠﯿﻢ اﻟﺠﺪﯾﺪه .ﻓﮭﻮ ﯾﺴﺎﻋﺪ ﻋﻠﻰ ﺗﺤﺪﯾﺪ اﻟﻤﻨﺎطﻖ اﻷﺷﺪ اﺣﺘﯿﺎﺟﺎ ﻟﻠﺘﻨﻤﯿﺔ وﻛﺬﻟﻚ ﻟﺘﺸﺠﯿﻊ اﻟﻤﻤﺎرﺳﺎت اﻟﺠﯿﺪة.
ﻣﺎذا ﺳﯿﺤﺪث ﻟﻠﺒﯿﺎﻧﺎت؟
وﺳﻮف ﯾﺘﻢ ﺟﻤﻊ اﻟﺒﯿﺎﻧﺎت ﺑﺴﺮﯾﺔ ﺗﺎﻣﺔ وﺳﯿﺘﻢ اﺳﺘﺨﺪام أي أﺳﻤﺎء ﻣﺴﺘﻌﺎره ﻓﻲ ھﺬه اﻟﺪراﺳﺔ أو ﻓﻲ أي ﻣﻨﺸﻮرات ﻻﺣﻘﺔ .ﺳﯿﺘﻢ اﻻﺣﺘﻔﺎظ
ﺑﺴﺠﻼت ﻟﮭﺬه اﻟﺪراﺳﺔ ﺑﻄﺮﯾﻘﮫ ﺧﺎﺻﺔ .ﺳﯿﺘﻢ ﺗﻌﯿﯿﻦ اﻟﻤﺸﺎرﻛﻮن ﻋﺪدا وﺳﻮف ﺗﺤﺎل ﻣﻦ ﻗﺒﻞ ھﺬا اﻟﻌﺪد ﻓﻲ ﻛﻞ اﻟﺴﺠﻼت .ﺳﯿﺘﻢ ﺗﺨﺰﯾﻦ
اﻟﺴﺠﻼت اﻷﺑﺤﺎث ﺑﺸﻜﻞ آﻣﻦ ﻓﻲ ﺧﺰاﻧﺔ اﻟﻤﻠﻔﺎت اﻟﻤﻐﻠﻘﺔ وﻋﻠﻰ ﺟﮭﺎز ﻛﻤﺒﯿﻮﺗﺮ ﻣﺤﻤﻲ ﺑﻜﻠﻤﺔ ﻣﺮور .وﻓﺮﯾﻖ اﻟﺒﺤﺚ ﺳﯿﻜﻮن اﻟﻤﺘﺎح ﻟﮫ
اﻟﻮﺻﻮل إﻟﻰ اﻟﺴﺠﻼت .وﺳﯿﺘﻢ ﺗﺪﻣﯿﺮ اﻟﺒﯿﺎﻧﺎت ﺑﻌﺪ اﻻﺳﺘﻌﻤﺎل ﻛﻤﺎ ﺳﯿﺘﻢ ﺣﺬف ﺑﯿﺎﻧﺎت ﺗﺴﺠﯿﻞ اﻟﺼﻮت ﻋﻠﻰ اﻟﻔﻮر ﺑﻌﺪ أن ﯾﺘﻢ ﻧﻘﻠﮭﺎ إﻟﻰ
ﺷﻜﻞ ﻧﺺ ،وﺳﯿﺘﻢ ﺗﺪﻣﯿﺮ اﻟﺒﯿﺎﻧﺎت اﻟﻤﻄﺒﻮﻋﺔ ﻓﻲ ﻧﮭﺎﯾﺔ اﻟﺪراﺳﺔ .و ﯾﻤﻜﻦ ﻋﺮض ﻧﺘﺎﺋﺞ اﻟﺪراﺳﺔ ﻓﻲ اﻟﻤﺆﺗﻤﺮات اﻟﻮطﻨﯿﺔ واﻟﺪوﻟﯿﺔ،
واﻟﺘﻘﺎرﯾﺮ اﻟﻤﻜﺘﻮﺑﺔ واﻟﻤﻘﺎﻻت.
ﻣﺎذا ﯾﺤﺪث إذا ﻗﻤﺖ ﺑﺘﻐﯿﯿﺮ رأﯾﻲ؟
ﯾﻤﻜﻨﻚ ﺗﻐﯿﯿﺮ رأﯾﻚ ﻓﻲ أي وﻗﺖ دون أي ﺗﺪاﻋﯿﺎت .ﺧﻼل اﻟﺒﺤﺚ ،ﯾﻤﻜﻨﻚ اﻟﺘﻮﻗﻒ ﻋﻦ اﺳﺘﻜﻤﺎل اﻷﻧﺸﻄﺔ ﻓﻲ أي وﻗﺖ .إذا ﻏﯿﺮت رأﯾﻚ ﺑﻌﺪ
ﺟﻤﻊ اﻟﺒﯿﺎﻧﺎت اﻟﺘﻲ ﻗﺪ اﻧﺘﮭﺖ ،ﻧﺤﻦ ﺳﻮف ﻧﺘﺠﺎھﻞ اﻟﺒﯿﺎﻧﺎت اﻟﺨﺎﺻﺔ ﺑﻚ.
ﻣﻦ اﻟﺬي ﺳﻮف ﯾﺮاﺟﻊ اﻟﺪراﺳﺔ؟
ھﺬا اﻟﻤﺸﺮوع ﺳﻮف ﯾﺮاﺟﻊ ﻋﻦ طﺮﯾﻖ ﻟﺠﻨﺔ أﺧﻼﻗﯿﺎت اﻟﺒﺤﻮث ﺑﺎﻟﺠﺎﻣﻌﺔ وﯾﺘﻢ إﻋﻄﺎء اﻟﺮأي اﻷﺧﻼﻗﻲ اﻟﻤﻮاﺗﯿﺔ ﻟﻠﺴﻠﻮك .وﺗﻤﺘﻠﻚ اﻟﺠﺎﻣﻌﺔ
اﻟﺘﺄﻣﯿﻨﺎت اﻟﻤﻨﺎﺳﺒﺔ ﻟﻠﻤﻜﺎن .و اﻟﺘﻔﺎﺻﯿﻞ اﻟﻜﺎﻣﻠﺔ ﻣﺘﻮﻓﺮة ﻋﻨﺪ اﻟﻄﻠﺐ.
ﻣﺎذا ﯾﺤﺪث إذا ﺣﺪث ﺧﻄﺄ ﻣﺎ؟
ﻓﻲ ﺣﺎﻟﺔ اﻻﺣﺴﺎس ﺑﺎﻟﻘﻠﻖ أو ﺷﻚ ﻓﯿﻤﻜﻨﻚ اﻻﺗﺼﺎل ﺑﺎﻟﺒﺮوﻓﯿﺴﻮر رﯾﺘﺸﺎرد و ﻓﯿﻮﻧﺎ
r.j.harris@reading.ac.uk
f.r.curtis@reading.ac.uk

أﯾﻦ ﯾﻤﻜﻨﻨﻲ اﻟﺤﺼﻮل ﻋﻠﻰ ﻣﺰﯾﺪ ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت؟
إذا ﻛﻨﺖ ﺗﺮﻏﺐ ﻓﻲ ﻣﺰﯾﺪ ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت ،ﯾﺮﺟﻰ اﻻﺗﺼﺎل
+44(0)7415900157,
A.Alatiq@pgr.reading.ac.uk
.ﻧﺤﻦ ﻧﺄﻣﻞ أن ﺗﻮاﻓﻖ ﻋﻠﻰ ﻣﺸﺎرﻛﺘﻚ ﻓﻲ ھﺬه اﻟﺪراﺳﺔ .إذا ﻗﻤﺖ ﺑﺬﻟﻚ ،ﯾﺮﺟﻰ ﻣﻞء اﺳﺘﻤﺎرة اﻟﻤﻮاﻓﻘﺔ اﻟﻤﺮﻓﻘﺔ وإﻋﺎدﺗﮭﺎ ،ﻣﺨﺘﻮﻣﺔ.
ﺷﻜﺮا ﻟﻚ ﻋﻠﻰ وﻗﺘﻚ.
ﻋﻨﻮان اﻟﺒﺤﺚ :اﺳﺘﻜﺸﺎف ﻣﻘﺎوﻣﺔ اﻟﺘﻐﯿﺮ و ﻣﻮﻗﻒ اﻟﻤﻌﻠﻢ ﻧﺤﻮ اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ ﻓﻲ ﻣﺪارس اﻻﻧﺎث ﻓﻲ اﻟﻤﻤﻠﻜﮫ اﻟﻌﺮﺑﯿﮫ اﻟﺴﻌﻮدﯾﮫ.
اﺳﺘﻤﺎرة ﻣﻮاﻓﻘﺔ ﻣﺪﯾﺮة اﻟﻤﺪرﺳﮫ
ﻟﻘﺪ ﻗﺮأت ورﻗﺔ اﻟﻤﻌﻠﻮﻣﺎت ﻋﻦ اﻟﻤﺸﺮوع وﺣﺼﻠﺖ ﻋﻠﻰ ﻧﺴﺨﺔ ﻣﻨﮫ
وأﻧﺎ أﻓﮭﻢ ﻣﺎ ھﻮ اﻟﻐﺮض ﻣﻦ ھﺬا اﻟﻤﺸﺮوع وﻣﺎ ھﻮ اﻟﻤﻄﻠﻮب ﻣﻨﻲ .ﺗﻢ اﻟﺮد ﻋﻠﻰ ﺟﻤﯿﻊ أﺳﺌﻠﺘﻲ .أﻧﺎ أواﻓﻖ ﻋﻠﻰ اﻟﻤﺸﺎرﻛﺔ ﻓﻲ ھﺬا اﻟﻤﺸﺮوع
وأﻧﺎ أﻓﮭﻢ أن ﻣﺸﺎرﻛﺘﻲ طﻮﻋﯿﺔ ﺗﻤﺎﻣﺎ
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وأﻧﺎ أﻓﮭﻢ أﻧﮫ ﺧﯿﺎري ﻟﻠﻤﺴﺎﻋﺪة ﻓﻲ ھﺬا اﻟﻤﺸﺮوع ،وأﻧﻨﻲ ﯾﻤﻜﻦ أن اﺗﻮﻗﻒ ﻓﻲ أي وﻗﺖ ،دون إﺑﺪاء أﺳﺒﺎب ودون ﺗﺪاﻋﯿﺎت ﻋﻦ طﺮﯾﻖ
إرﺳﺎل ﺑﺮﯾﺪ إﻟﻜﺘﺮوﻧﻲ إﻟﻰ اﻟﻌﻨﺎوﯾﻦ أﻋﻼه
أﺗﻔﮭﻢ ﺗﻤﺎﻣﺎ أﻧﮫ ﺳﯿﺘﻢ ﻣﻘﺎﺑﻠﺘﻲ وأن اﻟﻤﻘﺎﺑﻠﺔ ﺳﯿﺘﻢ ﺗﺴﺠﯿﻠﮭﺎ وﻧﺴﺨﮭﺎ
أﻧﺎ أﻓﮭﻢ أن اﻟﻤﻌﻠﻤﯿﻦ ﺳﻮف ﺗﻘﻮﻣﻲ ﺑﻤﻼﺣﻈﺔ ﺣﺼﺼﮭﻢ و ﺳﯿﺘﻢ ﻣﻘﺎﺑﻠﺘﮭﻢ وأن اﻟﻤﻘﺎﺑﻠﺔ ﺳﯿﺘﻢ ﺗﺴﺠﯿﻠﮭﺎ وﺗﺪوﯾﻨﮭﺎ
ﻟﻘﺪ ﺗﻠﻘﯿﺖ ﻧﺴﺨﺔ ﻣﻦ ﻧﻤﻮذج اﻟﻤﻮاﻓﻘﺔ وورﻗﺔ اﻟﻤﻌﻠﻮﻣﺎت

ﯾﺮﺟﻰ وﺿﻊ ﻋﻼﻣﺔ ﺣﺴﺐ اﻟﻤﻨﺎﺳﺐ:
أواﻓﻖ ﻋﻠﻰ ﻣﺸﺎرﻛﺔ ﻣﺪرﺳﺘﻲ ﻓﻲ ھﺬا اﻟﻤﺸﺮوع ﻋﻠﻰ اﻟﻨﺤﻮ اﻟﻤﺒﯿﻦ ﻓﻲ ورﻗﺔ ﻣﻌﻠﻮﻣﺎت
أﻧﺎ ﻻ اواﻓﻖ ﻋﻠﻰ ﻋﻤﻞ ھﺬا اﻟﺒﺤﺚ ﻓﻲ ﻣﺪرﺳﺘﻲ
اﺳﻢ ﻣﺪﯾﺮة اﻟﻤﺪرﺳﮫ:
اﺳﻢ اﻟﻤﺪرﺳﺔ:
اﻟﺘﻮﻗﯿﻊ:
اﻟﺘﺎرﯾﺦ:
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Appendix1. 7: Teacher Information Sheet in English
Research Project: Exploring Resistance to change and teacher attitude towards a new educational
change in female schools in Kingdom Saudi Arabia.
Project Team Members: Ahlam Alatiq

Dear Teacher,
I would like to invite you to take part in my research study about teacher attitude towards a new
educational change.

Before you decide whether to participate it is important for you to understand why the research is
being conducted and what it will involve. Please take your time to read the following information
carefully. Ask the researcher if there is anything that is not clear or if you would like more
information. This research is being supported by the Saudi Ministry of Education and has permission
from the Ministry of Education to proceed.
The rest of this sheet explains the study in more detail, and describes what being in the study would
mean for you.
What is the study?
This study is a part of a PhD project that I am undertaking at the Institute of Education at the
University of Reading in the UK under the direction ofDr Richard Harris and Dr Fiona Curtis. It aims
to explore the attitudes, opinions and experiences of female teachers regarding applying a new
education change. It aims also to explore the factors which could play roles in teachers’ attitude to
adopt, ignore or resist change. By investigating these factors, the researcher will attempt to contribute
to the discussion regarding ways to improve the programme that is running to support teachers’
attitude.
Why have I been chosen to take part?
You have been invited to take part in the project because you have expressed an interest in
being involved in my project, because you have knowledge and experience about education in the past
and in the present. You have lived through the experience of educational reform and your opinion will
be helpful in this project.
Do I have to take part?
It is entirely up to you whether you participate. You may also withdraw your consent to participation
at any time during the project, without any repercussions to you, by contacting the researcher using the
details above.
What will happen if I take part?
If you agree to participate in this research, you will be asked to complete a concept map, and will

then be interviewed, In addition I would like to observe each teacher in a lesson for
approximately 45 minutes.
What are the risks and benefits of taking part?
The information you give will remain confidential and will only be seen by me and my
supervisor. Also your data will be held in strict confidence and will not be shared with their head
teacher or with the Ministry of Education. Your names and any contact details will not be recorded on
the interview transcripts or observations. I will alter or delete any information on transcripts that might
allow others to infer your identities.
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I anticipate that the findings of this study will be used to support your teaching. It could help
you to solve some challenges that may face it when you apply a new education change. It helps to
identify the areas of greatest need for development as well as to promote good practice.

What will happen to the data?
Any data collected will be held in strict confidence and no real names will be used in this study or in
any subsequent publications. The records of this study will be kept private. Participants will be
assigned a number and will be referred to by that number in all records. Research records will be
stored securely in a locked filing cabinet and on a password-protected computer and only the research
team will have access to the records. Data will be destroyed after use as the audio recording data will
deleted immediately after it has been transferred to transcript form, print data will be destroyed at the
end of study. The results of the study may be presented at national and international conferences, and
in written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you can stop
completing the activities at any time. If you change your mind after data collection has ended, we will
discard your data.
Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics Committee
and has been given a favourable ethical opinion for conduct. The University has the appropriate
insurances in place. Full details are available on request.
What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Dr Richard Harris, University of
Reading; Tel: +44(0)1183782725, Email: r.j.harris@reading.ac.uk and Dr Fiona Curtis, University of
Reading; Email: f.r.curtis@reading.ac.uk
Where can I get more information?
If you would like more information, please contact Ahlam Alatiq, Tel: +44(0)7415900157, Email:
A.Alatiq@pgr.reading.ac.uk
We do hope that you will agree to your participation in the study. If you do, please complete
the attached consent form and return it, sealed, in the pre-paid envelope provided, to us.

Thank you for your time.
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Appendix1.8: Teacher Consent Form in English
Research Project:

Exploring Resistance to change and teacher attitude towards a new
educational change in female schools in King Saudi Arabia.

Teacher Consent Form

I have read the Information Sheet about the project and received a copy of it.
I understand what the purpose of the project is and what is required of me. All my questions have been
answered. I agree to take part in this project.
I understand that my participation is entirely voluntary.
I understand that it is my choice to help with this project and that I can stop at any time, without giving
a reason and without repercussions by sending an email to the addresses above.
I understand that I will be observed and interviewed and that the interview will be recorded and
transcribed.
I have received a copy of this Consent Form and of the Information Sheet.

Please tick as appropriate:
I consent to completing a concept map

I consent to being interviewed

I consent to this interview being recorded

I consent to the classroom observation as described in the information sheet

Name of teacher: _________________________________________
Name of primary school: ________________________________

