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INTRODUCTION

The Gulf Comparative Education Society (GCES) held its seventh annual symposium
under the sponsorship of the Arab Open University Kuwait, the Sheikh Saud bin Saqr Al
Qasimi Foundation for Policy Research from April 5t to 7th, 2016. Entitled “Innovation
and Transformation: Values, Challenges, and Prospects for Education in the GCC,” the
symposium was held at the Arab Open University in Kuwait City, Kuwait.

It consisted of three different pre-conference workshops, two keynote addresses, three
featured panels and seven breakout sessions with over 42 presentations by both invited
speakers as well as those who had submitted abstracts. The speakers came from a wide
variety of countries including the UAE, Kuwait, Saudi Arabia, Oman, Bahrain, Qatar,
Egypt, Switzerland, England, Australia, and the United States, and represented different
voices in the education sector, such as policymakers, academics and researchers, school
providers and leaders, consultants, and teachers.

The theme for 2016 was inspired by a 2015 UNESCO ‘Call for Action’ to governments,
institutions, faculty members, and students around the world to address the need for
recognizing and reinforcing the practices of Open, Flexible, Online learning (OFO) as
fundamental to the UN goals of Education for Sustainable Development and Education
for All. The conference included presentations that focused on the use of innovation to
transform education across the Gulf Cooperation Council (GCC) countries. The keynote
addresses were delivered by Dr. Suaad Alshebou from the Public Authority for Applied
Education and Training (PAAET) Kuwait and Dr. Gita Steiner-Khamsi from Columbia
University.

The featured panels and breakout sessions addressed the following key topics:

e Culture, Leadership, and Reform

e Early Childhood Education

e Education Systems, Public Policy, and Economic Development
o Effective Classroom Practices

¢ Internationalization of Higher Education

e International Trends vs. Regional Realities

e Perspectives on Teacher Development

e Meaningful Inclusion for All Children

e School Culture Assessment



e School Leadership
e Women and Girls in Education

In addition, the symposium brought together over 75 participants working in a range of
organizations across the Gulf states and beyond, all of whom shared an interest in
comparative education in the Gulf Cooperation Council (GCC) countries.

Following the symposium, speakers were asked if they would like to submit a 1,500 -
3,000 word paper on their presentation. This volume is the compilation of those papers
that were submitted. While it does not cover all of the presentations that were made at
the symposium, slides for some of the other presentations are available on the GCES

website (www.gces.ae).

Dr. Abdullah Alajmi, President
Dr. Natasha Ridge and Susan Kippels, Secretariat Representatives

Brian Jaewon Chung, Sahar ElAsad, Holly Cook, and Lauren Clingan, Proceedings
Editors
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THE INFLUENCE OF THE DIAGNOSTIC AND STATISTICAL MANUAL OF MENTAL
DISORDERS (DSM) ON SCHOOL DISCIPLINE POLICY AND CLASSROOM
MANAGEMENT IN PRIVATE INTERNATIONAL SCHOOLS IN EGYPT

Alia Ammar, Jennifer Skaggs
American University in Cairo

Introduction

Classrooms throughout the world include special needs students. Yet, these educational
spaces often lack an awareness of the definitions and diagnostics of special needs as
well as their implications for effective classroom instruction. Mental health
professionals use the American Psychiatric Association’s (APA’s) Diagnostic and
Statistical Manual of Mental Disorders (DSM) to conduct a special needs diagnosis. Upon
diagnosis, they are expected to provide the student an individualized education plan
(IEP), with the express purpose of enriching the student’s learning experience by
ensuring equal educational opportunities. This includes protection from unnecessary
discipline or exclusion due to non-harmful behaviors stemming from their needs. While
some students diagnosed with the same disorder have similar experiences or
symptoms, experts recommend that schools and parents approach each case
individually, so that treatment and accommodations are tailored to meet specific
students’ needs (Wong, 2004).

There is a general lack of awareness of special needs in the Egyptian education sector,
as special education is a relatively new field in the region. As a result, special needs
students in schools face unnecessary disciplinary reprimands, often due to the
symptoms of their disorder being perceived as misbehaviors. Regardless of what
government policies dictate, schools that service special needs students often lack
facilities, training, and experienced staff members. This is a systemic problem that will
only be remedied by updating Egyptian policies so that they become able to provide
schools with the necessary information, tools, and resources to ensure equal
educational opportunities for special needs students.

Egypt’'s public education system is outdated and largely relies on curriculum based on
rote learning and memorization. Students are taught to memorize content in order to
pass twice-yearly assessments (Browne, 2011). The private education system is more
popular, but contains its own unique challenges. International schools bring in curricula
from other countries, including the US and the UK, without taking into account that
these pedagogies were tailored to native English speakers (Hayden & Thompson, 2008).
This leads to major learning disability assessment concerns in Egyptian international
schools, as the tools used to assess learning disabilities are not culturally or
linguistically relevant (American Psychiatric Association, 2000).

This study aims to examine the effectiveness of a typical Egyptian international school’s
special needs policy as measured by the experiences and perceptions of teachers,
administrators, and mental health professionals. It analyzes the influence of the DSM,
which provides diagnostic classifications on special needs, has on the school’s discipline
and classroom management policies. For this research, special needs are defined as
physical, emotional, behavioral, or mental limitations that prevent children from



behaving and processing information the way they are expected to. As such, special
needs include learning disabilities as well as giftedness.

Literature Review
Diagnostic and Statistical Manual of Mental Disorders

Created by a task force from the American Psychiatric Association (APA), the Diagnostic
and Statistical Manual of Mental Disorders (DSM) is the standard classification for
mental disorders used in the United States by mental health professionals across
different clinical settings. While the DSM provides criteria on the expected symptoms
for each disorder and the expected length of its symptoms, it also limits the
contradictory symptoms in order to provide unified criteria and diagnostic reliability
(American Psychiatric Association, 2000).

The latest edition of the DSM, the DSM5, contains one critical update. It now recognizes
that mental disorders do not and will not always fit within the boundaries of one
specific disorder. The most relevant and controversial change has been the Autism
Spectrum Disorder, which consolidated autistic disorder, Asperger’s disorder, and
pervasive developmental disorder. This change is meant to improve “sensitivity and
specificity of the criteria for the diagnosis of autism spectrum disorder and to identify
more focused treatment targets for the specific impairments identified.” (p. xlii) The
symptoms are represented on a continuum regarding social communication and
restrictive repetitive behaviors or interests (American Psychiatric Association, 2013).
This update will require revised organizational structures and has vast policy
implications for the education sector in Egypt. The paper begins by exploring topics in
the US and then focuses on the case of Egypt and the greater need for DSM to provide
special needs students with greater support, particularly in international school
settings.

Governmental Influence in the United States and Egypt

In the US, there have been several policies and laws passed to support children with
special needs. Early federal support for educating children with disabilities began in
1968, but the most effective laws were passed in 1975, guaranteeing access to free and
appropriate public education. The Individuals with Disabilities Education Act, more
commonly known as IDEA (2008), has allowed special needs students to receive a
higher quality of education, preparing them for integration into general education. In
addition, the introduction of the renewed Individuals with Disabilities Improvement Act
of 2004 mandated that all children with disabilities are offered the same opportunities
as non-disabled students, including access to appropriate education in the least
restrictive milieu (Reynolds, 2008). Besides expanding the current opportunities
available to students with special needs, the U.S. Department of Education aims to
improve instruction through various methods, including through the Tool Kit on
Teaching and Assessing Children with Disabilities (OSEP Center on Positive Behavioral
Interventions and Support, 2014). This publication provides insight into effective teaching
and assessment methods in special needs contexts and thus provides a blueprint for
schools to support special needs students.



Along similar lines, there has also been extensive research focusing on what schools and
educators can do to support children with special needs. Boyd (2012) found that
schools must have a systemic discipline system in order to foster a psychologically and
physically safe environment that ensures productive education for all students,
including those with disabilities.

As in the US, Egypt also has special laws to support children with special needs.
According to Egypt's State Information Service (2009), Egypt designates special
attention to students with special needs to ensure equitable learning opportunities.
Egypt's 1996 Child’s Law 12 mandates special needs students receive proper care based
upon their needs. Article 76 of Egypt’s Child Law 12 specifically states that special needs
children have the right to a healthy social, physical, and psychological life that nurtures
independence and facilitates social integration (Egyptian E-Government, 1996). Article
77 states children and families have the right to social, psychological, medical,
educational, and employment rehabilitation. More recently in Egypt, the Ministry of
Education (MOE) states in its National Strategic Plan for Pre-University Education
Reform that one of its main objectives is to provide disabled students with a high level
of education equivalent to their non-disabled peers (Ministry of Education, 2014).
Accordingly, the MOE seeks to increase the number of special needs schools with proper
resources and learning opportunities by 2017.

There are obvious differences between the special needs policies in the US and Egypt.
The policies in the US are comprehensive and offer teacher support, whereas the
policies in Egypt are vague at best. Furthermore, while there seems to be
implementation and follow-up of the US policies, the same cannot be said regarding the
policies in Egypt. This could be attributed to the vague sense of the purpose and
implications of implementing policies in Egypt. For example, the Egyptian policy enables
schools to open special education departments, but without giving any guidelines,
restrictions, or regulations. In that regard, how can the government follow up to ensure
that the schools are properly implementing and abiding by the policies? Furthermore,
how can schools internalize the national policies without such guidelines? Egyptian
government policies should be more comprehensive and holistic so as to ensure that all
students are afforded the best opportunities available to them.

Methodology

This study analyzes the influence of the DSM on school discipline and classroom
management policies in an international school in Egypt. It utilized two different data
collection tools, questionnaires and interviews, for two separate participant groups
(one school and one group of mental health professionals). The  first set of
participants included a group of middle school teachers and administrators from one
Egyptian international school. The school was a private multilingual school offering the
International Baccalaureate (IB) Program and instructs in Arabic, English, and French.
This school was chosen on the basis of the fact that it had a special needs policy. With
the school program coordinator’s approval and informed consent of the participants,
the electronic questionnaire was distributed. In order to ensure accuracy and protection
of respondents, the results were collected anonymously and kept confidentially.



To obtain data on the experience of working with special needs students, the
questionnaire asked about the teachers’ and administrators’ qualifications, positions,
training, and personal experience with special needs students. It also assessed their
knowledge of the DSM and its diagnostic standards. Twenty-nine out of 43
questionnaires were returned, with only 22 respondents filling out the complete
questionnaire. Of the 29 respondents, 82.8% were teachers and 17.2% were
administrators. The breakdown of their experience in terms of years is shown in Figure
1.

Figure 1: Distribution of the Participants Based on Years of Experience in
Education (years)
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The second set of participants was comprised of three Egyptian mental health
professionals, who each had more than 10 years of experience working with special
needs and/or learning disabilities. Upon receiving their informed consent, the
professionals participated in semi-structured one-on-one interviews. Their identities
have been kept confidential.

Data Analysis and Discussion
Middle School Teachers and Administrators Questionnaire
Eighty-eight percent of the questionnaire respondents reported being aware of their
schools’ special needs policy. Table 1 depicts respondents’ varying perceptions of the

policy in terms of its effectiveness, implementation, updates, informative, and
inclusivity.
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Table 1: Evaluations of the School's Special Needs Policy

Agree Neutral Disagree
Effective 20% 56% 24%
Implemented 40% 36% 24,
Needs Updating 62.5% 29.2% 8.3%
Informative 26.1% 56.5% 17.4%
Inclusive 41.7% 25% 33.3%

The data shows that there is a general disagreement about the special needs policy. Staff
members who felt neutral towards the effectiveness of the policy may have felt that way
due to their lack of awareness and understanding of the policy, special needs, and their
implications in teaching and learning. There also seems to be a lack of consensus
regarding the implementation of the policy. This could be due to their lack of awareness
of the policy and potential lack of administrative follow-up in ensuring that staff abides
by the policy when it is necessary. It could also be due to their lack of understanding in
how and when to use the policy and to what capacity. Furthermore, most of the
respondents believe that the policy needs to be updated. Finally, there is disagreement
about the inclusivity of the policy itself. This may be due to the fact that special needs
policies are generally expected to be tailored to accommodate the different types of
special needs.

When asked if they had received special needs training, 29.2% stated they had received
training while 70.8% stated they had not. Table 2 represents the survey results of those
who had not received training. Those who indicated that the questions did not apply
were those who had received training, and therefore labeled as ‘Not Applicable’.

Table 2: Summary Results of the Questionnaire - Respondents Who Did Not
Receive Special Needs Training

Agree Neutral Disagree Not Applicable

| am interested in receiving special

o 70.8% 8.3% — 20.8%
needs training
Special needs training will allow me to

. 75% = 4.2% 20.8%

become a more effective teacher
Special needs training is essential and
should be mandatory for all staff 75% = 4.2% 20.8%
members

11



The data reveals that many school staff are still yet to receive training on special needs.
This is problematic as it could potentially lead to a vicious cycle of negativity between
the student and the teacher, where the teacher does not have the capacity to use the
necessary knowledge and/or skills to manage special needs students. This
unpreparedness may be why the majority of respondents expressed interest in
receiving training and believed it would allow them to become more effective teachers.
It also offers an explanation as to why they believe such training is essential and should
be mandatory to all staff members.

Table 3 shows the perceptions of respondents who had received special needs training.
Respondents who answered not applicable had not received training. The data shows
that a significant portion of those who received the training rated their experience as
neutral, which may suggest the training quality was not up to expectations.
Furthermore, this finding may also suggests that the respondents still feel inadequately
prepared to cater to the needs of special needs students. Finally, the majority of those
who had received training, like those who had not, seems to agree that special needs
training is essential and should be mandatory for all staff members.

Table 3: Summary Results of the Questionnaire - Respondents Who Received
Special Needs Training

Agree Neutral Disagree Not Applicable

The special needs
training/professional development | 16.7% 12.5% = 70.8%
received was helpful

The special needs
training/professional development | 12.5% 16.7% = 70.8%
received was comprehensive

The special needs

training/professional development |
. 12.5% 16.7% = 70.8%
received allowed me to become a

more effective teacher

Special needs training is essential and
should be mandatory for all staff 25% 8.3% — 66.7%
members

Of the 22 respondents, none claimed familiarity with the DSM. Yet, 40.9% respondents
stated they agree the DSM can be an effective tool in dealing with students who have
been diagnosed with special needs. 13.6% of the respondents agreed with the statement
that the DSM can have a negative influence on students due to the stigma associated
with labeling. DSM awareness allows teachers and administrators to be cognizant of the
different symptoms associated with various special needs, and recognize potential ‘red
flags’. Teachers and administrators who are aware of the symptoms, conditions needed

12



for diagnosis, and requisite timeframe are less likely to spuriously label students. Just as
not every troublemaker has Attention-deficit/hyperactivity disorder (ADHD), rushing
into the label without proper awareness leads to detrimental results, including social
stigmatization of the student.

