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Abstract 

The paper examines teachers’ emotions and sense-making of an educational reform with ICT 

at focus. It takes on a cognitive lense, giving insight into teachers thoughts, emotions, 

experience with and appraisal of change, with purpose of aiding search for a good way to 

introduce ICT. It is a case-study conducted in one school which accounted for organisational 

and political dimensions change entails, showing a great extent to which cultural and 

structural working condition interfere with and determine teachers’ emotional and practical 

dealings with reform demands. Environment rich in communication, support and team-spirit 

mixed with trusted, open and cautious leadership resulted in successful implementation of 

curriculum changes and aided personal growth with no threat to professional identity of 

teachers. Data was gathered through semi-structured interviews of eight informants. 

Burnard’s multi-stage analysis process was employed, yielding proposition that focusing on 

personal change rather than on change itself in context of a reform has greater success 

potential. Positive effects of merging psychology of personal and organisational change are 

discussed. 

Keywords: Educational reform; teachers’ emotions; change appraisal; Swedish 

preschool 
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Teaching during time of a school reform can be challenging at the very least, especially since, 

as Richardson and Placier rightly concluded (as cited in Kelchtermans, 2005), works on 

individual and organizational change seem to predominantly co-exist rather than interact. 

Saunders (2012) also noticed the trend of educational reforms’ focus on changing behaviour 

and beliefs of teachers while mostly ignoring or paying token attention to emotional aspects 

of change processes. Each modification of curriculum initiates multitude of changes in 

schools and mainly, in teachers, their approach and material. Them and their successful 

transformation is at a heart of any change in education system and its success. In this case, 

Skolverket (2019b) made changes to preschool curriculum which, beside formulation edits, 

specified preschool teachers’ liabilities, developed further the guidelines surrounding child's 

language, healthy living and integrity, and majorly built on technology at a preschool 

requirements. This change came into power 1st of June, 2019, after a substantial yet not 

obligatory preparation period which started in autumn of 2017, with spread responsibilities 

between districts. It has not been an exception to the rule Saunders points out either - 

Skolverket (2016) only acknowledged teachers’ need for support while creating a competence 

training/development plan stressed as key to success. Many perceived digitalisation at the 

preschool level to be controversial and found it hard to get onboard, as arguably there was a 

lack of sufficient evidence supporting technology’s presence in early childhood development 

setting to be beneficial (Başer Gülsoy, Sezgin, & Çırak, 2017). Prioritization of social play 

and interaction over exploring technology was also a popular argument amongst those who 

were unenthusiastic about said change. Mixed opinions combined with low percentage of 

preschool teachers (Skolverket, 2019a) made new this revised curriculum a controversial 

topic between peers, arousing many emotions. Long-term negative emotions, as Calderhead 

found (as cited in Van Veen & Sledgers, 2006), could lead to, among other consequences, 

burn-out and premature leave of  the profession. The changes were there to stay, but as 

situation unfolded in this direction, every variable needed to be considered. Calderhead’s find 

is especially relevant since nearly twelve percent of Sweden’s preschool teachers are sixty or 

older, and amount of professionals are decreasing (Skolverket, 2019a). These negative 

feelings could potentially be experienced by especially those twelve percent who,  more often 

than not, do not identify as technology in classroom enthusiasts, yet have a lot to offer to 

children. It is of high importance to, at minimum, mediate declining numbers, listen to voiced 
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feelings, thoughts and concerns of those directly impacted (teachers) in order to shed some 

light on and understand their perspective better. Understanding may lead to finding a way to 

move forward in addressing the issue.  

Emotions were not a popular area of research for a long time, with shift in focus beginning 

around millenium (Fried, Mansfield & Dobozy, 2015). Amount of research in this previously 

neglected field has increased so significantly that in 2001, the American Psychological 

Association created a new journal called Emotion (Sutton & Wheatley, 2003). With this 

boom, the number of studies on feelings in education field grew significantly, creating a body 

of information on multitudes of subcategories from many angles, including the one of 

teachers’. A great deal of studies were conducted with various topics in focus which were 

showing a strong, unbreakable link between emotions and teaching, showing that the job 

cannot be done without emotional investment. Zembylas (2002) in study on emotional 

characteristics of teaching lists multitudes of examples from teachers’ day-to-day life which 

are emotionally charged, like teacher-parent relationships studied by Lasky, emotional 

complexities of interactions between teacher and a student (Hargreaves, 2000), anxieties of 

school inspections and even teaching about various things that could make teachers 

uncomfortable. They all showed that it is a complex relationship, but undoubtedly connected 

unseparatebly. He even argued that this link’s intensity is connected to quality of education 

received, as his study showed that the greater distance between students and teachers, the 

greater risk for lack of emotional understanding - a key component of high-quality teaching. 

Hargreaves (2000) also noticed that this gap grows with education level, making preschool 

education most emotionally involving. Schmidt and Datnow (2005) pointed out that once 

teachers are driven by moral purposes, emotions are likely to shape them. Hargreaves (as 

cited in Schmit & Datnow, 2005) concluded that teachers are happy when these purposes are 

achieved, but experience negative emotions such as frustration, depression or anger when 

outside source dictates and possibly deny these purposes making them out of reach, similarly 

when teaching goals number grows to unattainable amount. He also stated that emotions are 

dependent on feelings of control over reform process: feeling powerful vs. powerless was a 

significant variable. Teacher’s relationship to their professional and personal identity has been 

studied extensively in recent years, showing that it is impacted negatively or positively by 

variables such as their experiences in the classroom, peers and their relationships with them, 

3(31) 



 

structures of the school one teaches at as well as other situational pressures, yet this 

connection was often overlooked in policy enforcements (van Veen et al. 2005). When 

teacher saw congruence between their professional identity and the direction reform suggests, 

it was very likely that they will react in a positive way. In opposite case, they were likely to 

have a negative attitude and exhibit self-preservation behaviour (van Veen & Sleegers, 2006). 