Signed: _____________________________

Date: _________________________________
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Appendix 1.9: Teacher Information Sheet in Arabic
ورﻗﺔ اﻟﻣﻌﻠوﻣﺎت ﻟﻠﻣﻌﻠﻣﺔ
ﻋﻧوان اﻟﺑﺣث :اﺳﺗﻛﺷﺎف ﻣﻘﺎوﻣﺔ اﻟﺗﻐﯾر و ﻣوﻗف اﻟﻣﻌﻠم ﻧﺣو اﻟﺗﻐﯾﯾر اﻟﺗﻌﻠﯾﻣﻲ اﻟﺟدﯾد ﻓﻲ ﻣدارس اﻻﻧﺎث ﻓﻲ اﻟﻣﻣﻠﻛﮫ اﻟﻌرﺑﯾﮫ اﻟﺳﻌودﯾﮫ.
اﻋﺿﺎء اﻟﻔرﯾﻖ ﻟﮭذا اﻟﻣﺷروع :أﺣﻼم اﻟﻌﺗﯾﻖ
ﺳﻌﺎدة اﻟﻣﻌﻠﻣﺔ:
أود أن أدﻋﻮك ﻟﻠﻤﺸﺎرﻛﺔ ﻓﻲ دراﺳﺘﻲ اﻟﺒﺤﺜﯿﺔ ﺣﻮل ﻣﻮﻗﻒ اﻟﻤﻌﻠﻢ ﻧﺤﻮ اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ.
ﻗﺒﻞ أن ﺗﻘﺮري ﻣﺎ إذا ﻛﻨﺖ ﺳﺘﺸﺎرﻛﯿﻦ ﻓﺄﻧﮫ ﻣﻦ اﻟﻤﮭﻢ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻚ أن ﺗﻔﮭﻢ ﻟﻤﺎذا ﯾﺘﻢ إﺟﺮاء ھﺬا اﻟﺒﺤﺚ وﻣﺎذا ﺳﯿﻨﻄﻮي .اﺗﻤﻨﻰ ان ﺗﺎﺧﺬي
وﻗﺖ ﻟﻘﺮاءة ھﺬي اﻟﻤﻌﻠﻮﻣﺎت ﺑﻌﻨﺎﯾﺔ .و ﯾﻤﻜﻨﻚ اﻻﺳﺘﻔﺴﺎر ﻣﻦ اﻟﺒﺎﺣﺚ اذا اردت اﻟﺘﻮﺿﯿﺢ ﻣﻦ ﺷﻲ ﻣﻌﯿﻦ او ﺗﺮﯾﺪ ﻣﺰﯾﺪا ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت.
ھﺬا اﻟﺒﺤﺚ ﻣﺪﻋﻮم ﻣﻦ ﻗﺒﻞ وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ اﻟﺴﻌﻮدﯾﺔ وﻟﺪﯾﮫ إذن ﻣﻦ وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ واﻟﻤﻀﻲ ﻗﺪﻣﺎ.
ﻣﺎ ﺗﺒﻘﻰ ﻣﻦ ھﺬه اﻟﻮرﻗﺔ ﯾﻮﺿﺢ اﻟﻤﺰﯾﺪ ﻣﻦ اﻟﺘﻔﺼﯿﻞ ﻋﻦ ھﺬا اﻟﺪراﺳﮫ ،وﯾﺼﻒ ﻣﺎ ﯾﻌﻨﻲ ﻟﻚ ﻓﻲ ھﺬا اﻟﺪراﺳﺔ.
ﻣﺎ ھﻲ اﻟﺪراﺳﺔ؟
ھﺬه اﻟﺪراﺳﺔ ھﻲ ﺟﺰء ﻣﻦ ﻣﺸﺮوع رﺳﺎﻟﺔ اﻟﺪﻛﺘﻮراه و اﻟﻘﺎﺋﻢ ﻋﻠﯿﮭﺎ ﻣﻌﮭﺪ اﻟﺘﺮﺑﯿﺔ ﻓﻲ ﺟﺎﻣﻌﺔ رﯾﺪﯾﻨﻎ ﻓﻲ اﻟﻤﻤﻠﻜﺔ اﻟﻤﺘﺤﺪة ﺗﺤﺖ إﺷﺮاف
اﻟﺪﻛﺘﻮر رﯾﺘﺸﺎرد ھﺎرﯾﺲ واﻟﺪﻛﺘﻮر ﻓﯿﻮﻧﺎ ﻛﻮرﺗﯿﺲ .اﻧﮭﺎ ﺗﮭﺪف اﻟﻰ اﺳﺘﻜﺸﺎف ﻣﻮاﻗﻒ واراء وﺧﺒﺮات اﻟﻤﻌﻠﻤﯿﻦ ﻣﻦ اﻹﻧﺎث ﻓﯿﻤﺎ ﯾﺘﻌﻠﻖ
ﺑﺘﻄﺒﯿﻖ اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ .ﻛﻤﺎ ﺗﮭﺪف إﻟﻰ اﺳﺘﻜﺸﺎف اﻟﻌﻮاﻣﻞ اﻟﺘﻲ ﯾﻤﻜﻦ أن ﺗﻠﻌﺐ دورا ﻓﻲ ﻣﻮاﻗﻒ اﻟﻤﻌﻠﻤﯿﻦ ﻟﻲ أن ﺗﻌﺘﻤﺪ ،ﺗﺘﺠﺎھﻞ
أو ﺗﻘﺎوم اﻟﺘﻐﯿﯿﺮ .ﻣﻦ ﺧﻼل اﻟﺘﺤﻘﯿﻖ ﻓﻲ ھﺬه اﻟﻌﻮاﻣﻞ ،ﻓﺈن اﻟﺒﺎﺣﺚ ﯾﺤﺎول اﻟﻤﺴﺎھﻤﺔ ﻓﻲ اﻟﻨﻘﺎش ﺑﺸﺄن اﻟﺴﺒﻞ ﻟﺘﺤﺴﯿﻦ اﻟﺒﺮﻧﺎﻣﺞ اﻟﺬي ﯾﻌﻤﻞ
ﻟﺪﻋﻢ ﻣﻮاﻗﻒ اﻟﻤﻌﻠﻤﯿﻦ.
ﻟﻣﺎذ ﺗم اﺧﺗﯾﺎرك ﻟﻠﻣﺷﺎرﻛﮫ ﻓﻲ ھذا اﻟدراﺳﮫ؟
ﻟﻘﺪ وﺟﮭﺖ ﻟﻚ اﻟﺪﻋﻮة ﻟﻠﻤﺸﺎرﻛﺔ ﻓﻲ ھﺬا اﻟﻤﺸﺮوع ﻷﻧﻚ ﻗﺪ أﻋﺮﺑﺘﻲ ﻋﻦ رﻏﺒﺘﻚ ﻓﻲ اﻟﻤﺸﺎرﻛﮫ ﻓﻲ ﻣﺸﺮوﻋﻲ ،وﻷن ﻟﺪﯾﻚ اﻟﻤﻌﺮﻓﺔ واﻟﺨﺒﺮة
ﺣﻮل اﻟﺘﻌﻠﯿﻢ ﻓﻲ اﻟﻤﺎﺿﻲ وﻓﻲ اﻟﺤﺎﺿﺮ.و ﻟﻘﺪ ﻋﺸﺘﻲ ﺗﺠﺮﺑﺔ اﻹﺻﻼح اﻟﺘﻌﻠﯿﻤﻲ .و رأﯾﻚ ﺳﻮف ﯾﻜﻮن ﻣﻔﯿﺪ ﻓﻲ ھﺬا اﻟﻤﺸﺮوع.
ھﻞ ﯾﺠﺐ أن ﺗﺸﺎرﻛﻲ؟
اﻣﺮ اﻟﻤﺸﺎرﻛﮫ ﻣﺘﺮوك ﺗﻤﺎﻣﺎ ﻟﻚ إذا ﻛﻨﺖ ﺗﺮﻏﯿﺒﻦ .ﯾﻤﻜﻨﻚ أﯾﻀﺎ ﺳﺤﺐ ﻣﻮاﻓﻘﺘﻚ ﻋﻦ اﻟﻤﺸﺎرﻛﺔ ﻓﻲ أي وﻗﺖ أﺛﻨﺎء ﺗﻨﻔﯿﺬ اﻟﻤﺸﺮوع ،دون أي
ﺗﺪاﻋﯿﺎت ﻟﻜﻢ ،ﻋﻦ طﺮﯾﻖ اﻻﺗﺼﺎل ﺑﺎﻟﺒﺎﺣﺚ ﺑﺎﺳﺘﺨﺪام اﻟﺘﻔﺎﺻﯿﻞ أﻋﻼه.
ﻣﺎذا ﺳﯿﺤﺪث اذا ﺷﺎرﻛﺘﻲ؟
إذا واﻓﻘﺖ ﻋﻠﻰ اﻟﻤﺸﺎرﻛﺔ ﻓﻲ ھﺬا اﻟﺒﺤﺚ ،ﻓﺴﻮف ﺗﺸﺎرﻛﯿﻦ ﻓﻲ:
اﻟﺧرﯾطﺔ اﻟذھﻧﯾﮫ :ﺳﻮف ﯾﻄﻠﺐ ﻣﻨﻚ أﺗﻌﺒﯿﺮﻋﻦ ﻣﺸﺎﻋﺮك ﺣﻮل اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ ﻋﻦ طﺮﯾﻖ اﻟﺮﺳﻢ.
ﻣﻘﺎﺑﻠﺔ ﺗﺴﺘﻐﺮق ﺣﻮاﻟﻲ  45دﻗﯿﻘﺔ ،وﺳﻮف ﯾﺘﻢ ﺳﻮاﻟﻚ ﻋﻦ اﻓﻜﺎرك وﺧﺒﺮﺗﻚ ﻓﻲ اﻟﺘﻐﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ.وﺑﻌﺪ إذﻧﻜﻢ ،ﺳﯿﺘﻢ ﺗﺴﺠﯿﻞ ھﺬه
اﻟﻤﻘﺎﺑﻠﺔ وﻧﺴﺨﮫ.
اﻟﺴﯿﻨﺎرﯾﻮ ﯾﺘﻢ ﻓﻲ ﻧﮭﺎﯾﺔ اﻟﻤﻘﺎﺑﻠﺔ ،و ﺳﻮف ﯾﻮﺟﮫ ﻟﻚ ﺛﻼﺛﺔ أﺳﺌﻠﺔ ﺣﻮل اﻓﻜﺎرك وﺧﺒﺮﺗﻚ ﻓﻲ ﺗﻐﯿﺮ اﻟﺘﻌﻠﯿﻢ اﻟﺠﺪﯾﺪ.اﻟﻤﻼﺣﻈﺎت اﻟﺼﻔﯿﺔ ،واﻟﺘﻲ
ﺳﻮف ﯾﻨﻄﻮي ﻋﻠﻰ ﻣﺮاﻗﺒﺔ درس واﺣﺪ و اﻟﺬي ﯾﺴﺘﻐﺮق ﺣﻮاﻟﻲ  45دﻗﯿﻘﺔ ،وﺗﺪوﯾﻦ اﻟﻤﻼﺣﻈﺎت
ﻣﺎ ھﻲ ﻣﺨﺎطﺮ وﻓﻮاﺋﺪ اﻟﻤﺸﺎرﻛﺔ؟
اﻟﻤﻌﻠﻮﻣﺎت اﻟﺘﻲ ﺗﺄﺧﺬ ﻣﻨﻚ ﺳﺘﺒﻘﻰ ﺳﺮﯾﺔ وﻟﻦ ﯾﺮاھﺎ ﺳﻮى اﻧﺎ وﻣﺸﺮﻓﻲ .ﻛﻤﺎ ﺳﯿﺘﻢ ﻋﻘﺪ اﻟﺒﯿﺎﻧﺎت اﻟﺨﺎﺻﺔ ﺑﻚ ﺑﺴﺮﯾﺔ ﺗﺎﻣﺔ وﻟﻦ ﯾﺘﻢ ﺗﻘﺎﺳﻤﮭﺎ
ﻣﻊ أي ﻣﻦ اﻟﻤﻮظﻔﯿﻦ او اﻟﻤﺪرﺳﯿﻦ اﻵﺧﺮﯾﻦ ،أو وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ .ﻟﻦ ﯾﺘﻢ ﺗﺴﺠﯿﻞ أﺳﻤﺎء اوأﯾﺔ ﺗﻔﺎﺻﯿﻞ ﻋﻨﻚ و اﻟﺘﻲ ﻗﺪ ﺗﻜﻮن
ﻣﻮﺟﻮدة ﻓﻲ ﻧﺼﻮص اﻟﻤﻘﺎﺑﻠﺔ أو اﻟﻤﻼﺣﻈﮫ .وﺳﻮف ﯾﺘﻢ ﺗﻐﯿﯿﺮ أو إﺧﻔﺎء أي ﻣﻌﻠﻮﻣﺎت ﻋﻦ اﻟﻨﺼﻮص اﻟﺘﻲ ﻗﺪ ﺗﺴﻤﺢ ﻟﻶﺧﺮﯾﻦ ﻻﺳﺘﻨﺘﺎج
اﻟﮭﻮﯾﺎت اﻟﺨﺎﺻﺔ ﺑﻚ.
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و ﻧﺘﺎﺋﺞ ھﺬه اﻟﺪراﺳﺔ ﺳﻮف ﺗﺴﺘﺨﺪم ﻟﺪﻋﻢ اﻟﺘﻌﻠﯿﻢ .وﯾﻤﻜﻦ أن ﺗﺴﺎﻋﺪ ﻓﻲ ﺣﻞ ﺑﻌﺾ اﻟﺘﺤﺪﯾﺎت اﻟﺘﻲ ﻗﺪ ﺗﻮاﺟﮫ ﺑﻌﺾ اﻟﻤﻌﻠﻤﯿﻦ ﻋﻨﺪﻣﺎ ﯾﺘﻢ
ﺗﻄﺒﯿﻖ ﺗﻐﯿﺮات اﻟﺘﻌﻠﯿﻢ اﻟﺠﺪﯾﺪه .ﻓﮭﻮ ﯾﺴﺎﻋﺪ ﻋﻠﻰ ﺗﺤﺪﯾﺪ اﻟﻤﻨﺎطﻖ اﻷﺷﺪ اﺣﺘﯿﺎﺟﺎ ﻟﻠﺘﻨﻤﯿﺔ وﻛﺬﻟﻚ ﻟﺘﺸﺠﯿﻊ اﻟﻤﻤﺎرﺳﺎت اﻟﺠﯿﺪة.
ﻣﺎذا ﺳﯿﺤﺪث ﻟﻠﺒﯿﺎﻧﺎت؟
وﺳﻮف ﯾﺘﻢ ﺟﻤﻊ اﻟﺒﯿﺎﻧﺎت ﺑﺴﺮﯾﺔ ﺗﺎﻣﺔ وﺳﯿﺘﻢ اﺳﺘﺨﺪام أي أﺳﻤﺎء ﻣﺴﺘﻌﺎره ﻓﻲ ھﺬه اﻟﺪراﺳﺔ أو ﻓﻲ أي ﻣﻨﺸﻮرات ﻻﺣﻘﺔ .ﺳﯿﺘﻢ اﻻﺣﺘﻔﺎظ
ﺑﺴﺠﻼت ﻟﮭﺬه اﻟﺪراﺳﺔ ﺑﻄﺮﯾﻘﮫ ﺧﺎﺻﺔ .ﺳﯿﺘﻢ ﺗﻌﯿﯿﻦ اﻟﻤﺸﺎرﻛﻮن ﻋﺪدا وﺳﻮف ﺗﺤﺎل ﻣﻦ ﻗﺒﻞ ھﺬا اﻟﻌﺪد ﻓﻲ ﻛﻞ اﻟﺴﺠﻼت .ﺳﯿﺘﻢ ﺗﺨﺰﯾﻦ
اﻟﺴﺠﻼت اﻷﺑﺤﺎث ﺑﺸﻜﻞ آﻣﻦ ﻓﻲ ﺧﺰاﻧﺔ اﻟﻤﻠﻔﺎت اﻟﻤﻐﻠﻘﺔ وﻋﻠﻰ ﺟﮭﺎز ﻛﻤﺒﯿﻮﺗﺮ ﻣﺤﻤﻲ ﺑﻜﻠﻤﺔ ﻣﺮور .وﻓﺮﯾﻖ اﻟﺒﺤﺚ ﺳﯿﻜﻮن اﻟﻤﺘﺎح ﻟﮫ
اﻟﻮﺻﻮل إﻟﻰ اﻟﺴﺠﻼت .وﺳﯿﺘﻢ ﺗﺪﻣﯿﺮ اﻟﺒﯿﺎﻧﺎت ﺑﻌﺪ اﻻﺳﺘﻌﻤﺎل ﻛﻤﺎ ﺳﯿﺘﻢ ﺣﺬف ﺑﯿﺎﻧﺎت ﺗﺴﺠﯿﻞ اﻟﺼﻮت ﻋﻠﻰ اﻟﻔﻮر ﺑﻌﺪ أن ﯾﺘﻢ ﻧﻘﻠﮭﺎ إﻟﻰ
ﺷﻜﻞ ﻧﺺ ،وﺳﯿﺘﻢ ﺗﺪﻣﯿﺮ اﻟﺒﯿﺎﻧﺎت اﻟﻤﻄﺒﻮﻋﺔ ﻓﻲ ﻧﮭﺎﯾﺔ اﻟﺪراﺳﺔ .و ﯾﻤﻜﻦ ﻋﺮض ﻧﺘﺎﺋﺞ اﻟﺪراﺳﺔ ﻓﻲ اﻟﻤﺆﺗﻤﺮات اﻟﻮطﻨﯿﺔ واﻟﺪوﻟﯿﺔ،
واﻟﺘﻘﺎرﯾﺮ اﻟﻤﻜﺘﻮﺑﺔ واﻟﻤﻘﺎﻻت.
ﻣﺎذا ﯾﺤﺪث إذا ﻗﻤﺖ ﺑﺘﻐﯿﯿﺮ رأﯾﻲ؟
ﯾﻤﻜﻨﻚ ﺗﻐﯿﯿﺮ رأﯾﻚ ﻓﻲ أي وﻗﺖ دون أي ﺗﺪاﻋﯿﺎت .ﺧﻼل اﻟﺒﺤﺚ ،ﯾﻤﻜﻨﻚ اﻟﺘﻮﻗﻒ ﻋﻦ اﺳﺘﻜﻤﺎل اﻷﻧﺸﻄﺔ ﻓﻲ أي وﻗﺖ .إذا ﻏﯿﺮت رأﯾﻚ ﺑﻌﺪ
ﺟﻤﻊ اﻟﺒﯿﺎﻧﺎت اﻟﺘﻲ ﻗﺪ اﻧﺘﮭﺖ ،ﻧﺤﻦ ﺳﻮف ﻧﺘﺠﺎھﻞ اﻟﺒﯿﺎﻧﺎت اﻟﺨﺎﺻﺔ ﺑﻚ.
ﻣﻦ اﻟﺬي ﺳﻮف ﯾﺮاﺟﻊ اﻟﺪراﺳﺔ؟
ھﺬا اﻟﻤﺸﺮوع ﺳﻮف ﯾﺮاﺟﻊ ﻋﻦ طﺮﯾﻖ ﻟﺠﻨﺔ أﺧﻼﻗﯿﺎت اﻟﺒﺤﻮث ﺑﺎﻟﺠﺎﻣﻌﺔ وﯾﺘﻢ إﻋﻄﺎء اﻟﺮأي اﻷﺧﻼﻗﻲ اﻟﻤﻮاﺗﯿﺔ ﻟﻠﺴﻠﻮك .وﺗﻤﺘﻠﻚ اﻟﺠﺎﻣﻌﺔ
اﻟﺘﺄﻣﯿﻨﺎت اﻟﻤﻨﺎﺳﺒﺔ ﻟﻠﻤﻜﺎن .و اﻟﺘﻔﺎﺻﯿﻞ اﻟﻜﺎﻣﻠﺔ ﻣﺘﻮﻓﺮة ﻋﻨﺪ اﻟﻄﻠﺐ.
ﻣﺎذا ﯾﺤﺪث إذا ﺣﺪث ﺧﻄﺄ ﻣﺎ؟
ﻓﻲ ﺣﺎﻟﺔ اﻻﺣﺴﺎس ﺑﺎﻟﻘﻠﻖ أو ﺷﻚ ﻓﯿﻤﻜﻨﻚ اﻻﺗﺼﺎل ﺑﺎﻟﺒﺮوﻓﯿﺴﻮر رﯾﺘﺸﺎرد و اﻟﺪﻛﺘﻮر ﻓﯿﻮﻧﺎ ،ﺟﺎﻣﻌﺔ رﯾﺪﯾﻨﻎ.
Tel: +44(0)1183782725,
r.j.harris@reading.ac.uk
f.r.curtis@reading.ac.uk
أﯾﻦ ﯾﻤﻜﻨﻨﻲ اﻟﺤﺼﻮل ﻋﻠﻰ ﻣﺰﯾﺪ ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت؟
إذا ﻛﻨﺖ ﺗﺮﻏﺐ ﻓﻲ ﻣﺰﯾﺪ ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت ،ﯾﺮﺟﻰ اﻻﺗﺼﺎل ﻟﻮﯾﺰ ﻛﻮرﺗﻨﻲ
+44(0)7415900157,
A.Alatiq@pgr.reading.ac.uk
.ﻧﺤﻦ ﻧﺄﻣﻞ أن ﺗﻮاﻓﻖ ﻋﻠﻰ ﻣﺸﺎرﻛﺘﻚ ﻓﻲ ھﺬه اﻟﺪراﺳﺔ .إذا ﻗﻤﺖ ﺑﺬﻟﻚ ،ﯾﺮﺟﻰ ﻣﻞء اﺳﺘﻤﺎرة اﻟﻤﻮاﻓﻘﺔ اﻟﻤﺮﻓﻘﺔ وإﻋﺎدﺗﮭﺎ ،ﻣﺨﺘﻮﻣﺔ.

ﺷﻜﺮا ﻟﻚ ﻋﻠﻰ وﻗﺘﻚ.
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Appendix 1.10: Teacher Consent Form in Arabic
ﻋﻧوان اﻟﺑﺣث :اﺳﺗﻛﺷﺎف ﻣﻘﺎوﻣﺔ اﻟﺗﻐﯾر و ﻣوﻗف اﻟﻣﻌﻠم ﻧﺣو اﻟﺗﻐﯾﯾر اﻟﺗﻌﻠﯾﻣﻲ اﻟﺟدﯾد ﻓﻲ ﻣدارس اﻻﻧﺎث ﻓﻲ اﻟﻣﻣﻠﻛﮫ اﻟﻌرﺑﯾﮫ اﻟﺳﻌودﯾﮫ.

اﺳﺘﻤﺎرة ﻣﻮاﻓﻘﺔ اﻟﻤﻌﻠﻤﺔ
ﻟﻘﺪ ﻗﺮأت ورﻗﺔ اﻟﻤﻌﻠﻮﻣﺎت ﻋﻦ اﻟﻤﺸﺮوع وﺣﺼﻠﺖ ﻋﻠﻰ ﻧﺴﺨﺔ ﻣﻨﮫ
وأﻧﺎ أﻓﮭﻢ ﻣﺎ ھﻮ اﻟﻐﺮض ﻣﻦ ھﺬا اﻟﻤﺸﺮوع وﻣﺎ ھﻮ اﻟﻤﻄﻠﻮب ﻣﻨﻲ .ﺗﻢ اﻟﺮد ﻋﻠﻰ ﺟﻤﯿﻊ أﺳﺌﻠﺘﻲ .أﻧﺎ أواﻓﻖ ﻋﻠﻰ اﻟﻤﺸﺎرﻛﺔ ﻓﻲ ھﺬا اﻟﻤﺸﺮوع
وأﻧﺎ أﻓﮭﻢ أن ﻣﺸﺎرﻛﺘﻲ طﻮﻋﯿﺔ ﺗﻤﺎﻣﺎ
وأﻧﺎ أﻓﮭﻢ أﻧﮫ ﺧﯿﺎري ﻟﻠﻤﺴﺎﻋﺪة ﻓﻲ ھﺬا اﻟﻤﺸﺮوع ،وأﻧﻨﻲ ﯾﻤﻜﻦ أن اﺗﻮﻗﻒ ﻓﻲ أي وﻗﺖ ،دون إﺑﺪاء أﺳﺒﺎب ودون ﺗﺪاﻋﯿﺎت ﻋﻦ طﺮﯾﻖ
إرﺳﺎل ﺑﺮﯾﺪ إﻟﻜﺘﺮوﻧﻲ إﻟﻰ اﻟﻌﻨﺎوﯾﻦ أﻋﻼه
أﺗﻔﮭﻢ ﺗﻤﺎﻣﺎ أﻧﮫ ﺳﯿﺘﻢ ﻣﻘﺎﺑﻠﺘﻲ وأن اﻟﻤﻘﺎﺑﻠﺔ ﺳﯿﺘﻢ ﺗﺴﺠﯿﻠﮭﺎ وﻧﺴﺨﮭﺎ
ﻟﻘﺪ ﺗﻠﻘﯿﺖ ﻧﺴﺨﺔ ﻣﻦ ﻧﻤﻮذج اﻟﻤﻮاﻓﻘﺔ وورﻗﺔ اﻟﻤﻌﻠﻮﻣﺎت

ﯾرﺟﻰ وﺿﻊ ﻋﻼﻣﺔ ﺣﺳب اﻟﻣﻧﺎﺳب:
أواﻓﻖ ﻋﻠﻰ رﺳم ﺷﻌوري

أواﻓﻖ ﻋﻠﻰ أن ﯾﺗم اﺳﺗﺟواﺑﻲ

أواﻓﻖ ﻋﻠﻰ ھذه اﻟﻣﻘﺎﺑﻠﺔ اﻟﺗﻲ ﺳﺟﻠت

أواﻓﻖ ﻋﻠﻰ ﻣراﻗﺑﺔ ﻓﺻﻠﻲ اﻟدراﺳﻲ ﻛﻣﺎ ھو ﻣوﺿﺢ ﻓﻲ ورﻗﺔ اﻟﻣﻌﻠوﻣﺎت

اﺳﻢ اﻟﻤﻌﻠﻤﮫ:
اﺳﻢ اﻟﻤﺪرﺳﺔ:
اﻟﺘﻮﻗﯿﻊ:
اﻟﺘﺎرﯾﺦ:
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Appendix 1.11: Ethical Approval Form
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Appendix 1.12: Letter to the Ministry of Education
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Appendix 2: Data Collection Methods
Appendix 2.1:Concept Map Sheet in English
Concept map sheet
Could you please express your feeling about an educational change by using this diagram as
guideline?

Teacher attitude towards
educational change
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Appendix 2.2: Concept Map Sheet in Arabic
ورﻗﺔ اﻟﺨﺮﯾﻄﺔ اﻟﺬھﻨﯿﺔ
ھﻞ ﯾﻤﻜﻦ أن ﺗﻌﺒﺮي ﻋﻦ ﻣﺸﺎﻋﺮك ﺣﻮل اﻟﺘﻐﯿﯿﺮ اﻟﺘﻌﻠﯿﻤﻲ اﻟﺠﺪﯾﺪ ﻋﻦ طﺮﯾﻖ اﺳﺘﺨﺪام ھﺬا اﻟﺮﺳﻢ اﻟﺒﯿﺎﻧﻲ؟

ﻣﻮﻗﻒ اﻟﻤﻌﻠﻤﺔ ﻧﺤﻮ اﻟﺘﻐﯿﯿﺮ
اﻟﺘﻌﻠﯿﻤﻲ
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Appendix 2.3: Interview Questions’ Sample in English

1. What major educational changes have you experienced in the past couple of years?
2. What do you like and dislike about those changes? What are your feelings about the
changes?
3. Have you changed your classroom practices as a result of any change initiatives? If
not, have there been any repercussions because you did not adopt the changes?
If yes, could you please describe what you changed and whether you feel the change
have benefitted the children/themselves?
4. What do you think about the traditional strategies?
5. Which do you prefer the new strategies more than the traditional strategies? Why?
6. What support do you have for making changes in your classroom practices? How do
you feel about that support or the lack thereof?
7. Does your school have its own initiatives to encourage the application of the new
changes?
8. What challenges do you face in applying the new changes?
9. What do you think about cooperative learning (CL)?
10. Do you use CL strategies in your teaching? If not, have you experienced any
repercussions for not adopting CL strategies?
11. What are the influences supporting CL?
12. What do you think hinders your use of CL?
o Is there an issue related to training?
o Is there an issue related to student achievement?
o Is there an issue related to resources?
13. Is the use of CL in your school more influenced by school decisions, or more directed
by the ministry?
14. From your experience, how does the Ministry of Education raise awareness of its CL
policy among teachers?
15. Do you have any further comments or thoughts that you would like to share?
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Appendix 2.4: Interview Questions’ Sample in Arabic
ﻧﻤﻮذج اﺳﺌﻠﺔ اﻟﻤﻘﺎﺑﻠﺔ
• ﻣﺎھﻲ اﻟﺘﻐﯿﯿﺮات اﻟﺘﻌﻠﯿﻤﯿﺔ اﻟﺘﻲ واﺟﮭﺘﻚ ﻓﻲ اﻟﻌﺎﻣﯿﻦ اﻟﻤﺎﺿﯿﯿﻦ؟
• ﻣﺎذا ﺗﺤﺐ وﺗﻜﺮه ﻣﻦ ﺗﻠﻚ اﻟﺘﻐﯿﯿﺮات؟ ﻣﺎ ھﻲ ﻣﺸﺎﻋﺮك ﺗﺠﺎه ھﺬي اﻟﺘﻐﯿﯿﺮات؟
• ھﻞ اﻟﺘﻐﯿﺮات اﻟﺘﻲ ﺗﻤﺎرس ﻓﻲ ﻓﺼﻠﻚ ﻧﺘﯿﺠﺔ ﻷﯾﺔ ﻣﺒﺎدرات اﻟﺘﻐﯿﯿﺮ؟ إذا ﻟﻢ ﯾﻜﻦ ﻛﺬﻟﻚ ،ھﻞ ﻛﺎﻧﺖ ھﻨﺎك أي ﺗﺪاﻋﯿﺎت
ﻷﻧﻚ ﻟﻢ ﺗﻌﺘﻤﺪ او ﺗﻄﺒﻖ ھﺬي اﻟﺘﻐﯿﯿﺮات؟
إذا ﻛﺎن اﻟﺠﻮاب ﻧﻌﻢ ،ھﻞ ﯾﻤﻜﻦ أن ﺗﻮﺻﻒ ﻣﺎ ﻗﻤﺖ ﺑﺘﻐﯿﯿﺮ ھﻞ ﺗﺸﻌﺮ إذا ﻛﺎن اﻟﺘﻐﯿﯿﺮ اﺳﺘﻔﺎد اﻷطﻔﺎل ﻣﻨﮫ /وأﻧﺘﻢ؟
• ﻣﺎ رأﯾﻚ ﻓﻲ اﻻﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺘﻘﻠﯿﺪﯾﺔ؟
• ﻣﺎ اﻟﺬي ﺗﻔﻀﻞ أﻛﺜﺮ اﻻﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺠﺪﯾﺪة او اﻻﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺘﻘﻠﯿﺪﯾﺔ؟ ﻟﻤﺎذا؟
• ﻣﺎ ھﻮ اﻟﺪﻋﻢ اﻟﺬي ﺣﺼﻠﺖ ﻋﻠﯿﮫ ﻹﺟﺮاء ﻣﻤﺎرﺳﺎت اﻟﺘﻐﯿﯿﺮ ﻓﻲ ﻓﺼﻠﻚ؟ ﻛﯿﻒ ﺗﺸﻌﺮ ﺣﯿﺎل ھﺬا اﻟﺪﻋﻢ أو ﻋﺪم وﺟﻮده؟
• ھﻞ ﻟﺪى ﻣﺪرﺳﺘﻚ ﻣﺒﺎدرات ﺧﺎﺻﺔ ﻟﺘﺸﺠﯿﻊ ﺗﻄﺒﯿﻖ اﻟﺘﻐﯿﯿﺮات اﻟﺠﺪﯾﺪة؟
• ﻣﺎ ھﻲ اﻟﺘﺤﺪﯾﺎت اﻟﺘﻲ ﺗﻮﺟﮭﻮﻧﮭﺎ ﻓﻲ ﺗﻄﺒﯿﻖ اﻟﺘﻐﯿﯿﺮات اﻟﺠﺪﯾﺪة؟
• ﻣﺎ رأﯾﻚ ﻓﻲ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ )(CL؟
• ھﻞ ﺗﺴﺘﺨﺪم اﺳﺘﺮاﺗﯿﺠﯿﺔ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ﻓﻲ ﺗﻌﻠﯿﻤﻚ؟ إذا ﻻ ،ھﻞ ﺗﺸﮭﺪ أي ﺗﺪاﻋﯿﺎت ﻟﻌﺪم اﻋﺘﻤﺎد اﺳﺘﺮاﺗﯿﺠﯿﺔCL؟
• ﻣﺎ ھﻲ اﻟﺘﺄﺛﯿﺮات اﻟﺘﻲ ﺗﺪﻋﻢ CL؟
• ﻣﺎ رأﯾﻚ ﻣﺎ ھﻮ اﻟﺬي ﯾﻌﻮق اﺳﺘﺨﺪاﻣﻚ لCL؟
ھﻞ ھﻨﺎك ﻣﺸﻜﻠﺔ ﻓﯿﻤﺎ ﯾﺘﻌﻠﻖ ﺑﺎﻟﺘﺪرﯾﺐ؟
ھﻞ ھﻨﺎك ﻣﺸﻜﻠﺔ ﺗﺘﻌﻠﻖ ﺑﺎﻟﺘﺤﺼﯿﻞ اﻟﻌﻠﻤﻲ ﻟﻠﻄﻼب؟
ھﻞ ھﻨﺎك ﻣﺸﻜﻠﺔ ﻓﯿﻤﺎ ﯾﺘﻌﻠﻖ ﺑﺎﻟﻤﻮارد؟
• ھﻞ اﺳﺘﺨﺪام  CLﻓﻲ ﻣﺪرﺳﺘﻚ أﻛﺜﺮ ﺗﺄﺛﺮا ﺑﺎﻟﻘﺮارات اﻟﻤﺪرﺳﯿﺔ ،أو أﻛﺜﺮ ﺗﺄﺛﺮن ﻣﻦ ﻗﺒﻞ اﻟﻮزارة؟
• ﻣﻦ ﺗﺠﺮﺑﺘﻚ ،ﻛﯿﻒ وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ ﺗﺮﻓﻊ اﻟﻮﻋﻲ ﺑﺴﯿﺎﺳﺔ  CLﻓﻲ أوﺳﺎط اﻟﻤﻌﻠﻤﯿﻦ؟
• ھﻞ ﻟﺪﯾﻚ أي ﺗﻌﻠﯿﻘﺎت أﺧﺮى أو أﻓﻜﺎر ﺗﻮدﯾﻦ أن ﺗﺸﺎرﻛﻲ ﻓﯿﮫ؟
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Appendix 2.5: Scenario Interview’s Sample in English
Sample ScenariosInterview

1. The Ministry of Education promotes a new idea for introducing technology in the
classroom or a new instructional strategy to apply in classrooms. Would you welcome
new ideas such as these? Would you feel such ideas would create problems for you?

2. If the Ministry of Education provided courses, training and other support to help
teachers learn and use a new instructional approach, would you attend some of these
support opportunities? Would you feel these supports would be helpful? Would you
feel supported enough to apply the new approach?