Interviews with Mental Health Professionals

When asked to define special needs, the participants’ responses were consistent. One
participant stated that students with special needs are those who have certain
challenges and, depending on the type of disorder, require a learning environment
tailored to their needs. Another indicated that students with special needs are those
who have low or borderline IQs with conditions ranging from autism, cerebral palsy,
and intellectual disability (formerly mental retardation). The participants agreed that
diagnosis is important for schools to help tailor the methods of instruction and
classroom settings in accordance with the child’s needs. The participants cautioned that
schools’ tendency to label students as “cases” after diagnosis, leads to bullying by peers.

In describing the role of the school, one participant stated that the school plays a
significant role regarding awareness, teacher training, and hiring qualified
professionals. They emphasized the importance of student-teacher rapport, comparing
it to the therapist-client relationship with alliance, positive expectations, genuine
interest, and positive challenges. Another participant described the needed student-
teacher rapport as “when you give love, you receive love” (Participant 1). In regards to
their experience working with schools, the participants replied negatively. According to
one participant, even though the work with the teachers and administrators was
negative, work with the students often led to positive results. They went further, stating
that the administration’s decision-making processes are negative, especially since
inclusion was added because of an accreditation requirement by the American system.

International schools in Egypt lack awareness regarding special needs and tend to
retain special needs students mostly as a business decision without regards to
qualifications, resources or willingness to accommodate. One participant stated they
have an “ethical issue with schools because they accept special needs students when
they are not only unequipped to deal with them, but also because they are not willing to
invest in the necessary training for their staff” (Participant 2). Another teacher reported
feeling used solely for “commercial purposes,” and that there was very little substantive
awareness or interest by the school.

When asked about the instruments used for diagnosis, the participants stated that they
have yet to use the DSM-5. One participant described the many debates over DSM-5, due
to some of the changes that were made. They believe that since psychiatrists do
diagnosis, it is best to avoid diagnosis unless there is a dire need for it. Another
participant stated that they are waiting for the release of the expected DSM-5-TR, which
they believe will resolve the controversy and debates surrounding DSM-5. When asked
about how their work is influenced by diagnostic instruments, one participant said that
it is a good guideline in terms of diagnosis and identifying the areas the student needs
work on. The student, their needs, and their behavior influence this. Another participant
stated that the DSM is best used for psychological disorders and that she does not use it
with students because she believes it cannot be effectively applied in Egypt.

13



Finally, when asked about governmental influence regarding special needs education,
the participants vehemently stated the government has no influence, and that this is a
problem that needs to be addressed. Laws allow schools to enroll special needs students
without ensuring equal opportunity. The government needs to provide Egyptian
educators with a formalized special needs accommodation manual as a guide for
supporting every student’s needs, regardless of ability.

Conclusion

This research started out as an attempt to assess the influence of the DSM on an
international school in Egypt. From the results, the lack of awareness regarding special
needs became clear, leading to further questions regarding the perceptions and
experiences of teachers and administrators. Students with learning disabilities,
including ADHD and autism, are often integrated into the educational system without
necessary resources or training on the part of the school, which may negatively affect
special needs students as well as the efficacy of classroom instruction.

A more problematic issue is the vague Egyptian laws, which states that schools can have
special needs classes, yet do not mandate government provision for the resources
necessary for implementing such policies. Thus, schools may become inclusive solely for
commercial reasons without having the proper mechanisms in place to support special
needs students. Schools need clear guidelines regarding special needs, teaching
strategies for various disorders, and the requisite academic, behavioral, and physical
accommodations. The government must follow-up with schools with special needs
students to ensure best strategies and accommodations.

Special needs students should not be perceived as unnecessary burdens or as lazy,
unengaged problem students. They have the right to the same educational opportunities
and experiences as regular students. In order for schools to abide by their duty to
educate special needs students, they need to be willing to make the necessary changes
and accommodations, for the good of the students. When a school decides to include
these students, they need to adequately train and support all staff members. Though
this study, as a pilot, had a small sample size, it indicates the dire need for change in
Egypt’s education sector regarding special needs awareness, training, and government
intervention.

14
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THE EXISTENCE AND MERITS OF TEACHER RISK-TAKING IN THE UAE:
A REVIEW OF THE LITERATURE

Séamus O Brien
Abu Dhabi Educational Council

Introduction

Since the late twentieth century, educational institutions have disengaged from
traditional forms of educational administration and adapted forms of practice used in
private and corporate management (Meyer, 2002, p. 534). Their management structure
has transformed to resemble a business model, in order to support better practices and
accountability. However, as a learning institution is primarily concerned with humans,
and not profit, the business model invariably clashes with the ethos of a learning
environment. Frost (2004, p. 72) explains, “Turbo capitalism has distorted the aims of
schools and has undermined communitarian values and social capital. In particular,
trust and agency are weakened.” These distorted aims reduce social capital and in turn
decreases the human capital within schools through policy and procedures, and this
restricts teacher’s agency to solve educational problems. Fallout from the weakening of
trust and agency is the decline of risk-taking (Hargreaves & Goodson, 2006).
Simultaneously, the ability of school staff to take risks has a bearing on the institutions
ability to self-regulate problems (Fullan, 2008). Educational leaders should pay
attention to this loss of measurable human capital, as it is an important cog in an
educational organization.

This paper is primarily a literature review that introduces concepts and theories behind
risk-taking by teachers. It enquires into the merits of risk taking by teachers, specifically
in the United Arab Emirates (UAE) education system. This research also proposes the
concept of Classroom Risk-taking (CRT), which is defined as any action taken by
teachers, which challenges established policy and procedure, in order to improve
student participation, achievement and, in turn, school effectiveness. This paper
proposes that Classroom Risk-taking is a component of measurable School Social
Capital. I define School Social Capital as the accumulation of shared values, abilities,
trust, and moral obligations of a school’s staff. I propose that School Social Capital
requires trust, agency, and social networking to improve. When educational leaders
promote Classroom Risk-taking, School Social Capital will increase, advancing school
effectiveness and consequently driving effective learning.

Argument for Classroom Risk-taking in the UAE

Educational change is occurring across the UAE (Macpherson, Kachelhoffer & El Nemr,
2007). Since the age of standardization and marketization fell upon education,
educational leaders have been pressured to implement educational change by the book
and this dominates over arguments for contextual input into school policy and
procedures (Hargreaves & Goodson, 2006). The prosaic nature of managerialism
prevents educational leaders from applying context into the day-to-day running of
schools. In the UAE, the Abu Dhabi Educational Council now sees the autonomous
decisions over attendance and length of a school day, which was once the remit of
school leadership, as deviant practices. Brown & Duguid (1991) have an interesting
paper on the value of deviant practices over canonical ones. In a corporation’s view,
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practices that differ from given policy and procedures are deviant practices, and by
relying on canonical methods of management, managers develop an outlook that cannot
appreciate the importance of innovation in classrooms (Brown & Duguid, 1991, p.42).
An innovative teacher can solve problems of student attendance, classroom
management etc. without the need of their managers input ergo freeing leadership to
pursue other timely matters. Brown & Duguid (1991, p.42) reported on employees who
developed personalized practices to implement their corporation’s fixed approach, in a
job “laden with the dilemmas, inconsistencies, and unpredictability of everyday life.” In
this case, productivity and capability increased.

Likewise, the unpredictability of a new classroom and school makes the grounding of
new practices troublesome. Schools, being a microcosm of society, deal with a variety of
personalities and performance from students to leadership. Therefore, it is
unpredictable. Fullan (2008, p. 28) reports on the damage which fixed policy
implementation, without the input of context and prior knowledge, can do to the staff
morale and increases stress on teachers. Expatriate teachers may follow their own
norms and values, even as they use a new curriculum and operate in a different
educational context, which could lead to potential conflicts between teachers and
leadership (Brown & Duguid, 1991). They argue that if company representatives follow
non-canonical practices, the management could assume that their representatives are
“untrainable, uncooperative, and unskilled”. Likewise, school leaders could develop
negative views of such teachers with deviant teaching practices, rather than supporting
them to improve the school efficiency.

Abstract goals may appear when schools implement policy and procedures without the
factor of context in their creation. When context is removed from policy creation, it may
lead to teachers taking liberties. For example, staff in the Atlanta Public Schools district
cheated on state-administered standardized exams (Fausset, 2014). Teachers who
confessed blamed the extreme pressure to achieve abstract goals set by the district and
said they faced severe consequences such as a loss of job if they did not meet the set
goals. Staff were accountable for students’ marks. The social responsibility attached to
teaching was replaced with accountability for the student’s results, regardless of the
students’/school context. Not understanding the pressures put on the school staff to
reach district targets by the leadership, led to the formation of risk taking behaviors
favoring self-preservation over social responsibility. Additionally, prosaic leadership
styles usually cause the practitioners’ perception of the situation to be dismissed (Elliot,
1996, p. 217). The teacher, with their implicit understanding of the classrooms codes
and nonverbal communication, is hindered from advancing teaching and learning using
this knowledge. Such a mechanistic way is undesirable as the basis for the teaching role
professionally. As Elliot (1996, pp. 217-218) states, “mechanical behavior in teachers
doesn’t work for education”.

Alternatively, to being fearful of different work practice, Fullan (1999, p 23) advocates
that conflict and diversity are our “friends” and “...it is better to incorporate differences
early in the process of change...than to avoid conflict only to have to face it later when it
is unresolvable”. Similarly, Shepard (1967) advocates for an “organizational form
consistent with support for continual changing and self-renewal, rather than with a
primary mission of maintenance and control”. Both, therefore, reinforce the argument
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that an educational institution that utilizes Classroom Risk-taking supports a changing
environment.

Impact of Classroom Risk-Taking in the UAE

A major concern in the UAE, as reported recently, is that the turnover of teachers each
year might be as high as 50% in public schools (Pennington, 2015). A high turnover of
staff has weighty consequences in workplaces that require extensive communication
among staff as ‘policy amnesia’ can set a learning institution back a few years (Taysum
and Igbal, 2012, p.14). Using this lens, a high turnover of school staff does not simply
cause staffing issues but also harms the school environment and student performance
(Ingersoll & Smith, 2003, p. 31). Staff with experience in the school can help student
performance, because students and other staff tend to be relaxed around a familiar
teacher. In addition, they could act as an anchor for sustaining the shared values
amongst staff, which helps to create a positive work environment. These shared values
and beliefs among staff and administrative support for teachers are aspects of high
performing schools. A study by Kersaint (2005) indicated that principals who
successfully retain their faculty are more likely to involve their teachers in decision-
making, while those who do not often find a majority of their staff unsatisfied.
Therefore, a key factor in teachers leaving their profession could be the administrators’
failure to actively involve staff in the decision making process (Kersaint, Lewis, Potter, &
Meisels, 2007, p.782).

Besides the obvious saving of financial and human investment in recruitment and
development of new staff, there could also be additional benefits associated with the
retention of competent staff (Bowen & Schuster, 1986). The promotion of Classroom
Risk-taking by education leaders would potentially increase school effectiveness, as
administrative support of such strategies would stimulate trust, agency and shared
values (aspects of School Social Capital). This, in turn, would ultimately lower teacher
turnover, and promote a culture of high performance.

Risk Taking

[ define Classroom Risk-taking as any action taken by teachers that challenges
established policy and procedure in order to improve student participation,
achievement and, in turn, school effectiveness. However, a framework for implementing
risk-taking is imperative to ensure justification of delicate strategies.

The Collins Dictionary Online (2016) defines risk-taking as “the practice of taking action
which might have undesirable consequences.” However, in business its definition is, “an
individual or business that tends to behave in a way that can potentially cause physical
harm or financial loss, but might also present an opportunity for a rewarding outcome.”
(“What is risk taker? Definition and meaning,” 2016)

Vasquez, Heilig, & Young (2012) comment that in the business world, a principal
objective of an organization may be growing profit, but for educational institutions, a
principal objective may be increasing students’ marks and raising school evaluations.
Hence, “the risk management process in both cases would involve identifying and
measuring exposures, selecting alternatives, implementing solutions and monitoring
results” (Vasquez et al,, 2012, p. 567). As schools have “adapted forms of practice used
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in private and corporate management”, for example the prevalence of line managers
and continuous staff evaluation in schools, and risk-taking is an expected practice in
business, it should be evident in everyday actions of schools (Meyer, 2002, p.534). The
existence of Classroom Risk-taking is as “a response to the entrenchment of long
standing business ideology...in educational policy” (Meyer, 2002, p. 567). Therefore,
school leadership should concern themselves with its presence.

Recent literature promotes the use of risk-taking in schools. Risk-taking by teachers
increases student confidence and lowers behavioral issues by reducing anxiety
(Hargreaves, 1995, p.28). Creemers & Kyriakides (2011, p.19) view risk-taking as a
component of school improvement. While, principals in successful schools support
teacher risk-taking and innovation (Cotton, 2003). In addition, network-learning
communities! promote risk-taking and creativity (Harris & Chrispeels, 2006). Ideally,
risk-taking in educational organizations starts at day one for educational leaders. For
example, when analyzing new or current policies, “critical reflection may reveal policy
strengths and areas for development which may at the same time affirm and subvert
policy in a constructive way to bring about coherence and improvement in delivery or
provision” (Taysum & Igbal, 2012, p. 15).

Across schools, adherence to policy is accomplished through reflection and subjective
realization of its impact within the context of the institution. Teachers reflect on policy
to fashion “sense of external policy agendas, respond to factors specific to their own
context and develop and pursue their own agendas” (Bell & Stevenson, 2006, p.142). As
every school’s context differs, the position of teachers to implement policy is vital. Some
policy can be difficult to implement but can be managed by innovating and adjusting
policy and procedure. Therefore, risk-taking in schools can lead to a faster embedding of
policy, which may take longer when using prosaic methods and may have contextual
barriers to implement. For example, attendance policies are strict by nature but for an
[slamic school Ramadan can prove problematic, as most students will pray in the
morning and may miss the first bell/assembly. If the school follows policy, the students
are late. Therefore, adjusting the attendance policy during Ramadan is best practice as it
affirms and bring coherence to the attendance policy.