Identity in itself is a complex construct referred to in plurals such as “selves” and “identities” 

by many researchers in order to account for different aspects of it presented, depending on 

situation (Lee & Yin, 2011). When it comes to teachers and their professional identity,  

Lasky (2005) defines it as how professionals appraise themselves as well as other people in 

teaching context. This identity naturally transforms with time, alongside changing views on 

what it means to be a good teacher and it is susceptible to change through influence of 

curriculum changes, school as well as political context (Lee & Yin, 2011). Previous research 

pointed out that teachers’ motivation and commitment to change heavily relies on their 

personal and professional identity (Van Veen et al., 2006) which were at the center of this 

study. Personal identity includes teacher’s stamina, coping skills and capacities, resilience, 

personality traits as well as the type of a person they identify with. In this study professional 

identity definition reflects one of Kelchtermans’ from his works on teachers professional 

identity and self-understanding (2005). It considers five main pillars of this identity: job 

motivation, self-image, self-esteem, task perception and future perspective. Job motivation 

sector was estimated by what drove a person to become or remain a teacher. Self-image was 

gauged through reflections on type of a teacher one thinks they are and their thoughts 

surrounding it. Self-esteem was understood through teacher’s thoughts on and ratings of 

quality of job they think they are doing. Task perception was revealed through teachers ideals 

in teaching - “What one must do to be a good teacher? What exemplifies one?”. Future 

perspective was also a part of professional identity, showing what one strives towards, one’s 

level of burnout, as well as where they see themselves in near and far future. In investigating 

this issue, cognitive emotion theories were also at center. Cognitive emotion theories suggest 

that thought and similar processes play a key part in how one feels, opposed to physiological 

or neurological theories, where it is bodily functions or brain processes respectively (Passer & 

Smith, 2011). In particular, Lazarus’ theory of emotion (1984) investigated how one’s 

appraisal of the situation influences emotions felt - what we think shapes how we feel. It goes 

hand in hand with Lazarus & Folkman’s (1984) Coping Theory, pointing out person’s 
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constantly changing behavioural and cognitive strategies in order to overcome a situation that 

is perceived as demanding and difficult to manage with personal resources in mind. These 

situations can certainly be perceived as taxing and difficult, and the way we cope is linked to 

the emotions displayed. It is a highly individual process, meaning that it is rarely the same for 

two people, but it shares the same desired result of returning to homeostasis (Lazarus & 

Folkman, 1984). Focus on cognitive side of emotions stems from interest in insight into 

teachers personal worries and sense-making of change. Cognitive aspect of emotion is 

supplemented by other psychological components as well as biological ones such as 

physiological change, neural and response systems as well as feeling state; it is a complex 

fenomena consisting of many movable pieces which interact and build a whole picture (Fried, 

Mansfield, & Dobozy 2015) from which biological angle was excluded in current study due to 

a choice of method.  

 

Information gathered across time in area of teachers’ emotions and change strongly suggested 

that behaviour and cognition are inseparably bound to emotion and perception (Saunders, 

2012). There was also a shared sentiment between researchers that this area is understudied 

(Lasky 2005; Zembylas, 2002; Van Veen et al. 2005) and in need of conceptualisation (Fried 

et al., 2015; Kelchtermans, 2005) of emotion within teaching and teachers’ identity concept 

in order to make the big picture clearer as well as to bring results closer together and make 

them comparable, which is impossible with differing methods and views on emotions, 

especially when they are hard to define, thus rarely described in organised, more systematic 

fashion (Fried et. al. 2015). Most of the studies mentioned above which surrounded teachers 

emotion in educational reforms were conducted qualitatively with use of some form of 

interviews, thought diaries, sometimes complemented by observations as it is the most 

suitable to gauge peoples thoughts and emotions. When other methods were used, such as 

quantitatively analysed surveys, supplementation with interviews was conducted in order to 

gain insight. Case studies were also playing a part as in Zembylas research (2005) which was 

also based on qualitative data.  

 

This research considered previously created guidelines and concepts made in attempt to “tidy 

up” this newly growing branch, following Kelchtermans’ vulnerability in professional 

identity/teachers’ self-understanding model as well as taken on a cognitive lense to 

5(31) 



 

understand teachers’ points of views, perceptions and emotions, as many concluded it was 

best suited for the area studied (van Veen et al., 2006; Lee & Yin, 2011). It was made into a 

case-study through comparison of informants’ responses from the same school; it was to 

account for organisational and political dimensions change entails, as suggested by 

Kelchtermans (2005). This approach, he suggested, has a great power to show “to what extent 

the cultural and structural working conditions in the school interfere and actually determine 

teachers’ (emotional) dealing with reform demands.” (pp. 1103).  Data was gathered with use 

of semi-structured interviews, focusing on curriculum change and ICT introduction in 

particular. It aimed to gauge feelings surrounding it in order to understand how does the 

change in preschool curriculum affects teachers and their identity on emotional, personal, and 

practical level, with consideration for working environment. Question investigated was asked 

with purpose of shedding light on and understanding how this curriculum change affected 

teachers in both positive and negative ways, as well as to discover which methods of 

implementation teachers found helpful and which they thought to be opposite. That 

information has a potential to enrich conversation about implementation of preschool 

curriculum changes now and possibly in the future. 

 

Method  

Participants 

Purposive sampling method was applied, reaching out to preschool teachers working within 

one private school in central Stockholm, located in reputable area. This was to mediate 

environmental factors that strongly influence reactions to change and feelings about one's 

work in general (Lasky, 2005). Interviews coming from one workplace had potential to give 

clearer insight into reaction to change only, and to which extent school policy can influence 

teachers’ sense-making and emotional reactions to change (Kelchtermans, 2005). Eight 

participants were found, all with at least three years of experience. This measure will be taken 

to ensure participants familiarity with process studied, current situation as well as to increase 

chances that informant already established their teaching identity, which is less likely 

amongst teachers with little experience. The age ranged from twenty-eight to fifty years, with 

an average of thirty-eight years old. Some informants were reached via email, while some 
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were reached through chain-referral technique. Only eight homogeneous informants took 

part, so saturation was possibly not reached. Small sample size on the other hand, in 

qualitative research, aids researcher’s creation and maintenance of close association with the 

informants that improve open exchange of information; it also improves validity of “in-depth 

inquiry in naturalistic settings” (Crouch & McKenzie, 2006). There was one male and seven 

female participants. There was no internal or external loss of participants. 