3. If the Ministry of Education provided all the needed materials to apply a new approach
in your classroom, would that affect how willing you would be to apply the new
approach? How would you feel about being offered the necessary materials?
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Appendix 2.6: Scenario Interview’s Sample in Arabic

ﻧﻤﻮذج ﺳﯿﻨﺎرﯾﻮ اﻟﻤﻘﺎﺑﻠﺔ
•

ﺗﺸﺠﻊ وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ ﻋﻠﻰ ﻓﻜﺮة ﺟﺪﯾﺪة وھﻲ أدﺧﺎل اﻟﺘﻜﻨﻮﻟﻮﺟﯿﺎ ﻓﻲ اﻟﻔﺼﻮل اﻟﺪراﺳﯿﺔ أو اﺳﺘﺮاﺗﯿﺠﯿﺔ
ﺗﻌﻠﯿﻤﯿﺔ ﺟﺪﯾﺪة ﻟﺘﻄﺒﯿﻘﮭﺎ ﻓﻲ اﻟﻔﺼﻮل اﻟﺪراﺳﯿﺔ .ھﻞ ﺗﺮﺣﺐ ﺑﺄﯾﺔ أﻓﻜﺎر ﺟﺪﯾﺪة ﻣﺜﻞ ھﺆﻻء؟ ھﻞ ﺳﯿﻜﻮن ﺷﻌﻮرك ﻣﺜﻞ
ھﺬه اﻷﻓﻜﺎر ﻣﻦ ﺷﺄﻧﮫ أن ﯾﺨﻠﻖ اﻟﻤﺸﺎﻛﻞ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻚ؟

•

إذا وﻓﺮت وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ اﻟﺪورات واﻟﺘﺪرﯾﺐ وﻏﯿﺮھﺎ ﻣﻦ أﺷﻜﺎل اﻟﺪﻋﻢ ﻟﻤﺴﺎﻋﺪة اﻟﻤﻌﻠﻤﯿﻦ ﻋﻠﻰ ﺗﻌﻠﻢ
واﺳﺘﺨﺪام ﻧﮭﺞ ﺗﻌﻠﯿﻤﻲ ﺟﺪﯾﺪ ،ھﻞ ﺳﻮف ﺗﺤﻀﺮﯾﻦ ﺑﻌﺾ ﻣﻦ ھﺬه ﻓﺮص اﻟﺪﻋﻢ؟ ھﻞ ﺗﺸﻌﺮ أن ھﺬه اﻟﺪﻋﻢ ﻗﺪ ﺗﻜﻮن
ﻣﻔﯿﺪة؟ ھﻞ ﺗﺸﻌﺮ ﺑﺪﻋﻢ ﻛﺎف ﻟﺘﻄﺒﯿﻖ اﻟﺘﻮﺟﮫ اﻟﺠﺪﯾﺪ؟

•

إذا وﻓﺮت وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ ﺟﻤﯿﻊ اﻟﻤﻮاد اﻟﻼزﻣﺔ ﻟﺘﻄﺒﯿﻖ ﻧﮭﺞ ﺟﺪﯾﺪ ﻓﻲ ﺻﻔﻚ ،اﻟﺘﻲ ﻣﻦ ﺷﺄﻧﮭﺎ أن ﺗﺆﺛﺮ ﻋﻠﻰ
ﻣﺪى اﺳﺘﻌﺪادك ھﻞ ﺳﺘﻘﻮم ﺑﺘﻄﺒﯿﻖ ھﺬا اﻟﺘﻮﺟﮫ اﻟﺠﺪﯾﺪ؟ ﻛﯿﻒ ﺳﯿﻜﻮن ﺷﻌﻮرك ﺑﺸﺄن ﺗﻠﻘﯿﮫ ﻋﺮﺿﺎ اﻟﻤﻮاد اﻟﻼزﻣﺔ؟
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Appendix 2.7:Observations’ Sheet in English

Demographic Data:
•

School names

•

Teacher names

•

Classroom name

•

Subject of lesson

•

Date of observation

•

Observation start time and finish time

Classroom characteristics:
•

Classroom size

•

Classroom facilities

•

Type of technology the teacher uses during the lesson

•

Number and type of teaching strategies the teacher uses during the observed lesson

Cooperative learning issues:
a.

Cooperative learning strategies the teacher is applying:

b.

Number of cooperative learning groups in the classroom:

c.

Ways in which the classroom is suitable for applying cooperative learning:

d.