Taking responsibility for student learning is a vital component of teaching.
Responsibility before accountability is a logical step to school improvement and
increased effectiveness (Hargreaves & Shirley, 2009). However, the dominance of
accountability now holds over responsibility in educational institutions has led to a
paradigm shift. Leadership pushes aside teachers’ problem-solving capabilities in favor
of procedural solutions. Institutions categorize students and deal with issues through
policies, created without contextual influence. This mechanistic behavior is detrimental
to education as James (2006) referred to in his study of teacher training and Ball (1998,
p-123) reports this “indirect steering replaces intervention and prescription with target
setting, accountability and comparison”.

1 Clusters of schools/ departments or professionals who share a common academic goal and regularly
meet to discuss/share best practice in order to improve
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Utilitarianism

The justification of risk is determined only by its resulting consequences; as such,
utilitarianism is a framework by which risk strategies can be implemented and
vindicated. Bentham (1776) wrote that utilitarianism “is the greatest happiness of the
greatest number that is the measure of right and wrong”. Hargreaves (2008, p. 233)
states the idea from utilitarian ethics of balancing the results of an action to “maximize
the goodness of an outcome is a useful and practical mechanism for judging the moral
acceptability of innovative strategies”.

With prescriptive policy designed to solve school issues, whether it is student
attendance and behavior or a curriculum that is not appealing for students, teachers are
restricted in finding common ground in its implementation. The urge to be responsible
for the development of students/society is replaced by the urge to protect their job by
following orders. As Fullan (2003, p.11) explains that the value of morality held by
teachers has diminished. He argues that ... “with all the emphasis on uninformed
prescription and informed over the past twenty years, one of the casualties has been
teachers’ intrinsic motivation or sense of moral purpose.” Educational leaders should
not wrongly judge the depth of “moral purpose inherent in the ... (human)... psyche,
especially if this is connected to the improvement of humankind social development”
(Fullan, 2003, p. 15). Fullan (2008) also reminds us that teacher exchanges are likely to
be weak unless coupled with moral commitments, “unless they (teachers) were bound
together by a moral commitment to growth, empathy, and shared responsibility,
teachers were as likely to replicate the prevailing school culture as to change it” (p.38).

Senge et al. (2000, p.7) propose one of the five learning disciplines as “Shared Vision”
when improving school learning.

People with a common purpose ...can learn to nourish a sense of commitment in
a group or organization by developing shared images of the future. A school or
community that hopes to live by learning needs a common shared vision.

Although utilitarianism does not suit recent educational policies, such as “No Child left
Behind” and “Every Child Matters”, as their raison d'étre to consume class time to
promote the weakest academically, However, by practicing Classroom Risk-taking
through a utilitarian framework, which endorses shared values, could promote school
effectiveness through maximizing school potential, as well as raising School Social
Capital. Consequently, this would promote effective learning.

Conclusion

Education leadership should reflect on the impact accountability holds over
responsibility and the barriers to risk-taking it establishes. It removes the autonomy of
teachers, reduces the human capital of the school and increases disillusionment.
Initiative and experimentation may disappear and teacher turnover rates may rise. |
propose the social responsibility attached to teaching may transfer into accountability
for the self, as Dostoevsky (1880) discussed without morality everything is permitted.
By ignoring Classroom Risk-taking, another Atlanta scandal may occur, or be happening
today (Fausset, 2014). Therefore, my research into Classroom Risk-taking leads me into
asking more questions about how teachers in different countries approach problems.
Do they take the prosaic method? Are they allowed to try different methods of problem
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solving? However, my preliminary research into this issue in the UAE has led to a
conclusion that should gladden the most skeptical of educational theorists. It is a topic
that deserves more investigation.

[ have deduced that by acting against expected procedure, it is not anarchy but a means
of maximizing the potential or social capital within schools. Therefore, the presence of
Classroom Risk-taking in my context is a result of the dominant role accountability now
holds over the social responsibility of teaching. Its existence is evidence of man’s moral
compass against the pressures of managerialism, and it depicts innovation and the
social responsibility of teachers towards education.
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WHAT CAN CAREER & TECHNICAL EDUCATION AND STEM PRACTITIONERS IN THE
GULF REGION LEARN FROM PRACTITIONERS IN THE UNITED STATES?

Justin Williams
Hofstra University

Introduction

This study examines the perceptions of Career and Technical Education (CTE)
practitioners in the northeastern United States on their experience with CTE. CTE is a
secondary school program that focuses on giving students technical training centered
on various career themes. The roots of CTE date back to 19th century vocational
education in American public schools (Castellano, Stringfield, & Stone, 2003). To
maintain their relevance, CTE curriculums incrorpoate project-based and student-
centered learning with their content often informed by local universities and industries
(Chan, 2007; Plank, DeLuca, & Estacion, 2008). CTE has been found to have a positive
economic effect on its students, such as improved income levels after high school
graduation (Bishop & Mane, 2004).

The existing CTE research has largely focused on defining CTE student experiences and
perceptions (Chan, 2007; Fletcher Jr. & Cox, 2012; Maguire, Donovan, Mishook,
Gaillande, & Garcia, 2012). Other studies have presented findings on specific CTE
programs or CTE-related initatives (Dorfman, 2008; Mouza, Cavalier, & Nadolny, 2008).
However, there is currently a lack of literature that illustrates how CTE practitioners
perceive various elements of CTE programming.

Initially, this pilot study was conducted to further enrich CTE research in the United
States. However, the findings of this study are relevant to various constituencies across
the Gulf Cooperation Council (GCC) states, as CTE has the potential to function as an
education model that may help encourage more diversified economic participation in
the GCC. More specifically, CTE has the potential to serve as a model for Science,
Technology, Engineering, and Mathematics (STEM) programming delivery, which will
help the Gulf countries transition into a more knowledge-based economy. By presenting
various accounts of CTE practitioners’ experience, this study attempts to present ideas
that will help GCC policymakers consider the applicability of CTE programs within the
GCC context.

Literature Review
Defining CTE

Castellano et al. (2003) define CTE as a program that is“(a) organized as a school within
a school, where students stay with a group of teachers for... 3 or 4 years; (b) offers
students both academic and vocational curriculums... and (c) has established
partnerships with businesses to build connections between school and work (p. 253).”
Anderson, et al. (2004) further refine this definition, describing CTE as a “multi-year
sequence of courses that integrates core academic knowledge with technical and
occupational knowledge leading to higher levels of skill attainment and whose
curriculum is organized around a unifying career theme (p. 8).” Based on these two
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definitions, this study defines CTE as a hybrid of academic and technical education that
prepares students to gain practical skills relevant to various career themes.

Major Challenges in CTE

There are several necessary elements to successful implementation of CTE within
school settings. Quint (2008) identifies five such elements: creating a sense of
belonging, helping freshmen with weak academic skills, preparing students for
postsecondary success, improving instruction, and stimulating lasting change. The
success of CTE program implementation may be limited if these elements do not align to
provide a supportive learning environment for students (Mouza, et al.,, 2008; Plank, et
al,, 2008) as well as for practitioners.

Many CTE programs struggle with the realities of implementing new learning
mechanisms within traditional school contexts. Too often, CTE is implemented
inadequately, and as a result, yields marginal successes (Mouza et al., 2008; Plank et al,,
2008). Several studies suggest that the pressure to comply with the academic mandates
from ministries is a main factor that limits the extent to which the intended CTE
pedagogies are followed (Dorfman, 2008; Stone, Kowske, & Alfeld, 2004).

In some cases, teachers and administrators do not feel that CTE courses are worthy of
their equivalent traditional course credit hours. This stigma is one of the most serious
challenges that CTE program implementation faces in schools today. Castellano et al.
(2003) posit that one of the most pressing issues that CTE must address is reversing the
stigma of vocational education. Gray (2004) extrapolates further, saying that many
believe that CTE “prepares students only for work after high school, and its students are
mostly male, too often minorities, academically backward, and destined for dead-end
jobs (p. 129).” Such stereotypes make it difficult to build a support system within school
settings for CTE programming, staff and students.

Quality of instruction is another major challenge to implementing a successful CTE
program (Chan, 2007; Mouza, et al., 2008). Despite the availability of various teacher
professional development offerings focusing on CTE programs, CTE instructors were
found to have received less professional development trainings in curriculum
integration and school-to-work implementation compared to non-CTE instructors
(Stone et al., 2004).

Methodology

The current literature suggests that practitioners should document, in their own words,
their lived experiences within CTE school settings, so that researchers and policymakers
can gain deeper insight into CTE settings and assist practitioners in their work
accordingly (Dorfman, 2008; Fletcher & Cox, 2012; Maguire, et al., 2012; Mouza, et al,,
2008). This exploratory pilot study seeks to document such practitioners’ experiences
through interviews, focus groups, and classroom observations focused on exploring
how CTE practitioners think about their work. The ultimate aim of this study is to
promote the voices of CTE practitioners, their reflections, attitudes and opinions about
their field.
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This study was conducted at a CTE center called The Future Technical Academy (FTA)?,
which is located in a suburban area in the northeastern United States. This school is part
of a broader educational network that serves numerous school districts, and serves
more than 1000 junior and senior high school students. The main reasoning behind this
model is to spread the cost of providing an expensive and specialized technical
education across several school districts. Students apply to these programs, offered only
at FTA, through their home high school guidance office.

Students primarily join the program to learn the skills that will help them in the
workforce after high school. The students have the option to choose from approximately
40 programs contained within six clusters (Business/Information Services, Health
Services, Engineering Technologies, Human and Public Services, Natural and
Agricultural, and Arts and Humanities), either in morning (juniors) or afternoon
(seniors) sessions that each last two and a half hours. Most programs are two years in
duration and allow students to take industry certification exams at the end of their
second year. CTE students are required to simultaneously partake in courses at their
home high schools.

Participants

The study consists of three main research components: six interviews were conducted
with CTE instructors and administrators working at the Future Technical Academy
(FTA), two focus group interviews with five CTE practitioners in each, and six classroom
observations. All data was coded to illuminate prevailing themes.

The interviewees consisted of four CTE teachers, a guidance counselor and two CTE
program administrators, all of who worked at FTA. Their names have been replaced
with descriptors to ensure their anonymity. All interviewees signed consent forms
explaining the purpose of this study and granting permission to have the interviews
recorded for accurate transcription.

Limitations

There are three notable limitations to this pilot study. First, the small sample size did
not allow for a robust set of responses. Second, this study would have been
strengthened by a more formalized inclusion of the acting principal. Third, teacher
participants in the focus group were selected on the sole basis of their accessibility.
Having a more varied sample would have helped with the generalizability of the
findings.

Summary of Key Findings

The findings from this study revealed that CTE practitioners perceive their role in their
specific CTE context as multifaceted. Overall, all interviewees were extremely positive
about CTE and FTA. They pointed out that the amount of time the FTA program model
enables them to spend with students helps to establish and nurture deep connections
with each students, which makes the teaching and learning process a bonding

2 Name of the program was changed for the purpose of protecting study participants
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experience for students looking to emulate teachers who are also industry
professionals. This deeper relationship helps students to stay motivated to continue
pursuing CTE programs.

The Unique FTA Program

CTE is often implemented in various models and programs, most of which include
residential programs (Gott, 2007), magnet schools, career academies3, and school
design models like High Schools That Work (HSTW)#, Talent Development High Schools
(TDHS), New American Schools (Berends, Bodily, Kirby, 2002; Castellano, et al., 2003;
Quint, 2008). However, none of these studies included a CTE program similar to the
Future Technical Academy, where it acts as a regional school, serving students from
different high schools in the area. As a result, the combined funding from various high
schools makes it possible for FTA to run programs that are otherwise not possible with
limited funding.

During field visits, it was found that no teacher interviewed had more than 22 students
during the morning session and 20 in the afternoon session. No teacher had more than
a total of 45 students in total enrollment, as opposed to teachers in traditional settings
who customarily teach five classes per day with 100 to 150 students. This limited
number of students comes from state and national industry regulations in the United
States regarding safety, as well as providing teachers adequate opportunity to deliver
the depth and breadth of curriculum. Focus group interviews made it clear that the
practitioners felt this schedule and enrollment are seminal ingredients to the success of
CTE.

As a result of these differences in school design models, the findings of this study should
not be compared or expanded to other settings. So that stakeholders interested in CTE
can continue to deepen and broaden their understanding, it is important they know the
perceptions of CTE practitioners within the various settings of this work. How similar
are their experiences and understandings about what they do? Future studies should
aim to address this question.

College or Career?

Yan et al. (2005) found that when given exposure to both a career and college pathways,
students in their study appeared slightly more interested in pursuing a career path.
However, findings of this pilot study revealed the opposite. The members of the FTA
Class of 2012 were three times more likely to pursue post-secondary education than to
pursue vocational opportunities in the workforce six months after graduation. While

3 The magnet school’s origin is rooted in efforts to racially desegregate urban schools in the 1970’s. The career
academy model harbors academic pathways centered around different career themes while magnets might focus an
entire school population on only one career theme. Both can occur as smaller entities within a larger, traditional
school setting or as the focus of the entire school, though in this later case, the career academies are still centered on
small learning communities. Magnets tend to be bigger, in terms of student population (Castellano, et al., 2003).

4 This particular model of high school reform focuses on “raising the academic achievement of career- bound high
school students by combining the content of traditional college preparatory studies [core subjects such as English,
Math, etc] with vocational studies.” Similar to the career academy and magnet school models, HSTW schools have
built in teacher collaboration time each day to coordinate team teaching of curriculum, and individual student
advising (Castellano, et al,, 2003).
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there may be context-specific factors at play in yielding such results, this is an issue that
needs to be further explored.

The interviewees made it clear that they are working to prepare students for both
college and careers. They want students to feel that they can be successful taking either
route. Both administrators spoke to this in their one-on-one interviews. One
administrator said, “in my mind, CTE should lead to a credential or certification or an
achievement level where a college or an industry says ‘you meet our standard, you meet
this standard, and you can work here’...you can have a career (personal communication,
2015).” The other adminisrator explained that CTE provides “students with life-long
career skills where years ago, many people thought that you sent the ‘less than,” the less
desirable children to [such programs] (personal communication, 2015).”

Role of Guidance Counselors

The importance of guidance counselors in the successful implementation of CTE
programs was emphasized in the interviews and focus group discussions. Several
interviewees reported that guidance counselors serve a critical role as an academic
‘filter’ that helps students to properly identify the most suitable career pathways.
During one focus group, a CTE instructor said the following:

If we don’t have the support of counselors and their understanding of what we
do and what students are a good fit, we're done... Our counselors have to know,
‘Hey, that kid in [cosmetology]? I think that kid really belongs in physical therapy
or barbery.” Or that kid down there in welding? Let’s get him for a visit in another
class before we lose the kid. CTE instructor #1 (personal communication, 2015).