 

Instrument  

 

Circa seven hours of material was collected through semi-structured interviews ranging from 

fourty-five minutes to an hour in length. Interview guide was created to cater to all angles 

from which subject was studied (See Attachment I). Firstly, besides demographic-related 

questions, professional identity was assessed through questions based on Kelchtermans’ 

self-understanding model (2005). It was based on narrative work with teachers across years 

and developing and following this area of research almost from its infancy. It builds on 

Niases work from mid nineties, which demonstrated how affectivity is fundamentally 

important to teachers and in teaching (Kelchtermans, 2005). It also includes elements of 

Lasky’s personal identity model, showing how identity and emotions are intertwined, while 

excluding claims that were not supported by evidence. He combines her model with Blase’s 

vulnerability model, as across many studies examined, teacher’s powerlessness was a major 

theme, showing how in face of a reform teachers often feel not in control over the tasks 

which were their duty as teachers, as well as didn’t feel able to defend themselves when 

questioned by others, such as parents and principals. He observes that vulnerability is not an 

emotion/attitude/strategy/agenda, but a state that teachers find themselves constantly in. It is 

also borrowing from Van Veen, Sleegers and van de Ven’s work (2005), who stressed that 

emotions are not just a side-effect of work executed, but rather an important element showing 

what teachers have at stake, resulting from interactions within their professional environment. 

That combined, Kelchtermans argued, revealed how emotions about reforms are not simply 

boiling down to just switching up way of practicing teaching, but goes beyond that, exposing 

how the self, emotions and this profession are connected strongly, and are affected by 

micropolitics and school’s structural and cultural build. Through examining others and 

especially Niases extensive work as well as his own, he concluded that this vulnerability 
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cannot be separated from self-understanding - teacher’s self-image is of high importance as 

they are not easily separated from the craft. Across those interviews used in studies 

mentioned by Kelchtermans, a theme of “self-referentialism” arose, where teachers could not 

speak of their profession without talking about themselves - Nias concluded that what 

teachers had in common was their individuality and their “know how” was an essential part 

of their identity. Analysis of this “self-referentialism” fenomena brought Kelchtermans to 

distinguish five key components of self-understanding: self-image, job motivation, future 

perspective, self-esteem and task perception. This connection of vulnerability and the 

professional self made no change to their practice to be not emotionally indifferent 

(Kelchtermans, 2005) making it a gateway to study teachers emotions in days of reform.  

 

Instrument also assessed teacher’s thoughts and feelings surrounding the change and their 

job. Interview guide examines their change appraisal, coping with change as well as their 

working environment. Change appraisal section, which followed it, was constructed to gauge 

one’s congruence between personal and Skolverket’s beliefs. It also aimed to reveal emotions 

felt when said change was announced, as well as how the change was implemented and felt 

locally. Coping with change section was included afterwards, initiating a open conversation 

about teachers sense-making of changes, feelings involved, expectations of others, possible 

adaptation difficulties, non-negotiative demands faced and their impact on the teacher and 

their professional, personal and emotional space. This was based on Van Veen et al. (2005) 

work which showcased effectiveness of cognitive social-psychological lense on emotions in 

context of a reform, giving detailed, rich data that enables clearer view on interplay of 

personal values and habits, and reform complexities. It also was based on Fried et al. (2015) 

model of studying teachers’ emotions and their influences. Fried’s model gathered 151 

studies from the field from years 2003-2013 and separated definitions emotion from them to 

conceptualise a new framework that can be widely used to understand them, as many studies 

prior either didn’t attempt to create a frame of understanding and merely described them, and 

studies that  did were using varying definitions. Fried et al. (2015) found main influences on 

teachers emotions to be: “personal characteristics, appraisals, social, cultural and political 

factors” (pp. 421) which are gauged in the section and the next one that followed, which was 

concerned with work environment, schools policies and culture. Van Veen et al. (2005) in 

their work proved teachers embeddedness in school environment as a key mediator, as many 
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before also noticed (see Nias, Kelchtermans, Zembylas, Fried et al. and Lasky) therefore it 

was crucial to assess working conditions and level of satisfaction of teachers, making it a key 

variable to understand why schools climate was the way it was. Emotions of teachers are also 

reliant on relations with other teachers (Uitto, Kaunisto, Kelchtermans & Estola, 2016) which 

prompted questions about communication and cooperation within school. All of the studies 

mentioned above complimented one-another and often build on each other, having mainly 

cognitive approach in focus and background, supplying the instrument with good data 

collecting ability that was eligible to complete analysis from believed relevant angles. 

 

Procedure  

 

Case-study approach was taken on through targeting one single school instead of 

interviewing multiple teachers with different placements. Purposive sampling method was 

applied, reaching out to school principals as well as teachers via mail in order to gain access 

to a relatively big amount of workers within one school (See Attachment II). When a school 

with enough of workers within who were willing to participate was found, chain-referral 

technique was applied to maximise samples size to strive towards saturation. Finally, eight 

informants took part. Each interview was conducted in a suitable, calm environment that was 

preferable for informant, ranging from small cafes, quiet rooms at their workplace to 

libraries. Semi-structured interviews lasted from fourty-five minutes to one hour and focused 

on teachers’ professional identity, emotions felt in context of change and their work 

environment. This style was preferable as it allows creation of open dialogue as well as 

further exploration of information of interest while maintaining comfort of informant in a 

natural way. Current study employed qualitative content analysis, specifically, a guide 

created by Burnard’s (1991) of stage-by-stage analysis process. Interviews were manually 

transcribed by author, anonymised, printed out and carefully studied. All of them were 

repeatedly red in search for patterns and themes, taking note of similarities and differences 

between them. Important quotes and sections were highlighted and later coded throughout 

interviews applying open coding (See Table 1). Color-coding as well as note taking were part 

of the process, making it one of the first steps to emergence of subcategories, then categories 

and lastly themes, all of which was carried out manually by the author. With more reads 

through  
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Table 1   Example showcasing the analysis processes  

Meaning units Condensation Code Subcategory Category 

“I’m helpful to others in my 
testimony of how it worked for 
me before, how I struggled. I can 
share my knowledge and help 
them out, while they have helped 
me a lot with other things I 
struggled with.” 