Behaviours suggesting the teacher’s feelings about using cooperative learning

strategies

Open notes ……………………………………………….
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Appendix 2.8: Observation Sample in Arabic
ﻧﻤﻮذج اﻟﻤﻼﺣﻈﺔ
اﻟﺒﯿﺎﻧﺎت اﻟﺪﯾﻤﻮﻏﺮاﻓﯿﺔ:
 اﺳﻢ اﻟﻤﺪرﺳﺔ اﺳﻢ اﻟﻤﻌﻠﻤﺔ اﺳﻢ اﻟﻔﺼﻞ اﺳﻢ اﻟﻤﺎدة ﺗﺎرﯾﺦ اﻟﻤﻼﺣﻈﺔ وﻗﺖ ﺑﺪا اﻟﻤﻼﺣﻈﺔ و اﻧﺘﮭﺎءھﺎﺧﺼﺎﺋﺺ اﻟﻔﺼﻮل اﻟﺪراﺳﯿﺔ:
 ﺣﺠﻢ اﻟﻔﺼﻞ ﻣﺮاﻓﻖ وﺗﺴﮭﯿﻼت اﻟﻔﺼﻞ ﻧﻮع اﻟﺘﻜﻨﻮﻟﻮﺟﯿﺎ اﻟﺘﻲ ﺗﺴﺘﺨﺪﻣﮭﺎ اﻟﻤﻌﻠﻤﺔ ﺧﻼل اﻟﺤﺼﺔ ﻋﺪد وﻧﻮع اﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺘﺪرﯾﺲ اﻟﺘﻲ ﺗﺴﺘﺨﺪﻣﮭﺎ اﻟﻤﻌﻠﻤﺔ ﺧﻼل اﻟﺤﺼﺔﻓﯿﻤﺎ ﯾﺨﺘﺺ ﺑﺎﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ:
 ﺗﻄﺒﯿﻖ اﻟﻤﻌﻠﻤﺔ ﻟﻲ اﺳﺘﺮاﺗﯿﺠﯿﺔ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ﻋﺪد اﻟﻤﺠﻤﻮﻋﺎت ﻓﻲ اﻟﻔﺼﻞ اﻟﻄﺮق ﻟﺠﻌﻞ ﺗﻄﺒﯿﻖ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ﺳﮭﻞ ﺳﻠﻮﻛﯿﺎت اﻟﻤﻌﻠﻢ اﻟﺘﻲ ﺗﺪل ﻋﻠﻰ ﻣﺸﺎﻋﺮھﻢ ﺣﻮل اﺳﺘﺨﺪام اﺳﺘﺮاﺗﯿﺠﯿﺔ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲاﻟﻤﻼﺣﻈﺎت اﻟﻤﻔﺘﻮﺣﺔ .......................................................
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Appendix 3: Samples of the Collecting Data
Appendix 3.1: Sample of Teacher’s Concept Map
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Appendix 3.2: Sample of Teacher’s Observation Sheet
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Appendix 3.3: Sample of Teacher’s Interview and Scenario Interview Transcript in
English
The 1st school
Ms. Zahra
A. I heard that many changes have happened in the past few years, could you mention some of them?
Z. The first change was in the curriculum, that was nearly about, hmm, nine years ago. This first
change was in developing the curriculum. Math and science were the first two curricula to be changed.
Honestly, it was a radical change, I am talking (specifically) about science; it was a radical change. It
has no connection with the previous curriculum.
A. Do you think it was for the better?
Z. (Yes) for the better. I am with it wholeheartedly (for two reasons). First, they (the new curricula)
don’t have limited information. They don’t have only pictures and simple things with nothing there;
which had nothing. (This is because) curricular development should go along with the era
(development). The development of the era has expanded the perception of the students. In fact, the
students’ perception now, especially this generation, wow, their perception is so good. So, these (new)
curricula came -I am talking specifically about science and math- to expand their perception.
Second, the good advantage in these developments that they are actually a series. (I mean by) the word
‘series’ connected rings, connected with each other. That’s true, when you come to see the content of
the subject or the concept of the content from the begging of the semester, from the beginning when
the student takes the information in year one, till the end of the major she is going to study at let’s say
the university; the student will end up having a series of information. For example, I am teaching all
the levels form year 1 to year 6, I see how the information are moving from year one to ..
A. Developing?
Z. Yes, the concept is developing and the information gets bigger (complicated), I mean not only the
amount that gets .. no the item of vocabulary itself is developing, the same item of vocabulary I mean
it starts with two or three words in year one, in year two another more clarifying word is added, and in
year three and so on. That’s there is connection, honestly, it’s good. Its problem is in, sometimes in
forming the questions.
A. Aha
Z. I mean the problem is in the activities, for example, sometimes the activities are not, honestly, I
mean these activities hmm because these curricula are American. We know that the American schools
are not like ours.
A. Right
Z. First, they have limited number of students in the classroom, I mean they don’t have more than 20
or 25, I don’t think that they even have 25 as far as I know.
Second, they have the chance to apply (the activities) outside the classroom, I mean they could go to
the parks and so on, so they have more space for applying (the activities), but we don’t.
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Do you understand? They have taken the activities, translated them, and put them here, so our problem
in science is in the activities.
A. Only the activities, you can’t apply?
Z. The activities are not suitable, I mean some activities are OK, but the other activities like incubators
I mean incubators for like plants, animals, snails, or whatever; or when I have to go to a park and start
categorizing the living creatures.
A. You mean you can’t do these?
Z. I mean these are not easy things to do. It’s not easy to apply them. If it were a simple incubator, I
wouldn’t have said this. But also it’s not easy to make such a thing (simple incubator) available in all
the schools. It is not easy to make it available for me especially that we are in …
A. You didn’t face any difficulty in applying the curricula (development) except this one you’re
talking about.
Z. For me, the most hindering thing for me was the activities. I apply the activities in whatever way is
there. I might sometimes replace them. However, to apply them correctlyI need translation. Their
translation is inaccurate, sometimes their translation for things like the activities in the middle of the
book, for example, or the middle of the lesson. There is an exploratory activity in the beginning of the
lesson and another evidential (activity) in the middle, or in the middle of the lesson, sometimes we
have enough time for these, and sometimes we don’t.
I mean, honestly, how big is the curricula, especially the ones for year four and six, how big?
Incredible, so many many many information. The lesson takes more than one class. I don’t know
whether I am talking only about myself. However, as tools, illustrating pictures, it’s very good. As a
development it’s great actually.
A. OK, this mean the changes have happened only in curriculum?
Z. no, teaching strategies, actually the new curricula have forced us. No one forced us but they (the
new curricula) made us apply other strategies that fit (these curricula).
A. I see
Z. I mean for example, in science, we used to follow a certain way, guessing (the topic of) the lesson.
We used to give an introduction and the old conventional method. I used to first give an introduction
for the lesson. They shouldn’t open the book. We gave the introduction in any way so they could guess
(make inferences of) the title of the lesson.
Now, it’s not the case, now we have the strategy of the opening book. The student’s book is open from
the beginning to the end of the class. This (strategy) everyone should apply.
A. Great
Z. So, she could know how to deal with the book, (she would use it) only when she needs to.
An expert in the professional development in Riyadh attended one of my classes
A. Yes
Z. In the (educational) ministry. They came for specific schools. They went to the supervision offices
to check the training of the teachers, how they apply (the training) in teaching science and math.The
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inspector chose me and they attended my class, three years ago, or let’s say two years ago if we do not
include this year. So, the supervisors attended my class, and it was a good one in fact. I applied the
same thing I apply always; the same method that we follow.
They liked the idea of the opening book. The student before we get in she starts because her mind
needs to be triggered. The task of making inferences and all these stuff is gone. It’s over. Now, the
student helps herself to find out by opening the book, reading the title of the lesson, and writing the
title of the lesson so she gets a background of the topic we are going to discuss.
A. Don’t you think that it makes her busy when she reads while you’re explaining?
Z. No, No, the issue is about when to look through the book? Looking through the book should be at
beginning of the class when I first get in.
A. Yes, so you tell them to look through the book?
Z. (I tell them to) look through the book because we have a strategy called the strategy of the learning
schedule.
A. Yes.
Z. The learning schedule has 3 columns: the first: what do I know? Which is about the existing
knowledge and background of the student. Then, what do I want to know? Which is linked to the
existing knowledge and background. These would be enriched by the new experiences she is going to
learn. Ok. How is she going to answer the question of what do I know unless she looks through the
book, so she could see pictures, new vocabulary, new headings. For sure, these are going to trigger her
mind.
For example, in the lesson of (cell) division, we used to know that the cells get divided, but how does
it get divided? What is the meaning of division in the first place? And how does it happen? Does it
happen in all cells or not? Are all the types of division the same? What will the cell division result in?
This is at the beginning of the class, how does she know these? By looking through the book and
noticing the pictures.
A. Yes.
Z. We have the column of what do I want to know? She should start making some questions, I want
this, I want that, I want to know what division means? What is division? The types of division.
The last column is what did I learn? This is the last column: what did I learn? This is at the end of the
class to make sure that she perceived the information discussed in the class. Not necessarily at the end
of the class, but at the end of each part we have discussed, and at the end of the lesson.
A. does you like these changes?
Z. Yes, I do
A. Before you apply these change do you have any idea about them?
Z. I swear No. The (new) curricula of math and science, they brought them randomly.
I mean at the beginning, honestly, we suffered. When we started teaching math and science, especially
me –I am talking about myself- I suffered.
A. They didn’t provide you with trainers? They didn’t train you in the beginning?
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Z. When they trained us? After some weeks (of the beginning of the semester). And if you look at the
way of training, just for 3 or 4 days on making what? It was just on how to make a leaflet, or how, I
don’t know, things which have nothing ..
A. You mean irrelevant to the curricula?
Z. I mean that we have this, we have vocabulary, and we have to write the caption of the pictures and
we have to .. but how to deal with the student? How to deal with the book? When to give (the
students) the information? I mean the things that I really need were not there (in the training).
At the end, we got that the student should summarize what she understood and include it maybe in a
leaflet so we learned how to make a leaflet.
At the end, I finished the training workshop asking myself, so what now? Am I just going to make a
leaflet? Square leaflets, fan-shaped leaflets, and so on!
The training team itself needs training. They are themselves the problem of training. They are the
problem in the (educational) ministry, and I always present this idea. Why when there is something
new, the information is transferred from a source, into a source, into a source, which leads to the
disappearance of the information’s (originality).
A. That’s true.
z. This makes it shrinking. I mean now the head trainer is in Riyadh. He took a group from the main
offices, the sub-offices, or the main offices of the different regions. He took them with him to Riyadh
and trained them. (Then) they got back to the main offices of the regions. They took a group from the
sub-offices and trained them. The supervisors in the sub-offices took the information. Could you
imagine how this information is going to be? Ok, why when you take this … also, those people are
away from the field. Even if we say that they are in touch with the schools and the teachers, (in reality)
they are still away from the field.
Working in the field is different. Why when there is training why don’t you, hmm, alright, take those
supervisors with a teaching team, those people who work in the field.
A. Do you mean the teachers?
Z. Yes, the teachers would help you to know .. would make things clear to you. This way, he himself
in his research papers, his studies, his preparation for the training workshops, he will benefit. Because
they will show him the real obstacles in the curricula, the real obstacles in dealing with the students,
the real obstacles in the school, the advantages (as well). We don’t think that all there are
disadvantages, no, there are advantages. This works for this, and this for this. So when I transfer the
experience, I will transfer it and apply it at the same time. I will imagine myself in the classroom how
I am going to apply these things. Then I will pass these to my colleagues in a more efficient and better
way.
A. That’s true.
Z. It’s 100% better than the trainers who came to train us while they lack a mechanism of training.
A. Do you think the trainers have certificates? I mean is she really a certified trainer?
Z. No, she is not certified. I am telling you they don’t even have a mechanism of training. When she
comes to train me, what does she do? She reads the slides of a PowerPoint presentation. She plays the
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slides and reads them. I mean if I were to do this instead of her, I would be better, why? Because I am
in the field, and I know what’s required there. So if they had teachers with them in the training..
Even (when they talk) in these training workshops, (they say) we did so and so. Ok. Now you the
inspector should apply this. Apply this on us. Give me a class so I could see how to apply the stuff that
you imagine we could apply in the field.
A. So it is just talking?
Z. Talking, this is the problem. It’s truly the problem not with everyone though. I mean there are
people who don’t have any problem. And there are others who find it difficult so they are still as they
are. They haven’t moved right or left (they haven’t changed), they are still in their old positions.
I am an example. When we first started this active learning.. I mean people are not the same. Whether
I am positive or negative, I don’t know, but the important thing is that I have a desire to take on the
challenge.
I made a model class in the same curriculum in the first year we started teaching the new curricula.
The inspector attended (this class). I am quite sure that she didn’t understand the right method until
she saw its application in the field.
Of course, it was my first experience so I followed what I understood from her (the supervisor) and
what I found in the curriculum and what I read in the Teachers’ Guide that I should start in this way
and that way. Then, I really got along with the new curricula.
A. Do you mean they are better than the old ones?
Z. Much better. Honestly, I found myself in them (the new curricula). I started to accept the (fact of)
teaching in primary school.
A. It’s good for you and for the students
Z. Yes, for them (the students). I used to teach in a secondary school. Then, I moved to a primary
school where all the curricula are just pages and papers. I don’t feel like I am giving the students
something valuable. When the new curricula were proposed, I started to accept the fact of teaching in
primary school. I am speaking frankly, I think this might have affected me. You know, the one who
wants to give should make an effort.
A. Honestly, it’s true.
Z. So I am telling you when she (the supervisor) attended, she said I wished that I had invited all the
teachers (to attend). To be honest, I wasn’t expecting it to be so good. I really challenged myself.
A. So the training workshop usually lasts for 3 days?
Z. Mostly 3 days, but this was after 3 years since they developed the curricula, they started conducting
the training workshops in Abha.
As an example, I was in the cultural club so you can consider me the third group to be trained at the
level of the country in the main offices. Then, this was moved to the sub-offices, then to other suboffices. As I told you, you can see how the information is shrinking. I know that they were working
hard. I swear they were hard working and keen to improve and not all of them were non-skillful. It’s
true maybe at the beginning they were not skillful.
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My inspector of science was really keen to improve herself by attending workshops.. etc. and she
started acquiring (skills), she even changed the way she used to treat uswith. She used to look
carefully at all the details, the big and the small ones, saying I don’t want this or that; looking only at
the trivial things and skipping the important ones. So, we as teachers and they (the supervisors) we
have improved in terms of our perception. Our perceptions have expanded to some extent. We started
to have better knowledge and we started to look for the information. So, she (the supervisor) would do
some research to acquire the right training skills because she knows she has to train the teachers,
which means that she has to be skillful and her knowledge should be in-depth.
A. They trained you after 3 years?
Z. Yes, then we had compulsory instruction kits form the (educational) ministry and the supervision
offices were obliged to include these in their training. People there are supervisors for certain subjects
but they also conduct the training workshops. So they do both at the same time.
They had these instruction kits and were obliged to train all the teachers in the region.
These workshops were conducted not in the centers, no, in the main center in the region itself, like the
supervision office in ..... or in ...., i.e. the supervision office in ..... I mean the main center in the region.
A. They train you?
Z. Yes, they do. Here we had greater and better benefit, I mean in terms of her training skills, why?
Because she has received everything from the original source in Riyadh.
A. I see
Z. She had more valuable information and better experience especially in the field of supervision.
A. Was it only for one day?
Z. No, it was for a week.
A. Good
Z. Originally, we were supposed to have two training workshops. One should be for like a week and
the other one for about 3 days. But they shorten them, so both workshops would be for one week. At
the end of the workshop – which is the part that we benefited from- we liked it but the problem not all
the trainers do this. I mean if the trainer were someone else, I wouldn’t have benefited this much,
why? This is because she links us to reality. I like the ones who link (things) to reality.
The end of the last day of the workshop was for applying, applying everything we’ve learned.
A. Every teacher should do this?
Z. As groups or teams
A. Good
Z. And we had a competition between the groups. Sometimes, we discussed things like thought
provoking questions, high-order thinking skills, critical thinkingskills, and creative thinkingskills.
It was really good.
A. Ok. Was this training for the (new) curricula or the strategies?
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Z. At the beginning it was for the curricula, the developed curricula. Then we had other workshops for
the strategies of active learning. This was about 3 years ago. The trainer was OK but still they need to
improve. First, the period of time was very short; 3 days weren’t enough for I guess all the strategies.
That wasn’t easy.
I mean everyone’s background is different from the others. It’s true that she (the trainer) did her best,
made an effort and had workshops nearly in Riyadh but still not everyone is capable of training. This
is my point of view. Yes, she did her best and gave something but still, especially when I compared
her with other people who have better knowledge. These people can move you from one teaching
setting to another then to a third. I remember one time when I couldn’t understand one of the
strategies. So I said I am in a teaching setting where I can’t understand one of the concepts in Tajweed
(a teaching subject in school). I said I don’t understand this concept. Thus, I am a student who needs to
understand something. I then applied the strategy as it should be applied; I imagined myself and she
(the trainer) applied it. I completely understood this strategy, why? Because I applied it and saw its
right application on me.
A. Alright, what about the school, does it have any role in encouraging you to apply the strategies or
not?
Z. Yes, they really want to encourageus, but as I told you there are obstacles, which I think we can
overcome. No matter what, we can overcome them. If we just gave up to these obstacles we wouldn’t
be able to change anything.
A. Like what?
Z. The classroom environment is not suitable at all. The narrow space, the tables, the groups, the way
the tables are made is not right. They aren’t tables for groups. I mean these are tables (for individuals)
but they put them together to be for groups, (not good) for the students’ backs and necks.
When attending the workshops I suffer because sometimes I am not facing the speaker. So I
remember the students. Though I am adult and I know how to handle myself, I suffered (How about
them?)
A. I was going to ask about learning groups, cooperative learning?
Z. Cooperative learning has some advantages and many disadvantages to be honest with you. It has
disadvantages though they keep telling us that weak students will improve, I always say: they won’t.
A. She will feel lost, right?
Z. If you ask anyone, why is she going to feel lost? (They will answer), because she is going to be
dependent. She is going to be dependent. No matter how much they say about it and try to brighten
this picture, it’s bad to the bone. Because she (the student) is not going to work. We see this; we try to
make her work but the students become (dependent on one another). To the contrary, when they are
only pairs or individuals (it’s easy) to make them work.
A. Do you mean that the old method of the chair and the table is better?
Z. I really think it’s better. And when the activity time comes we can sit together so they would
understand from each other, she can do this by herself, depending on herself. I talking about the kids
they get (distracted) by for example a bunch of pens. She would waste her time in picking the right
color (of the pen).
This is for the kids but the adults are different. So, it might work for them to some extent.
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A. You said their necks are also aching, right?
Z. Yes. Why? Because the classroom environment is not well equipped. Maybe you have seen in the
British schools how the tables are half-circled for group learning.
A. Yes.
Z. also, the groups are mixed-ability here. So in one group will find excellent, very good, good, and
weak students, all together.
A. No, there they put each level in a group so they can concentrate on the weak students.
Z. Yes. This is my point of view. Also it’s only one teacher in the classroom and she can’t apply only
one strategy. No, she has to apply three, four, five, or ten strategies.
A. Is it compulsory to apply them, or is it just up to you?
Z. No, it’s not up to me. They tell us to do so. I said it to one of the supervisors: It’s a big mistake to
have more than one strategy because the student will feel lost. She doesn’t know what to catch this or
that.
The goal of any strategy is to help to get the information across to the student. The goal of any strategy
is to make it easy for me to firmly convey the knowledge, the skill or the expert that I want the student
to acquire. It’s a means of conveying (information). It’s not a main thing by itself. Their problem is
that they consider it a main thing. So they (ask) have you applied any strategy? It is a main thing. This
is the problem.