This was not an isolated observation, as other focus group participants confirmed the
strong bonds created between guidance counselors and the students who are part of
their caseload. This allows them to perform their role efficiently, as guidance counselors
need to have a sound understanding of the skills and traits necessary for each of the 40
areas of study offered. They must know students well enough to help them make
realistic choices about pathways of study. To this end, guidance counselors spend more
time out of their offices and in the halls and inside classrooms than counselors in other
school settings do.

An administrator confirmed the role of the CTE guidance counselor not only as an
academic filter, but also as a ‘guardian’ and ‘gatekeeper’ of enrollement in the various
programs offered at FTA:

What [the guidance counselors] have to monitor is keeping the classes full. And
that’s always a hard part because let’s say a student goes into cosmetology and
hates it. They won'’t ever say, “Let’s drop you.” They’re going to look to move you
to a place that works because we always had to keep enrollment. So they are the
gatekeepers for enrollment. CTE administrator #1 (personal communication,
2015).

Criticisms and Misconceptions
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The findings also included criticisms of various aspects of CTE programming. All
interviewees reported feeling frustrated about the slow bureaucracy, which hinders
their ability to respond to industry innovations at the same rate they are accustomed to
in their own practices. During a focus group, practitioners discussed the slow response
time of administration and its insufficient support of practitioners’ educational needs:

Unfortunately, administration is a little bit behind, in terms of where [their]
mindset is. So, we see things coming down the line that should be implemented,
but then there’s that lag in upper administration that takes a while for them to
catch up to us for many reasons. Guidance counselor (personal communication,
2015).

In a separate interview an administrator offered a slightly different perspective of this
tension, highlighting the difference between the perceived needs of practitioners and
the fiscal constraints under which administrators are often beholden:

There’s always the issue of getting the supplies that [teachers] need...Always
finding resources and things like that, was a challenge because there’s often
times where [teachers] need more than what’s there. So, doing that was
challenging at times, especially for those that are material-intensive courses. CTE
administrator #1 (personal communication, 2015).

Several participants in both the interviews and focus group discussions also reported
that CTE is worth spreading, but that it will continue to have a tough time doing so
without additional advocacy work. All interviewees were practitioners with a lot of
experience working in the CTE schools, and were aware of the inaccurate perceptions
prescribed to CTE. An administrator expressed that they had spent a significant portion
of their professional time educating policymakers on what makes CTE different from
more traditional forms of education. However, being on the frontlines of CTE
instructional delivery, the practitioners had to focus more on the day-to-day
responsibilities in their jobs rather than brainstorming ways to dissipate the stigma.
CTE practitioners, policy makers, as well as strategic allies, would do well to decide how
best to coordinate a thorough PR campaign to get the word out about what CTE is and
what it is not.

Conclusion

The aim of this exploratory pilot study is to add to the current literature on CTE by
analyzing the beliefs and values of CTE practitioners. The findings of this study have
important implications for research, policy and leadership in the United States as well
as the Gulf Cooperation Council states. For the past few decades, the GCC nations have
been fastidious in trying to improve the quality of their STEM curriculum and teaching
force. New strategies are needed to help motivate native GCC students to take on the
rigors of STEM education, creating a space for the GCC to learn from CTE programming
in the United States as both are informed by local industry needs and the career
prospects of the students.

Possible new strategies for GCC students’ engagement in the STEM fields can be found
in the CTE literature. Different delivery models for STEM/CTE, such as magnet schools,

31



career academies, and school design models like High Schools That Work (HSTW),
Talent Development High Schools (TDHS), and New American Schools, are options for
GCC nations as they continue the search for school design models suiting their needs
(Berends, et al., 2002; Castellano, et al., 2003; Quint, 2008). The FTA model of CTE
delivery presented in this study was found to be quite appealing to practitioners, but
GCC education leaders must determine how they will ensure equally as strong, if not
stronger academic results than those reported here.

The FTA model of CTE delivery adds to an already diverse set of programs represented
in the research literature. The knowledge of teachers and administrators with
significant CTE experience is a significant ally in this work that should not be
overlooked. The FTA program was created to address the financial impact of providing
a quality school environment and instructors who are motivated industry professionals.
This innovative spirit ought to be duplicated by the GCC nations as they continue to
think about how to establish and improve the quality of their CTE schools (Kirk, 2015).
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LESSONS LEARNED FROM INTERNATIONAL EXPERIENCE TO
IMPROVE LEARNING OUTCOMES IN GULF COOPERATION COUNCIL (GCC)
COUNTRIESS

Helen Abadzi
UNESCO Consultant & University of Texas at Arlington

Introduction
Memory Functions and Student Performance in the Arab World

Students in the Arab world, including those in the Gulf Cooperation Council (GCC)
States, have, on average, lower than expected scores in international assessments. To
compete in the global marketplace, students must improve their performance in basic
skills, such as in reading and math. However, Arab students typically study in Modern
Standard Arabic, which is not used in daily conversation, and its grammar must first be
acquired in order to process information in the classroom. In addition, the Arabic script
has challenges that further lengthen the learning timeframe.

This paper reviews research to highlight the conditions necessary for the improved
academic performance of Arab students. It explores the relationship between the visual
challenges of the Arabic script, the linguistic challenges of ancient language forms, such
as Modern Standard Arabic, and educational outcomes. It seeks to inform the
educational research agenda through the utilization of a cross-disciplinary approach,
which includes cognitive science research that examines the role that memory
processes play in language acquisition. The broader implications of both the literature
and the revised research agenda are presented through policy recommendations. These
recommendations should support and inform appropriate measures that will mitigate
the unique challenges that Arab students face with Arabic grammar and script
acquisition.

The Visual Challenges of the Arabic Script

It is easiest to learn reading in languages that we know and that consistently represent
sounds with letters. With practice, the brain connects sequences of symbols into longer
patterns (Aguirre, 2004). Initially, learners read letter-by-letter, but after several hours
of practice, a part of the brain becomes activated that recognizes words as if they were
faces (Dehaene & Cohen, 2011). This seems to happen at around 45-60 words per
minute (Abadzi, 2013a; 2013b). After this, people read more effortlessly and
automatically, and can process large volumes of text (Dehaene & Cohen, 2011).

As we deal with written text, we must instantly recall vocabulary, grammar and syntax
rules, contexts, and meanings. The information must fit within our “working memory”,
which is the type of memory that holds our present thoughts in a very limited
space/time - approximately seven items for about 12 seconds (Miller, 1956, Peterson &

5 Note: This review was conducted under the auspices of a project funded by the Qatar National Research Fund in
2013-2016 and by UNESCO-Doha entitled, “Momentum for Education Beyond 2015: Improving the Quality of Learning
Outcomes and Enhancing the Performance of Education Systems in GCC Countries.” The lead principal investigator was
Dr. Faryal Khan.
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Peterson, 1959). Script must be interpreted correctly within this timeframe, or the
working memory gets erased. We lose our train of thought, and cannot proceed. The
higher the reading speed, accuracy, and automaticity, the more time we have to think
about the content. Critical thinking becomes possible when people have time to bring
various concepts into working memory, link them, and make decisions (Abadzi, Martellj,
& Primativo, 2014).

Textbooks for children typically contain short sentences that approximate this span.
Reading at 45-60 words per minute may allow students to fill the memory buffer with
one sentence without loss. It is possible that reading at speeds below 20 wpm does not
fill the memory buffer with enough words to complete the sentence before the trace
decays. This suggests that the benchmark for speed may be set by the parameters of the
working memory. Moreover, memory limitations may explain the relation between
speed of reading and comprehension. It is worth noting that developmental dyslexics,
who have average or above average IQ and typically read at a speed below 30 wpm, fail
in reading and comprehension tasks when they are not allowed to re-read a text. (Dr.
Marialuisa Martelli, private communication, May 2016).

In principle, Arabic script can be learned efficiently as voweled Arabic letters
consistently represent sounds (Taha, 2016). Hence, children should be able to learn the
letters within the first half of Grade 1. This means that average students of the Gulf
States should be reading at 45 words-per-minute by the end of Grade 1, just like
students of some European countries (Seymour et al., 2003). However, the Arabic script
has certain perceptual features that require specific training for rapid discrimination.
Our brain most easily recognizes letters that have regular, consistent curvatures,
grouping components that form a coherent shape into a unified “chunk” (Yigal &
Sekuler, 2008). In contrast, for historical reasons, most Arabic letters consist of multiple
disconnected parts that take a few milliseconds longer to recognize. Linkages and the
multiple parts of most letters slow down their detection (see review in Abadzi &
Martelli, 2014). In addition, our visual system optimally discriminates when letters have
certain spacing between them. Small or dense letters slow down identification (Pelli et
al., 2007; cited in Marinelli et al., 2011), which slows down early readers. With time,
children become habituated to this spacing, but children learning to read Arabic scripts
for the first time need more assistance, such as with large and well-spaced texts.

As Arab students become habituated to multipart letters and dense writing, the vowels
are removed from the text around Grades 3-4. While visual detection of letters is
facilitated, ambiguity is introduced, and students temporarily lose their reading fluency.
Unlike most other scripts, therefore, the mastery of Arabic reading has a non-linear
trajectory (see for example, Saiegh-Haddad & Joshi, 2014).

Arabic and the Linguistic Challenges of Ancient Language Forms

The Arab respect for culture and religion makes it important to use Modern Standard
Arabic in schools and formal speech (=>=idll4n =l 421, ALECSO, 2013). This form of
Arabic is an older language that is spoken only in formal occasions rather than in daily
conversations. However, because Modern Standard Arabic tends to differ significantly
from other colloquial Arabic forms, children tend to perceive it as a different language
(Eviatar & Ibrahim, 2014; p. 79 for Arabic). First graders typically learn languages
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easily, but the process of learning Modern Standard Arabic takes longer time since their
exposure to Modern Standard Arabic is limited to school settings. As a result, students
require systematic instruction before they can learn information using Modern
Standard Arabic (Eviatar & Ibrahim, 2014).

Similarly, some countries, such as Cyprus and German-speaking Switzerland, speak very
distinct dialects but use the official forms of their languages in the classroom (Lievano &
Egger, 2015). The official language forms often have more complex grammar than the
modern forms, and Modern Standard Arabic is no exception. Although Arabic grammar
is very regular and has been hailed as a mathematical miracle, it also has a plethora of
components. There are 10 verb forms, each with 4-5 tenses, conjugated in masculine
and feminine genders in the singular, dual, and plural. Noun conjugations have similar
complexities (Abadzi & Martelli, 2014). In other words, becoming proficient in Modern
Standard Arabic requires explicit and rigorous instructions in grammar, syntax, and
vocabulary.

However, this necessity clashes with the established best practices in language learning
(ALECSO, 2013). Many educators today advocate for the use of authentic texts and
frown upon memorization. Using authentic language materials may be useful for English
learners, because the language has almost no conjugations. However, the case of Arabic
is more complex. As people detect language patterns based on statistical learning, they
need to be exposed to variations of a language (Newport & Aslin, 2004). The multitude
of Arabic patterns, nonetheless, suggests that students cannot get enough exposure to
form rules and understand complex content. Educated adults somehow assume that
students will “pick up” the different conjugations, but children from lower
socioeconomic backgrounds and areas with greater linguistic distance from Modern
Standard Arabic, may not hear enough examples to create statistical predictions
(Eviatar & Ibrahim, 2014).

Children are very good at pattern recognition, so systematic instruction in this task
could be feasible. In principle, children could memorize conjugations and sequences and
instantly apply them, thus getting explicit language instruction. However, traditional
Arabic grammar instruction has been inefficient (Eviatar & Ibrahim, 2014). It focuses on
grammatical terminology (e.g., a definition of a term such as idafa, which shows
possession) that may detract from language use. Since time is consumed in such
activities, students may read very short texts and thus fail to build up the speed and
comprehension needed, including for international assessments given in Grade 4.

One likely consequence is that only a few students enjoy reading Arabic and/or willingly
engage with it (ALECSO, 2013). The cognitive load and effort needed to read Arabic
creates a vicious circle—when the task is difficult and therefore not enjoyable, children
will resist practicing reading, which means that it will continue to be difficult.b As a
result, the necessary visual and linguistic processing speeds that are needed to
comprehend volumes of text may lag behind for students for years (Saiegh-Haddad &
Joshi, 2014). In addition, students may use reading mostly to acquire information rather
than for enjoyment (Mullis, Martin, Foy, & Drucker, 2012).

6 Prolonged cognitive load is associated with reductions in “rest and digest” parasympathetic activity of the body and
increases in fight-or-flight sympathetic activity (Mehta & Parsuraman 2013; Mizuno et al. 2011). Thus, people feel
brain fatigue and a desire to limit prolonged mental activities.
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In response to this dilemma, should Arab countries use the vernacular forms of Arabic
in the lower primary grades simultaneously with the Modern Standard Arabic?
Linguistically, the idea is appealing, but the use of vernaculars in formal education is
fraught with immense practical obstacles (Saiegh-Haddad & Joshi, 2014). For example,
some dialectic sounds cannot be rendered with Arabic reading rules. Consonants have
been created to accommodate African and Asian languages (such as “p,” “v,” and “ng”),
but vowels like “e” and “0” have rarely been created. In addition, students would forever
have to use harakat (diacritical markings indicating short vowel sounds), which would
slow down reading and writing. Additionally, the emergence and popularity of social
media and communication technology have wide-ranging and intriguing implications
for language. For instance, new letter codes are emerging to write text messages, which
use a mixture of Latin letters and numbers; but a well-adapted formal spelling system
does not currently exist for vernaculars.

Performance Interactions with Gender

The ability to deal with text fluently has a gender dimension in Arabic with girls greatly
outperforming boys in reading. Worldwide, young girls have an advantage in reading
over boys, but perhaps this effect is exaggerated in Arabic for reasons that are not
clearly understood (Taha, 2006). Some possible explanations for these differences
include sociological issues. In the Gulf States, boys and girls typically attend gender-
segregated schools. On average, the girls of the Gulf States significantly outperform the
boys in international assessments and even on university entrance exams (Mullis et al,,
2012). There is a concern that, while girls enjoy highly educated female teachers who
are often citizens of the country—partly because women have limited career
opportunities—boys may be taught by almost exclusively foreign men, and who may
have been weaker students in school (Ridge, 2014).

This hypothesis and its implications deserve more detailed study. However, it
resonates with the results of a USAID early-grade reading intervention in Jordan. During
the intervention, girls performed better overall, and girls in single-sex schools
performed best (USAID, 2014). In contrast, boys seemed to get little benefit from the
intervention. One recommendation of the USAID study was to educate boys in mixed-
gender schools (USAID, 2014).