Exchanging 
experiences and 
knowledge 
between 
coworkers with 
intention to help 

Colleagues 
helping each 
other 

Collegial 
learning 

Teamwork 

“So it wasn’t just ‘here, there’s 
lpfö, read it’, which of course You 
should too, but You need to also 
understand it fully and You might 
not read it properly, on a buss, a 
train, your break, in a run, and not 
fully understand. It’s like with 
kids, You do an activity and You 
follow it up again and again in 
different ways so they understand 
it better. It’s the same principle.” 

Multiple stages 
of introduction 
were created and 
followed through 
to assure 
teacher’s 
understanding 

Teacher’s 
experience 
with change 

Feeling 
Prepared 

Good pace 

“I think I am a constantly 
evolving teacher. I change and 
morph differently, sometimes on a 
weekly basis actually. It varies but 
I think I’m quite modern in my 
approach” 

Continuous and 
untired capacity 
to adapt, switch 
things up and 
apply new 
techniques  

Teacher’s 
professional 
self quality 

Adaptability Flexibility 

“in the beginning I thought it 
would stifle creativity if it was too 
much, but I think that it came 
from my lack of education. 
Traditional method doesn’t have 
exclusivity on creativity. You can 
use ICT to make anything they 
can think of possible with green 
screen etc. If You use it wisely it 
can have the opposite effect” 

Learning curve 
of how to work 
with ICT in a 
beneficial for a 
child way 

Way of 
implementing 
ICT matters 

Method Cautiousness 

 

 

data, some additional questions were asked regarding interview questions and categories to 

increase validity (Burnard, 1991) and in order to provide with an opportunity to clarify and 

possibly correct if interpreted wrong. No major corrections were suggested, but some 

clarifications and elaborations took place, which were considered. Semantic approach was 

taken on where analysis and coding was derived directly from informant’s statements rather 
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than from “reading between the lines”. All categories and themes that emerged were later on 

applied to each interview in order to make sure there are no overlaps and discrepancies, that 

they still hold true to source material as well as if any edits should be done.  

 

After condensing interviewee's statements dealing with teaching, emotions, change and 

environment, it was possible to identify and create subcategories, which led to defining 

overarching categories that could eventually be formed into themes. Subcategories were 

divided into higher and lower order subcategories to help avoid redundancy - number of 

overlapping subcategories were merged together and unnecessary ones were gotten rid of. 

Color coding that was used during data-immersion phase throughout the transcriptions to 

highlight answers fitting earlier assumed subcategories were also checked for coherence with 

categories.  

 

Ethics 

 

Four main requirements of Vetenskapsrådet (2002) being: information, consent, 

confidentiality and utilization were satisfied in following ways; Participants were informed 

about the topic of current study beforehand as well as given any further information they 

required during contacting phase as well as directly before start of any interview. It was made 

clear that participating is voluntary and canceling at any moment is their right and doing so 

entails no repercussions whatsoever on both occasions as well. Confidentiality and anonymity 

was explicitly assured to informants in the same fashion, on two occasions - in contacting 

stage and before the start of recording. It was taken care of through storage of gathered 

information behind passwords as well. Transcribed information did not contain 

deanonymizing features. Permission allowing recording and storing such recording was 

requested and granted by all informants. Information collected was used for current study’s 

purposes only, which was also clearly communicated to everyone involved. All recordings 

were removed once transcribed. All participants were informed that current study will be 

published on DiVA portal and were given an option to request debriefing or direct link to full 

text if they wish to read it.  
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Anonymity of participants was taken with extra precaution, as the size of sample is rather 

small and informants are connected through a workplace. It was also of high importance due 

to sensitivity of subject. For that reason informants were referred to by their role such as 

teacher or other descriptive phrase. All unimportant details that could lead to identification 

were not included, and in cases of crucial information a method of combining statements of 

few participants into one composite statement was employed, with caution to not lose original 

meaning or to distort.  

 

Results  

 

Purpose of current study was to understand how the change in preschool curriculum affects 

preschool teachers and their identity on emotional, personal, and practical level with intention 

to speculate about ways to improve the process for teachers. Study’s results were meant to aid 

guidance towards good, secure implementation of change within preschools. A case-study 

approach was taken on to reach true understanding of change’s influence on an individual 

rather than experiences of a workplace one is situated in. For that reason, working 

environment standard was assessed as well. Through careful analysis of data collected, six 

relatively independent themes were determined. Collectively they represent how adjustments 

were made and how teachers experienced that shift, how their sense-making of change 

occured, how they generally felt about it as well as how they feel as teachers. It also 

represents the setting in which it all occurred, as it is a main mediating factor (Lasky, 2005). 

The determined themes are: 1) secure environment, 2) Child Focused approach, 3) slow but 

steady, 4) skill, 5) careful positivity, 6) dynamic teacher. A summary of the determined 

themes, categories along with subcategories is presented in Table 2. 

 

1) Secure environment 

This theme represents school’s politics and culture as well as informants assessment of 

their work environment and their experience with it, which was overwhelmingly positive. 