I swear that many consider it a main thing. So they care only about applying the strategies. They don’t
care whether the student has understood or not. This is not important, what important is applying the
strategies. Also, applying many of strategies in one lesson distracted me.
Z. For example when I was trained for the strategies of active learning. When she was explaining
some strategies, I was sitting there imagining how to apply this in a class. For example I have the
obstacle of having many comparisons in a lesson. Especially comparisons in the elementary levels,
they are confusing and easy to forget. It doesn’t matter how much you describe them whether
practically, theoretically, or with pictures, there should be some confusion. Why? Because their
understanding abilities in terms of making comparisons are not enough. Making comparisons is one of
the high-order thinking skills. So not everyone can easily make them correctly.
For example, the outer and inner planets have many related items, like the number of moons, their
sizes, their speed, their distances, their orbits, whether they are close or far, their numbers. So you feel
that there are many items that should be compared.
So I tried to solve this problem by doing anything practical so they won’t forget the information.
I did this in the courtyard. I had about 27, hmm, or 36 students. I created in the courtyard fake orbits
for them with collared tapes. I made four orbits with one colour, and other four orbits with another
colour. The idea of distance was conveyed by making these (fake orbits) close to each other, or
faraway from each other (as they are in the space). The last orbit was in a different colour. Choosing
the students who play the role of the planets was according to the sizes of the planets. So the student
could visualize it and never forget it.
With regard to their composition, because some are composed of gases and some are composed of
metals or rocks. The ones close to the earth are composed of rocks. The others are composed of gases.
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So I took some cartoons from the canteen and stick them to the students, the cartoons symbolized
rocks. I wrote the names of some gases -like Hydrogen and Carbon Dioxide- on the students who
present the gases planets. So they could differentiate the gases planets from the rocky ones.
It was really a good class. And by coincidence the inspector attended this class that day. I swear I
didn’t know she is coming and she didn’t know about this class too.
I wanted to test myself. And she thought it was a model class. She said if I haven’t come today, I
wouldn’t have any idea about how you planned this lesson in such a (brilliant) way.
A. Do you call this active learning?
Z. Learning strategies or active learning. The teaching strategies as a concept have many active
learning strategies.
A. Alright, is it compulsory to apply these, or is it just up to you? Like this strategy?
Z. The active learning strategies include many strategies. You choose or use the strategy that helps you
in the class. For example playing roles would work in some classes; like I am playing this role and
you’re playing that one; I am this and you’re that.
For example, there is a categorizing strategy, so she (the student) has to categorize things, like
categorizing metallic items and the semi-metallic ones.
A. Now, do you consider the groups of cooperative learning a strategy? Or not?
Z. Yes, we consider it a strategy. They consider cooperative learning a strategy but it works only in
some cases. In other cases, it distracts the students. It teaches them disorder. It doesn’t matter how
much you try to make them discipline, there is still some kind of disorder, like some distracting stares,
playing with the pens, moving around, pushing the tables, or pulling them. It doesn’t matter how hard
you try to make them discipline.
For example, I am (strict) not like my other colleagues. I don’t like such things. For me it is a class so
they should be discipline. For other teachers, you look in their classes and feel like there isn’t any
teacher there. Every teacher has her own personality, some (claim) to be warm-hearted so she can’t be
strict. I am fine with you being warm-hearted but things should be under control.
A. What support do you have for making changes in your classroom practices?
Z. They provided us with a projector nearly a couple of years ago.
A. Like a smart board?
Z. No, I am talking about my school and I need it. We don’t have a resource room, or teaching pens.
We don’t have things that could at least make up the tool we lack to apply the activities. For example,
we have an activity that says: show the slides of meiosis. Ok. I have the slides but I don’t have the
device of playing them. The device we have is a very old one though the slides are good and clear. If I
had an educational video, (it would be good).
It’s true that sometimes they advise us to look for (such things) on the YouTube. But we can’t
sometimes find anything there. Most of them (the videos) are translated. I can’t find anything (in
Arabic). I keep searching but don’t usually find the video that would convey the idea of the activity
that I want to get across in this way.
Scenario interview
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A. Now for example, if the (educational) ministry came up with a new idea, or a new strategy, would
you apply it?
Z. It depends on whether it was compulsory or not.
A. Do you mean you would apply it if it were compulsory?
Z. No, no, it’s not about being compulsory. I want to talk (about this). I want to first know whether it
is going to be efficient and good, so I could see its results on the students, then it’s OK, I don’t have
any problem. Because I know that the ministry are looking forward to improving us. However, we
have a problem in the mechanism of executing.
For example, in the assessment, when they asked us to assess the students. They gave us many keys
for assessing them. So I said it to the head of the assessment in Asir Region: you should give us
updated assessing tools, so we can assess the students.
The students graduate from elementary school, going to the intermediate school with poor
(educational) backgrounds, especially in the basics, such as math, language learning, spelling, and
reading. They don’t have fluency except those who are very good, but they don’t make 70% or 80% of
the students.
The inspector will come to you and say: The most important thing that the student manages to write
two or three words, then they tell you that she should pass. Why should she pass? Why, why should
she pass? I need you to give me specific tools, or exams.
We are tired of the exams; we are tired of the worksheets, we are tired of keep tracking the students’
levels of improvement. It’s just tracking, tracking then at the end whatever she manages to do is
acceptable. No, it shouldn’t be on the basis of every physical, visual, writing, or linguistic thing she
can do.
A. What if she couldn’t do (any of these)?
Z. She has to do them in any way.
It’s a different (long) story for the one who doesn’t. I should make a case study. I don’t know; it’s a lot
of work; collecting worksheets and reflective papers. As if it was a crime.
Many teachers, especially in the schools in the remote areas, they say why would I have this headache.
I would make her (the weak student) pass. Then, the student came to our schools where some might do
the same saying it’s not my responsibility since they (responsible people in the educational ministry)
decided that she has to read a word of 3 letters. Ok, She read a word of 3 letters; it’s their
responsibility.
This is the problem of the (educational) ministry. It’s just copy and paste, copy and paste.
An example is the science curriculum in the American schools. They teach the whole curriculum
regardless of the semesters. If the semester is over and they have not finished the curriculum, they
would continue it in the next year.
There the student has great benefit. At the same time they could concentrate on the skill to be
acquired. They could provide the student with (valuable) information. Not like the so much nonsense
we have here.
A. If they offered training workshops for these new ideas, would you attend?
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Z. Yes, of course.
A. If they provided you with the needed requirements, would you also apply these?
Z. Of course, the teachers should be trained extensively to use the strategies. They should attend the
basic training workshops conducted by the original sources. If the trainer were to train a team of
teachers, it’s true that their places in the field would be empty for a week or two (they would be absent
form the school), but the benefit would be greater. This is because they (the teachers) will convey
what they learned. Training shouldn’t be exclusive to certain people.
They (usually) come and give us the information theoretically but when we come to the practice,
things are very different. We always say this to them. Sometimes when we face them with the
difficulties they (simply) say: God help you! Try to handle it. How am I supposed to handle this and in
what way?
The case for science is different. The teachers could be creative. The subject of science is great; it
helps us to be (creative). There are subjects that are very rigid.
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Appendix 3.4: Sample of Teacher’s Interview and Scenario Interview Transcript in
Arabic
 -1طﺒﻌًﺎ أﻧﺎ ﻣﻮﺿﻮﻋﻲ ھﻨﺎ ﺟﺎﯾﺔ أﺷﻮف آراﺋﻜﻢ ﻋﻦ اﻟﺘﻌﻠﯿﻤﺎت اﻟﺠﺪﯾﺪة واﻟﺘﻄﻮرات واﻟﺘﻐﯿﺮات اﻟﺠﺪﯾﺪة ,أﺑﻐﻰ أﻋﺮف اﯾﺶ ھﻲ
اﻟﺘﻐﯿﺮات اﻟﺠﺪﯾﺪة اﻟﻠﻲ ﺣﺼﻠﺖ؟
إﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺘﻌﻠﯿﻢ طﺒ ًﻌﺎ إﺳﺘﺮاﺗﯿﺠﯿﺎت ﺣﺪﯾﺜﺔ ,إﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺘﺪرﯾﺲ اﻟﺤﺪﯾﺚ ,ﻋﻨﺪﻧﺎ اﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ ,ﻋﻨﺪﻧﺎ ﺑﺎﻟﻨﺴﺒﺔ
ﻟﻤﺎدﺗﻨﺎ اﻟﺘﻄﻮﯾﺮ اﻟﺸﺎﻣﻞ ,ﻣﺸﺮوع ﺗﻄﻮﯾﺮ ﺷﺎﻣﻞ ﻣﻦ اﻟﻤﺮﺣﻠﺔ اﻻﺑﺘﺪاﺋﯿﺔ واﻟﻤﺘﻮﺳﻂ واﻟﺜﺎﻧﻮي ﻓﻲ اﻟﺘﺮﺑﯿﺔ اﻻﺟﺘﻤﺎﻋﯿﺔ.
ﺖ ﺑﺲ ﺗﺮﺑﯿﺔ اﺟﺘﻤﺎﻋﯿﺔ ,ﺗﺨﺼﺼﻚ ﺗﺮﺑﯿﺔ اﺟﺘﻤﺎﻋﯿﺔ؟
 -2أﻧ ِ
اﯾﮫ ,طﺒ ًﻌﺎ ﯾﺒﺪأون ﺑﺎﻟﻤﺸﺮوع اﻟﺸﺎﻣﻞ ﻣﻦ اﻹﺑﺘﺪاﺋﻲ ,ﻋﻨﺪﻧﺎ إﺳﺘﺮاﺗﯿﺠﯿﺎت ﻧﻤﺸﻲ ﻋﻠﯿﮭﺎ ,اﻟﻠﻲ ھﻲ ﻣﺎ أدري أﻗﻮﻟﮭﺎ؟
 -3اﯾﮫ ﻋﺎدي ﻗﻮﻟﯿﮭﺎ ﺧﻼص ﺷﻐﻠﺖ اﻟﺘﺴﺠﯿﻞ.
اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﻠﻲ ھﻲ اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ ,اﻻﺳﺘﻘﺼﺎء ,اﻟﺘﺪرﯾﺲ اﻟﺘﻌﺎوﻧﻲ اﻟﻠﻲ ھﻮ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ,اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ
ﺑﻜﻞ ﻓﺮوﻋﮫ ﯾﻌﻨﻲ ﻣﺎ ھﻮ ﻧﻘﻄﺔ واﺣﺪة ,ھﻮ ﻋﺪة ﻧﻘﺎط ﻓﻲ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ,ﻋﻨﺪﻧﺎ اﻟﻠﻲ ھﻮ اﯾﻀﺎ ً إدﺧﺎل اﻟﻤﻌﻠﻮﻣﺎت اﻟﺤﺪﯾﺜﺔ أو
اﻷﺷﯿﺎء اﻟﺤﺪﯾﺜﺔ ﻓﻲ اﻟﺘﺪرﯾﺲ ,ﻣﺜﻞ  ,Google Earthﻋﻨﺪك ﺑﺮﺿﮫ دﻣﺞ ﻣﮭﺎرات اﻟﺘﻔﻜﯿﺮ اﻟﻌﻠﯿﺎ ﻓﻲ اﻟﺘﺪرﯾﺲ اﻟﻠﻲ ﯾﺨﻠﻲ
اﻟﻄﺎﻟﺒﺔ ﺗﺨﺮج ﻣﻦ اﻟﺪرس ﺑﻤﮭﺎرات ﺗﻔﻜﯿﺮ ﻋﻠﯿﺎ ,ھﺬه ﯾﻌﻨﻲ اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﻠﻲ ﻧﻄﺒﻘﮭﺎ ﻏﺎﻟﺒﯿﺘﮭﺎ ,ﻣﺜﻞ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ﻗﻠﺖ ﻟﻚ.
 -4طﯿﺐ اﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ ھﻮ ﻣﺠﻤﻮﻋﺔ إﺳﺘﺮاﺗﯿﺠﯿﺎت؟
ﻣﺠﻤﻮﻋﺔ إﺳﺘﺮاﺗﯿﺠﯿﺎت ﺗُﻄﺒﻖ ﻋﻠﻰ ﻛﻞ اﻟﻔﺮوع ,ﻟﻜﻦ ﻋﻨﺪﻧﺎ ﻧﺤﻦ ﻣﺸﺮوع ﺷﺎﻣﻞ ﯾﺒﺪأ ﻣﻦ اﻟﻤﺮﺣﻠﺔ اﻻﺑﺘﺪاﺋﯿﺔ ﻟﻠﻤﺘﻮﺳﻂ
واﻟﺜﺎﻧﻮي اﺳﻤﮫ :اﻟﻤﺸﺮوع اﻟﺸﺎﻣﻞ ﻟﺘﻄﻮﯾﺮ اﻟﺘﺮﺑﯿﺔ اﻻﺟﺘﻤﺎﻋﯿﺔ ,ﯾﻤﻜﻦ ﻟﮫ أﻛﺜﺮ ﻣﻦ  6 ,5ﺳﻨﻮات وھﻮ ﻣﻌﻤﻮل.
 -5ھﻮ اﻟﻠﻲ ﺣﻖ اﻟﻤﻠﻚ ﻋﺒﺪﷲ ﺻﺢ؟
اﯾﮫ.
 -6ھﺬا اﻟﻠﻲ ﻓﮭﻤﺘﮫ ﻣﻦ اﻟﻤﻘﺎﺑﻼت اﻟﻠﻲ راﺣﺖ.
اﻟﺘﻄﻮﯾﺮ اﻟﺸﺎﻣﻞ ﻟﻠﺘﺮﺑﯿﺔ اﻻﺟﺘﻤﺎﻋﯿﺔ ﯾﻤﻜﻦ ﻣﻦ  6 ,5ﺳﻨﻮات.
 -7ھﺬا ﺧﺎص ﺑﺎﻟﺘﺮﺑﯿﺔ اﻻﺟﺘﻤﺎﻋﯿﺔ ﺑﺲ؟
اﯾﮫ ,ﻋﻨﺪك اﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ أﺻﺒﺢ ﯾﻌﻤﻢ اﻵن ﻋﻠﻰ ﻛﻞ ﻓﺮوع اﻟﻤﻮاد اﻟﺜﺎﻧﯿﺔ ,اﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ ,وھﻲ إﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺘﺪرﯾﺲ
اﻟﺤﺪﯾﺜﺔ اﻟﻠﻲ ﺑﺪأت ﺗُﻄﺒﻖ ,طﺒﻌًﺎ ﻛﻞ ﻣﺎدة ﻟﮭﺎ إﺳﺘﺮاﺗﯿﺠﯿﺎت وﻛﻞ ﺗﺨﺼﺺ ﻋﻠﻰ ﺣﺴﺐ ﺗﺨﺼﺼﮭﺎ ﯾﻌﻨﻲ.
ﺖ ﺗﻄﺒﻘﯿﻨﮭﺎ؟
 -8طﯿﺐ ھﻞ أﻧ ِ
اﯾﻮه.
 -9ﻋﺸﺎن ﻋﺠﺒﺘﻚ وﻻ ﻋﺸﺎن ﺑﺲ ھﻲ إﺟﺒﺎرﯾﺔ؟
ﻻ ,ﻓﯿﮫ أﺷﯿﺎء أطﺒﻘﮭﺎ ﺑﻘﻨﺎﻋﺔ ﺻﺮاﺣﺔ ,زي اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ ,ﻷﻧﮫ ﯾﻌﻠّﻢ اﻟﻄﺎﻟﺒﺔ ﻋﻠﻰ اﻹﻟﻘﺎء ,ﯾﻌﻠّﻤﮭﺎ اﻟﺘﻠﺨﯿﺺ ,ﯾﻌﻠّﻤﮭﺎ
إﻧﮭﺎ ﺗﺨﺮج ﻣﻦ إطﺎر اﻟﺘﻔﻜﯿﺮ اﻟﻠﻲ ھﻮ ﻓﻲ إطﺎر ﻣﻮﺿﻮع ﻣﻌﯿﻦ ﺗﺒﺪأ ﺗﻔ ّﻜﺮ إﯾﺶ ﻋﻼﻗﺔ ﻣﻮﺿﻮﻋﻨﺎ ھﺬا ﺑﺎﻟﻤﻮﺿﻮع اﻟﻠﻲ ﻟﮫ أرﺑﻊ
ﻣﮭﺎم :اﻟﻠﻲ ھﻲ اﻟﺘﻠﺨﯿﺺ ,واﻟﺘﻨﻈﯿﺮ ,واﻷﺳﺌﻠﺔ ,واﻟﺘﻨﺒﺆ ,اﻟﺘﻨﺒﺆ ھﺬا ﯾﺨﻠﯿﮭﺎ ﺗﺨﺮج ﻣﻦ اﻟﺤﺼﺔ ﻧﻔﺴﮭﺎ ,ﻣﻦ ﻣﻮﺿﻮع اﻟﺤﺼﺔ ﻧﻔﺴﮭﺎ
وﺗﺮﺑﻄﮭﺎ ﺑﺎﻟﻮاﻗﻊ ,ﺗﺮﺑﻄﮭﺎ ﺑﺤﯿﺎﺗﮭﺎ ,أو ﺗﺮﺑﻄﮭﺎ ﺑﺎﻟﺪرس اﻟﻠﻲ ﻗﺒﻠﮭﺎ ,ﺗﺼﯿﺮ اﻟﺒﻨﺖ ﻋﻨﺪھﺎ ﺗﻔﻜﯿﺮ ﺷﻤﻮﻟﻲ ,ھﺬا ﺑﺎﻟﻨﺴﺒﺔ ﻟﻠﺘﺪرﯾﺲ
اﻟﺘﺒﺎدﻟﻲ أﻧﺎ أطﺒﻘﮫ وﯾﻨﻔﻊ ﺟﺪًا ﻓﻲ اﻟﺘﺎرﯾﺦ ,ﻷن اﻟﺘﺎرﯾﺦ ﻣﻮاﺿﯿﻊ طﻮﯾﻠﺔ ,ﻓﺘﻌﻠّﻤﻲ اﻟﻄﺎﻟﺒﺔ ﻛﯿﻒ ﺗﻠﺨﺺ ,ﻛﯿﻒ ﺗﺨﺘﺼﺮ ,ﻛﯿﻒ
ﺗﻄﻠﻊ اﻟﻠﺐ ﻣﻦ اﻟﻤﻌﻠﻮﻣﺔ ,ھﺬا اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ راﺋﻊ ﺟﺪًا.
 -10ﺑﺲ اﺳﻢ ﺗﺒﺎدﻟﻲ ﻛﺄﻧﮫ زي اﻟﺘﻌﺎوﻧﻲ؟
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ﻻ ﻻ ,ﻟﮫ  4ﻣﮭﺎم :ﻓﯿﮫ ﻣﻠﺨﺼﺔ ,ﻓﯿﮫ ﻣﻮﺿﺤﺔ ,ﻓﯿﮫ ﻣﺘﺴﺎﺋﻠﺔ ,ﻓﯿﮫ ﻣﺘﻨﺒﺌﺔ ,طﺒﻌًﺎ اﻟﻤﻠﺨﺼﺔ ﺗﻘﻮل ﺗﻠﺨﯿﺼﻲ أﻧﺎ وﻣﺠﻤﻮﻋﺘﻲ
ﻛﺬا وﺗﻘﺮأ ﺗﻠﺨﯿﺼﮭﺎ.
 -11اﯾﮫ ﺑﺲ ﻻزم ﻣﺠﻤﻮﻋﺔ؟
ﻻزم اﻟﻨﻈﺎم اﻟﺠﻤﺎﻋﻲ ﻓﻲ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ,ﻋﻨﺪﻧﺎ اﻟﻠﻲ أﺣﺒﮫ ً
ﻓﻌﻼ واﻟﻠﻲ اﻟﻘﻰ إن اﻟﻄﺎﻟﺒﺔ ﺗﺴﺘﻔﯿﺪ ﻣﻨﮫ ھﻮ ﺟﺪول اﻟﺘﻌﻠﻢ,
ﻷﻧﻲ أﺑﺪأه ﺑﻤﺎ ھﻲ ﻣﻌﻠﻮﻣﺎﺗﻚ اﻟﺴﺎﺑﻘﺔ ﻋﻦ ھﺎﻟﻤﻮﺿﻮع؟ ﻣﺎذا ﺗﻌﺮﻓﯿﻦ ﻋﻦ ھﺬا اﻟﻤﻮﺿﻮع؟ ﻣﺎذا ﺗﻮدﯾﻦ أن ﺗﻌﺮﻓﯿﻦ ﻓﻲ اﻟﺤﺼﺔ,
ﻧﺪون اﻷﺷﯿﺎء اﻟﻠﻲ ﺗﺒﻐﻰ ﺗﻌﺮﻓﮭﺎ ﻋﻠﺸﺎن ﺧﻼص وأﻧﺎ أﺷﺮح ﺗﻘﻮل ﻋﺮﻓﺖ ھﺬه وﻋﺮﻓﺖ ھﺬه ,وﻣﺎذا ﺗﻌﻠﻤﺘﻲ ﻓﻲ ﻧﮭﺎﯾﺔ
وطﺒ ًﻌﺎ ّ
اﻟﺤﺼﺔ؟
 -12ھﺬا اﻟﻠﻲ ھﻮ ﺟﺪول اﻟﺘﻌﻠﯿﻢ؟
ﺟﺪول اﻟﺘﻌﻠﻢ.
 -13ﯾﺨﺘﻠﻒ ﻋﻦ اﻟﺘﺒﺎدﻟﻲ؟
ﯾﺨﺘﻠﻒ ﻋﻦ اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ ﺑﻄﺮﯾﻘﺔ ﺛﺎﻧﯿﺔ.
 -14ھﺬا ﻻزم ﺗﻄﺒﻘﯿﻨﮫ؟
ﻣﺮة راﺋﻊ ,اﻟﺒﻨﺖ ﺗﻘﺪر
أﻧﺎ أطﺒﻘﮭﺎ ﻓﻲ دروﺳﻲ ﻷﻧﻲ أﺷﻌﺮ إن اﻟﻄﺎﻟﺒﺔ ﺗﻠﺨﺺ ﻟﮭﺎ اﻟﺪرس ,ﻋﻨﺪي ّ Google Earth
ﺗﺤﺪد اﻟﻤﻈﺎھﺮاﻟﻄﺒﯿﻌﯿﺔ ,اﻟﺘﻀﺎرﯾﺲ ,ﺷﻜﻞ اﻷرض ,اﻟﻠﯿﻞ واﻟﻨﮭﺎر ,ﻛﻞ ھﺬه اﻟﻤﻌﻠﻮﻣﺎت.
 -15ﻛﯿﻒ ھﺬا ﻋﻦ طﺮﯾﻖ اﻟـﻨﺖ؟
اﯾﻮه ,أﺟﯿﺐ ﺷﺒﻜﺘﻲ وأﻓﺘﺢ ﻟﮭﻢ ﻋﻠﻰ  ,Google Earthأﻧﺎ ﻣﺤﻤﻠﺘﮫ ﺑﺠﮭﺎزي.
 -16ﺑﺲ ھﻞ ﻋﻨﺪھﻢ ﻻﺑﺘﻮﺑﺎت؟
ﻻ ﻻ أﻧﺎ أﻋﺮﺿﮫ ﻋﻠﻰ اﻟـ ,projectorﺟﮭﺎزي أوﺻﻠﮫ ﺑﺎﻟـ projectorوأﻋﺮض ﻟﮭﻢ ,وﻧﺤﺪد اﻟﻈﺎھﺮات وﻛﺬا ,واﻟﻠﯿﻞ
واﻟﻨﮭﺎر ,ﯾﻄﻠﻊ ﻟﻲ اﻟﻠﯿﻞ واﻟﻨﮭﺎر ,ﯾﻄﻠﻊ ﻟﻲ ,ﯾﻌﻨﻲ راﺋﻊ ﺟﺪًا ﺟﺪًا ﻷﻧﮫ ﯾﺨﻠّﻲ اﻟﻄﺎﻟﺒﺔ ً
ﻓﻌﻼ.
 -17ﺗﺤﺴﻲ اﻧﮫ ﯾﻨﺎﺳﺐ ﻣﺎدﺗﻚ ﻓﻘﻂ؟
اﯾﮫ ﻛﺜﯿﺮ ,ﻣﺎ ﯾﻨﻔﻊ ﻓﻲ أي ﻣﺎدة ﺛﺎﻧﯿﺔ ,اﻷﺷﯿﺎء اﻟﻠﻲ ﺗﻨﺎﺳﺒﻨﻲ أﻧﺎ ﻣﺎ ﺗﻨﺎﺳﺐ ﻏﯿﺮي ,ھﺬه ً
ﻓﻌﻼ أطﺒﻘﮭﺎ وأﺣﺒﮭﺎ ,ﻋﻨﺪي
ﻣﺜﻼ ﻟﻔﯿﻠﻢ اﻟﻄﺎﻟﺒﺔ ﺗﺴﺘﻔﯿﺪ ﻣﻨﮫ زي ﻋﻦ اﻟﺰﯾﺎدة اﻟﺴﻜﺎﻧﯿﺔ ,ﻋﻦ ً
ﻋﺮض ً
ﻣﺜﻼ اﻟﻠﯿﻞ واﻟﻨﮭﺎر واﻟﻔﺼﻮل اﻷرﺑﻌﺔ ,ﯾﻌﻨﻲ ﻣﻘﻄﻊ ﻋﻠﻤﻲ,
طﺒﻌًﺎ أﺣﻄﮫ وأﻋﺮﺿﮫ ﺑﺎﻟـ projectorأو ﺑﺎﻟﻤﺼﺎدر.
ﺖ ﺗﺠﯿﺒﯿﻨﮫ وﻻ ھﻮ ھﺬا ﻣﻮﻓﺮﯾﻨﮫ؟
 -18أﻧ ِ
ھﻲ ﻣﻮﻓﺮة ﻟﻮ أﻧﺎ ﺑﺄﺑﺤﺚ أو أطﻠﺐ ﻣﻦ رﯾﻤﺎ ,ﺑﺲ ﺳﺒﺤﺎن ﷲ أﻧﺎ أﺣﺐ إﻧﻲ أﺷﻮف اﯾﺶ اﻟﻠﻲ أﺑﻐﺎه أﻧﺎ .أﺳﻮﯾﮭﺎ ﺑﻨﻔﺴﻲ
ﯾﻌﻨﻲ ,ﻣﺘﻌﻮدة ﻣﺎدﺗﻲ أﺳﻮﯾﮭﺎ ﺑﻨﻔﺴﻲ ,ﻓﺎﻟﺤﻤﺪ � ﯾﻌﻨﻲ أﺣﺴﮭﺎ ﻣﻔﯿﺪة ﻓﻲ ھﺬا اﻟﺠﺎﻧﺐ ,ﻓﯿﮫ ﺟﻮاﻧﺐ ﺛﺎﻧﯿﺔ أﺣﺲ أن ﻓﯿﮫ ﺑﻌﺾ
اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت ﻣﻤﻜﻦ ﺗﻀﯿّﻊ ﻋﻠﻲ اﻟﻄﺎﻟﺒﺔ أو ﺗﺨﻠﯿﮭﺎ ﺗﺘﺸﺘﺖ ﻓﻤﺎ أﺣﺐ اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﻠﻲ ﺗﺸﺘﺖ اﻟﻄﺎﻟﺒﺔ.
ﺖ ﻋﻠﻰ ﻛﯿﻔﻚ؟
 -19ﺑﺲ ﻣﺎ ھﻲ إﺟﺒﺎرﯾﺔ إﻧﻚ ﺗﻄﺒﻘﯿﻨﮭﺎ أو أﻧ ِ
ﻻ وﻻ ﻓﻲ ﻛﻞ درس ,ﯾﻌﻨﻲ زي ﺟﺪول اﻟﺘﻌﻠﻢ أﺳﺌﻠﺔ ﻓﻲ اﻟﺒﺪاﯾﺔ وأﺷﺮح ,اﻷﺳﺌﻠﺔ طﺒﻌًﺎ ھﻲ ﺗﺴﺄﻟﻨﻲ أﺳﺌﻠﺔ اﻟﻠﻲ ھﻲ ﻣﺎذا
ﺗﺮﯾﺪي أن ﺗﻌﺮﻓﻲ؟ أﺟﺎوب ﻋﻠﯿﮭﺎ أﺛﻨﺎء اﻟﺸﺮح ,ﻣﺎذا ﺗﻌﻠﻤﺘﻲ؟ اﻟﺨﻼﺻﺔ اﻟﻠﻲ ﺗﻌﻠﻤﺘﮭﺎ ,ھﺬا راﺋﻊ ﺟﺪًا ﻓﻲ اﻟﺘﻌﻠﯿﻢ ,ﻋﻨﺪي اﻟﺘﺪرﯾﺲ
اﻟﺘﺒﺎدﻟﻲ أﺣﻄﮫ ﻓﻲ ﺟﺰء ﺑﺴﯿﻂ ﻣﻦ اﻟﺪرس ,ﺗﻠﺨﺺ ﻟﻲ ﻓﻘﺮة واﺣﺪة ﻋﺸﺎن ﻣﺎ ﯾﻀﯿﻊ اﻟﺤﺼﺔ ﻛﻠﮭﺎ وﻻ ﯾﻀﯿﻊ ,ﻷﻧﮫ ﯾﺤﺘﺎج إن
اﻟﻄﺎﻟﺒﺔ ﺗﻠﺨﺺ ﺗﻮﻗﻒ و ﺗﻠﻘﻲ ﻓﯿﺎﺧﺬ وﻗﺖ ﻓﺄﺣﻄﮫ ﻓﻲ ﺟﺰء ﺑﺴﯿﻂ ﻣﻦ اﻟﺪرس و ﺑﺎﻗﻲ اﻻﺳﺘﺮاﺗﺠﯿﺎت ﻓﻲ اﻟﺠﺰء اﻟﺜﺎﻧﻲ ,ھﺬه
اﻷﺷﯿﺎء اﻟﻠﻲ أﻧﺎ أطﺒﻘﮭﺎ.
 -20طﯿﺐ واﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ؟
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اﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ ﻓﯿﮫ ﻣﻨﮭﺎ ﻓﯿﮫ ﻣﺴﻤﯿﺎت ﺛﺎﻧﯿﺔ ,زي ﺣﻮض اﻟﺴﻤﻚ ,اﻟﺮؤوس اﻟﻤﺮﻗﻤﺔ.
 -21ﯾﻌﻨﻲ ھﻮ ﻋﺒﺎرة ﻋﻦ ﻧﺸﺎط اﻟﺘﻌﻠﯿﻢ اﻟﻨﺸﻂ؟
اﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ اﺳﺘﺮاﺗﯿﺠﯿﺎت.
 -22اﻟﻠﻲ ھﻮ ﺟﺪول اﻟﺘﻌﻠﻢ؟
اﯾﻮه ,ﺗﺤﺖ اﺳﻤﮭﺎ ﺑﺲ ھﺬه ﺧﺎﺻﺔ ﺑﺎﻟﻤﺎدة ,وھﺬه ﺧﺎﺻﺔ ﺑﻜﻞ اﻟﻤﻮاد ,ﯾﻌﻨﻲ ﻋﻠﻰ ﺣﺴﺐ ﻣﺎ ﯾﻨﻔﻊ ﻣﻊ اﻟﻤﻌﻠﻤﺔ ,ﻓﯿﮫ
ﻣﻌﻠﻤﺎت ﻣﺎ ﯾﻨﻔﻊ ﻣﻌﺎھﺎ  Google Earthأﺑﺪًا ,وﻻ ﯾﻨﻔﻊ ﻣﻌﺎھﺎ اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ ,ﺑﺲ ﯾﻨﻔﻊ ﻣﻌﺎھﺎ اﻟﺮؤوس اﻟﻤﺮﻗﻤﺔ زي
اﻟﺮﯾﺎﺿﯿﺎت ,زي ﺣﻮض اﻟﺴﻤﻚ ھﺬا ﻣﺎ ﯾﻨﻔﻊ ﻣﻌﺎﯾﺎ أﺑﺪًا ,ﻷﻧﮫ ﻣﻮاﺿﻌﯿﻨﺎ طﻮﯾﻠﺔ ,ﻣﺎ ﺗﺠﻲ اﻟﻄﺎﻟﺒﺎت ً
ﻣﺜﻼ وﯾﻘﻌﺪون ﯾﺘﺸﺎورون
وﯾﻄﻮل ,اﻟﻌﺼﻒ اﻟﺬھﻨﻲ ﺣﻠﻮ ﺑﺲ ﯾﻨﻔﻊ ﻓﻲ اﻟﻤﻮاد اﻟﻌﻠﻤﯿﺔ ,ﻣﺎ أطﺒﻘﮫ إﻻ إذا
وﯾﺴﺘﺸﯿﺮون اﻟﻠﻲ ﻓﻲ اﻟﻮﺳﻂ و اﻟﻠﻲ ااا ,...ﺻﻌﺐ
ّ
ﻛﺎن اﻟﻤﻮﺿﻮع ﻋﻠﻤﻲ ,ﯾﻌﻨﻲ زي ﺗﻠﻮث ,ﻣﻨﺎخ ,ﯾﻌﻨﻲ ﺣﺎﺟﺔ ﻋﻠﻤﯿﺔ ﻣﺤﺘﺎﺟﺔ ﻋﺼﻒ ذھﻨﻲ أﻣﺎ اﻷﺷﯿﺎء اﻟﺘﺎرﯾﺨﯿﺔ ﻻ ﻣﺎ ﺗﺠﻲ
ﻣﻌﮭﺎ.
درﺑﻮﻛﻢ ﻋﻠﯿﮭﺎ اﻟﻮزارة؟
 -23اﯾﻮه طﯿﺐ اﻟﺤﯿﻦ ﻧﻔﺲ ھﺬه اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت ّ
أﺧﺬﺗﮭﺎ ﻋﻠﻰ  3ﻓﺘﺮات ,اﻟﻤﺸﺮوع اﻟﺸﺎﻣﻞ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻠﺘﺮﺑﯿﺔ اﻻﺟﺘﻤﺎﻋﯿﺔ :اﻟﻤﺴﺘﻮى اﻷول ,اﻟﻤﺴﺘﻮى اﻟﺜﺎﻧﻲ ,اﻟﻤﺴﺘﻮى
اﻟﺜﺎﻟﺚ ,اﻟﻤﺴﺘﻮى اﻷول ﻛﺎن ﻋﻦ طﺮﯾﻘﺔ اﻟﺘﺤﻀﯿﺮ ,اﻟﻤﺴﺘﻮى اﻟﺜﺎﻧﻲ ﻋﻦ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ﻛﺎن ﺗﻌﻠﻢ اﻻﺳﺘﻘﺼﺎء وﻋﻦ اﻟﺘﺪرﯾﺲ
اﻟﺘﺒﺎدﻟﻲ و ,Google Earthأﺧﺬﺗﮫ ﻋﻠﻰ  3ﻣﺴﺘﻮﯾﺎت.
 -24ﻓﻲ أﺳﺒﻮع واﺣﺪ؟
ﻻ ﻻ ﯾﻤﻜﻦ ﻋﻠﻰ  3ﺳﻨﻮات ,ﺑﺪأوا ﻟﻨﺎ ﻓﻲ طﺮﯾﻘﺔ اﻟﺘﺤﻀﯿﺮ واﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ واﻻﺳﺘﻘﺼﺎء ,ﺑﻌﺪﯾﻦ اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ
ودﻣﺞ ﻣﮭﺎرات اﻟﺘﻔﻜﯿﺮ اﻟﻌﻠﯿﺎ ,ﺑﻌﺪﯾﻦ  Google Earthواﻟﻤﻔﺎھﯿﻢ اﻟﻜﺎرﺗﻮﻧﯿﺔ واﻷﺷﯿﺎء ھﺬه اﻟﺠﺪﯾﺪة اﻟﻤﺴﺘﺤﺪﺛﺔ ﯾﻤﻜﻦ ﻗﺒﻞ
ﺳﻨﺘﯿﻦ.
 -25ﯾﻌﻨﻲ اﻟﺪورات أﺧﺬﺗﻮھﺎ ﻗﺒﻞ ﺳﻨﺘﯿﻦ ﺗﻘﺮﯾﺒًﺎ؟
اﯾﮫ.
 -26طﯿﺐ اﻟﻤﻨﺎھﺞ اﻟﺠﺪﯾﺪة ﻋﻄﻮﻛﻢ ﻋﻠﯿﮭﺎ دورات؟
أدرس اﻟﻤﻨﺎھﺞ اﻟﺠﺪﯾﺪة ,ﻛﯿﻒ ﺗﺤﻀﯿﺮھﺎ ,ﻛﯿﻒ ﺗﻮزﯾﻌﮭﺎ ,ﺣﺘﻰ
ﻋﻄﻮﻧﺎ ﻋﻠﯿﮭﺎ ھﻲ ھﺬه اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺠﺪﯾﺪة ﻛﯿﻒ ّ
طﺮﯾﻘﺔ اﻟﺘﺤﻀﯿﺮ ﻋﻨﺪﻧﺎ ﺷﻮﯾﺔ ﯾﺪوﯾﺔ ﻣﺎ زال ,ھﻮ ﯾﻌﻨﻲ اﻟﻤﻔﺮوض إﻧﮭﺎ ﺗﺼﯿﺮ اﻟﻜﺘﺮوﻧﻲ ﯾﻌﻨﻲ اﻟﻮﺣﺪة إذا ﻗﺪ ھﻲ ﻓﺎﺿﯿﺔ ﺗﻜﺘﺐ و
ﻛﺬا ,ﺑﺲ إن ﻟﮭﺎ إﺳﺘﺮاﺗﯿﺠﯿﺔ ﻣﻌﯿﻨﺔ و ﻟﮭﺎ ...اﻟﯿﺪوي ﻓﻲ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ﻓﻲ ﺗﺤﻀﯿﺮ ,اﻻﺳﺘﻘﺼﺎء ﻟﮫ ﺗﺤﻀﯿﺮ ,اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ
درﺑﻮﻧﺎ ﻋﻠﯿﮭﺎ ﻗﺒﻞ ﻣﺎ ﯾﻄﺎﻟﺒﻮﻧﻨﺎ ﺑﮭﺎ ,ﯾﻌﻨﻲ ﻋﻄﻮﻧﺎ اﻟﺪورات وﯾﺠﻮن
ﻟﮫ ﺗﺤﻀﯿﺮ ,اﻟﺪﻣﺞ ﻣﮭﺎرات اﻟﺘﻔﻜﯿﺮ اﻟﻌﻠﯿﺎ ﻟﮭﺎ ﺗﺤﻀﯿﺮ ,ﯾﻌﻨﻲ ّ
ﯾﺸﻮﻓﻮن اﻟﺪروس طﺒّﻘﻨﺎھﺎ وﻻ ﻣﺎ طﺒّﻘﻨﺎھﺎ و ﻣﻼﺣﻈﺎت.
 -27طﯿﺐ اﻟﻤﻨﺎھﺞ اﻟﻠﺤﯿﻦ أﻓﻀﻞ ﻣﻦ ﻗﺒﻞ؟
ﺻﺎر ﻓﯿﮫ ﺗﻐﯿﯿﺮﻛﺜﯿﺮ.
 -28طﯿﺐ ھﺬا اﻟﺘﻐﯿﯿﺮ ﺗﺤﺴﯿﻨﮫ أﻓﻀﻞ ﻣﻦ ﻗﺒﻞ؟
ﺻﺎر أﻛﺜﺮ ﺻﺎر أﻛﺜﺮ ,ﺑﺲ إﻧﮫ.
 -29ﻻزم ﺗﺨﻠﺼﯿﻨﮫ.
ﻻزم أﺧﻠﺼﮫ وﻻزم أﺧﻠﻲ اﻟﻄﺎﻟﺒﺔ ھﻲ اﻟﻠﻲ ﺗﺒﺪأ ﺗﺒﺤﺚ أﻛﺜﺮ ,وﺗﺸﺘﻐﻞ ﻣﻌﺎﯾﺎ أﻛﺜﺮ.
 -30ﻋﻜﺲ اﻟﻤﺠﮭﻮد ﻗﺒﻞ ﻛﺎن ﻋﻠﯿﻚ أﻛﺜﺮ؟
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اﯾﻮه ,اﻷول ﻛﺎن ﻋﻠﯿﮫ أﻛﺜﺮ ,ﺑﺲ ﻻ وﷲ اﻟﻠﺤﯿﻦ زي ﻓﻲ اﻟﺘﻌﺮﯾﻔﺎت ,زي ﻓﻲ اﻟﻤﻌﺎرك إﻧﻲ أﺷﺮﺣﮭﺎ ,ﻷن ﺗﺤﺘﺎج
اﻟﻄﺎﻟﺒﺔ إن ﯾﻨﺸﺮح ﻟﮭﺎ اﻟﻤﻌﺎرك ,اﻟﻔﺘﻮﺣﺎت ,اﻷﺷﯿﺎء اﻟﺘﺎرﯾﺨﯿﺔ ,اﻟﺘﻌﺮﯾﻔﺎت ,اﻷﺷﯿﺎء اﻟﺠﺪﯾﺪة ,زي ﻟﻤﺎ ﻧﺄﺧﺬ أول ﻣﺮة ﻣﻌﻨﻰ
اﻟﻤﻨﺎخ ,زي ﻟﻤﺎ ﻧﺄﺧﺬ أول ﻣﺮة ﻣﻌﻨﻰ اﻟﯿﺎﺑﺲ ,وزي ﻛﺬا ,ﻻزم أﺷﺮﺣﮭﺎ ﻻﻧﮫ ﻻزم ﺗﺜﺒﺖ اﻟﻤﻌﻠﻮﻣﺔ ,ﯾﻌﻨﻲ ﻣﺎ أطﺎﻟﺒﮭﺎ ﺑﺸﻲء ﻣﺎ ھﻲ
ﺗﻌﺮﻓﮫ ,ﺧﺎﺻﺔً اﻟﺼﻐﯿﺮات اﻟﻠﻲ ﺑﺮاﺑﻊ.
 -31طﯿﺐ اﻟﻮزارة ﻋﻄﺘﻜﻢ ﻣﺬﻛﺮات ,ﺣﻘﺎﺋﺐ؟
اﯾﻮه.
 -32ﻋﻠﻰ اﯾﺶ ﺗﺸﻤﻞ؟
ﺑﺎﻟﻨﺴﺒﺔ ﻟﻤﺎدﺗﻲ أﻧﺎ ﻟﻤﺎ أﺧﺬﻧﺎ اﻟﻤﺴﺘﻮى اﻷول ﻋﻄﻮﻧﺎ  CDوﻋﻄﻮﻧﺎ ﻧﻔﺲ ﺣﻘﯿﺒﺔ ﻟﻠﻤﺴﺘﻮى اﻷول ﻓﻲ اﻟﺘﻄﻮﯾﺮ اﻟﺸﺎﻣﻞ,
اﻟﻤﺴﺘﻮى اﻟﺜﺎﻧﻲ ﻧﻔﺲ اﻟﺸﻲء ﺣﻘﯿﺒﺔ ,اﻟﻤﺴﺘﻮى اﻟﺜﺎﻟﺚ ﻋﻄﻮﻧﺎ  CDﻓﯿﮫ طﺮﯾﻘﺔ ﺗﺤﻀﯿﺮ اﻟﺪروس ,وﻓﯿﮫ اﻟﻠﻲ ھﻮ اﻟﺨﻄﺔ ,ﺧﻄﺔ
اﻟﻮﺣﺪة ,ﻛﻞ وﺣﺪة ﺧﻄﺔ.
 -33طﺒﻌًﺎ ﻣﻊ اﻟﺸﺮح ,ﯾﺸﺮﺣﻮن ﻟﻜﻢ؟
اﯾﻮه.
 -34اﺳﺘﻔﺪﺗﻲ ﻣﻨﮭﺎ؟
ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ أﻧﺎ ﻣﻊ ﻣﺸﺮﻓﺘﻲ وﷲ اﺳﺘﻔﺪت ﻣﻨﮭﺎ ﺻﺮاﺣﺔ ﻓﻲ ﻣﺠﺎﻟﻲ اﺳﺘﻔﺪت ﻣﻨﮭﺎ ,ﻷﻧﻲ أﻧﺎ ﻛﻨﺖ ﻣﺎﺳﻜﺔ ﻣﺎدة ﻏﯿﺮ ﻗﺒﻞ
ﻣﺎ أﺟﻲ ھﻨﺎ ,ﻛﻨﺖ ﻣﺎﺳﻜﺔ ﻋﺮﺑﻲ ,ﺑﻌﺪﯾﻦ رﺟﻌﺖ ﻣﺴﻜﺖ اﻟﺘﺮﺑﯿﺔ اﻻﺟﺘﻤﺎﻋﯿﺔ.
 -35ﻟﻜﻦ أﺻﻞ ﺗﺨﺼﺼﻚ اﯾﺶ ھﻮ؟
ﺗﺮﺑﯿﺔ اﺟﺘﻤﺎﻋﯿﺔ ,ﻟﻤﺎ ﻣﺴﻜﺘﮫ وﺑﺪﯾﻨﺎ ﻧﺘﺪرب ﻓﻲ ﻣﺸﺮوع اﻟﺘﻄﻮر اﻟﺠﺪﯾﺪ اﺳﺘﻔﺪت ﻣﻦ اﻟﻤﻮﺟﮭﺎت ﺻﺮاﺣﺔ.
 -36طﯿﺐ وھﺬه اﻟﺪورة اﻟﻠﻲ ﻛﻞ ﺳﻨﺔ ﻣﺪﺗﮭﺎ أﺳﺒﻮع وﻻ  3أﯾﺎم؟
ﺗﻘﺮﯾﺒًﺎ  5أﯾﺎم أو  4أﯾﺎم.
 -37ﺗﺤﺴﻲ إﻧﮭﺎ ﺗﻜﻔﻲ؟
اﯾﮫ.
 -38طﯿﺐ اﻟﺒﻌﺾ ﯾﻘﻮل اﻟﻤﻔﺘﺮض إﻧﮭﺎ ﻛﺎﻧﺖ أﻛﺜﺮ؟
أﻛﺜﺮ اﻟﻤﻔﺮوض إﻧﮫ ً
ﻣﺜﻼ ﯾﻘﺪﻣﻮا ﻟﻨﺎ ﻧﻤﻮذج .ﻷن ﻧﺎﺧﺬ ﻣﻨﮭﻢ وﻧﺮوح اﻟﻤﯿﺪان ﻧﻄﺒﻖ ,ﻣﺎ ﻓﻲ ﻧﻤﺎذج ﻣﻄﺒﻘﺔ ,ﻣﺎ ﻓﻲ درس
ﻣﺸﺮوح ً
ﻣﺜﻼ ﺑﺎﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ ,ﯾﻌﻨﻲ ﯾﺠﯿﺒﻮن ﻟﻨﺎ زي ﻓﯿﻠﻢ ﻋﻠﻤﻲ أو ھﺬا ﺑﺲ ﻣﺎ ھﻮ زي ﻟﻤﺎ أﺣﺪ ﯾﺸﺮح ﻗﺪاﻣﻚ ,ﯾﻌﻨﻲ ﺟﺪول
اﻟﺘﻌﻠﻢ أﻧﺎ ﺗﻌﻠﻤﺘﮫ ﻣﻦ وﺣﺪة ﻣﻦ زﻣﯿﻼﺗﻲ ﻓﻲ اﻟﻤﺪرﺳﺔ .ﯾﻌﻨﻲ ﺻﺢ أﻧﺎ أﺧﺬت اﻹﺳﺘﺮاﺗﯿﺠﯿﺔ وﺣﻀﺮت اﻹﺳﺘﺮاﺗﯿﺠﯿﺔ ﺑﺲ ﺗﻌﻠﻤﺘﮫ
ﻣﻦ زﻣﯿﻠﺘﻲ أﺣﺴﻦ وﻛﺎن ﻓﻲ درس ﻧﻤﻮذﺟﻲ راﺋﻊ راﺋﻊ .ﻋﻦ ﺟﺪ اﻗﺘﻨﻌﺖ ﻓﯿﮫ ﻣﻊ إﻧﮫ ﻣﺎ ﻛﻨﺖ ﻣﻘﺘﻨﻌﺔ ﻓﯿﮫ ﻛﻤﺨﻄﻂ ﻟﻺﺳﺘﺮاﺗﯿﺠﯿﺔ.
ﻟﻤﺎ درﺳﺖ اﻟﻤﻌﻠﻤﺔ وﺷﻔﺖ اﻟﺘﻄﺒﯿﻖ راﺋﻊ ﺟﺪاً ,ھﺬا ﺑﺎﻟﻨﺴﺒﺔ ﻟﻤﺎدﺗﻲ.
 -39طﯿﺐ ﺗﺠﺘﻤﻌﯿﻦ ﻣﻊ اﻟﻤﻌﻠﻤﺎت وﺗﺘﻨﺎﻗﺸﻮن ﻓﻲ ھﺬه اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت؟
ﻣﺜﻼ ﻋﻨﺪ اﻟﺮﯾﺎﺿﯿﺎت ,ﯾﻤﻜﻦ أرى إﺳﺘﺮاﺗﯿﺠﯿﺎت ً
اﯾﮫ ,أﻧﺎ أﺣﺐ أﺳﺘﻔﯿﺪ ﻣﻦ اﻟﻤﻌﻠﻤﺎت ,ﯾﻌﻨﻲ ﻣﺮة أﺣﻀﺮ ً
ﻣﺜﻼ ﺗﻌﺠﺒﻨﻲ
ﻣﺮة طﺒﻘﺖ إﺳﺘﺮاﺗﯿﺠﯿﺎت .ﺣﻀﺮت ﻟﻤﻌﻠﻤﺎت اﻟﺪﯾﻦ اﻟﻠﻲ ھﻲ اﺳﺘﻔﺪت ﻣﻨﮭﻢ ﺟﺪول اﻟﺘﻌﻠﻢ .ﯾﻌﻨﻲ أﺣﯿﺎﻧًﺎ
أﻧﺎ ,أو ﻋﻨﺪ اﻻﻗﺘﺼﺎد ّ
ً
ﻧﺘﺒﺎدل و أطﻠﺐ وﺣﺪة ﻣﻦ زﻣﯿﻼﺗﻲ ﺗﺮا اﻋﺠﺒﺘﻨﻲ ﺣﺼﺘﻚ زي وﺣﺪه ﻣﺜﻼ ﻓﻼﻧﺔ ﺗﺮاھﺎ ﻣﻤﺘﺎزة ,ﻣﻤﻜﻦ ﺗﺴﻤﺤﯿﻦ ﻟﻲ أﺣﻀﺮ ﻣﻌﻚ
ﺣﺼﺔ ﻋﺎدي؟ .ﻓﯿﮫ ﺗﺪرﯾﺲ ﺗﺒﺎدﻟﻲ ,ﯾﻌﻨﻲ ﺣﻀﻮر ﺣﺼﺺ ﻣﺘﺒﺎدﻟﺔ ﻗﺼﺪي ,ﻓﺄﻧﺎ أﺳﺘﻔﯿﺪ ﻣﻨﮭﺎ.
 -40ﻓﻌﻼً :طﯿﺐ وﻧﻔﺲ اﻟﻤﺪرﺳﺔ ﻟﮭﺎ دور ﺑﺮﺿﮫ ﺗﺤﻔﺰﻛﻢ ﻓﻲ اﻟﺘﻄﺒﯿﻖ؟
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ﻛﺎﻧﺖ ﻻزم ﻓﯿﮫ دروس اﻟﻠﻲ ھﻲ ﺣﺼﺺ ﻣﺘﺒﺎدﻟﺔ ,وﻓﯿﮫ دروس ﺗﻮﺿﯿﺤﯿﺔ اﻟﻠﻲ ھﻮ اﻟﺪرس اﻟﻨﻤﻮذﺟﻲ ﻻزم ﯾﻜﻮن ﻓﯿﮫ,
ﻣﺜﻼ ﺣﻀﺮﻧﺎ ﻟﻔﻼﻧﺔ ﻋﻠﻮم اﻟﯿﻮم ,اﻟﺸﮭﺮ اﻟﺠﺎي ً
ﻓﻜﻨﺎ ﻧﺤﻀﺮ ﻟﺒﻌﺾ ,ﻓﯿﮫ ﺑﻌﻀﻨﺎ ﯾﺤﻀﺮً ,
ﻣﺜﻼ ﻧﺤﻀﺮ ﻋﻨﺪ ﻣﺪرﺳﺔ ﻋﺮﺑﻲ أو
ﻧﺤﻀﺮ ﻋﻨﺪ ﻣﺪرﺳﺔ رﯾﺎﺿﯿﺎت.
ﺖ وﺻﺪﯾﻘﺘﻚ؟
 -41ھﺬا اﻟﻨﻤﻮذﺟﻲ و اﻟﺘﺒﺎدﻟﻲ ھﻮ أﻧ ِ
ﻣﺜﻼ أﻧﺎ وﻓﻼﻧﺔ أﻗﺮب واﺣﺪة ﻟﺘﺨﺼﺼﻲً ,
ﻣﺜﻼ زﯾﺎرة ﻣﺘﺒﺎدﻟﺔ ,ﯾﻌﻨﻲ ً
اﯾﻮه ,اﻟﺘﺒﺎدﻟﻲ اﻟﻠﻲ ھﻲ ً
ﻣﺜﻼ أﻧﺎ وﺣﻘﺖ اﻟﻌﻠﻮم
ﻋﺸﺎن أﺳﺘﻔﯿﺪ ﻣﻨﮭﺎ ﺷﻲء ,أو أﻧﺎ واﻗﺘﺼﺎد ,أو أﻧﺎ وﯾﻌﻨﻲ واﺣﺪة أﻗﺮب ﻟﺘﺨﺼﺼﻲ ,ﻣﻊ إﻧﮫ أﻧﺎ أﺣﯿﺎﻧًﺎ أﺣﻀﺮ ﻣﻊ ﻣﻌﻠﻤﺎت اﻟﺪﯾﻦ
ﻷﻧﮫ ﻓﯿﮫ ﻋﻨﺪھﻢ ,ﺗﻼﻗﯿﻦ ﺗﺮى ﻓﻼﻧﺔ ﻋﻨﺪھﺎ اﺳﺘﺮاﺗﯿﺠﯿﺎت ﻣﺘﻤﯿﺰة ,ﻓﺄﺣﺐ إﻧﮫ أﻧﺎ ً
ﻣﺜﻼ.
 -42ﺗﻄﻮري ﻧﻔﺴﻚ
ﺣﻠﻮ
ﺖ ﺗﻄﺒﻘﯿﻨﮭﺎ؟
طﯿﺐ أﺑﻐﻰ أﺳﺄﻟﻚ ﻋﻦ ﻣﺠﻤﻮﻋﺎت اﻟﺘﻌﻠﻢ أﻧ ِ
أطﺒﻘﮭﺎ ﻷﻧﮫ ﻻزم إﻧﮫ ﻧﻄﺒﻘﮭﺎ
 -43ﯾﻌﻨﻲ اﻟﻔﺼﻞ أﺻﺒﺢ ﻋﺒﺎرة ﻋﻦ ﻣﺠﻤﻮﻋﺎت
ﻣﺠﻤﻮﻋﺎت أﺻﺒﺤﺖ إﻟﺰاﻣﻲ ﻻزم ﯾﻜﻮن اﻟﺘﻌﻠﻢ ﺗﻌﺎوﻧﻲ إﻟﺰاﻣﻲ.
ﺖ ﻣﻘﺘﻨﻌﺔ ﻓﯿﮫ؟
 -43ﺑﺲ أﻧ ِ
أﻧﺎ أﺳﺘﻐﻠﮫ ﻓﻲ ﻣﺎدﺗﻲ ﺑﻄﺮﯾﻘﺘﻲ ,ﯾﻌﻨﻲ ً
ﻣﺜﻼ ﻋﻨﺪي ﺗﻌﻠﻢ ﺗﻌﺎوﻧﻲ ﻟﻜﻨﻲ ﺑﺄطﺒﻖ اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ ,ﻟﻤﺎ ﺗﯿﺠﻲ ﺗﻘﻒ ﺗﻘﻮل
ﻟﻲ اﺗﻔﻘﺖ أﻧﺎ وﻣﺠﻤﻮﻋﺘﻲ ﻋﻠﻰ ﺗﻠﺨﯿﺺ ﻛﺬا ﯾﻠﺨﺼﻮن ﻛﻤﺠﻤﻮﻋﺔ ,اﺗﻔﻘﺖ أﻧﺎ وﻣﺠﻤﻮﻋﺘﻲ إﻧﮫ أﺳﺌﻠﺘﻨﺎ زي ﻛﺬا ,ﺗﻮﺿﯿﺤﻨﺎ ﻛﺬا,
ﺗﻨﺒﺆﻧﺎ ﻛﺬا .ﯾﻌﻨﻲ اﯾﺶ ﻓﺎﯾﺪة اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ إﻧﮫ ﯾﺨﻠﻲ اﻟﻄﺎﻟﺒﺔ ﺗﺘﺤﺪث ﺑﻨﻔﺴﮭﺎ ,إﻧﮫ ﯾﺨﻠﻲ اﻟﻄﺎﻟﺒﺔ ﺗﺸﺘﺮك ﻣﻊ ﻣﺠﻤﻮﻋﺘﮭﺎ ,ﯾﻌﻨﻲ
ﯾﻄﻠﻊ أﺷﯿﺎء ﻓﻲ اﻟﻄﺎﻟﺒﺔ .ﻟﻜﻦ ﻟﮫ ﻋﯿﻮب إﻧﮫ ﺗﺤﺴﯿﻦ ً
ﻣﺜﻼ إذا ﻓﯿﮫ واﺣﺪة ﻣﻤﯿﺰة ﺑﯿﻌﺘﻤﺪون ﻋﻠﯿﮭﺎ ,إذا ﻓﯿﮫ وﺣﺪة ﺿﻌﯿﻔﺔ واﻟﻤﻌﻠﻤﺔ ﻣﺎ
اﻧﺘﺒﮭﺖ ﻟﮭﺎ ﻣﻤﻜﻦ إﻧﮭﺎ ﺗﺼﯿﺮ ﺗﻌﺘﻤﺪ ﻋﻠﻰ اﻟﻤﺠﻤﻮﻋﺔ وﺗﮭﻤﻞ ﻧﻔﺴﮭﺎ ,ﻣﺎ ﺗﻄﻮر ﻧﻔﺴﮭﺎ أو ﻣﺎ ﺗﻔﮭﻢ أو ﻣﺎ ﺗﺘﻌﻠﻢ .ﺧﻼص اﻟﻤﺠﻤﻮﻋﺔ
ﺑﯿﻘﻮﻣﻮن ﺑﯿﺴﻮون ﻛﺬا .ﻓﮭﻮ ﺣﻠﻮ ﻓﻲ ﻧﻘﺎط وﻣﻮ ﺣﻠﻮ ﻓﻲ ﻧﻘﺎط ﺛﺎﻧﯿﺔ .ﺑﺮﺿﮫ أﺣﺲ ﺟﻤﻌﺘﮭﻢ وﯾﻜﻮن ﻓﯿﮭﺎ اﻟﺴﻮاﻟﯿﻒ أﻛﺜﺮ .ﺻﺮاﺣﺔ
ً
أﺻﻼ ﻟﻤﺎ ﻧﻄﺒﻖ إﺳﺘﺮاﺗﯿﺠﯿﺔ اﻟﺘﺤﺪث ﺑﮭﻤﺲ,
إذا ﻣﺎ ﻓﻲ ﻋﻨﺪي ﺷﻲء اﺳﻤﮫ ﻻﺋﺤﺔ ﺿﺒﻂ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ,ﻻزم ﺗﻜﻮن ﻣﻮﺟﻮدة,
اﻟﺸﻜﺮ ,واﻹﺗﻘﺎن ,إن اﻟﻤﻌﻠﻮﻣﺔ ﺗﻜﻮن ﺻﺤﯿﺤﺔ ,ﻻزم ھﺬه اﻷﺷﯿﺎء ﺗﻜﻮن ﻓﻲ إﺳﺘﺮاﺗﯿﺠﯿﺎت ﻋﺸﺎن اﻟﻄﺎﻟﺒﺔ وھﻲ ﺗﻨﻔﺬ اﻹﺳﺘﺮاﺗﯿﺠﯿﺔ
ﺗﻜﻮن ﻣﺎ ﺗﺴﻮﻟﻒ ﻣﻊ زﻣﯿﻠﺘﮭﺎ ,ﻓﻼﻧﺔ ﻣﺠﻤﻮﻋﺘﮭﺎ ﺑﺘﻨﻘﺺ ﻋﺸﺎن ً
ﻣﺜﻼ ھﻲ ﺗﺘﻜﻠﻢ ,ﻣﺎ اﻧﻀﺒﻄﺖ ﻣﺠﻤﻮﻋﺘﮭﺎ.
 -44ھﻲ ﻟﮭﺎ ﻧﻔﺲ اﻟﻤﺠﻤﻮﻋﺔ ﻟﮭﺎ ﻗﺎﺋﺪة ,ﻛﺎﺗﺒﺔ ,زي ﻛﺬا ,أو ﻻ؟
ھﺬه ﻓﻲ اﻟﺼﻔﻮف اﻟﺼﻐﯿﺮة ,أﻣﺎ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ إذا أﻧﺎ ﺑﺄطﺒﻖ اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ ﻓﻘﻂ ﯾﻌﻨﻲ ﻣﺎ أطﺒﻖ ﻣﻌﮫ إﺳﺘﺮاﺗﯿﺠﯿﺎت,
ﯾﻌﻨﻲ إذا ﺑﺄطﺒﻖ اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ ﻻ ﻣﺎ أﺣﻂ ﻟﮭﻢ ﻗﺎﺋﺪة وﻛﺎﺗﺒﺔ ,ﻷن ﻋﻨﺪي ﻣﻠﺨﺼﺔ ,ﻣﺘﺴﺎﺋﻠﺔ ,ﻣﻮﺿﺤﺔ وﻣﮭﺎم ﺛﺎﻧﯿﺔ ,ﻓﻤﺎ أﺷﻐﻠﮭﻢ,
وﻻ أطﺒﻘﮫ ﻛﻞ اﻟﺤﺼﺔ ,ﯾﻌﻨﻲ ﻋﻠﻰ ﺳﺆال ,ﻋﻠﻰ ﻓﻘﺮة.
 -45ﻟﻜﻦ اﻟﻔﺼﻞ اﻟﻠﺤﯿﻦ ﻧﻈﺎﻣﮫ طﺎوﻟﺔ وﻛﺮﺳﻲ وﻻ ﻣﺠﻤﻮﻋﺎت؟
ﻣﺠﻤﻮﻋﺎت ,ﻣﻊ إﻧﮫ اﻟﻠﺤﯿﻦ أﺣﯿﺎﻧًﺎ ﯾﻌﻨﻲ زي ﻓﺘﺮة ﻣﻦ اﻟﻔﺘﺮات ﯾﻨﺘﺸﺮ اﻟﻘﻤﻞ.
 -46ھﺬه اﻟﻤﺸﻜﻠﺔ ﺳﻤﻌﺖ ﻓﯿﮭﺎ اﯾﮫ.
وﷲ إﻧﮭﺎ ﻣﺸﻜﻠﺔ ﺻﺮاﺣﺔ ,أﺣﺲ إﻧﮫ اﻟﻄﺎﻟﺒﺔ ﺗﻜﻮن ﻣﻨﺤﺎزة وﻛﺬا ﺗﺼﯿﺮ ﻋﺪوى ھﺬه ﻣﻦ ﺿﻤﻦ اﻟﺴﻠﺒﯿﺎت.
 -47طﯿﺐ ﺗﺤﺴﯿﻦ اﻟﺘﻌﻠﯿﻢ اﻟﻠﺤﯿﻦ أﻓﻀﻞ ﻣﻦ ﻗﺒﻞ ,وﻻ ﻗﺒﻞ أﻓﻀﻞ ,ﻛﺎن ﻗﺒﻞ اﻟﺘﻠﻘﯿﻦ؟
ﻛﺎن ﻗﺒﻞ اﻟﺘﻠﻘﯿﻦ ,اﻟﻠﺤﯿﻦ أﺣﺴﮫ أﻓﻀﻞ ﻟﻤﺎ أﺻﺒﺤﺖ اﻟﻤﺪرﺳﺔ ﻣﺰودة ﺑﺰي  projectorﺑﺰي ﺳﺒﻮرة ذﻛﯿﺔ.
 -48ﺻﺎر ﻋﻨﺪﻛﻢ ﺳﺒﻮرة ذﻛﯿﺔ؟
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ﺖ ﺗﻌﻄﯿﻨﮭﺎ ﻣﻌﻠﻮﻣﺔ وﺑﻌﺪﯾﻦ ﺗﺸﻮﻓﮭﺎ ﻣﺎ
ﻋﻨﺪﻧﺎ ﺳﺒﻮرة ذﻛﯿﺔ ,ﻓﯿﮫ  projectorﻓﻲ ﻛﻞ ﻓﺼﻞ .ﻟﻤﺎ اﻟﻄﺎﻟﺒﺔ ﺗﺸﻮف ﯾﻌﻨﻲ أﻧ ِ
ھﻮ زي ﻟﻤﺎ ﺗﺴﻤﻌﮭﺎ وﺑﺲ .ﯾﻌﻨﻲ أول ﻛﻨﺎ ﻧﺴﻤﻊ ,ﯾﻌﻨﻲ أﺳﻤﻊ ﻣﻦ اﻟﻤﻌﻠﻤﺔ وأﻧﺎ ﻣﺎ أدري واﯾﺶ ﺗﻘﻮل .ﻟﻜﻦ اﻟﻠﺤﯿﻦ ﻟﻤﺎ ﺗﺴﻤﻊ ﻣﻦ
ﻣﺜﻼ ﻣﺎ ﺗﻌﺮف ً
ﻣﻌﻠﻤﺔ وﻟﻮ ﺗﻌﺮﯾﻒ وﺗﺸﻮف ﻟﮫ ﻣﺸﮭﺪ راح ﺗﻔﮭﻢ .زي ً
ﻣﺜﻼ إﯾﺶ ﻣﻌﻨﻰ اﻟﻨﻤﻮ اﻟﺴﻜﺎﻧﻲ اﻟﺘﻄﻮر اﻟﺴﻜﺎﻧﻲ أو اﻟﺰﯾﺎدة
ﻣﺜﻼ ﻓﯿﻠﻢ ﻋﻠﻤﻲ و ﺗﺸﻮف ﻛﯿﻒ ﻛﺎﻧﺖ اﻷﻋﺪاد ,ﻛﯿﻒ ﺑﺪأت ﺗﺘﻄﻮر ,طﺒ ًﻌﺎ ﻓﺮق ﻓﻲ اﻟﺘﻌﻠﯿﻢ ﻏﯿﺮ .ﻟﻤﺎ ً
اﻟﺴﻜﺎﻧﯿﺔ .ﻓﻠﻤﺎ ﺗﺸﻮف ً
ﻣﺜﻼ
أﻛﻠﻤﮭﺎ ﻋﻦ اﻟﻠﯿﻞ واﻟﻨﮭﺎر و أﻋﺮض ﻟﮭﺎ ﻓﯿﻠﻢ ﺗﻌﻠﯿﻤﻲ ﺗﺘﻌﻠﻢ ﻣﻨﮫ أﻛﺜﺮ .ﻓﮭﻮ ﻟﮫ إﯾﺠﺎﺑﯿﺎﺗﮫ اﻟﺘﻄﻮر اﻟﺤﺪﯾﺚ ,ﻟﻜﻦ ﻟﮫ ﺳﻠﺒﯿﺎت .اﻟﻄﺎﻟﺒﺔ
ﻣﺎ ﺻﺎرت ﺗﻜﺘﺐ ﯾﻌﻨﻲ ﺑﺲ ﺗﺸﻮف و ﺗﺴﻤﻊ ﻣﻦ اﻟﻤﻌﻠﻤﺔ ﺗﻤﺎرس ﻣﮭﺎم .ﻟﻜﻦ ﻣﺎ ﺻﺎرت ﺗﻜﺘﺐ زي زﻣﺎن ,ﻣﺎ ﻓﻲ ﺗﻜﺘﺐ زي
زﻣﺎن ,إﻻ ﺑﺪأت ﺗﻀﻌﻒ ﻋﻨﺪ اﻟﻄﺎﻟﺒﮫ اﻟﺨﻄﻮط اﻟﺠﻤﯿﻠﺔ ,اﻟﻄﺎﻟﺒﺔ ﻣﺎ ﺻﺎرت ﺗﻜﺘﺐ .ھﺬه اﻟﻨﻘﻄﺔ اﻟﻠﻲ ً
ﻓﻌﻼ ﺗﺆﻟﻤﻨﻲ ,اﻟﻄﺎﻟﺒﺔ ﻣﺎ
ﺑﺘﻌﺮﻓﮭﺎ زي ﻣﺎ ﺷﺎﻓﺘﮭﺎ أو زي ﻣﺎ ھﻲ ﻣﻜﺘﻮﺑﺔ
ﺻﺎرت ﺗﻜﺘﺐ ,ﻣﺎ ﺻﺎرت ﺗﻌﺒﺮ ﺑﺬاﺗﮭﺎ .ﻻزم ھﻲ ﺗﺒﺪأ ﺗﺘﻜﻠﻢ ,ﺑﺘﺸﻮف ﺣﺎﺟﺔ
ّ
ﺑﺎﻟﻜﺘﺎب ﺑﺲ ﻣﺎ ﺻﺎرت ﺗﻜﺘﺐ .ﻓﻠﮭﺎ إﯾﺠﺎﺑﯿﺎت وﻟﮭﺎ ﺑﺮﺿﮫ ﺳﻠﺒﯿﺎت.
 -49طﯿﺐ اﻟﺴﺒﻮرة اﻟﺬﻛﯿﺔ اﻟﻠﺤﯿﻦ ﺗﺸﺮﺣﻮن ﻟﮭﻢ ﻓﯿﮭﺎ؟
ﻓﻲ ﻏﺮﻓﺔ اﻟﻤﺼﺎدر.
 -50ﻓﻲ ﻛﻞ اﻟﺪروس أو ﺑﻌﺾ اﻟﺪروس؟
ﻓﻲ ﺑﻌﺾ اﻟﺪروس ,ﻷﻧﮫ ﻋﻨﺪﻧﺎ ﻓﻲ اﻟﻔﺼﻮل  ,projectorأﻧﺎ اﻛﺘﻔﻲ ﻓﺄﺟﯿﺐ اﻟـ laptopﺣﻘﻲ أﻛﻮن ﻗﺪ ﻋﺮﺿﺖ ﻟﮭﻢ
ً
ﻣﺜﻼ ﻓﯿﻠﻢ ,أو ﺟﻤﻌﺖ ﻟﮭﻢ ﻣﺠﻤﻮﻋﺔ ﺻﻮر أو ﻣﻘﺎرﻧﺎت أو ﺷﻲء ,وأﺟﯿﺐ اﻟـ laptopوأﺷﺮح ﻟﮭﻢ ﻋﻠﻰ ﻓﻘﺮة ﻣﻌﯿﻨﺔ ,ﻟﻜﻦ إذا ﻛﺎن
ﻓﯿﮫ ﻣﻮﺿﻮع ﺟﺪﯾﺪ أو أﺑﻐﻰ أﺧﺮﺟﮭﺎ ﻣﻦ روﺗﯿﻦ اﻟﻔﺼﻞ ﻣﻤﻜﻦ إﻧﻲ أﻗﻮل ﻟﻼﺳﺘﺎذة رﯾﻢ ﺟ ّﮭﺰي ﻟﻲ ﻓﯿﻠﻢ ﻛﺬا أو ﺟ ّﮭﺰي ﻟﻲ ﻛﺬا,
ﺼﺮ.
ﻣﺎ ﺑﺘﻘ ّ
 -51طﯿﺐ اﻟﺴﺒﻮرة اﻟﺬﻛﯿﺔ اﯾﺶ ﻣﻤﻜﻦ ﺗﻔﯿﺪھﻢ ,ﯾﻌﻨﻲ ﺗﺮى ﻣﺎﻧﻲ أﻋﺮﻓﮫ ﺑﺎﻟﻀﺒﻂ اﯾﺶ ھﻲ؟
ﻋﻠﯿﮫ.