Instructional Time Management in High-Income Schools

A significant amount of visual and linguistic content must be learned in the first one or
two years of schooling in the Arab world (Abadzi & Martelli, 2014). This means that
time should be strictly budgeted for the necessary tasks, and materials and methods
should make the essential learning tasks more efficient. Informal classroom
observations by the author suggest that instructional time could be better utilized.”

7 Classroom observations were conducted in 2016 as part of a project funded by the Qatar National Research Fund in
2013-2016 and by UNESCO-Doha entitled, “Momentum for Education Beyond 2015: Improving the Quality of
Learning Outcomes and Enhancing the Performance of Education Systems in GCC Countries.” The lead principal
investigator was Dr. Faryal Khan.
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However, the needs for content may be at variance with policies to create happy
environments for children.

In the Gulf countries, such as Qatar and Kuwait, primary schools offer children high
quality care, with plenty of materials and the latest technology. The teachers are often
well educated, well trained, and very supportive. Moreover, as in many countries, the
focus is on innovation with fun, dynamic, and child-centered activities to engage the
students. However, innovative “child-centered” activities may consume too much
instructional time. Teachers require time to create engaging activities, and students
require time to execute them. Furthermore, often one student is asked to do something,
and the rest tend to just watch.

However appealing these activities may seem, they are not proven to raise performance
in the low-level variables involved in perceptual learning and automaticity (Abadzi,
2007). Letters, words, and numbers must be assembled bit-by-bit and automatized by
children; this requires a lot of practice as well as feedback from the teacher (Abadzi,
2013a). When the various peripheral activities (like setting up a task) are subtracted,
the students may not be getting more instructional time than students in low-income
countries (Abadzi, 2007).

Some people may believe that drill and memorization are tedious exercises, so there is
often a tendency to substitute them with interesting and creative activities, such as
drawing pictures. However, our biology requires drill; there is no other way to master
reading automaticity, mental math, or writing fluency. When class time is not devoted to
these tasks, student performance suffers (see Abadzi, 2015 and 2016). Arab students at
the end of grade 1 may be expected to read single sentences, while, in countries such as
Albania, students may be reading paragraphs. Hence, it follows that Arab students may
be unable to execute the reading and calculation tasks expected in international tests
like the Progress in International Reading Literacy Study (PIRLS) (Martin, Foy, Mullis, &
O’dwyer, 2011).

Innovative and creative activities are much more useful for complex cognition, past
these crucial, more biological stages, where students must learn to execute in
milliseconds. To get to that level, students must first be able to read, write, and
calculate instantly and effortlessly (Abadzi & Martelli, 2014).

Improving the Outcomes of International Comparator Tests

Readers - of any language - must instantly and correctly identify individual letters and
words, read entire sentences, make sense of them, and think critically about the content.
All this must take place within the span of working memory (Baddeley, 2003).
Psychologists typically research this process, but faculties of education rarely teach it
(Abadzi, 2014). Therefore, the Ministries of Education in the Arab World have not
benefited from the existing research.

Due to script and language complexities, students in Arab countries experience
difficulty in easily acquiring knowledge from texts, which ultimately leads to a delayed
reading competency (Mullis et al.,, 2012). In international assessments, such as PIRLS,
the Trends in International Mathematics and Science Study (TIMSS), and the
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Programme for International Student Assessment (PISA), Arab students score near the
bottom of the relevant distributions in reading, math, and science (Mullis et al., 2012;
Abadzi & Martelli, 2014). This is particularly pronounced in the Grade 4 PIRLS language
test. The texts developed for participant countries have about 800 words, and students
must read and answer about 12 multiple-choice and open-ended questions in 40
minutes. But fourth graders in many Arab countries may read passages of only 100-300
words.

To think through content and retain what we need, we all need a steady effortless rate
of information flow. The contents of international tests (e.g. 800 words for PIRLS)
suggest that students of most countries (that do not use Arabic) find this passage length
feasible for Grade 4, which may imply that they may process information at a faster rate
than students do in Arabic.

Conclusion
A Call for Scientific Research in Arabic Information Processing

The findings suggest that for Arab children to perform similarly to other children of the
same grade, reading fluency and common standard Arabic grammar should be learned
in Grade 1. Cognitive science research suggests that these skills can be learned through
practice that combines and automatizes smaller units. When students instantly recall
important information, then they have time to think critically. To achieve this,
instructional time should be used efficiently. More reading practice and early detailed
instruction in Modern Standard Arabic would enable students to deal with texts of 800-
1,000 words by the middle of Grade 4, which is when TIMSS and PIRLS are
administered.

Applied research is also needed to find out how to speed up Arabic language learning
and script acquisition. This will require a cross-disciplinary approach that utilizes
neuroscience and cognition research to inform the educational research and policy
agenda. With adequate support and funding, which is often a challenge to receive due to
a lack of understanding of the linkages between these two fields, researchers could
further test, inform, and streamline the following:

e Optimize letter shapes and sizes for faster detection by younger and older
students (computers could be used);

e Apply methods of teaching students the letters that will result in fastest
acquisition (e.g. incremental phonics);

e Emphasize sounds that students do not hear in their dialects (e.g., o= & ¢ < b);

e Study the effects of harakat and dependence on them, as speed and vocabulary
knowledge increases;

e Study and optimize morphological awareness in order to predict harakat;

e study the effects of writing on reading speed, given phonics instruction;

e Explicitly teach standard Arabic conjugations to first graders in efficient low-
terminology methods;

e Adapt etymological concepts for young learners to speed up comprehension of
standard Arabic, given prior knowledge of various dialects;
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Optimize textbook appearance and recommend revisions to conform to research
findings;

Train teachers on the above issues, in ways that maximize the probability of use;
and

Investigate the number of school hours needed in text processing for
automaticity to occur.

The implication of this paper is that the Arab students’ information processing speed
must increase. Arab governments could decide to “teach to the test.” The implicit value
of such an exercise would be to ensure that Arab students could process as much text as
students of other countries of the same age. This would mean preparing students from
Grade 1 onwards to read 800 Arabic words a minute, so by Grade 4 they are able to
answer a certain number of multiple-choice and open-ended questions in 40 minutes.
The roadmap for improving Arabic language readings could consist of:

IL.

L.

More reading practice in Grade 1 for automaticity, as discussed above.

Explicit instruction of Modern Standard Arabic, as if it were a foreign language
that has verb conjugations, negatives, pronouns, and adverbs that differ from
most vernaculars spoken in GCC schools. Methods such as direct instruction®
would enable weaker students to master and reproduce increasingly complex
sequences and understand every word. Vocabulary and syntax should be taught
explicitly, and the various grammatical features could be contrasted with
features used in the vernaculars.

In Grades 2 through 4, class time would be spent reading longer passages to
increase speed and understanding. The Arabic curriculum could be revised to
use the time for longer passages, and grammatical definitions could be
postponed to secondary school. With practice, students in Grades 3 and 4 might
increase speed and understand texts of the same length that students habitually
read in other countries.

8 Direct instruction refers to (1) instructional approaches that are structured, sequenced, and led by teachers, and/or
(2) the presentation of academic content to students by teachers, such as in a lecture or demonstration. More
information is available at http://edglossary.org/direct-instruction.
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Introduction

The role of Higher Education Institutions (HEIs) has always been linked to developing
human capital and maintaining the sustainability of societies (Wasiluk, 2013). However,
globalization has fundamentally changed what is expected of HEIs. In the context of a
rapidly connected world, HEIs need to equip individuals with the ability to grasp
complex concepts, and strive for continuous innovation and improvement (AACSB
International, 2011). At the same time, there has been a change in the societal
expectations of HEIs in the Gulf Cooperation Council (GCC) countries and worldwide.
This change can be better analyzed by explaining the key drivers of such re-positioning.
The literature, however, does not define this trend nor does it explore the trajectory of
HEIs in depth.

This study develops an analysis of the HEIs’ changing roles in the modern context and
investigates the dynamics of this trend. It discusses the GCC countries as aspiring to
become knowledge-based, sustainability-focused, and entrepreneurship-driven
societies. After contextualizing the study within the existing literature, the study
proposes a new model for reinventing intellectual capital that could act as a strategic
mechanism for HEIs to interact constructively with the larger society. Lastly, the study
presents a comprehensive instrument for value co-creation and strategic positioning of
HEIs. The study is based on the theoretical frameworks of value co-creation (Vargo &
Lusch, 2004), Intellectual Capital Meta model (Ferenhof et al, 2015), and Service-
Innovation and Service-Dominant Logic perspectives (Lusch & Nambisan, 2015).

Higher education in the context of the GCC

The Gulf Cooperation Council (GCC) countries® share not only similarities in political,
economic and geographical settings, but also a need for a quality education system.
Stemming from a strong belief that quality education is the key to achieving
sustainability and allowing less economic dependency on the oil sector, the issue of
quality education has been a major component of national development goals for many
of these countries (Alpen Capital, 2014). Hence, the education sectors in the GCC -
particularly, in the higher education sector - have been working to improve their
quality by benchmarking international standards and successful cases. Accordingly, the
expectation from HEIs to produce “industry-ready graduates” (Alpen Capital, 2014, p.8)
is very fundamental to these developments.

9 The GCC includes Bahrain, Kuwait, Oman, Qatar, Saudi Arabia and the United Arab Emirates.
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Conceptualizing the role of HEIs

In an entrepreneurial societal context, HEIs can be discussed both in terms of local and
global scope. Audretsch (2009, p.253) refers to an entrepreneurial society as “[a] place
where knowledge-based entrepreneurship has emerged as a driving force for economic
growth, employment creation and competitiveness in global markets.” HEIs are often
projected as the support entity for the establishment of an entrepreneurial society. They
are also considered one of the economic agents driving innovation. Moreover, HEIs play
a crucial role in “knowledge spill-overs” in all types of organizations in the form of
intellectual capital. This effect is fundamental to the development of skilled individuals
with the necessary academic and operational competence to increase the
entrepreneurial capacity of a society in an entrepreneurship-driven society (Audretsch,
2009).

Education is considered as a key to building competitiveness and finding new ways of
doing things. A knowledge-based society is defined as “a human structured organization
based on contemporary developed knowledge and representing new quality of life
support systems” (Afgan & Carvalho, 2010, p. 28). HEIs are important to the
development of knowledge; however, each institution has different levels of
commitment, control and engagement (Bell, 2015). This highlights the need for the HEIs
to take a planned approach to such developments to ensure a comprehensive and
inclusive collaboration of various actors within a knowledge-based society.

A sustainable society is defined as a society that aims “to survive - for the human beings
- in the long run” (Sustainable Society Foundation, n.d.). It allows multiple generations
to fulfill the needs of present without compromising future generations’ ability to do the
same. In the modern discourse of sustainability, a sustainable society is called to ensure
well-being of the following elements: humans, economy and the environment
(Sustainable Society Foundation, n.d.). Societies that are striving for sustainability
expect HEIs to propagate the social responsibility agendas by educating people about
the importance of sustainability by raising awareness and teaching skills that are
fundamental to sustainability. They also expect HEIs to liaise with government and
industry to initiate research projects that encompasses all the three sectors. According
to the 2014 Sustainable Society Index (SSI), which compares 151 countries on their
human, economic, environmental well-being, the GCC countries were ranked relatively
high for economic well-being (ranging from 22nd to 84t), in the middle range for human
well-being (ranging from 57t to 113t%), and relatively low for environmental well-being
(all below 146t™) as shown in Table 1.
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Table 1: Sustainability Society Index for GCC Countries out of 151 Countries

The Sustainability Society Index for GCC countries

Human Wellbeing Environmental Well Economic
being Wellbeing
Bahrain No data No data No data
Kuwait 76 146 23
Oman 89 151 84
Qatar 113 150 22
Saudi Arabia 57 149 30
UAE 82 148 18

Source:
SSI for 2014 (Sustainable Society Foundation, n.d.)

Theoretical Framework

The HEIs are expected to perform as firms, “specializing in value adding activities” such
as making sustainability measures (AACSB International, 2011, p.14), or as intellectual
capital powerhouses that provide relevant 21st century skills in the workforce (AACSB
International, 2011; GCC Education Industry, 2014). They are also expected to perform
as an innovation hub, suggesting strategies and plans through knowledge spill-overs
(Acs, Braunerhjelm, Audretsch & Carlsson, 2008), and other research projects. They
create “knowledge that can be converted into value” (Edvinsson and Sullivan, 1996,
p-358).

Figure 1: The HEI's centripetal position in today’s societal context
Sustaninability
Focused

Value Co-
Creation in

Higher

Education

The value co-creation is in the form of mutual benefits exchanged for the fulfillment of
expectations as ‘value in use’ (Vargo and Lusch, 2004, p. 7). This mutual exchange of
values can be described as value co-creation, since all stakeholders collaborate to
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generate mutual benefits. For example, HEIs collaborate with industries to carry out
research projects to investigate industries’ performance. This type of relationship
creates value for both industries (to identify area for improvement) and HEIs (to
develop work-ready graduates). It also creates value for students as enhancement of
their competencies and aptitutde towards life-long learning (Harvey, 2005).

The value co-creation distributes the responsibility of value creation among the
receivers and providers of services (‘actors’). It takes into consideration values created
by all entities (‘integration’) to maximize value, as shown in Figure 2, while emphasizing
customized combinations (‘density’) for an improved perceived value of these services
(‘liquefaction’). It represents “value co-creation as a resource integration process”
(Lusch and Nambisan, 2015, P.162). This innovation involves a change in the role of
beneficiary from receiver to co-creator. Value co-creation also requires resource
reconfiguration and re-grouping (Michel, Brown, & Gallan, 2008). The service-dominant
logic (Vargo and Lusch, 2006, 2008; Lusch and Nambisan, 2015) presents re-organizing
of resources with four meta-theoretical foundations of “Actor-to-Actor Networks,
Resource Density, Resource Liquefaction and Resource Integration” (Lusch and
Nambisan 2015, p.160).

Figure 2: Service-Dominant Logic (Vargo and Lusch, 2008, p.160)

Actor-to-
Actor
Networks

Resource Resource Resource
Liquefaction Density Integration

Figure 3: IC Meta Model (Ferenhof et al,, 2015, p.91)
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Reinventing intellectual capital and value co-creation in HEIs

The synthesis of intellectual capital and service innovation advances us to develop a
new framework. This framework attempts to reinvent IC to report HEIs’ positions and
value co-creation at the same time. This model encompasses IC and S-D logic in the form
of IC Integration, IC Density, IC Actors and IC Liquefaction.