It had many components contributing, most commonly mentioned being support: both 

from colleagues and management. This support manifested itself in form of taking  
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Table 2   Summary of superordinate themes, categories and subcategories emergent from data used to express 

feelings and thoughts in context of curriculum change 

Superordinate theme Category Subcategory 

Secure environment Trust in management Following Guidance 
Resources availability 
Cautious decisions 
Common footing 

 Teamwork Team player 
Collegial learning 
Shared values 

 Job satisfaction - 
Child Focused approach Child development Resource equality 

New generation 
 Cautiousness Child safety 

Method 
Priorities 

Slow but steady Good pace One change at the time 
Feeling prepared 

 Consensus Onboarding 
Interpretation 

Skill Confidence Ease 
Self-esteem 

 Self-doubt Ability 
Frustration 

Careful positivity Workplace improvement IT simplifies duties 
Transparency 
Move with times 

 Growth New tools 
Thoughtfulness 
Freedom to interpret 

Dynamic teacher Flexibility Adaptability 
Personal development 

 

 

situation over when they do not seem to manage or assist a child, offering sound advice 

when needed or asked for it as well as picking each other up when they are down and 

‘having each other’s back’. Teachers felt it is vital for their well-being to be able to rely on 

their colleagues and that it significantly decreases their stress levels. This was due to 

responsibilities being truly shared and spread. Having this support in others 

simultaneously created teamwork environment. Teachers experienced that they can turn to 
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their coworkers in any case and they would offer help the best way they could. In this way 

collegial learning was very prominent. Most informants talked about learning from other 

teachers as well as about teaching others. Many mentioned a ‘team feeling’, which shows 

culture of their workplace. Colleagues were not the only resource, as many also mentioned 

school’s head availability, readiness and openness, as well as trust in their decisions. That 

largely stemmed, amongst other things, from open, satisfying communication between all 

parties: “It (communication) has to happen all the time on so many levels. We try to 

communicate in so many forms and formats. We are communicating directly, via email, 

via SMS, meetings, we have numbers of different kinds of meetings”, “We all talk openly 

and help each other out. It’s very equal, even the principal is ‘down with us’. Everyone’s 

opinion is valued and sought after” All things that directly influenced teacher’s day to day, 

especially curriculum reform, was discussed with them and common ground was sought 

after to understand everyone, align school’s and teacher’s values with their actions and 

make everyone not only feel but properly be included in decisions made: “We discuss 

where we are at and where we want to go.“,“We've been very conscious of our journey, as 

in this is what it is and this is how we are going to do it, so we are not stressed as a 

preschool”. This togetherness and respectfulness helped to bring teachers onboard who 

reported being more stubborn at the start and suspicious of technology’s benefit in the 

preschool setting. Teachers felt that they were all on equal footing, on the same level, and 

felt that everyone is respectful of each other. Most teacher’s values such as respect, 

openness, friendliness and hardworkingness were explicitly shared, reflecting those of 

school’s and management’s core values and putting them on the same page, making 

following their lead that they had a part in not a demanding task. All of those factors 

combined influenced high job satisfaction of interviewees.  

 

2) Child Focused approach 

Second theme that emerged was prioritization of the child in all cases: their well being as 

well as development was always of highest importance to informants. This caused some 

varying, yet balanced, emotional and rational reactions to introduction of Information and 

Communication Technology (ICT) at the preschool. There was a consensus between 

informants that “we have to move with times, this is the way we live now” and “they 

(pupils) are the new generation”, so they needed to accomodate to that. Some also spoke 
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about equality of opportunities for children, acknowledging that some might not have 

access to technology at home for them to explore which might set them behind other peers 

who are ‘technology natives’. With child-focused approach also came worries, reflected in 

cautiousness of implementation. Most prominently mentioned were priorities of 

child-caretaking. Informants widely agreed that even though ICT can be beneficial when 

used wisely, it should not be a centerpiece of preschool teaching, even today in days of 

implementation. They didn’t feel the need to prove to anyone that they are fully onboard 

through high ICT related activities count. What mattered to them the most was child’s best 

interest, and human contact, social skills and imaginative play were on top of the list of 

priorities. Participant’s reflections on the subject frequently stressed importance of social 

skills and interactions opposed to screen-time: “I do feel convenience of these gadgets 

makes [..] human connection lost”, which they found worrisome, leading to cooperation in 

not making that their student’s reality. Method of introducing ICT was a commonly shared 

solution, as it was understood that iPad and apps is not the only way, as commonly 

assumed, to teach children about technology. Informants sense-making process of this 

changes included adaptation of new curriculum to their style of teaching and adding to it, 

matching their beliefs and method: “it all works together, not stifling anything. It can boost 

their confidence, creativity… it’s a really nice thing to use if You use it as just another 

tool”, “You can work with sequences, patterns, directions, not just apps. It also links other 

things beautifully: an activity with a blue-bot can be about language, maths, teamwork - 

it’s up to the teacher to pick the focus. It could be working together to communicate to the 

big robot what the other robot is doing.”. Amongst the concerns was also child’s safety. 

Some felt discomfort in letting children use an iPad in case of unwanted bluetooth 

connections from outside as well as AirDrop option which allows people from outside to 

‘drop’ pictures on apple devices which could be inappropriate, as well as pop-up ads and 

adds in general which might not be child-safe, but are frequent on majority of websites and 

apps.  

 

3) Slow but steady 

The theme “slow but steady” represents process of implementation which impacted 

teacher’s sense-making and feeling about the reform. Throughout discussions and 

involvement of many people resulted in cautious, inclusive decisions from management’s 
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side that workers didn’t feel as overwhelmed or stressed by as they could be if change was 

introduced rapidly - decision to go slow but steady, meaning to introduce few things at the 

time and ground them before building on it took place: “We chosen to take very small 

steps, very careful steps, and we are really trying to think it through”, “It shouldn't be 

quick, it should be grounded before more changes take place”. People were also allowed to 

take their time to adjust, which majorly influenced teacher’s feelings, as they said they’ve 

not experienced failing expectations or having strict new guidelines they had to follow. 