ﺻﻠﺔ ﺑﺎﻟﻨﺖ ,اﻟﺒﺤﺚ ﯾﻜﻮن ﻋﻦ طﺮﯾﻘﮭﺎ ,ﻣﻤﻜﻦ إﻧﮫ ﯾﻜﻮن ﻣﻊ اﻟﻤﻌﻠﻤﺔ  CDوﺗﻌﺮض
وﷲ إﻧﮭﺎ راﺋﻌﺔ ﻷﻧﮭﺎ ﺗﻜﻮن ﻣﻮ ّ

 -52زي اﻟـ projectorﯾﻌﻨﻲ؟
زي اﻟـ ,projectorوﻓﯿﮭﺎ ﺑﺮﺿﮫ اﺗﺼﺎل ﻣﺒﺎﺷﺮ ﺑﺎﻟـ ,netﻣﻤﻜﻦ ﺗﺒﺤﺚ ﻋﻦ طﺮﯾﻘﺔ ,ﻣﻤﻜﻦ اﻟﻜﺘﺎﺑﺔ ﻋﻠﯿﮭﺎ ﺑﻘﻠﻢ ﺧﺎص
ﺑﮭﺎ ھﻲ ﺗﺤﺪد أو ھﺬا ,راﺋﻌﺔ .ﺑﺲ أﻧﺎ ﻣﺎ أﺳﺘﺨﺪﻣﮭﺎ ﻛﺜﯿﺮ ﺻﺮاﺣﺔ ﻷﻧﻲ اﻛﺘﻔﻲ ﺑﺎﻟﻔﺼﻞ.
 -53طﯿﺐ اﻟﻠﺤﯿﻦ ﻟﻮ ﺟﺎﺑﻮا ﻟﻚ ً
ﻣﺜﻼ إﺳﺘﺮاﺗﯿﺠﯿﺔ ﺟﺪﯾﺪة ھﻞ ﺗﻄﺒﻘﯿﻨﮭﺎ؟
إذا ﺗﻔﯿﺪ اﻟﻄﺎﻟﺒﺔ ,ﺷﻮﻓﻲ ﻣﺎ ﻛﻞ اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت أﻧﺎ أطﺒﻘﮭﺎ .ﻋﻨﺪﻧﺎ ﯾﻤﻜﻦ ﺑﺎﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ أﻛﺜﺮ ﻣﻦ  101إﺳﺘﺮاﺗﯿﺠﯿﺔ .أطﺒﻖ
اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﻠﻲ أﺷﻮف إن اﻟﻄﺎﻟﺒﺔ ً
ﻓﻌﻼ ﺗﺤﺒﮭﺎ وﺗﺴﺘﻔﯿﺪ ﻣﻨﮭﺎ ,ﯾﻌﻨﻲ ﺟﺪول اﻟﺘﻌﻠﻢ راﺋﻊ ,اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ راﺋﻊ ,اﻟﻤﻘﺎرﻧﺎت,
ﻣﺜﻼ ﻛﺬا ,أو ﻟﻮ ﺷﯿﻠﻨﺎ ھﺬا اﻟﻌﻨﺼﺮ ً
إﻧﮭﺎ ﺗﻘﺎرن ً
ﻣﺜﻼ ﺳﯿﺤﺪث ﻛﺬا ,إذا ﻓﯿﮫ ﻓﺎﯾﺪة ﻟﻠﻄﺎﻟﺒﺔ.
زي  Google Earthﻗﻌﺪﻧﺎ ﻧﺘﺪرب ﻋﻠﯿﮫ ﺣﻀﺮﻧﺎه ﯾﻤﻜﻦ ﯾﻮﻣﯿﻦ  Google Earthﻋﺸﺎن ﺣﻀﺮﻧﺎه ﺑﻌﺪﯾﻦ طﺒﻘﻨﺎ
ﺑﻨﺪرب اﻟﻄﺎﻟﺒﺔ ﻋﻠﯿﮫ ,ﻣﺠﺮد ﻣﺎ أﺧﺬﻧﺎه
ﻋﻠﯿﮫ ,راﺋﻊ ﺟﺪًا ,أول ﻣﺎ ﻗﺎﻟﻮا ﻟﻨﺎ ﻗﻠﻨﺎ ﺷﻮ ھﺬا ,وﻛﯿﻒ ﺑﻨﺼﻠﺢ وﻛﯿﻒ ﺑﻨﻄﺒﻖ وﻛﯿﻒ
ّ
وﺣﻀﺮﻧﺎه ﻋﻠﻰ طﻮل اﻟﺒﻨﺎت راﺣﻮا ﺑﺎﻟﺒﯿﺖ ﯾﺒﺤﺜﻮن وﯾﺠﯿﺒﻮن ﺻﻮر ﻟﻸرض ,وﯾﺠﯿﺒﻮن ﺻﻮر ﻟﻠﺠﺒﺎل .ﻓﺄﻧﺎ أﺣﺐ أطﺒﻘﮫ إذا ﻓﯿﮫ
إﺛﺮاء ﻟﻠﻄﺎﻟﺒﺔ أو ﻓﺎﺋﺪة ﻟﻠﻄﺎﻟﺒﺔ أﺣﺐ إذا ﻓﯿﮫ ﺣﺎﺟﺔ ﯾﻌﻨﻲ ﺗﻔﯿﺪ اﻟﻄﺎﻟﺒﺔ ,ﻟﻜﻦ إذا ﻛﺎن إﺿﺎﻋﺔ ﻟﻠﻮﻗﺖ أو إﺿﺎﻋﺔ ﻟﻠﻤﻌﻠﻤﺔ أو إﺿﺎﻋﺔ
ﻟﻠﻤﻨﮭﺞ ﻓﻠﻦ أطﺒﻘﮫ .أﺣﯿﺎﻧًﺎ ﻛﺜﯿﺮة ,أول ﻣﺎ طﺒّﻘﻮا اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت ﻛﺎﻧﻮا طﺎﻟﺒﯿﻦ ﻣﻨّﺎ ﻧﻄﺒﻖ ﻛﻞ اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت ﻛﻠﮭﺎ ,ھﺬا ﻏﻠﻂ ,ﻷﻧﮫ
اﻟﺤﺼﺔ ﻣﺎ ﺗﺴﺘﺤﻤﻞ 45 ,دﻗﯿﻘﺔ ﻣﺎ ھﻲ ﺑﺘﻮﺟﯿﮫ اﻟﻄﺎﻟﺒﺔ ,ﻣﺎ ھﻲ ﻟﻤﺘﺎﺑﻌﺔ اﻟﻮاﺟﺐ ,ﻣﺎ ﺗﻜﻔﻲ ﻣﺎ ﺗﻜﻔﻲ.
ً
أﺻﻼ اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت؟
 -55ھﻞ ھﻲ إﻟﺰاﻣﯿﺔ
ھﻲ اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت إﻟﺰاﻣﯿﺔ ﺻﺎرت ,ﯾﻌﻨﻲ ﻣﺎ ﺗﺤﻀﺮ اﻟﻤﻮﺟﮭﺔ أو اﻟﻤﺪﯾﺮة وﯾﺸﻮﻓﻚ ﺗﻌﻄﯿﻦ ﺑﻄﺮﯾﻘﺔ ﺗﻘﻠﯿﺪﯾﺔ ﻓﯿﺄﺧﺬون
ﻋﻠﯿﻚ ﺗﻌﮭﺪ ,ﻻزم إﻧﮭﺎ ﺗﺎﺧﺬ ﯾﻌﻨﻲ ﻋﻠﻰ اﻟﺘﺪرﯾﺐ ,ﻋﻠﻰ ﺟﺰء ﻣﻦ اﻟﺪرس ,ﻻزم ﺗﻄﺒﻖ ,ﯾﺎ إﻣﺎ ﺗﻌﺎوﻧﻲ ﯾﺎ إﻣﺎ ﺗﺒﺎدﻟﻲ ,ﯾﺎ إﻣﺎ أي ﻧﻮع
ﻣﻦ أﻧﻮاع اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺜﺎﻧﯿﮫ ,ھﻲ ﻛﺜﯿﺮة ﻛﺜﯿﺮة.
 -56ﻗﻮﻟﺘﻲ ﺑﯿﺨﺼﻤﻮن ﻋﻠﯿﻚ ﻟﻮ ﻣﺎ طﺒﻘﺘﻲ؟
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ﻻ ﺑﺲ ﯾﻜﻮن ﻣﻦ اﻟﻨﻘﺪ ﻋﻠﻰ إن اﻟﻤﻌﻠﻤﺔ إﻧﮭﺎ ﻛﺎﻧﺖ ﺗﻘﻠﯿﺪﯾﺔ ﻓﻲ إﻋﻄﺎﺋﮭﺎ اﻟﺘﻠﻘﯿﻦ ﻟﻠﺪرس ,ﯾﻘﻮﻟﻮن ﺧﻼص ﺻﺎر اﻟﻄﺎﻟﺐ
اﻟﻠﺤﯿﻦ ھﻮ ﯾﺒﻐﻰ ﯾﺒﺤﺚ ,ﻣﺎ ﻋﺎد ﯾﺒﻐﻰ ﯾﺘﻠﻘﻦ وﺑﺲ ﻣﻊ إﻧﮫ ﻻ ﺿﺮوري ﻓﯿﮫ أﺷﯿﺎء ﻗﻠﺖ ﻟﻚ زي اﻟﺘﻌﺮﯾﻔﺎت ,زي اﻟﻤﻘﺎرﻧﺎت ,زي
اﻟﻤﻌﺎرك زي اﻟﺸﻲء اﻟﺠﺪﯾﺪ اﻟﻠﻲ اﻟﻄﺎﻟﺒﺔ ﺗﺒﻐﻰ ﺗﺘﻌﺮف ﻋﻠﯿﮫ ,زي اﻟﻤﻨﺎخ ﻓﻲ راﺑﻊ أول ﻣﺮة ﺗﺘﻌﺮف ﻋﻠﯿﮫ ,اﻟﻈﺎھﺮات اﻟﻄﺒﯿﻌﯿﺔ
أول ﻣﺮة ﺗﺘﻌﺮف ﻋﻠﯿﮭﺎ ,ﻣﺴﺘﺤﯿﻞ أروح أﻗﻮل ﻟﻠﻄﺎﻟﺒﺔ ً
ﻣﺜﻼ ﻗﻮﻣﻲ ﻋﺮﻓﻲ ﻟﻲ اﻟﺘﻀﺎرﯾﺲ وھﻲ ﻣﺎ ﻗﺪ ﺳﻤﻌﺖ ﻓﯿﮭﺎ ,ﻻزم ﺗﺘﻌﺮف
وﺗﺘﻮﺿﺢ ,ﺑﻌﺪﯾﻦ أطﺎﻟﺒﮭﺎ.
 -57طﯿﺐ ﻣﺎ ﺗﻘﺪرﯾﻦ ﺗﻨﺎﻗﺸﯿﻦ ً
ﻣﺜﻼ اﻟﻮزارة أﻧﺎ ھﺬي اﻟﻔﻜﺮة ﻣﺎ أﻋﺠﺒﺘﻨﻲ؟ ﻋﻨﺪك ﺣﺮﯾﺔ إﻧﻚ ﺗﺘﻨﺎﻗﺸﯿﻦ ﻓﯿﮭﺎ؟
ﻣﺜﻼ أﻗﻮل ﻟﮭﺎ ﯾﺎ أﺳﺘﺎذة ﻓﻼﻧﺔ ھﺬي اﻹﺳﺘﺮاﺗﯿﺠﯿﺔ ﻣﻤﻜﻦ ﺗﻨﻔﻊ ﻟﻜﺬاً .
ﯾﻌﻨﻲ اﺣﻨﺎ ﻧﺘﻨﺎﻗﺶ ﻣﻊ ﻣﻮﺟﮭﺎﺗﻨﺎ .أﻧﺎ ً
ﻓﻌﻼ ﯾﻌﻨﻲ ﻣﺜﻼ
اﻟﺘﺪرﯾﺲ اﻟﺘﺒﺎدﻟﻲ ﯾﻨﻔﻊ ﻣﻊ اﻟﺘﺎرﯾﺦ ,ﻷﻧﮫ ﺗﻠﺨﯿﺺ ﻣﻌﺎرك ,واﻟﻔﺘﻮﺣﺎت وﻻ ً
ﻣﺜﻼ زي ﺿﻢ اﻟﺮﯾﺎض ﻓﮭﻲ ﻛﺜﯿﺮة ,ﻓﻠﻤﺎ أﻋﻄﻲ
اﻟﻄﺎﻟﺒﺔ اﻟﺘﻠﺨﯿﺺ ﻓﯿﮭﺎ .أﺣﺪد ﻟﮭﺎ اﯾﺶ اﻷﺷﯿﺎء اﻟﻤﮭﻤﺔ ﻓﻲ اﻟﺪرس ﺗﺴﺘﻔﯿﺪ ﻣﻨﮭﺎ ,ﻟﻜﻦ ﻣﺎ راح أﻗﺪر ً
ﻣﺜﻼ أطﺒﻘﮭﺎ ﻋﻠﻰ اﻟﺘﻀﺎرﯾﺲ,
ﻣﺜﻼ ﻣﺎ ﻋﺮﻓﺖ ً
ﻣﺜﻼ أﻗﻮل ﻟﮭﺎ ﯾﺎ أﺳﺘﺎذة ﻓﻼﻧﺔ ً
ﻷن اﻟﺘﻀﺎرﯾﺲ ﯾﺤﺘﺎج ﻟﺸﻲء ﺛﺎﻧﻲ .ﯾﻌﻨﻲ ھﻮ ً
ﻣﺜﻼ ﻣﮭﺎرات اﻟﺪﻣﺞ اﻟﺘﻔﻜﺮ اﻟﻌﻠﯿﺎ ﻓﻲ
ً
ﺼﺮت إﻧﮭﺎ ﺣﻀﺮت وﻗﺎﻟﺖ ﻛﺬا ﺻﺢ ﻛﺬا ﻣﻮ ,ﺗﺠﻨﺒﻲ ھﺬه,
أﺳﻮﯾﮫ,
وﻓﻌﻼ وﷲ ﻣﺎ ﻗ ّ
اﻟﻤﺎدة ,اﺣﻀﺮي ﻟﻲ درس ﻋﻠّﻤﯿﻨﻲ ﻛﯿﻒ ّ
ﺖ ﺷﻮﻓﻲ ﻟﻲ ﻛﯿﻒ ,اﺳﺘﻮﻋﺒﺘﻲ طﺮﯾﻘﺘﻲ
ﺻﻠﺤﻲ ھﺬه ,ﺗﺠﻲ ﺗﺤﻀﯿﺮ اﻟﺪرس اﻟﻤﺮة اﻟﺠﺎﯾﺔ ﺑﺤﻀّﺮ ﻟﻚ ﻣﮭﺎرات اﻟﺘﻔﻜﯿﺮ اﻟﻌﻠﯿﺎ وأﻧ ِ
أو ﻻ ,ﻓﯿﮫ أﺷﯿﺎء إﯾﺠﺎﺑﯿﺔ وﻓﯿﮫ أﺷﯿﺎء أﺣﺲ إﻧﮭﺎ ,وأﻧﺎ ﻣﺎ أطﺒﻖ ﺑﻜﻞ اﻟﺤﺼﺺ أﺑﺪًا ,ﺑﺤﺼﺘﻲ أﺣﺲ إن اﻟﻄﺎﻟﺒﺔ ﻻزم أر ّﻛﺰ ﻋﻠﯿﮭﺎ
أﻛﺜﺮ ﻣﻦ اﻹﺳﺘﺮاﺗﯿﺠﯿﺎت.
 -59إذا وﻓرت وزارة اﻟﺗرﺑﯾﺔ واﻟﺗﻌﻠﯾم اﻟدورات واﻟﺗدرﯾب وﻏﯾرھﺎ ﻣن أﺷﻛﺎل اﻟدﻋم ﻟﻣﺳﺎﻋدة اﻟﻣﻌﻠﻣﯾن ﻋﻠﻰ ﺗﻌﻠم واﺳﺗﺧدام
ﻧﮭﺞ ﺗﻌﻠﯾﻣﻲ ﺟدﯾد ،ھل ﺳوف ﺗﺣﺿرﯾن ﺑﻌض ﻣن ھذه ﻓرص اﻟدﻋم؟
ﻻ ﻣﺎ ﻋﻨﺪي ﻣﺸﻜﻠﺔ أﺑﺪًا ﺑﺎﻟﻌﻜﺲ.
 -60اﻹﻣﻜﺎﻧﯿﺎت اﻟﻠﻲ ﺳﮭﻠﻮھﺎ ﻟﻜﻢ؟
اﻟﺤﻤﺪ � اﻟﻤﺪرﺳﺔ ھﻨﺎ ﻣﺎ ﻗﺼﺮت اﻟﺤﻤﺪ � اﻟﻤﺪرﺳﺔ راﺋﻌﺔ ,ﯾﻌﻨﻲ اﻟﻠﺤﯿﻦ أدﺧﻞ اﻟﻔﺼﻞ أﺟﯿﺐ ﻓﯿﻠﻢ ً
ﻣﺜﻼ ﻋﻦ ﻓﺘﺢ
اﻟﺮﯾﺎض ,اﻟﻤﻠﻚ ﻋﺒﺪ اﻟﻌﺰﯾﺰ ,ﻋﻦ اﻟﺘﻀﺎرﯾﺲ ,ﻋﻦ أي ﺷﻲء ,أﺷﻐّﻠﮫ ﻟﻄﺎﻟﺒﺎﺗﻲ ,وأﻛﻮن ﻣﺠﮭﺰة اﻟﻤﻘﻄﻊ وأﻋﺮﺿﮫ ﻟﮭﻢ .ﻓﺼﺎر
اﻟﺤﻤﺪ � ﻣﻮ زي زﻣﺎن ,ﯾﻌﻨﻲ ﻛﻨﺎ زﻣﺎن ﻣﺎ ﻛﺎن ﻓﯿﮫ ﻓﻲ ﻣﺪرﺳﺘﻲ اﻷوﻟﻰ إﻻ ﻣﺼﺎدر وﺣﺪة ﻧﺘﻀﺎرب ﻋﻠﯿﮭﺎ .اﻟﻠﺤﯿﻦ اﻟﺤﻤﺪ �
اﻷول.
ﻋﻦ
ﻛﺜﯿﺮ
أﺣﺴﻦ
�
اﻟﺤﻤﺪ
ﻓﺄﺣﺲ
ﻣﺼﺎدر,
ﻓﯿﮫ
ﻓﺼﻮل,
ﻓﯿﮫ
ﯾﻌﻨﻲ
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Appendix 3.5: Sample of Head Teacher’ Interview Transcript in Arabic