48



Discussion

In the globalized and dynamic context of today’s flattening world, the emerging
proposition of Higher Education Institutions (HEIs) as Intellectual Capital (IC)
powerhouses is a socio-economic expectation. The more HEIs emerge in the societal
context, the more the link between them and IC is developed and further conceived.
However, a sustainable and innovative approach is deemed important to explore the
opportunities that this link offers. Below are some examples of the reinvention of the IC
model to facilitate the value co-creation that takes place in HEIs.

1. Structural Capital for IC-Integration

Structural capital is an organizational fabric integrating IC with tangible assets for the
value creation processes. Marr (2005) describes it as the “stuff’ that enables the
organization’s progress. Structural capital can be considered as a soft-scaffold
enveloping organizational operations management, data management, culture, strategy
and context that all revolves around academics.

2. Human Capital from IC-Actors:

Human capital is the stock of competencies, knowledge and personality attributes that
enable the labor to produce economic value. The discourse of human capital is thought
of as something ‘rented’ and cannot be claimed by the organization or employers as
theirs. The meta-model, however, further describes it as “motivation, interpersonal
skills, knowledge, skills and attitudes and agility” (Ferenhof et al., 2015, p.90). It can be
argued that the university’s human capital is a compulsory ingredient to develop culture
of learning and innovation. It is suggested that agility and motivation can be increased
by publishing student satisfaction reports and coming up with institutional academic
processes that make them different from others etc.

3. Relational Capital for IC-Liquefaction:

Relational capital embodies all the organization’s relationships with customers,
suppliers and other critical stakeholders (Roos, Bainbridge, & Jacobsen, 2001). These
integrations develop customer and business capital covering relations, brand and image
(Ferenhof et al,, 2015). For HEIs, it may include research collaboration and development
between academics from local and global educational institutions. Such collaborations
may result in positive knowledge exchanges of many forms, including such activities as
program reviews, student exchange programs and joint conferences.

4. Social Capital as IC-Density:

Social capital includes resources that are only available to members of active social
networks (Lin, 2001). The model, as explained above, consolidates it with social
activities and social interactions. This social capital represents the value-adding ability
of all the members such as HEIs, government and various industries projects are done
through collaboration. Some common examples of social capital can be welfare projects,
green projects, complementary trainings for industry partners, knowledge sharing on
social platforms and e-media and other sustainability projects.
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Conclusion

This study analyses the shifting roles of Higher Education Institutions (HEIs) in today’s
dynamic context. It proposes that HEIs serve a central role in societies that aspire to
become entrepreneurship-driven, knowledge-based and sustainability-focused. HEIs
are expected to sustain a relationship of mutual benefit with all stakeholders. This study
presents HEIs as the powerhouses of this mutual benefit and value co-creation system.
It also suggests that a comprehensive mechanism of this value co-creation is a key to get
the most out of the strategic re-positioning. The study presented a model for
“Reinventing the Intellectual Capital for a HEI” as an appropriate and a ‘fit-for-purpose’
deployment mechanism. The model implies HEIs to demonstrate value co-creation in a
more comprehensive manner by deploying value co-creation methods as explained in
the third section. These indicative methods can be customized to present an HEIl's
differentiated outlook in the higher education sector. It also provides a platform to
accommodate the expectations of internal and external stakeholders.

This study provides a conceptual framework for a further qualitative and quantitative
investigation on how the proposed model can be customized to different HEIs and
societal contexts. The model can be tested for its generalizability by deploying content
analysis of HEIs’ publically available information. It can also be further studied as an
emerging framework for an institutional ranking system in the globalized context of
today.

50



References

Acs, Z., Braunerhjelm, P., Audretsch, D., & Carlsson, B. (2008). The knowledge spillover
theory of entrepreneurship. Small Bus Econ, 32(1), 15-30.
http://dx.doi.org/10.1007/s11187-008-9157-3

AACSB International. (2011). Globalization of Management Education: Changing
International Structures, Adaptive Strategies, and the Impact on Institutions:
Report of the AACSB International Globalization of Management Education Task
Force. Aacsb International (Ed.). Emerald Group Publishing.

Afgan, N. H., & Carvalho, M. G. (2010). The knowledge society: A sustainability paradigm.
Cadum, 1(1), 28. Retrieved from:
http://search.proquest.com/openview/1d6e448df7335cec1d1f341f627ea46f/
1?pg-origsite=gscholar

Audretsch, D. B, & Thurik, A. R. (2004). A model of the entrepreneurial economy (No.
1204). Papers on entrepreneurship, growth and public policy. Retrieve from:
http://repub.eur.nl/pub/15821/

Alpen Capital. (2014). GCC Education Industry Report. Retrieved
from
http://www.alpencapital.com/downloads/GCC_Education
Industry Report July_2014.pdf

Audretsch, D.B., (2009). The entrepreneurial society. The Journal of Technology Transfer,
34(3), pp-245-254.Reterived from:
http://link.springer.com/article/10.1007%2Fs10961-008-9101-3

Bell, S., 2015. Participating in the knowledge society. Systemic Practice and Action
Research, pp. In-press. Retrieved from:
http://link.springer.com/article/10.1007%2Fs11213-015-9342-7

Bontis, N., Chua Chong Keow, W., & Richardson, S. (2000). Intellectual capital and
business performance in Malaysian industries. Journal of Intellectual Capital,
1(1), 85-100. http://dx.doi.org/10.1108/14691930010324188

Dubai SME The Department of Economic Development. (2015). The State of Small &
Medium Enterprise in Dubai. Retrieved from
http://www.sme.ae/StudiesAndResearchDocument/SME Report English.pdf

Edvinsson, L., & Sullivan, P. (1996). Developing a model for managing intellectual
capital. European management journal, 14(4), 356-364. Retrieved from:
http://www.sciencedirect.com/science/article/pii/0263237396000229

Edvinsson, L. (1997). Developing intellectual capital at Skandia. Long Range Planning,
30(3),320-373.

51



Ferenhof, H. A, Durst, S., Zaniboni Bialecki, M., & Selig, P. M. (2015). Intellectual capital
dimensions: state of the art in 2014. Journal of Intellectual Capital, 16(1), 58-
100.

Harvey, L. (2005). Quality assurance in higher education: some international trends.
Calidad, eficiencia y evaluacién de la educacion superior, La Corufia, Netbiblo,
183-204.
https://books.google.com.bh /books?hl=en&lr=&id=]Yhj41wuY6kC&oi=fnd&pg
=PA183&dqg=Quality+assurance+in+higher+education:+some+international+tre
nds&ots=Wy9ZLfy1aB&sig=4FQ0ohnNS5KLNVSJKyTIpZs6X0OM&redir_esc=y#v
=onepage&g=Quality%20assurance%20in%20higher%20education%3A%20so
me%20international%20trends&f=false

Lin, N. (2001). Social Capital: A Theory of Structure and Action (London and New York,
Cambridge University Press).

Lusch, R.F. & Nambisan, S., 2015. Service Innovation: A Service-Dominant Logic
Perspective. Mis Quarterly, 39(1), pp.155-175. Retrieved from:
http://www.paulallen.ca/documents/2015/08/lusch-rf-and-s-nambisan-
service-innovation-a-service-dominant-logic-perspective-2015.pdf

Marr, B. (2005). Strategic management of intangible value drivers. Handbook of Business
Strategy, 6(1), 147-154. Doi: http://dx.doi.org/10.1108/08944310510557161

Michel, S., Brown, S. W,, & Gallan, A. S. (2008). An expanded and strategic view of
discontinuous innovations: deploying a service-dominant logic. Journal of the
Academy of Marketing Science, 36(1), 54-66.

Roos, G., Bainbridge, A., & Jacobsen, K. (2001). Intellectual capital analysis as a strategic
tool. Strategy & Leadership, 29(4), 21-26.

Sustainable Society Foundation. (n.d.). Notes and definitions Sustainable Society Index.
Ssfindex.com. Retrieved 24 June 2016, from
http://www.ssfindex.com/sustainability /notes-and-definitions/

Sustainable Society Foundation. (n.d.). Ranking all countries Sustainable Society Index.
Ssfindex.com. [Data File] Retrieved 24 June 2016, from
http://www.ssfindex.com/results-2014 /ranking-all-countries/

Vargo, S. L., & Lusch, R. F. (2004). Evolving to a new dominant logic for marketing.
Journal of Marketing, 68(1), 1-17.

Vargo, S. L., & Lusch, R. F. (2006). Service-Dominant Logic: What It Is What It Is Not.
What It Might Be. Retrieved April 23, 2016, from
https://www.researchgate.net/publication/235361146_Service-
dominant logic What it _is what it is not_ what it might be

Vargo, S. L., & Lusch, R. F. (2008). Service-dominant logic: continuing the evolution.
Journal of the Academy of Marketing Science, 36(1), 1-10.

52



Wasiluk, K. L. (2013). Beyond eco-efficiency: understanding CS through the IC practice
lens. Journal of Intellectual Capital, 14(1), 102-126.

53



HOW DO STUDENTS WITH DISABILITIES ENGAGE IN QATAR’S PUBLIC HIGHER
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Introduction

In recent years, there has been an increased attention paid to students with disabilities
in higher education. Nowadays, higher education institutions around the world are
actively seeking to accommodate special needs students by providing equal access to
educational opportunities and services. However, despite international calls for better
access such services, their applications in universities around the Middle East remain
questionable.

Pressed by the United Nations’ Universal Declaration of Human Rights, the Qatar
National Human Rights Committee and proactive community efforts have raised
awareness of the needs of students with disabilities in Qatar. As recently as 20 years
ago, many higher education providers were indifferent to students with disabilities
(Baron, Phillips, & Stalker, 1996; Riddell, Tinklin, & Wilson 2005). However, more
recently, many universities in Qatar are working towards meeting the standards
outlined by various higher education accreditation agencies in terms of services offered
to students with disabilities and the quality control of such services.

People with disabilities continue to face a wider range of barriers in utilizing various
educational opportunities, services, and spaces in higher education settings compared
to those without disabilities (Mullins & Preyde, 2013). As a result, many students with
disabilities are put in situations where they have to use services and facilities that may
not be of high quality or aligned with their expectations and needs. One important
aspect of higher education services is that access—to classroom learning, learning
resources, information, physical access to buildings, and other amenities—is best
judged by the experience of interaction between the user and the service. By this
definition, it is questionable whether access is truly provided to students with
disabilities.

Despite Qatar’s ratification of a UN Convention on the rights of persons with disabilities
on May 13th, 2008 and the subsequent development of programs for students with
disabilities, public schools and higher education institutions in Qatar still face a broad
range of challenges in supporting students with disabilities, especially those who
transition from secondary school to higher education. The majority of the students with
disabilities in Qatar transition from a K-12 schooling environment, where they were
surrounded by ample support services, to university environment, and expected to be
largely independent (Stodden, Galloway, & Stodden, 2003; Thoma & Wehmeyer, 2005;
Getzel, 2008). The new students enrolling are often not familiar with the types of
disability services provided in their new educational environment, and may face
difficulties in finding concrete services that will serve their specific needs.
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Context of the Study

This study was carried out in Qatar’s largest national university (Qatar University),
which, by Qatari law, must provide appropriate financial support for services to
students with disabilities in order to ensure fair access to programs, services, learning
resources, facilities, and activities for students with disabilities. At this national public
university, a total of 92 students were identified as living with disabilities. Most of these
disabilities were physical in nature, including visual impairments, speech impairments,
learning disabilities, and hearing impairments.

Although much work has already been done in higher education institutions to include
students with disabilities in academic programs, planning appropriate adaptations of
curricula for students with disabilities remains a challenge, especially for instructors
and professors. To support this process, the Special Needs Office at this public
university has been active in promoting students to seek and learn more about the
facilities and special services available for students with disabilities. The Special Needs
Office has undertaken several meaningful initiatives to improve the academic
experience of students with disabilities, but the extent of its effective has not been
formally evaluated.

Study Objectives

With increased initiatives for quality assurance and accreditation, more and more
universities are reviewing their programs, structures, organization and management to
allow for further improvements. This study compares the levels of student engagement
between students with disabilities and students without disabilities at Qatar University.
Unlike previous studies that measure students’ perceptions of higher education
services, we measure student engagement with these services through a survey method.

Methods
Sample

A total of 92 students with disabilities were identified through the university’s Special
Needs Office. The identified students were asked to respond to a set of questionnaires.
We defined a student with disability as a student who is disposed to physical
dysfunction or impairment. The majority of these students had physical disabilities
and/or visual impairment. A second comparison sample of non-disabled students was
randomly selected through a campus-wide email from the registrar’s office. A total of
752 non-disabled students responded to the questionnaire. The sample was 64.9%
female and 35.1% male, while the makeup of the current student body of this national
university is approximately 75% female and 25% male. The large majority of students
were in their first or second year and between 20 and 25 years of age, while almost 20%
were over 26 years of age. The majority of students with disabilities had a visual
disability (24 students, 2.9% of the total sample) or kinesthetic disability (28 students,
3.3% of the total sample), which includes limitation in physical functioning, mobility,
dexterity or stamina. Other physical disabilities include impairments that limit other
facets of daily life, such as respiratory disorders, blindness, epilepsy, and sleep
disorders.
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Instrument

We adapted a questionnaire from the College Student Experience Questionnaire (Pace &
Kuh, 1998) for this study. The original CSEQ has 120 items that ask students to self-
report their experiences based on their engagement with various resources available in
their higher education institution. The first section of the questionnaire asks
background questions about the respondent: demographic information (gender, age,
family status, and occupation); disability (diagnosis); time spent at the university; self-
rated overall university average (i.e., grade point average); major; number of courses
taken; and number of semesters enrolled. The main part of the CSEQ uses the following
constructs to determine various levels of student experience: Information Technology
and Internet Accessibility, Library Experiences (four items); Course Learning (four
items); Resources, Experiences with Faculty (six items); Campus Facilities (five items);
Knowledge and Skills, University Environment (four items); Information Technology
and Internet Accessibility dimension (19 items); and Resources (five items) (Pace &
Kuh, 1998). Each question was measured on a 5-point scale, which ranged from 5
(always), 4 (very often), 3 (neutral), 2 (sometimes), and 1 (never). The instrument was
written in English and translated into Arabic using a cross-translation method (see
Nasser, 2005).

Data analysis

We conducted analyses on descriptive and inferential statistics to identify the services
that students found either easy or challenging to use. We also conducted mean
difference analyses to compare students with disabilities to those without disabilities to
understand the types of services that students with disabilities found challenging. To
obtain a construct-level mean, we took a mean value of the items within each construct.
The mean difference analyses were also checked for their statistical significance.