Implementation process was preceded by some preparation actions such as a guest speaker 

visiting, taking first steps towards digitalisation during preceding school year, hiring new 

staff with ICT experience and relatively extensive discussions on the subject before the 

whole process started: “we sat down and talked through it for two staff meetings and then 

we had someone independent come and talk to us about it, give us examples so we were 

educated even further about it. So it wasn’t just ‘here, there’s lpfo, read it’, which of 

course You should too, but You need to also understand it fully”. Reaching consensus in 

common interpretative work on curriculum created feelings of moderate preparation, 

especially since personalised and tailored version was being implemented. Feeling 

indifferent or calm was also common through prepared focus area of ICT for current 

school year. That focus area was assigned to teachers with interest in that area: “We have 

different teams working with different areas of learning [...] All groups are based on 

interests of the teachers”. Group was, amongst other things, meant as a resource for those 

struggling with ICT, building steady base for future growth. 

 

4) Skill 

Theme “skill” entails teacher’s reactions to change in terms of ability, which naturally 

came up in each case, and represents a spectrum of perceived readiness for taking action 

(implementing ICT) ranging from confidence to mixed feelings. Confidence was displayed 

directly, often stemming from familiarity with technology or training: “To me it wasn't 

anything foreign or difficult, it was pretty easy”. In similar vein, though not as robust, 

teachers reported lack of worries surrounding their skillset, even if they perceived it as not 

complete anymore. Those mostly reported trust in colleagues responsible for earlier 

mentioned focus area of ICT and credited their willingness to learn through observing and 

further education. Self-doubt was also displayed, where few informants were unable to 
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assess if they are ready to take on some aspects of digitalisation and ICT, mainly the 

technical aspects of it. Some were unsure whether they can handle technical hiccups 

independently, or that they can use equipment smoothly and swiftly. Setting up an activity 

involving a lot of IT took time for the adult, and more often than not children were not 

involved in set up process. That keeps them waiting for relatively long time when a 

teacher is not familiar with the gear, which causes disruptions amongst children and 

resentment towards using such gear. Lack of skills relating to new gadgets at the school 

also caused some frustration, mainly due to their malfunctioning and unreliability. At the 

same time, those informants shared that they do see benefits to ICT when done right and 

wanted to learn with time, which they felt they are allowed to take. It didn’t impact 

teachers and their self-esteem in a negative way, as their task perception and what they 

were actually doing fell close together. 

 

5) Careful positivity 

This theme represents informants attitudes and feelings about changes made to curriculum 

and the school. Overarching positivity in regards to changes in high proportion came from 

implementation choices, which were cautious and careful. Curriculum change in itself was 

met with differing opinions, most welcomed it gladly or after thoughtful consideration, 

some were less enthusiastic and saw it as rushed and unnecessary decision. Despite that, 

changes that were made in school were received with mainly positive feelings, mediating 

feelings about curriculum itself. As curriculum was perceived mainly as a guideline, not a 

strict set of instructions: “The curriculum in general is open to interpretation (..) and quite 

diffused”, “it’s a guide not a solid curriculum, and I even asked them that question when 

they (curriculum writers) were here”. Informants largely didn’t feel conflicting emotions 

or resentment towards it, as it was reportedly a thought-through process where everyone 

could interpret in in their way as long as it didn’t go outside school’s values or include too 

much of screen time, which most informants were happy with. This area was approached 

with responsibility of picking up good habits and growth, as opposed to changing 

teacher’s belief system and practices. Teachers in general were pleased about digitalization 

on teacher’s end of things, and welcomed blogging and digital documentation with 

approval and relief, which they experienced made their job more efficient and easy: “It’s 

so much easier (...) You don't have to spend so much time sitting down doing something, 
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You can do it while You are doing an activity, as opposed to back when I felt like I have 

no time to document anything because You have to type it, write it, print it out, put it in a 

book... Now You don't have to do any of those things”. It also increased transparency 

between groups which some informants said allowed them more collegial learning through 

inspiration. Technological changes at preschool’s office also had an impact on children 

who are being more involved, which also was a contributing factor to teacher’s 

contentment: “Using it (documentation app) with children, looking up examples, showing 

them their portfolios (...) they are more accessible, they're more involved, and they have 

this curiosity as they use it themselves, as they can look at it at home too. It's positive in 

that sense. It's gotten a lot easier for work, a lot easier to connect with children, to get 

information. I think it's great.” Careful positivity extended to feelings about increase of 

digital tools that will be available to teachers in first term of 2020, which they found to be 

a good development improving their day-to-day life at work, as long as they will not be 

abused due to increased availability. General feeling of having a voice and influence over 

one’s situation and action was expressed by big majority in context of interpretation and 

implementation on school as well as their own classroom levels. 

 

6) Dynamic teacher 

Last theme reflected overarching mindset of sample of the informants in context of 

change. Most of them shared qualities such as adaptability, resilience and desire for 

improvement, as reflected here: “I’ve learned to be stubborn is not always good. so I dont 

think ill be as stubborn in the future. I think i'll be more open to other people's point of 

view another techniques, that’s something I've learned last year. That, yeah, things change 

on many levels, so you shouldn't be so restricted and think this way is the best way 

because it has worked for the past few years, or because i think it is, because people 

change and time changes, and you’ve got to keep moving”. Majority of informants 

expressed their willingness to learn in face of curriculum reform and will to put down 

work to achieve it: “Happiness and joy from experience comes from knowing what you 

are doing”. They expressed that change is part of their profession and understanding that 

one never stops evolving, showing readiness to learn about new techniques and about new 

materials. They also expressed excitement. Some informants who were less enthusiastic 

about ICT itself still reflected an image of a flexible teacher in their willingness to explore, 
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watch and learn. Interviewees exhibited a cognitive process of analysis of curriculum and 

its possible results within their classrooms that led them to individual and simultaneously 

shared working plan that is somewhat comfortable for interviewees, yet enriching for both 

parties involved (pupils and teachers). 