Head teacher - First school
 -1اﻧﺎ ﺳﻤﻌﺖ ان ﻓﯿﮫ ﺗﻐﯿﯿﺮات ﺟﺪﯾﺪه ﺣﻀﺮت ﻣﻤﻜﻦ اﻋﺮف ھﺬي اﻻﺷﯿﺎء؟
اوﻻً اﻟﺠﻮدة ﻓﻲ اﻟﺘﻌﻠﯿﻢ طﺒﻌﺎ ً ﻣﻨﮭﺎ اﻟﻤﻌﻠﻢ اﻟﻜﻮﻓﻰ ھﺬا اول ﺷﺊ .اﻟﻤﻌﻠﻢ اﻟﻜﻮﻓﻰ اﻟﺬي ﯾﻨﺘﺞ اﺟﯿﺎل ﻣﺒﺪﻋﮫ و ﻣﺘﻄﻮره و
ھﺬا ھﻮ اﻟﻤﺮﻛﺰ اﻻﺳﺎﺳﻲ اﻟﻠﻲ ﯾﮭﺪف اﻟﯿﮫ اﻟﺘﻌﻠﯿﻢ .ﻓﮭﻢ ﺣﺮﺻﻮا ﻋﻠﻰ اﺧﺘﯿﺎر اﻟﻤﻌﻠﻢ اﻟﻜﻮﻓﻰ و ﺗﻄﻮﯾﺮه.
وھﺬا ﻛﻤﺎن ﯾﻌﺘﻤﺪ ﻋﻠﻰ اﻟﻘﺎﺋﺪ اﻟﻠﻲ ھﻮ ﯾﻘﻮد اﻟﻤﺠﻤﻮﻋﮫ ﻛﻠﮭﺎ ,اذا ﻛﺎن ھﺬا اﻟﻘﺎﺋﺪ ﻧﺸﯿﻂ و ﯾﺤﺐ اﻟﻌﻤﻞ و ﯾﺤﺐ اﻟﺘﻄﻮﯾﺮ
ﻓﺒﯿﺼﺒﺢ اﻟﻤﻌﻠﻢ ﯾﺤﺐ اﻟﺘﻐﯿﯿﺮ .و ﻛﺬﻟﻚ ﻣﻨﮭﺎ ﺗﺤﻔﯿﺰ اﻟﻤﻌﻠﻢ و ﺗﺸﺠﯿﻌﮫ و اﻻﺧﺬ ﺑﯿﺪ اﻟﻤﻌﻠﻢ اﻟﻐﯿﺮ ﻛﻮﻓﻰ و ﻣﺎ ﻋﻨﺪه
دورات و ﻧﺤﺎول ﻧﻄﻮره ﺑﺪورات .ﻧﺤﻦ دورﻧﺎ ﯾﺎ اﻟﻘﺎده ھﻮ اﺧﺒﺎر ادارة اﻟﺘﻌﻠﯿﻢ ﺑﺎﻟﻤﻌﻠﻢ اﻟﻜﻮﻓﻰ و ﺑﺎﻟﻤﻌﻠﻢ اﻟﻐﯿﺮ
اﻟﻜﻮﻓﻰ .ﻧﻜﻮن ﻧﺤﻦ ﺣﻠﻘﺔ وﺻﻞ ﺑﯿﻦ ادارة اﻟﺘﻌﻠﯿﻢ و ﺑﯿﻨﺎ ﺑﻲ اﻧﺎ ﻧﺮﻓﻊ ﺧﻄﺎﺑﺎت ﻟﮭﻢ ﺑﺎﻟﺪورات اﻟﻠﻲ ﯾﺤﺘﺎﺟﮭﺎ ﻓﻲ اﻟﺘﻌﻠﻢ
اﻟﻨﺸﻂ .و ﻣﻤﻜﻦ اﯾﻀﺎ ﻓﻲ ﺑﻨﺎء اﻟﺜﻘﺔ و اﺣﺘﺮام اﻻﺧﺮﯾﻦ ,ﻓﻲ اﻟﺘﻌﺎﻣﻞ ﻣﻊ اﻻطﻔﺎل ,ﻓﯿﮫ ﺑﻌﻀﮭﻢ ﻗﺎﺳﻲ ﺟﺪا ً ﯾﻮدي اﻟﻰ
ﺿﺮب اﻟﻄﺎﻟﺒﮫ .ﻓﻔﯿﮫ ﺗﺮﻛﯿﺰ ﻋﻠﻰ اﺷﯿﺎء ﻣﻌﯿﻨﮫ .و اﺣﻨﺎ ﻧﺒﺤﺚ ﻓﯿﮭﺎ اﻧﺎ و اﻟﻤﺴﺎﻋﺪه و ﻧﺸﻮف و ﻧﺮﻛﺰ ﻋﻨﺪ اﺛﻨﺎء
اﻟﺤﻀﻮر ,اﺛﻨﺎء اﻟﺘﻌﺎﻣﻞ ,اﺛﻨﺎء اﻟﺸﺮاﻛﮫ ﻣﻊ اوﻟﯿﺎء اﻻﻣﻮرو اﻟﻤﺸﺎﻛﻞ .اﻧﺎ اﻟﯿﻮم ﺟﺘﻨﻲ ﺷﻜﻮى اﻧﮭﺎ ﻣﺎ ﺗﺸﺮح اﻟﻤﻌﻠﻤﮫ
زﯾﻦ ﻟﻠﻄﺎﻟﺒﺎت ,ﻓﮭﻞ اﻧﺎ اﺧﺬ ﺑﮭﺬي اﻟﺸﻜﻮى و اﺣﻜﻢ ﻋﻠﻰ اﻟﻤﻌﻠﻤﮫ ﺑﺪون ﻣﺎ اﺗﺎﻛﺪ .طﺒﻌﺎ ﻻ .ﯾﺠﺐ اوﻻً اﻧﺎ اﺣﻀﺮ
ﻟﻠﻤﻌﻠﻤﮫ و اﯾﻀﺎ اﻧﺎ اﻗﯿﺲ ﻣﺴﺘﻮى اﻟﻄﺎﻟﺒﮫ ,واﻧﺎ اﺧﺬ ﻣﺠﻤﻮﻋﮫ ﻣﻦ اﻟﻄﺎﻟﺒﺎت و اﻗﯿﺴﮭﻢ اﯾﻀﺎ و ان اﺷﻮف ﺗﺎﺳﯿﺴﮭﻢ ,ﻓﻤﺎ
اﺣﻜﻢ اﻟﻰ ﺑﻌﺪ اﺟﺮاءات ﻋﺪه .ﻓﺎذا ﺛﺒﺖ ذﻟﻚ ﻋﻠﯿﻨﺎ ﯾﺎ اﻻداره ان ﻧﺤﻞ اﻟﻤﺸﻜﻠﮫ .ھﺬي ھﻲ اھﻢ اﻻﺳﺎﺳﯿﺎت .اﯾﻀﺎ اﻧﺎ
اﻗﺴﻢ اﻟﻌﻤﻞ ,و اھﻢ ﺷﻲ ﻓﻲ اﻻداراه ھﻮ اﻟﺘﺨﻄﯿﻂ و اﻟﺘﻨﻈﯿﻢ و اﻟﺘﻮﺟﯿﮫ .ﻓﻔﯿﮫ ﻓﺮق ﺑﯿﻦ اﻟﻤﺪﯾﺮ زﻣﺎن و اﻻن ,ﻓﺎﻧﺎ ﻻ
اھﺪف اﻟﻰ ﺗﺼﯿﺪ اﻻﺧﻄﺎء ﻻ ,و اﻧﻤﺎ ﻟﻲ اﻗﻮد اﻟﻤﺠﻤﻮﻋﮫ اﻟﻰ اﻟﻄﺮﯾﻖ اﻟﺴﻠﯿﻢ .ﻓﯿﮫ اﺧﻄﺎء ﻓﻨﻘﻮم ﺑﺘﻮﺟﯿﮫ ﻧﻮﺟﮫ.
 -2ﻛﯿﻒ اﻟﻤﻌﻠﻤﺎت ﻣﻊ ﺗﻄﺒﯿﻖ ھﺬي اﻟﻤﻐﯿﺮات او اﻟﻤﺘﻄﻮرات اﻟﺠﺪﯾﺪه؟
اﻟﺠﻮده زي ﻣﺎ ﻗﻮﻟﺖ ﯾﻘﻮم ﻋﻠﻰ اﻟﻤﻌﻠﻢ اﻟﻜﻮﻓﻰ وﻣﻨﮭﺎ وﻗﻔﻮا ﻋﻠﻰ اﻟﻤﻨﮭﺞ اﻟﺠﯿﺪ .اﻻن ﺻﻒ راﺑﻊ ﯾﺨﺘﻠﻒ ﻋﻦ اﻟﻔﺼﻮل
اﻟﺒﺎﻗﯿﮫ اﻟﻠﻲ ھﻢ ﺻﻒ ﺧﺎﻣﺲ و ﺳﺎدس ,ﻟﻤﺎذا ,ﻻﻧﮭﻢ درﺳﻮا اﻟﺘﻄﻮﯾﺮ ﻓﻲ اول ,ﺛﺎﻧﻲ و ﺛﺎﻟﺚ .ﻟﻜﻦ اﻟﻠﻲ ﻗﺒﻠﮭﻢ اﻟﺼﻔﻮف
اﻟﻠﻲ ﻗﺒﻠﮭﻢ ﻗﺪ ﻻ ﯾﻜﻮن طﺒﻖ ﻋﻠﯿﮭﻢ اﻟﻤﻨﮭﺞ اﻟﻤﻄﻮر.ﻓﻼ ﻧﻘﯿﺲ ﻋﻠﻰ اﻟﻄﺎﻟﺒﺎت اﻟﻠﻲ ﻗﺒﻞ اﻟﺘﻄﻮﯾﺮ اﻟﺠﺪﯾﺪ.ﻓﻠﺬﻟﻚ ﺣﻜﻤﻨﺎ
ﺑﺎذن � ﻋﻠﻰ اﻟﺠﯿﻞ اﻟﻘﺎدم ﺑﯿﻜﻮﻧﻮن ﻣﺒﺪﻋﯿﻦ .و ﺣﺘﻰ ﺣﻀﻮرﻧﺎ ﻋﻠﻰ اﻟﻔﺼﻮل اﻟﺪﻧﯿﺎ ﻋﻦ اﻻﺧﺮى ﯾﺨﺘﻠﻒ ﻋﻦ اﻟﻔﺼﻮل
اﻻﺧﺮى ﻟﯿﮫ ,ﻻن ھﺬاوﻟﻲ درﺳﻮا اﻟﺘﻄﻮﯾﺮ و ھﺬاوﻟﻲ ﻻ.اﻟﺘﻄﻮﯾﺮ اﻟﺠﯿﺪ ﯾﻘﻮد ﺑﺎذن � اﻟﻰ ﺟﯿﻞ ﻣﺒﺪع.
اﻟﻤﻌﻠﻤﺎت اﻟﻤﺴﺘﺠﺪات ﻧﻘﻒ ﻋﻠﯿﮭﻢ و اﻻﺧﺬ ﺑﯿﺪھﻢ و اﻟﻠﻲ ﻣﺎ ﺣﻀﺮ ﻓﻲ اﻟﺪورات ﻣﻦ ﺑﺪاﯾﺔ اﻟﺴﻨﮫ ﻧﺴﺠﻞ اﺳﻤﮭﺎ و ﻧﻘﻮم
ﺑﺮﻓﻌﮫ اﻟﻰ ادارة اﻟﺘﻌﻠﯿﻢ .اﻻن ﺳﺠﻠﻮا ﻛﻢ ﻣﺠﻤﻮﻋﮫ .اﺣﻨﺎ ﻧﺴﺎﻟﮭﻢ ھﻞ ﺣﻀﺮﺗﻲ دورة اﻟﺘﻌﻠﻢ اﻟﻨﺸﻂ اذا ﻗﺎﻟﺖ ﻋﻠﻰ طﻮل
ﯾﺮﻓﻊ ﺑﺎﺳﻤﮭﺎ .و اﻟﻤﻌﻠﻤﺎت اﻟﻘﺪﯾﻤﺎت اﺧﺬوھﺎ ﻟﻜﻦ ﻻ ﻧﻘﻒ ﻋﻠﻰ ذﻟﻚ ﻗﺪ اﺧﺬوھﺎ ﻟﻜﻨﮭﻢ ﻗﺪ ﺑﺪاو ﯾﮭﻤﻠﻮﻧﮫ .ﻓﻠﺬﻟﻚ ﯾﺠﺐ
ﻋﻠﯿﻨﺎ داﺋﻤﺎ ﺗﺬﻛﺮﯾﮭﻢ و ﻋﻤﻞ دورات ﻓﻲ اﻟﻤﺪرﺳﮫ طﺒﻌﺎ ً .ﯾﻌﻨﻲ ﻣﺜﻼ ﻧﺨﻠﻲ اﻟﻤﻌﻠﻢ اﻟﻤﺘﻤﯿﺰ ﯾﻘﯿﯿﻢ دورات او ورﺷﺔ ﻋﻤﻞ
ﻟﺰﻣﻼﺋﮫ و ھﻜﺬا.
 -3اﯾﻮه
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اﻟﺘﻄﺒﯿﻘﻲ ﯾﻌﺘﺒﺮ اﻟﺰﯾﺎرات اﻟﻤﺘﺒﺎدﻟﮫ .ﺑﯿﻦ ﻣﻌﻠﻤﺎت اﻟﺮﯾﺎﺿﯿﺎت زﯾﺎرات ﻣﺘﺒﺎدﻟﮫ ,ﺑﯿﻦ ﻣﺎدة اﻟﻌﻠﻮم ﻓﯿﮫ زﯾﺎرات ﻣﺘﺒﺎدﻟﮫ,
وﻟﻐﯿﺘﻲ و ھﻜﺬا .ﻻزم اﺛﺒﺎت ﻋﻨﺪﻧﺎ ﻣﻠﻒ ﯾﺴﻤﻰ  ....اﻻﺷﺮاﻓﯿﮫ ﻣﻮﺟﻮد ﻓﯿﮫ اﻟﺰﯾﺎرات اﻟﻤﺘﺒﺎدﻟﮫ ,زﯾﺎرات ﺗﻄﺒﯿﻘﯿﮫ
اﻟﺪورات اﻟﻠﻲ ﺣﻀﺮﺗﮭﺎ اﻟﻤﻌﻠﻤﮫ .و ھﺬا ﯾﻌﺘﺒﺮ ﻋﺎﻣﻞ ﻋﻠﻰ ﺗﻄﻮﯾﺮ اﻟﻤﻌﻠﻤﯿﻦ و اﻟﻨﺴﻮﺑﯿﻦ ﻟﻠﻤﺪرﺳﮫ.
 -4طﯿﺐ اﯾﺶ دور اﻟﻮزاره؟
ﺣﺮﺻﺖ اﻟﻮزاره ﻓﻲ اﻟﺴﻨﻮات اﻻﺧﯿﺮه ﺑﺘﻘﺪﯾﻢ دورات ﺗﻄﻮﯾﺮه .ﻟﻜﻦ ﻓﯿﮫ ﻣﺸﻜﻠﮫ ان اﻟﺪورات ﻻ ﯾﻘﯿﻤﻮﻧﮭﺎ ﻓﻲ وﻗﺖ
ﻣﻼﺋﻢ .ﻓﮭﺬي ﻋﻮاﺋﻖ .ﯾﻘﯿﻤﻮﻧﮭﺎ ﻓﻲ ﺑﺪاﯾﺔ اﻟﺴﻨﮫ اﻟﻠﻲ ھﻮ وﻗﺖ ذروة اﻟﻤﻨﺎھﺞ وﻓﻲ ذروة اﺣﺘﯿﺎج اﻟﻄﺎﻟﺒﮫ.و ﻟﻜﻦ ﻓﻲ اﺧﺮ
اﻟﺴﻨﮫ ﻧﻔﺘﻘﺪ ذﻟﻚ .ﯾﻜﻮن اﻟﻤﻌﻠﻤﺎت ﻣﺎ ﻋﻨﺪھﻢ ﺷﻐﻞ او ﻣﺎﻓﯿﮫ طﺎﻟﺒﺎت وﻟﻜﻦ ﻻ ﯾﻘﺎم دورات .و ﻗﻤﻨﺎ و اﻋﻄﯿﻨﮭﻢ اﻟﻤﺸﻜﻠﮫ
اﻟﻠﻲ ھﻢ اﻻﺷﺮاف ﻟﻜﻦ ﯾﻜﺘﺒﻮن ﻋﻠﯿﮭﺎ ﻣﻼﺣﻈﺎت .و ان ﺷﺎء ﷲ اﻧﮭﻢ ﯾﻘﻮﻣﻮن ﺑﺤﻠﮭﺎ.
 -5ھﻞ ھﻢ ﯾﻄﺒﻘﻮن اﻟﺘﻌﻠﻢ اﻟﺘﻌﺎوﻧﻲ؟
اﯾﻮه ﻛﻞ اﻟﻔﺼﻮل ﻻزم ﯾﻄﺒﻘﻮﻧﮫ ,اﻟﺰﻣﻲ .و ﻛﺎن اﻟﻔﺼﻞ زﻣﺎن ﻋﺪدھﻢ  ,36ﻓﺎﻟﻔﺼﻞ اﻟﻠﻲ ﻣﺰدﺣﻢ ﺑﺎﻟﻄﺎﻟﺒﺎت و ﺻﻌﺐ
ﻋﻠﻰ اﻟﻤﻌﻠﻤﮫ اداء ﺗﻌﻠﯿﻤﮭﺎ ﻓﻠﺬﻟﻚ ﻗﻮﻣﻨﺎ ﺑﺤﻞ اﻟﻤﺸﻜﻠﮫ ﺑﻘﺴﻢ اﻟﻔﺼﻞ اﻟﻤﺰدﺣﻢ اﻟﻰ ﻓﺼﻠﯿﻦ و ﺗﮭﯿﺎت اﻟﻈﺮوف اﻟﻤﻨﺎﺳﺒﮫ
ﻟﻠﻤﻌﻠﻤﮫ ﺑﺎﻗﺎﻣﺔ اﻟﺘﻌﻠﯿﻢ اﻟﺘﻌﺎوﻧﻲ.
 -6طﯿﺐ اﻟﻮﺳﺎﺋﻞ اﻟﺘﻌﻠﯿﻤﯿﮫ زي اﻟﺒﺮﺟﻜﺘﺮ و ﻏﯿﺮه ھﻞ ھﻲ ﻣﺘﻮﻓﺮه ﻓﻲ اﻟﻤﺪرﺳﮫ؟
اﻧﺎ اﻟﻠﻲ وﻓﺮﺗﮭﺎ ﻟﯿﺶ ,ﻻﻧﻲ ﻛﻠﻤﺎ طﻠﺒﺘﮭﻢ ﻗﺎﻟﻮا ﻣﺎ ﻋﻨﺪي ﻣﺎ ﻋﻨﺪي .ﻓﺎطﺮﯾﻨﺎ ان ﻧﻮﻓﺮھﺎ ﻣﻦ ﻣﯿﺰاﻧﯿﺔ اﻟﻤﺪرﺳﮫ وﻗﻤﻨﺎ
ﺑﺘﻮﻓﯿﺮ اﻟﺒﺮﺟﻜﺘﺮات و ﺗﺮﻛﯿﺒﮭﺎ ﻓﻲ ﻛﻞ ﻓﺼﻞ .طﺒﻌﺎ ﻻ ﯾﻮﺟﻮد ﻓﻲ اﻟﺪرﺳﮫ ﻣﻌﻤﻞ او ﻣﺼﺎدرو ﻻ ﻣﺨﺘﺒﺮات ﻟﻀﯿﻖ
اﻟﻤﺪرﺳﮫ و ﻋﺪم اﻻﻣﻜﺎﻧﯿﺎت اﻟﻤﻮﻓﺮه ﻣﻦ اﻟﻮزاره.
 -7اﯾﺶ دورﻛﻢ ﻓﻲ دﻋﻤﮭﻢ ﻟﻠﺘﻄﺒﯿﻘﮭﺎ؟
ﻓﯿﮫ ﻧﻘﻄﮫ ﻓﻲ اﻟﺘﻘﯿﯿﻢ ﻋﻠﻰ ﺗﻄﺒﯿﻘﮭﻢ ﻟﮭﻢ و ھﺬا اوﻻ .ﻟﻮ ﻣﺎ اﺣﺘﺎﺟﮫ اﻟﺪرس و اﻧﺎ ﻗﻮﻟﺖ ﻟﮭﻢ اذا ﻣﺎ ﯾﺤﺘﺎج اﻟﺪرس ﻣﻤﻜﻦ
ﻋﺮض ﺻﻮر ﻓﻘﻂ ﺑﺪون اﻧﻜﻢ ﺗﻀﯿﻌﻮن اﻟﻮﻗﺖ .ﻟﻜﻨﻲ اﺗﻮﻗﻊ ﻛﻞ درس ﯾﺤﺘﺎج و اﺣﺴﮭﺎ ﻣﮭﻤﮫ ﻻﻧﮭﺎ ﻣﻦ اﻻﺷﯿﺎء اﻟﻠﻲ
ﺗﺸﺪ اﻧﺘﺒﺎه اﻟﻄﺎﻟﺒﮫ و ﺗﻮﺻﻞ اﻟﻤﻌﻠﻮﻣﮫ اﻛﺜﺮ ﻣﻦ اﻻﺷﯿﺎء اﻟﺜﺎﻧﯿﮫ ,اﻟﻨﻈﺮﯾﮫ و اﻟﺼﻮر.اﯾﻀﺎ ﺑﯿﻨﺎ ﯾﺎ ﻣﺪﯾﺮات اﻟﻤﺪارس ﻓﯿﮫ
ﻗﺮوب و ھﻲ ﺣﻠﻘﺔ اﻟﻮﺻﻞ اﻟﻠﻲ ﺗﺪﻋﻢ اﻟﺘﻌﻠﯿﻢ و ﺗﻄﻮره و ﻟﺘﺒﺎدل اﻟﺨﺒﺮات و ﻟﺘﻄﻮﯾﺮ اﻻﺳﺘﺮاﺗﺠﯿﺎت .ﻓﻠﻤﺎ ﺗﻘﻮﻟﻲ
ﻣﺪﯾﺮة ﻣﺪرﺳﮫ اﻧﺎ ﻋﻨﺪي درس ﺗﻄﺒﯿﻘﻲ ﻋﻦ ﻛﺬا ﻟﻲ طﺎﻟﺒﺎت اﻟﺼﻒ اﻻول ﻣﺜﻼ ,وھﻮ ﻋﻦ ﻛﯿﻔﯿﺔ ﺗﻄﺒﯿﻖ اﻻﺳﺘﺮاﺗﺠﯿﺎت,
اﻧﺎ ﻋﻠﻰ طﻮل اروح و اﺧﺘﺎر ﻣﻌﻠﻤﺘﯿﻦ ﻟﻠﻲ ﯾﺤﺘﺎﺟﻮن و ارﺳﻠﮭﻢ ﻟﮭﺬي اﻟﻤﺪرﺳﮫ .ﻓﯿﺠﻮن اﻟﯿﻮم اﻟﺜﺎﻧﻲ و ﯾﻘﻮﻟﻮن ﻣﺮا
اﺳﺘﻔﺪﻧﺎ .ﻓﺘﺤﺴﯿﻦ ھﺬي ﻟﮭﺎ اﺛﺮ ﻗﻮي .و ﺑﻌﺪ ﻛﻢ ﯾﻮم وﺟﺪت اﻻﺷﯿﺎء اﻟﻠﻲ ﺷﺎﻓﻮھﺎ ﻗﺪ طﺒﻘﻮھﺎ .ﻓﯿﻌﻨﻲ ھﻢ ﻣﺴﺎﻛﯿﻦ ﯾﺒﻐﺎﻟﮭﻢ
دﻋﻢ .ﻓﻠﮫ دور .اﻟﻤﺪﯾﺮه ﺣﺮﯾﺼﮫ ع ﺗﻄﻮﯾﺮ اﻟﻤﻌﻠﻤﺎت ﻣﻦ ﺧﻼل اﻻﺟﺘﻤﺎﻋﺎت ﻣﻊ اﻟﻤﺪراء ﻓﻲ اﻟﻤﺪارس اﻻﺧﺮى
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Appendix 4: Data Analysis
Appendix 4.1: Familiarizing Myself with the Data
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Appendix 4.2: Sample of Generating some Themes and Codes
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Appendix 4.3: Sample of Grouping Codes into Potential Themes
Code
Background of teacher\experience