Results
Mean Difference

Table 1 shows the mean difference analysis of the survey results between students with
disabilities and students without disabilities. Two constructs were found to be
statistically significant: Course Learning and Campus Facilities. Students without
disabilities rated their experience with course learning as more positive than students
with disabilities (M=3.54 vs. M=3.25). This finding suggests that students with
disabilities feel less supported in the academic arena, compared to their non-disabled
counterparts.

Table 1. Means of students without disabilities and students with disabilities on
each dimension

Students
Students without with
disabilities disabilities
Mean SD Mean SD t
Information Technolggy_and the Internet 364 62 3.71 .66 -1.00
Accessibility
Library Experiences 3.25 .83 3.17 .98 .84
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Course Learning 3.54 .87 3.25 .95 2.86*

Resources 3.14 74 3.13 .81 a1
Experiences with University Instructors 3.21 .96 3.12  1.03 .81
Campus Facilities 2.54 .99 2.95 77 -3.73*
University Environment 3.52 89 3.38 .80 1.40
*p<0.01

Interestingly, students with disabilities rated their satisfaction with campus facilities
higher than students without disabilities, which could suggest that campus facilities
appropriately take into consideration the needs of students with disabilities. However,
it is worth exploring this construct further to see what this discrepancy may imply in
the context of facility provision.

In Table 2, we present the item-level analysis with mean and standard deviation
reported for each item. Using this data, we compared each item’s ratings between
students with disabilities and students without disabilities. The items related to
learning and studying strategies were more likely to be rated higher among students
without disabilities than among those with disabilities. For example, students with
disabilities were less likely to do their assigned reading and take notes for their classes,
compared to students without disabilities.

In addition, a more nuanced analysis of the mean difference in the Campus Facilities
construct emerges in the item-level analysis. Students without disabilities were more
likely to use the activities building to meet people and to join cultural activities in the
activities building than their non-disabled peers. In other words, while the construct-
level results implied that students with disabilities were satisfied with facility offerings
at the university, the item-level results revealed that the mean difference is primarily a
reflection of how more students with disabilities utilize a specific building than students
without disabilities.

Table 2: Item-level average ratings and independent t-test difference between
students with disabilities and students without disabilities.

With No With
Disabilities  Disabilities
Mean(SD) Mean (SD) t
Information Technology and the Internet accessibility
(16-1) I use a computer to prepare reports or papers. 447 (92) 413 (1.16) 3.13*
(16-3-1) Instant message. 344 [(1.23) 3.56 (1.45) -81
(16-3-2) Text message. 3.3 [(1.14) 3.69 (1.29) -2.92*
(16-3-3) Use the library website. 3.23 (1.41) 3.33 (1.55) -.58
(16-3-4) Spreadsheet (excel, etc.). 3.86 [(1.32) 3.66 (1.49) 1.28
(16-3-5) Presentation software. 3.60 (1.19) 3.27 (145 2.37
(16-4) I use a computer tutorial to lea_rn material for a course or 341 [(1.27) 383 (128) -2.88*
developmental /remedial program.
(16-5) Iuse an e:‘lectr(_)nlc dev1c.es suc_h as compl_ltf:r., iPad, etc. to 283 [152) 308 [144) -144
participate in class discussion and activities.
(16-6) I search for information using the internet. 395 (1.22) 4.00 (1.24) -39
(16-7) I use computer to analyze data (statics). 3.27 [(1.38) 3.33 (1.68) -37
(16-8) I use learning managemenstyss)tfzfﬁm such as blackboard or any web 431 [(1.04) 438 [1.05) 60
(16-9) My professors or 1nstruc§8$;1:e information (IT) effectively in 358 (89) 385 (89) -2.66*

(16-10) My professors or instructors provide me and other students with

adequate training for IT that they use in the course. 349 (1.16) 3.48  [1.46) 06
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(16-11) I use course or learning management system (blackboard). 4.05 (1.10) 4.06 (1.19) -.08
(16-12) Overall experiences using course learning management system 377 (91) 370 (.93) 73

(blackboard).
(16-13-1) I am active in the course uses IT. 4.03 (1.04) 4.07 (1.19) -35
(16-13-2) The use of IT in course improves my learning 3.86 (1.14) 3.87 (1.20) -10

(16-3-3) The IT services in my University always available when I need
them for my course work.

(16-3-4) I have contacted the campus IT services for technical support 261 [1.71) 306 [(1.78) -

418 (1.06) 424 (98)  -57

this academic year. 2.30**
Library Experiences
(17-1) I use the library as quiet place t_o read or review my course work 329 [143) 202 [(141) 2.28*
or materials.
(17-2) I ask a librarian for help to find me information on a certain topic. 3.79 [(1.25) 3.56 (1.33) 1.64
(17-3) I find assistance from circulation desk staff. 3.28 (1.33) 348 (1.40) -1.26
(17-5) I have difficulty accessing electronic or online library resources. 2.65 [(1.33) 2.73 (135 -56
Course Learning
(18-1) I complete my assigned reading for class 2.82 (1.37) 249 (1.48) 2.14**
(18-2) I take notes during class 3.88 [1.22) 3.52 (1.45) 2.51*
(18-3) I do my class assignment, project, or presentation with other 352 [1.26) 329 [1.35) 158
students
(18-4) I use ideas from various services to integrate it in my class 3.93 (1.09) 3.70 (1.19) 1.82
Resources
(19-1) I use dictionary or other resources to look up the proper meaning 325 [1.40) 298 [(151) 1.72
of words
(19-2) I'like to have essay exams than objective exam 2.88 [1.46) 2.86 (1.37) .10
(19-3) I find difficulty with essay exam that requires writing skills 294 (1.36) 3.07 (1.42) -.84
(19-4) I prefer having objective exams rather than essay exam 3.24 [(1.43) 3.29 (1.42) -32
(19-5) Objective exams encourage guessing more than essay exam 341 (1.38) 348 (1.39) -39
Experiences with University Instructors
(20-1) I talk with professors and instructors about information related to
my course work, such as grades, make up exam, work, assignments, and 3.61 [(1.27) 3.55 (1.34) 46
so forth.
(20-2) I discuss my academic course with my academic advisor. 3.36 [(1.44) 3.16 (1.38) 1.19

(20-3) I discuss my career plans or course project with my course
professor or instructor.
(20-4) I get feedback about my work from course professors or
instructors.
(20-5) I receive comments about my academic performance from my
course professor or instructor.
(20-6) I participate in research project with my professor or instructor. 2.57 [(1.50) 2,57 (1.53) -004
Campus Facilities

297 (141) 297 [151) .03
362 (1.25) 344 (134) 123

312 (1.35) 3.02 [153) .63

(21-1) I use the activities building to meet people 3.66 [(1.33) 419 (1.06) -3.56*

(21-2) I'join cultural activities in the activities building 1.93 (1.36) 2.53 (1.49) -3.86*

(21-3) I attend the soc1al_0r ac:_idemlc activities, such as lectures, panel 257 [(1.40) 272 (143) -959
discussion, and so forth.

(21-4) I participate in recreational activities throughout the year 211 (1.34 230 (1.22) -1.25

- use campus labs, studying rooms to improve my academic skills . . . . -4,
21-5)1 lab d d kill 242 [1.25 3.01 80 4.30
University Environment
(24-1) Students in my university support each other and try to give help
when it needs.

(24-2) I talk with other students t.o help me to develop my 374 [1.15) 336 [122) 289
understanding.
(24-3) I feel comfortable when I work with other students. 3.35 [(1.34) 345 (1.27) -.68
(24-4) The learmng _center in my unlver51t¥ provides me a plenty of 340 [1.25) 335 [1.18) 36
opportunities to enhance the quality of my work.

359 (1.21) 336 [1.11)  1.69

*p<0.01

Discussion

Although significant work has been done to include students with disabilities at Qatar’s
national public university - particularly by adapting curricula to the needs of students
with disabilities - many faculty members still feel that the issue of disability student
inclusion remains largely ignored. Our findings suggest that students with disabilities
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need more dedicated support in developing studying skills and learning strategies.
Although the Special Needs Office at this national public university has encouraged
students to take advantage of services such as access to programs and guidance, the
results of this study indicate that students with disabilities are less likely to feel
supported in their course learning. Academic learning is a key part of students’
satisfaction with their higher education experience, affecting their social, professional,
and intellectual development as well as their skills to engage in learning (Yeo, 2008).
Thus, for the institution to succeed in providing quality services, greater care and
consideration must be taken to include the services that students with disabilities may
need, particularly in services that concern academic achievement.

Overall, students with disabilities reported having a more positive experience in
receiving various school services than students without disabilities. However, both
students with disabilities and without disabilities rated several services below three,
meaning that the services are more unsatisfactory than satisfactory. This result reflects
the importance of continuing to improve the quality of the services offered to not only
students with disabilities, but also students without disabilities.

Conclusion

This study suggests that students with disabilities need to be supported with proper
learning strategies geared towards academic success. However, the greatest challenge
for instructors and professors in teaching students with disabilities is providing
appropriate curricula that consider the needs of students with disabilities. According to
Winzer (1998), the complete acceptance and inclusion of students with diverse learning
and non-learning needs in mainstream classrooms will only happen as a result of long-
term changes in attitudes. In order to ensure that students with disabilities are learning
effectively in higher education institutions, all university stakeholders must be aware of
institutional challenges of accommodating students with disabilities and actively
working to support them every step of the way (Duffy & Gugerty, 2005). In addition,
higher education providers must do more to fill this widened gap of higher education
engagement, between students with disabilities and non-disabled students. From the
student side, students with disabilities must be empowered to have the knowledge and
capacity to seek out the services provided for them.
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CIVILIZATINAL ANALYSIS: ACCESSING CULTURE IN THE CRITICAL CULTURAL
POLITICAL ECONOMY OF EDUCATION

Clare Walsh
University of Bristol

Introduction

Education in the Arab region is a complicated plethora of human and political influences
that have multifaceted spatial articulations; be it analysis of educational processes
within the borders of a nation state, or wider spatial contexts such as the regional,
geopolitical, civilizational and transnational (Mazawi & Sultana, 2010). From a spatial
perspective, the Arab region is not a homogenous and harmonious ethnic, linguistic or
geographic space (Mazawi & Sultana, 2010), which is no less the case for higher
education across the region. Nonetheless, despite an abundance of diversity and
apparent differences, a number of characteristics such as the dominating Islamic
religion, the shared Arabic language, similar political systems, and a common history—
as well as the presence of various pan-Arab political, economic, and civil
organizations—supports a comprehensive analysis of education in the Arab region
(Herrera, 2007).

Before such a comprehensive analysis can be undertaken, appropriate tools and
theoretical frameworks that account for the complexities of the Arab region need to be
identified. This paper makes a case for utilizing a tripartite framework of analysis
consisting of Robertson and Dale’s (2015) critical political economy of education
(CCPEE) theoretical approach, the concept of the education ensemble, as well as
Arnason’s (2003) emerging civilization analysis paradigm. It considers how civilization
analyses (CA) can be used as a theoretical framework to investigate the ‘culture’ in
Robertson and Dale’s (2015) concept of CCPEE, with a focus on Arab modernity, culture
and society.

Additionally, situating CA within the CCPEE and the education ensemble provides a
systematic effort directed at theorizing and refining concepts intent on addressing, in a
contextualized and comprehensive fashion, processes of education change. It offers
researchers analyzing any aspect of modernity, culture and society, a means of
accessing deeply entrenched sets of meanings and practices, allowing for a comparative
interpretation of societal differences in education (Dale, 2016). Using CA also extends
the understandings of ‘cultural’ beyond its discourse and semiotics. It allows us to strive
to allocate evidence of “supra-cultural influences” (Dale, 2016) without resorting to
orientalism, neopatricarchy, historicism, modernization theory, or Arab cultural studies,
as sources of explanation.

Critical Cultural Political Economy of Education (CCPEE)

The critical cultural political economy of education (Roberston & Dale, 2015) is a
theoretical approach to the study of the globalization of education. It is a critical means
of investigating education. As an emerging post-disciplinary approach, it highlights the
contribution of the cultural turn (meaning-making) to the analysis of the connection
between the economic and the political and their embedding in broader sets of social
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relations (Jessop, 2010). In CCPEE, the role of culture in education is equal to that of
political and economic factors. It defines culture as ‘meaning making’ and ‘cultural
forms’ present throughout the causal chain. In addition, it positions the political sphere
as being not just of governance and government but as permeating power relations
between social actors. Similarly, the economic is not just understood as value, but as
social relations of exchange (Robertson & Dale, 2015; Kedzierski 2016).

The CCPEE allows for a comprehensive overview of education and provides a
mechanism to consider spatial articulations, such as how knowledge and meaning are
created and understood, who has power and where power relations exist. For example,
it facilitates locating the power structures within the production of educational policy,
reproduction, modification and adaption with the aim of sanctioning a particular social,
political and economic order (Lopes Cardozo & Shah, 2016). CCPEE has recently gained
traction, as it started being used to explore and develop a theoretical account of the
historically and spatially situated socio-political and socio-economic processes favoring
the use of English as a medium of instruction in East Asia’s higher education
(Kedzierski, 2016). CCPEE has also been used as a conceptual framework as a means to
analyze the multi-scalar politics of education for sustainable peace-building (Lopes
Cardozo & Shah, 2016).

Layers of the Education Ensemble

The education ensemble—comprising of critical, cultural, political and economic
components— is a concept of education that involves a range of actors and institutions,
reflecting the fact that education represents, and is embodied, “in crucial multiple
relationships with, and within societies (Robertson & Dale, 2015 p.150).” The value of
the ensemble concept is not just that it identifies and registers the range of
relationships, but it allows analysis and identification of internal relationships between
the components of the ensemble.

In order to understand the education ensemble, Robertson and Dale (2015) have
posited that researchers should consider the presence of four distinguishable elements:
the culture as well as the relationship of education with global, national, and local
societies. The definitions of the various articulations of the elements are complex. First,
the cultural element is understood not in terms of discourse or semiotics, but as
civilization projects such as Western modernity or Islam. The other three elements of
the ensemble are understood as relationships of education with varying geopolitical
levels of belonging - for example, the relationship between education and civil society
groups as a means to improve adult education provision. In addition, societies include
the organizations that are featured in the education system, such as UNESCO and the
‘Education for All’ movement. These relationships are further differentiated by
considering the interactions of education and the economy. This includes the role of the
state in developing a knowledge-based economy through the provision of higher
education qualifications. The relationship between education and economy is not just
the capitalist or market-economy view, but the view that the education sector is an
intricate economy itself as shown through the existence of academic cities, as found in
Qatar and UAE, or branch campuses as a means of internationalizing educational
institutes (Robertson & Dale, 2015).
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The cultural or civilizational aspects of the education ensemble are the most
problematic to define in that the casual powers of the cultural and civilizational scripts
through which the education ensemble is constructed and mediated, as well as the
particular conditions under which they are activated are difficult to determine. For
example, civil society develops in different ways in the West in comparison to other
regions (Armstrong & Gilson, 2011). Direction of development and causal power can
hinge on cultural and civilizational features, which have religious, ideological,
primordial and historical influences that need to be understood (Eistenstadt, 2002).