 

Discussion and conclusion 

The above analysis of superordinate themes presents teacher’s thoughts, attitudes and feelings 

regarding to key variables of change procedure affecting teachers: work environment, its 

culture and policies, work relationships and support, curriculum alterations and 

self-understanding (van Veen et. al., 2006; Saunders, 2012; Kelchtermans, 2005). Theme 

secure environment represented feeling at ease at work, feeling of having one’s voice 

acknowledged and heard. School’s culture and micropolitics also are unveiled through robust 

team approach, good communication, resources availability, inclusivity of decisions and lack 

of perceptible hierarchy, all contributing to high job satisfaction. Child Focused approach 

theme accounts for desire to put children first and make them, and implications it may have 

on them, a main concern in all change cases, as well as teacher’s general priorities at work. 

Slow but steady theme showcased mediating factor of decision making on school level, where 

informants appreciated the tempo of implementation and its cautiousness that considered 

scientific research on technology in preschool setting. Theme skill shows teacher’s 

preparedness and confidence as well as some doubts about their skillset in relation to 

technology, generating a full picture of general readiness. The theme careful positivity 

reflected generally positive attitude of informants towards the situation with account for their 

input into change mediating its severity, as well as bonuses in form of simplification of daily 

duties through IT and new IT equipment. Lastly, dynamic teacher theme reverberates actions 

and mindsets of majority of interviewees who through various ways showed willingness to 

learn, adapt and implement ICT. 

 

As van de Berg found, teacher in their sense-making process can deem curriculum change in 

range of “problematic and limiting to challenging but enriching” (as cited in Schmidt et. al., 

pp. 950, 2005). In this case, even though initially there was hesitation, this school landed 
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somewhere on the challenging but enriching end of spectrum. That can be justified by good 

congruence between this school’s management actions and scientific consensus on individual 

change. Majority of factors were considered, although it did not seem to be a short-lived 

approach but a school’s policy pillar. Firstly, teachers were empowered and given a voice, 

which made them feel more comfortable and set a more positive tone to beginnings of 

change. That correlates with findings of Hargreaves (as cited in Schmidt et. at., 2005) who 

found feelings of teachers largely depended on feeling powerful or powerless, affecting them 

positively and negatively respectively. Results show majority of feelings experienced were 

neutral or positive, arguably because nobody was denied input into said change. He also 

suggested teacher’s purpose attainability greatly influences emotions - achieving purpose fills 

teachers with happiness, inability to do so causes distress. Results show that most informants 

want to put children first and their well-being is their primary concern, composing a core of 

informants purpose. That core is respected through adjustments to method and education on 

techniques that can have both purposes in focus, resulting in positive reaction. Management’s 

efforts in communication as well as its direct involvement in teaching helped to gauge it and 

accommodate. Together, a plan of action and common understanding was reached which did 

not omit informants take; that had monumental impact on sense-making and feelings about 

the reform. It made the reform ‘their own’. Lazarus (1984) claimed that what we think shapes 

how we feel - when reform was transitioned from something imposed to something 

reinvented by interviewees, their opinion on it was more favourable than prior, mending 

negativity and doubts. Common conclusions reached through conversations created a 

majority which was favourable to change. Teachers and management took on a 

problem-focused coping method where they took action and adjusted situation that was 

stressful into a peaceful one. That manifested itself through taking on a slow approach and 

keeping their child-centered way of seeing preschool education (Lazarus et al., 1984). In this 

way congruence between personal beliefs and change notions became closer, making it not 

have a negative effect on teacher’s self and fostering seeing positive sides of the reform, as 

van Veen et. al. (2006) predicted. On the other hand, one could argue that there was no major 

change at all, as parts of the change congruent with school’s beliefs were embraced and those 

which didin’t were altered or dismissed, making this argument partially true. The 

commitment to change amongst informants was high, as teachers had no need to challenge 

their professional identity and greatly change their way of working (van Veen et. al., 2006). 
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Another factor which mediated discomfort of change and made it into a positive experience 

was support coming from multiple sources: colleagues and principal (Saunders, 2012; van 

Veen et. al., 2006). This gave comfort to those who felt less capable, enabling them not to 

fear changes coming and helped to cope with situation. Age did not stand in the way of this 

gentle and slow change. Average age of 38 could also have been a mediating factor, as they 

have been exposed to a plethora of IT devices across more than a half of their lifetime. 

 

On the whole, work environment was proven to be a key factor mediating feelings in context 

of change. This school’s case paints a different picture than previously assumed, where 

uncertainty and identity shift was expected. The information given by interviewees 

establishes that there was no major change in how they felt when it came to shifts on the 

school level, but were more sensitive about classroom level where they wanted to keep their 

dedication to children as focus. They didn’t report any negative feelings apart of those of 

concerns for child safety and some, of worry about decrease in social skills activities. That 

can stem from cautions taken by management not to go all in at once, investigate research 

and pass on knowledge to teachers. The change in this case, with consideration for its 

adjustments, didn’t impact teachers identities on emotional or practical level in a negative 

way. It did affect them on a practical level, where new skills are being acquired and new 

knowledge being learnt and spread. This research yields a conclusion that slow, 

communicative approach, to change in curriculum on a school level, as well as a big degree 

of flexibility and support from management can result in a successful transition. Change 

conducted with those variables in mind has a potential to benefit all involved thanks to deep 

analysis of the situation, pros and cons evaluation and communication about those 

dimensions of change. 

 

The current research can be a story of a successful approach to change in implementation 

phase, which kept teachers at the heart of it, as they are the key to success of any reform.  

It can potentially be used as a model of to how to maintain positive climate during school 

reform, if given reform has a long notice period and has a degree of flexibility similar to 

swedish preschool curriculum. It shows great understanding of impact of teachers emotions 

on well-being of the school and by extension, children. It, to some degree, rejected 

organisational change models focused on the changes, their effects and reasoning, and 
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focused on personal (teachers) change instead. The story could though be taken in by 

principals across Sweden who are currently struggling with implementation and onboarding 

of staff - it provides many useful leadership and methodological tips. 