Coded segments
of all
documents
22

% Coded
segments of all
documents
1.51

Docu
ment
s
10

Background of teacher\New teacher

1

0.07

1

Background of teacher\New teacher in school

4

0.27

3

Background of teacher\Problem that face teacher

5

0.34

1

Background of teacher\Qualified

3

0.21

3

Background of teacher\stage

8

0.55

6

Background of teacher\Subject

22

1.51

11

Cooperative learning\benefit of CL\competition

4

0.27

3

Cooperative learning\benefit of CL\Cooperate with her group

4

0.27

3

Cooperative learning\benefit of CL\Distinguished student
helps other students
Cooperative learning\benefit of CL\Encourage the weak
students
Cooperative learning\benefit of CL\Share together

2

0.14

1

12

0.82

7

6

0.41

3

Cooperative learning\benefit of CL\The lesson became Vital

1

0.07

1

Cooperative learning\benefit of CL\Weak student feel
achievement
Cooperative learning\CL is unfair to a weak student

3

0.21

2

1

0.07

1

Cooperative learning\Classrooms are small

10

0.68

6

Cooperative learning\Cooperative learning is essential

1

0.07

1

Cooperative learning\dealing with student are equal

3

0.21

1

Cooperative learning\Depends on her friend

2

0.14

2

Cooperative learning\mixed ability

5

0.34

5

Cooperative learning\Not all classroom divided to groups

3

0.21

2

Cooperative learning\number of group

3

0.21

2

Cooperative learning\Obstacles of cooperative learning

1

0.07

1

Cooperative learning\Refusal change her group

2

0.14

1

Cooperative learning\Spread the disease

2

0.14

1

Cooperative learning\Style of cooperative learning

3

0.21

2

Cooperative learning\Tables and chair is not suitable

2

0.14

2

Cooperative learning\They create chaos

3

0.21

2

Disadvantages of New change\Difficult control the students

2

0.14

1

Disadvantages of New change\Difficult understand lots
information
Disadvantages of New change\Extra work

1

0.07

1

14

0.96

4

Disadvantages of New change\Financial Cost

2

0.14

1

Disadvantages of New change\hard work

2

0.14

2

Disadvantages of New change\Heavy bags

3

0.21

2

Disadvantages of New change\Homework is tiring for student

1

0.07

1

Disadvantages of New change\Infects the teacher with
tension
Disadvantages of New change\Lack of respect to teacher

2

0.14

1

1

0.07

1

Disadvantages of New change\Lead to Cost teacher

6

0.41

3

Disadvantages of New change\less effort

2

0.14

1
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Disadvantages of New change\less focus on students

4

0.27

1

Disadvantages of New change\Time of lesson is not enough

13

0.89

5

Disadvantages of New change\waste time

3

0.21

3

Head teacher\Dealing with teacher to apply new changes

3

0.21

2

Head teacher\Leader feels the new change depend on leader

1

0.07

1

Head teacher\Leader seeks to improve teacher

15

1.03

2

Head teacher\New education seeks to improve teacher

1

0.07

1

Head teacher\No hard work for teacher

4

0.27

1

Head teacher\Obstacles which face teacher

4

0.27

2

Head teacher\Teacher assessment

6

0.41

2

Head teacher\The leader’s opinion to the application of
teachers
Head teacher\Workshop

3

0.21

2

2

0.14

2

job satisfaction

0

0.00

0

Learn from other teacher

12

0.82

5

Ministry’s role toward a new education change\Applying
strategies are compulsory
Ministry’s role toward a new education change\Attending
workshop is compulsory
Ministry’s role toward a new education change\Compulsory
apply more than one strategy
Ministry’s role toward a new education change\Impose
reciprocal lessons
Ministry’s role toward a new education change\Lack leaflets

2

0.14

2

3

0.21

3

6

0.41

6

2

0.14

2

1

0.07

1

Ministry’s role toward a new education change\lack
resources\Lack computer
Ministry’s role toward a new education change\lack
resources\Lack smart board
Ministry’s role toward a new education change\lack
resources\lack Learning Resources Room
Ministry’s role toward a new education change\lack
resources\lack Facilities
Ministry’s role toward a new education change\lack
resources\lead to waste time
Ministry’s role toward a new education change\lack
resources\Own laptop
Ministry’s role toward a new education change\Mentor focus
more for applying strategies
Ministry’s role toward a new education change\Professional
Development\Teachers' Guide\Teachers’ Guide is helpful
Ministry’s role toward a new education change\Professional
Development\Training\Workshop is series
Ministry’s role toward a new education change\Professional
Development\There is practise in workshop
Ministry’s role toward a new education change\Professional
Development\Training\Benefit
Ministry’s role toward a new education change\Professional
Development\The workshop lacks application
Ministry’s role toward a new education change\Professional
Development\Training\Workshop for curriculum
Ministry’s role toward a new education change\Professional
Development\Training\Workshop for strategies

2

0.14

2

3

0.21

3

4

0.27

3

2

0.14

2

1

0.07

1

4

0.27

4

1

0.07

1

5

0.34

3

2

0.14

1

6

0.41

4

3

0.21

2

5

0.34

4

10

0.68

6

8

0.55

5
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Ministry’s role toward a new education change\Professional
Development\Each trainer has a different way from other
trainer
Ministry’s role toward a new education change\Professional
Development\limited number of teachers
Ministry’s role toward a new education change\Professional
Development\Training\No benefit
Ministry’s role toward a new education change\Professional
Development\The time of training
Ministry’s role toward a new education change\Professional
Development\Teachers' Guide
Ministry’s role toward a new education change\Professional
Development\Training
Ministry’s role toward a new education change\Provide
resources\Help to success
Ministry’s role toward a new education change\Provide
resources\Provide smart board
Ministry’s role toward a new education change\Provide
resources\Provide CD
Ministry’s role toward a new education change\Provide
resources\Provide Learning Resources Room
Ministry’s role toward a new education change\Provide
resources\projector
Ministry’s role toward a new education change\provide
Workshops
Ministry’s role toward a new education
change\Resources\Difficulties with Internet
Ministry’s role toward a new education
change\Resources\Extract things
Ministry’s role toward a new education
change\Resources\much help
Ministry’s role toward a new education
change\Resources\Show with explain
Ministry’s role toward a new education
change\Resources\Using propionate
Ministry’s role toward a new education
change\Resources\Using YouTube
Ministry’s role toward a new education change\Re-workshop

11

0.75

7

4

0.27

2

5

0.34

3

36

2.47

11

9

0.62

6

8

0.55

4

1

0.07

1

1

0.07

1

3

0.21

3

4

0.27

2

21

1.44

11

10

0.68

7

2

0.14

2

4

0.27

1

6

0.41

3

3

0.21

1

3

0.21

3

1

0.07

1

6

0.41

3

Ministry’s role toward a new education change\School from
Government
Ministry’s role toward a new education change\seek teacher
to attend
Ministry’s role toward a new education change\support by
Leaflets
Ministry’s role toward a new education change\The school is
rented
New education change

1

0.07

1

1

0.07

1

5

0.34

3

1

0.07

1

1

0.07

1

New education change\Active for student

4

0.27

2

New education change\assist to search

2

0.14

2

New education change\Broad knowledge

1

0.07

1

New education change\Class size

16

1.10

7

New education change\Easier for student

3

0.21

2

New education change\Easier for teacher

2

0.14

1

New education change\Education now depends on the
student

1

0.07

1
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New education change\explore the lesson

7

0.48

4

New education change\help student

3

0.21

3

New education change\help teacher

7

0.48

4

New education change\Helping the weak student

1

0.07

1

New education change\Lead to be confident

4

0.27

2

New education change\lots of benefit

3

0.21

2

New education change\Most of time use internet and mobile

2

0.14

2

New education change\New assessment

4

0.27

4

New education change\New assessment\able to write

2

0.14

1

New education change\New assessment\adapt with exam

1

0.07

1

New education change\New assessment\Benefit

1

0.07

1

New education change\New assessment\Continuous
assessment with paper exams
New education change\New assessment\Not able to pass

5

0.34

1

4

0.27

1

New education change\New assessment\prestige

1

0.07

1

New education change\New assessment\Re-assess student

1

0.07

1

New education change\New assessment\Students are equal

2

0.14

1

New education change\New assessment\will pass

2

0.14

1

New education change\New change

10

0.68

6

New education change\New curricula

12

0.82

8

New education change\New curricula\Benefits of curricula

0

0.00

0

New education change\New curricula\Benefits of
curricula\Comfortable for teacher.
New education change\New curricula\Benefits of
curricula\Expression not essential
New education change\New curricula\Benefits of
curricula\Hand writing not essential
New education change\New curricula\Benefits of
curricula\Help absent student
New education change\New curricula\Benefits of curricula\it
fit
New education change\New curricula\Benefits of
curricula\Provide many examples in new curriculum was
helpful to student
New education change\New curricula\Benefits of
curricula\The new curriculum is linked to life
New education change\New curricula\Curriculum is series

1

0.07

1

3

0.21

1

1

0.07

1

2

0.14

2

5

0.34

2

3

0.21

3

1

0.07

1

6

0.41

3

New education change\New curricula\Disadvantages of new
curricula\Uncomfortable for students
New education change\New curricula\Disadvantages of new
curricula\Burden on students.
New education change\New curricula\Disadvantages of new
curricula\Affect her hand writing
New education change\New curricula\Disadvantages of new
curricula\Affect her spelling
New education change\New curricula\Disadvantages of new
curricula\Many books
New education change\New curricula\Disadvantages of new
curricula\difficult understand
New education change\New curricula\Disadvantages of new
curricula\Lots of information

1

0.07

1

2

0.14

1

2

0.14

1

1

0.07

1

5

0.34

2

6

0.41

1

7

0.48

4
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New education change\New curricula\Disadvantages of new
curricula\not fit
New education change\New curricula\do worksheet

8

0.55

3

5

0.34

4

New education change\New curricula\Each subject has
different skills
New education change\New curricula\Join

1

0.07

1

4

0.27

2

New education change\New curricula\KS1 different than KS2

1

0.07

1

New education change\New curricula\No change in some
curriculums
New education change\New curricula\Some curriculums
need to cooperative learning
New education change\New curricula\The content is
complicated
New education change\new Strategies

4

0.27

2

3

0.21

2

3

0.21

1

14

0.96

9

New education change\new Strategies\ Not suitable for all
lessons and Stages
New education change\new Strategies\Active learning

7

0.48

6

7

0.48

5

New education change\new Strategies\Benefits of
Strategies\easy to understand
New education change\new Strategies\Benefits of
Strategies\Get excited
New education change\new Strategies\Benefits of
Strategies\Help teacher
New education change\new Strategies\Benefits of
Strategies\lead to improvement
New education change\new Strategies\Benefits of
Strategies\more benefit
New education change\new Strategies\Benefits of
Strategies\quickly answer
New education change\new Strategies\Benefits of
Strategies\Strategies helped to know the abilities of students
New education change\new Strategies\label the strategies

7

0.48

3

3

0.21

2

1

0.07

1

2

0.14

2

5

0.34

4

1

0.07

1

2

0.14

1

6

0.41

5

New education change\new Strategies\Numbered heads
together
New education change\new Strategies\Role playing learning
strategy
New education change\new Strategies\sand clock

1

0.07

1

5

0.34

3

1

0.07

1

New education change\new Strategies\small teacher
strategy
New education change\new Strategies\some strategies not
fit
New education change\new Strategies\Strategies have
organized.
New education change\new Strategies\Use the concept map

3

0.21

3

7

0.48

3

1

0.07

1

4

0.27

2

New education change\new Strategies\Wrong way to use
strategy
New education change\Obstacles of new education\Only one
teacher in classroom
New education change\Obstacles of new education\The
school environment is not suitable
New education change\preparation book was changed

2

0.14

2

3

0.21

3

26

1.78

9

3

0.21

2

New education change\Prove herself

4

0.27

2

New education change\Reducing the role of student

1

0.07

1

New education change\Relationship between teacher and
student

3

0.21

2
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New education change\Student is able to discuss

2

0.14

1

New education change\Student is creative

2

0.14

2

New education change\Student more concentrate

3

0.21

3

New education change\Suitable with this generation

7

0.48

3

New education change\Teacher Provides the main idea and
student will explore it
New education change\The parents became aware

1

0.07

1

4

0.27

2

New education change\Time of development

9

0.62

6

New education change\Understand

3

0.21

3

New education change\understand and then practise

4

0.27

1

New education change\Will benefit in future

1

0.07

1

School’s role toward a new education change

0

0.00

0

School’s role toward a new education change\force the
teacher to hold a lesson in learning resource room
School’s role toward a new education change\Attend the
lesson
School’s role toward a new education change\classroom
ready divided into groups
School’s role toward a new education change\Compulsory

5

0.34

3

7

0.48

5

6

0.41

4

5

0.34

4

School’s role toward a new education change\control class
size
School’s role toward a new education
change\Encouragement
School’s role toward a new education change\Leader forced
teacher to attend training
School’s role toward a new education change\leader provide
workshop by herself
School’s role toward a new education change\Leader seek to
provide facilities for teacher
School’s role toward a new education change\make sure
from students
School’s role toward a new education change\make sure
from workshop
School’s role toward a new education change\Meeting

1

0.07

1

12

0.82

6

2

0.14

1

5

0.34

2

4

0.27

2

3

0.21

1

1

0.07

1

2

0.14

2

School’s role toward a new education change\model lessons

7

0.48

5

School’s role toward a new education change\model
lessons\Benefit from Model lessons
School’s role toward a new education change\More focus to
applying strategies than student knowledge
School’s role toward a new education change\Practical lesson

2

0.14

2

1

0.07

1

3

0.21

2

School’s role toward a new education change\Putting the
strategies in the classroom's board
School’s role toward a new education change\Reciprocal
lessons
School’s role toward a new education change\reward

5

0.34

4

15

1.03

5

14

0.96

6

School’s role toward a new education change\Teacher
assessment\Assessment include bring teachers’ Guide in
each lesson
School’s role toward a new education change\Teacher
assessment\Assessment include training attends
School’s role toward a new education change\Teacher
assessment\Assessment include applying strategies
School’s role toward a new education change\Teacher
assessment\assessment include reciprocal lessons

2

0.14

1

3

0.21

2

13

0.89

8

5

0.34

3

286

School’s role toward a new education change\Write the
strategies in preparation books
Teacher Attitude\Aspires to further development

3

0.21

3

4

0.27

1

Teacher Attitude\Happy with second change

1

0.07

1

Teacher Attitude\Lack knowledge about active learning

1

0.07

1

Teacher Attitude\Leave teacher do what she want

1

0.07

1

Teacher Attitude\negative attitudes\ Hard work for teacher
in traditional education
Teacher Attitude\negative attitudes\Curriculum still aren’t
distinction.
Teacher Attitude\negative attitudes\Curriculum was difficult
in the past
Teacher Attitude\negative attitudes\feel tired

3

0.21

1

1

0.07

1

1

0.07

1

3

0.21

2

Teacher Attitude\negative attitudes\Impossible to assess all
skills on only one day
Teacher Attitude\negative attitudes\Keep teaching
Curriculum for years without any update
Teacher Attitude\negative attitudes\Ministry doesn’t take
from people who work in the field
Teacher Attitude\negative attitudes\Negative attitude to CL

1

0.07

1

1

0.07

1

1

0.07

1

4

0.27

2

Teacher Attitude\negative attitudes\Negative attitude to
Ministry
Teacher Attitude\negative attitudes\Negative attitude to
new change\Building of school should be suitable in the first
place.
Teacher Attitude\negative attitudes\Negative attitude to
new change\Lead to pressure
Teacher Attitude\negative attitudes\Negative attitude to
new change\found difficult apply it in the begin
Teacher Attitude\negative attitudes\Negative attitude to
new change\Not adapt with student do most of lessons
Teacher Attitude\negative attitudes\Negative attitude to
new change
Teacher Attitude\negative attitudes\Negative attitude to
school
Teacher Attitude\negative attitudes\Negative attitude to
strategies
Teacher Attitude\negative attitudes\Negative attitude to
training
Teacher Attitude\negative attitudes\negative attitudes to
assessment
Teacher Attitude\negative attitudes\Old books are described
as deaf
Teacher Attitude\negative attitudes\She attending the
workshop because it compulsory
Teacher Attitude\negative attitudes\She doesn’t like use
resource room
Teacher Attitude\negative attitudes\She finds no support to
apply strategies
Teacher Attitude\negative attitudes\She is very sensitive
from other teachers criticism.
Teacher Attitude\negative attitudes\The old preparation
tired
Teacher Attitude\negative attitudes\Traditional education
was tired to teacher

1

0.07

1

1

0.07

1

1

0.07

1

4

0.27

3

1

0.07

1

15

1.03

5

1

0.07

1

4

0.27

2

15

1.03

7

3

0.21

1

1

0.07

1

1

0.07

1

2

0.14

1

1

0.07

1

3

0.21

1

1

0.07

1

1

0.07

1
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Teacher Attitude\One tool is sufficient to insert the
information
Teacher Attitude\Only apply it to satisfied my conscience and
mind
Teacher Attitude\positive attitude\Able to deal with some a
new change problems
Teacher Attitude\positive attitude\apply CL

1

0.07

1

1

0.07

1

4

0.27

1

11

0.75

8

Teacher Attitude\positive attitude\apply new change

5

0.34

4

Teacher Attitude\positive attitude\Best than before

15

1.03

8

Teacher Attitude\positive attitude\Changing preparation
book is fabulous
Teacher Attitude\positive attitude\had to work it out herself

3

0.21

1

28

1.92

9

Teacher Attitude\positive attitude\positive attitude to apply
coopertive learning
Teacher Attitude\positive attitude\positive attitude to
assessment
Teacher Attitude\positive attitude\positive attitude to
Curriculum
Teacher Attitude\positive attitude\positive attitude to new
education
Teacher Attitude\positive attitude\positive attitude to
Resources
Teacher Attitude\positive attitude\positive attitude to school

13

0.89

8

5

0.34

3

13

0.89

7

16

1.10

8

5

0.34

3

9

0.62

5

Teacher Attitude\positive attitude\positive attitude to
Traditional education
Teacher Attitude\positive attitude\Positive attitude to
training
Teacher Attitude\positive attitude\positive feeling to strategy

9

0.62

4

24

1.64

9

17

1.16

8

Teacher Attitude\positive attitude\She apply strategies

1

0.07

1

Teacher Attitude\positive attitude\She feel the lesson
became vital when apply CL
Teacher Attitude\positive attitude\She feels about herself
not resistance to idea
Teacher Attitude\positive attitude\She feels attending model
lesson should be to learn new th
Teacher Attitude\positive attitude\She likes reciprocal
lessons
Teacher Attitude\positive attitude\she seek to adapt with a
new idea
Teacher Attitude\positive attitude\Strategies best

1

0.07

1

1

0.07

1

4

0.27

1

3

0.21

2

2

0.14

1

3

0.21

3

Teacher Attitude\positive attitude\Teacher feel to accept any
idea
Teacher Attitude\positive attitude\Very happy for certificate
of Gratitude
Teacher Attitude\She feels comfortable when she prepared a
special classroom in
Teacher Attitude\She feels the normal classroom loses the
student’s importance
Teacher Attitude\She found difficult to apply a new idea in
normal classroom
Teacher Attitude\She provides her own resource by herself

1

0.07

1

1

0.07

1

2

0.14

1

1

0.07

1

1

0.07

1

13

0.89

6

Teacher Attitude\Teacher has a good knowledge about using
strategies
Teacher Attitude\want retirement

5

0.34

1

1

0.07

1

Teacher views

26

1.78

9
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Traditional Education\ Place students individual

5

0.34

5

Traditional Education\Absent student found difficulties with
old book
Traditional Education\assessment\Exams did not organize

1

0.07

1

1

0.07

1

Traditional Education\assessment\Feel fear

2

0.14

1

Traditional Education\assessment\no experience to do exam

1

0.07

1

Traditional Education\assessment\Not able to write

1

0.07

1

Traditional Education\assessment\Not pass

1

0.07

1

Traditional Education\assessment\Only assessment to
speaking
Traditional Education\assessment\only Form of exams

2

0.14

1

1

0.07

1

Traditional Education\assessment\The end of tram there is
final exams.
Traditional Education\assessment\was pass

1

0.07

1

1

0.07

1

Traditional Education\Bad dealing with students

2

0.14

1

Traditional Education\Beating as type of punishment

2

0.14

1

Traditional Education\Curriculum was not series

1

0.07

1

Traditional Education\Didn’t care about student’s abilities

1

0.07

1

Traditional Education\Easy to manage the students

1

0.07

1

Traditional Education\Expression curriculum

1

0.07

1

Traditional Education\Hard work for teacher

5

0.34

2

Traditional Education\Higher achievement in front

2

0.14

2

Traditional Education\Individual study leads to selfishness

1

0.07

1

Traditional Education\Indoctrination

10

0.68

7

Traditional Education\Lack of interest in healthy food

1

0.07

1

Traditional Education\Lead to open book

1

0.07

1

Traditional Education\Less concentrate to the lesson

1

0.07

1

Traditional Education\Less concentrate to weak student

2

0.14

2

Traditional Education\Less knowledge

1

0.07

1

Traditional Education\Less understanding

3

0.21

3

Traditional Education\Limited information

2

0.14

2

Traditional Education\Need only to memorize

2

0.14

2

Traditional Education\Neglected the student who not rise her
hand
Traditional Education\No participation

1

0.07

1

1

0.07

1

Traditional Education\No resources

2

0.14

2

Traditional Education\no technique

2

0.14

1

Traditional Education\Not fit with student’s mentality

1

0.07

1

Traditional Education\Notebook instead activity book

3

0.21

2

Traditional Education\one subject has separate books

2

0.14

2

Traditional Education\Parents didn’t care

3

0.21

2

Traditional Education\Poor relationship between teacher and
student
Traditional Education\Stage one did not learn how hold the
pen
Traditional Education\Strategies in the past are not
compulsory
Traditional Education\Student Expression

3

0.21

2

1

0.07

1

2

0.14

2

1

0.07

1
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Traditional Education\Student is afraid of discussion

1

0.07

1

Traditional Education\Student is ashamed

1

0.07

1

Traditional Education\Student who rise her hand only able to
answer
Traditional Education\The example which explain by teacher
was different from homewo
Traditional Education\The information used to stick to the
students' minds
Traditional Education\The old curriculum was boring.

2

0.14

1

1

0.07

1

2

0.14

1

1

0.07

1

Traditional Education\The weak student is afraid

1

0.07

1

Traditional Education\used Strategies in the past

23

1.58

6

Traditional Education\used Strategies
named
Traditional Education\used Strategies
organized
Traditional Education\used Strategies
concept map
Traditional Education\used Strategies
group work

in the past\did not

12

0.82

4

in the past\not well

2

0.14

1

in the past\Use the

3

0.21

2

in the past\use the

3

0.21

3
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