‘Education Moments’ as a Means to Guide Exploration within CCPEE

By prising apart the education ensemble of the GCC higher education sector, a set of
education questions can be developed to explore these layers (Robertson et al. 2012).
These questions in education are two-fold in purpose: orienting the investigation and
revealing the stratified ontology. The following question is a prime example of the
combination of these purposes: ‘why has higher education in this region failed to adopt
a regional approach to the recognition of qualifications, student mobility, accreditation,
qualifications frameworks and degree equivalence? Particularly, for example, when the
UNESCO Convention of the Recognition of Studies, Diplomas and Degrees in Higher
Education in the Arab States has been in place, unrevised, since 19787 This, as a
moment of educational practice, is linked to circumstances. They are real, actual, and an
answer is needed in terms of how they are understood and how they are activated, by
asking where, why, and how.

Aligned with critical realist ontology, the education moments help to guide exploration.
The moment of education politics works in response to relationships and inter-
relationships across scales (higher education institutions, the state, family, international
actors, religious institutes) - for example, who and how the basis of student mobility is
decided. However, not everything that happens in the moment of educational practice is
a result of a “direct consequence and response” to what happens in the moment of
education politics (Robertson & Dale, 2015 p.157). The moment of the politics of
education provides the ‘rules’, in response to the above question - it may consider the
individuals and institutions (state, religious, ministries of education for example)
responding to university and institutes of higher education policies, but it may be
ultimately connected with social structures such as growing Arab youth population. The
moment of outcomes includes not “only the immediate consequences of educational
practices, policies and politics for those directly involved, but also their wider
personal/individual, community/collective, social and economic qualities arising from
globalizing processes (Robertson & Dale, 2015 p.157).”

Civilization Analysis as a Means to Interpret Culture in the Political Economy

What is understood by culture is open to different interpretations derived from various
ontological and epistemological positions. The dynamics of culture, religion, values and
traditions converge in complicated and not well-understood ways (Mazawi & Sultan,
2010). Sholkamy (2006) notes that the outdated, under-theorized and undervalued
nature of the study and the understanding of cultures and social dynamics in the Arab
context. The impact of this difficulty means that recognizing the effects and role of
global, geo-regional and national institutional structures and dynamics, as well as the

63



cultural problematic of meaning (not in the sense of being restricted to semiotics and
the dominant view of world polity), remain difficult to explain with outcomes difficult to
determine (Roberson & Dale, 2015). Arnason’s (2003) civilizational paradigm can,
however, be used as an epistemic space in order to find and address the cultural
questions, and the basis on which Arab culture and society can be interpreted in the
modern age.

The primary claim for the development of a civilization analysis approach within CCPEE
is that it provides a means of comparison, which recognizes the characteristics, and
meaning of “deeper cultural sources of current institutions, practices, and justifications,
without which we cannot fully understand current educational institutions, issues and
practices” (Dale & Robertson, 2016). The overarching goal of using civilizational
analysis is therefore grounded in the aim of producing a more complete theory of the
characteristics and effects of civilizational forms and legacies in CCPEE. This can be
achieved through civilizational analysis’ six main thematic foci, which “enables a means
of access to deeply embedded sets of meanings and practices that can be used as a basis
for comparative explanations of societal differences in education” (Dale & Robertson,
2016).

Other Paradigmatic Considerations

While Arnason (2003) provides a theoretical framework for analyzing civilizations and
modernity, it is necessary to note that there are other important paradigms useful for
analysis. Orientalism, (Said, 1977) for example, is a conceptual framework that focuses
on the appropriation of the Orient through colonialism and imperialism encounters. On
the other hand, Occidentalism studies Arab conceptualization of the West. Much of
Occidentalism has been about the idealization of the western ‘Other’, which El Enany
(2006) explains is the wish to become the other or at least become like the other.

Sharabi’s (1998) neopatricarchal society, from an ideologically perspective, can be used
at both the macro level of society, state and economy, as well as the micro level of
family. Significant Arab intellectuals such as Adonis, Laroui, and Al-Jabri have discussed
in different ways the significance and relationship between Arab subjectivity, history,
and modernity (Sheedi, 1997, p.42). Al-Jabri uses Foucault's archaeological method
(Sheedi, 1997, p.42) to fundamentally question the theory of tradition and history while
dismissing “the idea of a unitary Arab reality or singular Arab Islamic tradition.”
Meanwhile, Laroui uses historicism—a theory that social and cultural phenomena are
based on history—deeming it to be the most adept measure in determining Arab
identity.

With strong ties between Arabo-Islamic culture and Graeco-Roman culture in areas of
philosophy, theology, medicine, science, math and poetry, Pormann (2013) examines
the influence of Graeco-Roman classics on contemporary Arabo-Islamic culture. Arabo-
I[slamic culture embodies Arab and Islamic concepts that are meaningful in textual and
social contexts such as the fundamental modesty code that underlines practices like
wearing the hijab (headscarf). Pormann (2013) presents a case arguing that classic
Graeco-Roman civilisation has had an impact on Arab modernity. Sabry (2010)
suggests that Arab cultural studies as an episteme is useful in the pursuit of the present
cultural tense of Arab culture, and draws on the work of Abu-Lughod and Al-Jabri. Abu-
Lughod (1963) began a new era in terms of the modern Middle East as a field of study,
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focusing on the Arab world and its intellectual history, in comparison to Islam and the
larger Ottoman Near East (Khalidi, 2011). Al-Jabri focuses on Arab-Islamic philosophy
and the construction of modernity in the Arab world. Significant and valuable as these
paradigms are, limitations should be recognized first, in terms of the spatial and
temporal situatedness of Arab culture, and second, the relative inability to allow
comparisons across global education systems. These two limitations can be addressed
through the six thematic foci that constitute civilization analyzes.

Six Thematic Foci of CA

Arnason (2004) posits that his provisional framework of defining civilizations is, in the
most part, not identifiable with any particular existing version of civilization theory, and
that the components are grouped into connected themes, forming important
contributions to the debate. The six aspects of his paradigm for civilization analysis
delve in different arguments from sociological theory and comparative history
(Arnason, 2004). The changing roles and weights of these six thematic foci or “inventory
of civilizational components” (Arnason, 2004, p. 106) underline the need for flexible
conceptualization, particularly in relation to a variety of historical contexts. The first
three components form the internal structures of civilizations, while the remaining
three relate to their expansion spatially and temporally.

In the first of Arnason’s (2003) six thematic foci, he identifies understanding the
difference between distinctive and formative cultural orientations as the most pivotal
concept of the civilizational theory. He also argues that it could give the researcher the
foundation to a specific universe of meaning, comparing it to Eisenstadt's cultural
ontologies and visions of cosmic and social order. Understanding and defining the
cultural problematic can point to the way in which a civilization constructs, represents
and transforms social order (Arnason, 2003).

The second aspect of the framework—institutional structure and dynamics—is deemed
by Arnason (2004) to be the least developed part of civilizational analysis and argues
that drawing a distinction between cultural, political and economic structures may
prove useful, allowing analysis of the civilizational connections between them. This can
be achieved by drawing on the cultural interpretations of power and wealth and how
these interconnected problems link to both political and economic institutions. The
cultural interpretation or definition of power varies from civilization to civilization as a
result of divergent historical paths; therefore, civilizations and societies vary in how
they distinguish and manage sacred and secular authority or how sovereignty is viewed.
Within the economic domain, cultural interpretations of power can be identified, as
suggested by Arnason (2004 p.108), through the analysis of different modes of
accumulation and the ability to maintain commercial development from a comparative
perspective as well as the relationships between civilizations and economies through
their views of capitalism.

The third component, while belonging to the institutional dimension, is deemed
important enough to warrant a separate discussion and focuses on the concept of
dominant worldviews. While the importance of “formative ideas, texts and elites is not
in question (p. 108)” Arnason (2004) proposes in his framework to treat them as “a
derivative and variable aspect of civilizational complexes.” Arnason expresses concern
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that comparative studies have accepted as standard or authentic dominant or exclusive
world views —such as world polity theory— without considering that these views can
be “embodied in canonical texts and represented by cultural elites (2004 p. 107).”
Cultural elites not only endeavor to manage the interpretations of sacred religious
scriptures but often share power with other elites in variable and arbitrary ways
(Arnason, 2004 p. 107) and therefore have the ability to shape the characteristics of a
civilization through its central institutions. For example, the medieval Catholic Church,
Ulema, Brahims and Chinese literati represent different patterns of intellectual life as
well as social power (Arnason, 2004 p. 109). These first three aspects focus on the
internal structure of civilization, while the remaining three can be identified as traits of
civilizations.

Moving to the last three aspects of the framework, the visibility of the multi-societal
structure (families of societies) is a prime defining feature of civilizations and is most
evident in terms of the macro-formations mentioned above although, there are some
significant differences between them when considering the major civilizational worlds
of pre-modern times such as Mesopotamia and Egyptian civilization. These “families of
societies” can be thought of as sociocultural frameworks whereby smaller groups
(societies) can be more or less autonomous and expand “their variations on shared
themes” (Arnason, 2004 p.109), with Islam unequivocally recognized as the most multi-
societal civilization of pre-modern times.

The temporal and spatial characteristic of successive generations of society (the multi-
societal structure) leads to the concept of “multi-epochal civilization” and “multi-
civilizational sequence,” the fifth aspect of the framework. The temporal and spatial
characteristics take into account complex factors, such as the progression of
civilizations from one era to another, as such transitions “coincide with shifts of the
geopolitical and geocultural centers, and interaction with other civilizational sequences
(Arnason, 2004 p. 110).” These factors need to be taken into account in terms of
analyzing the modern civilization. Arnason (2003) suggests that this trait of civilizations
is one of the least explored in civilization analyzes and is challenging in terms of its
complexity.

The final feature of the conceptual framework is the regional basis of civilizational
distinctions with “historical formation and transformation of civilizations taking place
in geographical contexts” with different civilization patterns occurring (Arnason, 2003,
p.- 314). The relationship between civilization and regional aspects is not simple, taking
into account distinct and varying civilizational patterns. For example, the first Islamic
conquests and subsequent formation of Islam as a worldwide religion came about as a
result of the annexation of the Nile Oxus region, “the oldest and most central multi-
civilizational zone” (Arnason, 2004, p.111). Subsequent cultural unification, religious
expansion and imperial conquests “led to the Islamization of more remote regions”
which were then “integrated into a supra-regional formation,” but still retained
sufficient unique characteristics “to give rise to more or less original variants of the
universal model (Arnason, 2004 p. 111).” On the other hand, enduring multi civilization
constellations exist in the regions such as the Mediterranean, which throughout its
history “has been an arena of inter civilizational encounters (Arnason, 2004 p. 111).”

Conclusion
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With origins in Cultural Political Economy, the CCPEE is a critical means of investigating
education. This conceptual paper considers how civilization analysis (Arnason, 2003),
as an emerging paradigm, can be used as a means to investigate the ‘culture’ in
Robertson and Dale’s (2015) critical cultural political economy of education. Analyzing
Arab modernity, culture and societies, using civilization analysis (CA) as a theoretical
framework, offers a means of accessing deeply entrenched sets of meanings and
practices allowing for a comparative interpretation of societal differences in education
and provides a systematic effort directed at theorizing and refining concepts.
Civilization analysis, through its six thematic foci allows a flexible approach in
considering the ‘cultural’ within the political economy of higher education.

A combined CCPEE and civilization analysis approach, which considers the education
ensemble, may guide researchers in unfolding, in a more comprehensive and
comparative perspective, the dynamics of power in education. The CCPEE offers a lens
through which both visible and invisible layers and mechanisms within which
education, its systems, and structures are located can be identified with the cultural
problematic of meaning addressed by the thematic foci of CA. The combined CCPEE and
CA offer a means to investigate education and education issues on a global scale offering
theoretically grounded forms of analysis (Dale, 2015).
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C€ES

The Gulf Comparative Education Society

About the Gulf Comparative Education Society

Founded in 2008, the Gulf Comparative Education Society (GCES) was formed to enable
academic, professional and educational discourse, from a comparative stance, with a
focus on the Arabian Gulf region.

The GCES aims to:

e contribute to the development and improvement of teaching standards at all
levels in the region;

e increase the dissemination of knowledge about international research and best
practices practice from a comparative stance; and,

e promote action research and cross collaborations across the Gulf.

The GCES is a non-profit society and a member of the World Congress of Comparative
Education Societies. Visit http://www.gces.ae to learn more about the GCES.
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About the Arab Open University - Kuwait Branch

Founded in 2002, the AOU is a non-profit university and stands as one of the initiatives
of the Arab Gulf Program for Development (AGFUND). In addition to being the first
private university in Kuwait, the AOU is also the largest of its kind, hosting 8,000
students and celebrates the cultural variation of its student population representing 75
nationalities. The mission of the university is to be open to all individuals of any
socioeconomic or educational background, to be open to all innovative ideas and
practices in education, and to be open in all places and environments. AOU has strong
local as well as international accreditation of all its academic programs. In Kuwait, AOU
is the leading institution in blended learning and the use of technology in the classroom.

Log on to http://www.aou.edu.kw to learn more about their programs and admissions.
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About the Sheikh Saud bin Saqr Al Qasimi Foundation for Policy Research

The Sheikh Saud bin Saqr Al Qasimi Foundation for Policy Research was established in
2009 to aid in the social, cultural, and economic development of Ras Al Khaimah, a
northern emirate in the United Arab Emirates (UAE). Established through Emiri decree,
the Foundation is considered a non-profit, quasi-governmental organization and is the
visionary initiative of Sheikh Saud bin Saqr Al Qasimi, UAE Supreme Council Member
and Ruler of Ras Al Khaimah. His Highness places great value on education and
research, and the Al Qasimi Foundation was created to generate a world-class body of
research on Ras Al Khaimah and the broader UAE, develop local capacity in the public
sector, and engage the community in its work.

Log on to www.algasimifoundation.com to learn more about their research, grants, and
programmatic activities.
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