 

That being said, there are limitations to current paper’s conclusions reliability. Graneheim & 

Lundman (2004) described measures to create a study with trustworthiness. They had three 

aspects: dependability, credibility, and transferability.  It is a single author study, therefore 

dependability is moderate, as there is a risk of missing important theme or key category. It is 

uplifted by the fact that interviews took place with in at least one day of break in between, 

making them less likely to influence one another. On the other hand, Graneheim and 

Lundman (2004) credibility can be seen as high, as author had no intentions to seek out a 

certain pattern or confirm what was suspected, but was interested in conveying teachers 

thoughts regardless of theoretical background. Lastly, their aspect transferability is hard to 

speak about since it is an exploratory study, making generalisation inappropriate. It should be 

treated as a subject exploration/stepping stone for future further investigations. Group 

participating in the study was both its strength and weakness: it was not an entirety of the 

team at studied preschool, which could have caused volunteer bias, and another side of the 

story was possibly lost, painting reform-enthusiast picture could have not been the real 

reflection of the situation. Approximately 30% of teaching staff was not interviewed. 

Simultaneously, having participants work together in one school yielded understanding for 

environmental dimensions of change that would not be possible otherwise.  

Semi-structured interviews were a strength in enabling steering interviews towards the 

purpose of the study while allowing interviewees to speak freely regarding topics that they 

deemed as important and beneficial to the study. Natural flow of the conversation creates 

more comfort and allowed greater insight into the matter which was not studied in great deal 

before, so space for follow-up questions in case of unexpected informations was needed. 

 

Future studies 

 

Considering study’s strengths, weaknesses and implications, there are some future study 

suggestions that can be made. It would be beneficial to investigate another school in similar 

manner, possibly of different background and preferably with pre-investigation to establish 
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whether negative environment has similar strength of influence in mediating approach to 

change. It may seem as unethical, but given the situation swedish preschools find themselves 

in, it might be not difficult to find a school which suffers from such conditions. Another study 

of any school is also welcomed, where the sample is complete, which would convey a more 

comprehensive perspective of teachers. Investigating the subjectively determined link 

between child focused approach and dynamic, adaptable teaching style which emerged during 

data-immersion phase, but was not mentioned due to clash with purpose of the study, could 

also be of interest in order to understand the inner workings of that pattern. Finally, a broader 

sample study of quantitative nature measuring teachers feelings and attitudes towards the ICT 

implementation in Sweden could shed some light on actual proportions of those struggling 

with it and those in favour of it, as current study projects a very positive image of this change, 

which was not intuitively expected, possibly to loudness of those against it. 
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Attachments 

Ⅰ Interview Guide 

Background information: 

a) Age 

b) Sex 

c) Work experience 

 

Open-Ended Questions 

I. Professional identity / Kelchtermans’ self-understanding 

a) What drove You to be a teacher/remain a teacher?  

b) What kind of teacher do You think You are? 

c) How well do You think You are doing as a teacher? 

d) What must one do to be a good teacher? What exemplifies one? 
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e) How do You see Yourself as a teacher in 5, 10 years? How do You feel about 

it? 

 

II. Personal experiences in curriculum change context with specific themes 

1) Change appraisal  

a) Can You tell me, how did the process of introduction and implementation 

looked like in your preschool?  

b) How (if) preparation stage looked like? 

c) When did You find out about ICT requirements? 

d) Was the change in the curriculum for better or for worse? Did You always feel 

this way? 

e) How did the change impact Your day-to-day work? 

f) Did You have to challenge Your beliefs to get onboard? How did that happen? 

g) Is it a matter of interpretation of curriculum? 

h) What are Your values and goals in relation to teaching? 

i) How do You appraise your IT skills? 

j) How do You feel about changes in general? 

2) Coping with change - how does it feel? 

a) Was it easy to adapt to changes made? How so? 

b) How did Your journey look like? Any struggles? Reflections? 

c) Did You experience any conflicting feelings? positives & negatives 

d) How does it feel (if You were) to be expected to simply follow new 

guidelines? 

e) How (if) did it impact your feelings surrounding your job? 
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f) How did new curriculum impact Your classroom? Do You enjoy the changes? 

How does that feel? 

g) Was it demanding to learn new working techniques? 

h) How do You feel at work nowadays? Is it any different to last term? Did the 

changes have any impact on it? 

3) Congruence between personal and Skolverket’s views 

a) Do You feel it was a good/bad addition to curriculum? How so? 

b) Was the addition necessary in your opinion? 

4) Work environment / school policies / climate 

a) How was the change generally felt? Bumpy? Smooth? 

b) How is the communication between top and bottom/between colleagues within 

the school? 

c) How would You describe your workplace? 

d) What would You say are the core values of the school? 

e) How do You feel about school’s leadership and direction? 

f) Do You have resources and support easily available to You at the preschool? 

g) How easy is it to separate work and personal life? 

h) Does what happens/happened at school affect You in private? 

i) Do You feel happy at your workplace? How so? 
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Ⅱ Information letter 

 

Hello! 

My name is Katarzyna Stec and I currently study at Linnaeus University, Kalmar. I'm 

working on a psychology bachelor thesis with the topic of preschool teachers' 

appraisal of current reform, emotions, and identity in context of change, the main 

focus being ICT. Study is organised to become a case-study of a school, despite that 

information identifying the school would not be disclosed. 

I would like to have an opportunity to ask You about your experiences and thoughts 

surrounding the topic. The information I would receive would be confidential and 

stored only in text form without any deanonymizing remarks. 

If You kindly agree, the interview would last around one hour and would be recorded. 

I’d like to inform You that your consent to participate and share information on your 

experience can be withdrawn at any point with no repercussions. Data collected from 

You would be accessible to You to ensure that You stand by your statements, they 

have not been misinterpreted and transcription of the interview reflects your thoughts. 

You would also have possibility to suggest changes and make corrections. After 

completion of the study, You can request a debriefing or a link to entire article which 

will be published on DiVA portal which I’ll be glad to provide. 

I am very flexible with time and place, so please feel free to suggest what is best for 

You, and also ask any questions or concerns You may have. 

 

With kind regards, 

Katarzyna Stec 

tel: xxxx 

e-mail: xxxx 
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