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Introduction

The Gulf Comparative Education Society (GCES) held its eighth biannual symposium under
the sponsorship of the Sheikh Saud bin Sagr Al Qasimi Foundation for Policy Research from
April 7th to 9th, 2018. Guided by the theme “Public, Private, and Philanthropy: Exploring the
Impact of New Actors on Education in the GCC,” attendees presented research and discussed
developments in the field of education in the Gulf.

The symposium was held at the Hilton Garden Inn Ras Al Khaimah in the United Arab
Emirates and consisted of a pre-conference workshop, three keynote addresses, four featured
panels, two special panels, and six breakout sessions with over 40 presentations by invited
speakers, as well as by those who submitted abstracts that had been selected by a blind review.

In its eighth year, the symposium continued the tradition of convening a diverse group of guests
and attendees from across the globe. This year’s presenters came from a wide variety of
countries including the UAE, Oman, Kuwait, Saudi Arabia, Bahrain, Canada, Spain, Australia,
Germany, Sweden and the United States, representing different voices in the education sector,
such as policymakers, academics and researchers, school providers and leaders, consultants,
and teachers.

The theme for 2018 drew upon the growing involvement of emerging actors in GCC education
and put a spotlight on the impact of philanthropy on education in the Gulf. In 2015, reports
estimated a combined $34bn worth of private donations to foundations. Philanthropic
contributions, closely intertwined with private and public education, therefore hold the power
to shape GCC education ecosystems, through scholarships and mentoring, as well as the
creation of entire school systems and universities.

While the philanthropic sector is still in its infancy in the GCC, this years’ symposium took the
opportunity to apply a comparative lens through keynote speeches delivered by Professor Bob
Lingard (University of Queensland), Professor Megan Tompkins-Stange (University of
Michigan), and Professor Antoni Verger (Universitat Autonoma de Barcelona).

The speakers discussed topics, such as the emergence of philanthropists, edupreneurs, and
consultants as new policy actors in education, the power and influence of elite private
philanthropies in the US, and the main omissions and shortcomings of translating public-
private partnerships (PPPs) into the educational policy field.

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

e Higher Education in the GCC
¢ Informing Education Policy and Transforming Systems through Evidence
e Motivation, and Alternative Approaches to Learning



e Evaluating the Emergence of Private Actors in Education

e The Challenges and Prospects of Philanthropy in Education in the GCC

e Internationalization of Education: Effects on Students, Educators, and Institutions
e Globalization in Philanthropy and Human Resources

In addition, the symposium brought together over 80 participants working in a range of
organizations across the Gulf and beyond, all of whom shared an interest in comparative
education in the GCC countries. This year’s symposium was further enriched by a special panel
discussion joined by representatives from UNESCO, UNDP, and the Arab Gulf Program for
Development (AGFUND). The discussion revolved around the Sustainable Development Goal
4 in the Gulf States and how partnerships can ensure quality education and promote lifelong
learning opportunities for all.

Following the symposium, speakers were asked if they would like to submit an approximately
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 given at the
symposium, slides for some of the other presentations are available on the GCES website

(www.qgces.ae).

Dr. Abdullah Alajmi, President
Dr. Ahoud Alasfour, Vice President
Dr. Natasha Ridge, Secretariat Representative

David Dingus, Max B. Eckert, and Elizabeth Bruce, Proceedings Editors
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Philanthropy for Education: Challenges and Opportunities in the United Arab Emirates

Dr. Catherine Hill
Dr. Nadera AlBorno

American University in Dubali

Abstract

The philanthropic sector in the Middle East is in its infancy. Traditionally, the practice of giving
for social purposes has been largely defined by religion and the requirements of Islam.
Currently, however, many for-profit organizations, such as Al Ghurair and Al Habtoor, have
been giving thought and consideration to social justice causes in more systematic and structural
ways, as exemplified in modern forms of philanthropy such as Corporate Social Responsibility
(CSR) and social enterprise. Thus, philanthropy in general and philanthropy for education in
particular is taking shape in this part of the world. Drawing from the preliminary results of an
ongoing study, this paper presents a thematic discussion that tracks the emergence of
philanthropy in the Middle East, specifically the United Arab Emirates (UAE), and explores
concomitant challenges and

opportunities.

Introduction

The philanthropic sector in the Middle East is in its infancy. Despite the accumulation of great
wealth, the practice of giving for social purposes has been largely defined by religion and the
requirements of Islam, especially during Ramadan—when no less than 2.5% of one’s estimated
wealth and possessions is designated as zakat and offered according to Islamic practice.

Currently, however, more and more for-profit organizations, such as Al Ghurair and Al
Habtoor, have been giving thought and consideration to social justice causes in more systematic
and structural ways, especially in the field of education. It is becoming increasingly common
for such corporations to identify offices within their organizations for addressing the needs of
society. Thus, philanthropy in general and philanthropy for education in particular is emerging
in this part of the world. As a result, learning lessons from the successes and failures of other
nations is not only important to the evolution of this practice but also essential to understanding
the pertinent challenges and opportunities that are taking shape in the Middle East.

Drawing from the preliminary results of an ongoing study, this paper presents a thematic
discussion on the challenges and opportunities of an emerging philanthropic sector in the
Middle East, specifically the United Arab Emirates (UAE).



Background

While the UAE consists of seven Emirates, this paper focuses on the development of
philanthropy in the Emirate of Dubai. We chose Dubai for two reasons. First, as a global city,
it is ranked as a leading multi-purpose and highly profitable trading and business center in the
Middle East. Second, it is the locale with which we are most familiar. Moreover, Dubai offers
a window on several types of philanthropy, ranging from traditional cash donations to more
modern approaches that aim to have social impact. For example, Khalaf Ahmed Al Habtoor,
the founder and chairman of the Al Habtoor Group, established the Al Habtoor Foundation in
2013 by allocating 20% of the group’s shares, which total 370 million AED as of 2016. He has
provided large-scale gifts for the improvement of education and human advancement in the
UAE, as well as towards the alleviation of poverty, homelessness and hunger worldwide. The
process of giving, however, is still very much aligned with traditional practice.

In 2015, UAE businessman Abdullah Al-Ghurair donated a third of his assets to establish a
foundation focused solely on education. The Abdullah Al Ghurair Foundation has pledged to
spend 4.2 billion dirhams over the next 10 years to “equip Arab youth with the knowledge and
skills they need to become the leaders of tomorrow.” The foundation awards grants and
scholarships through “a clear and transparent process” based on a highly competitive
application, which represents a step forward towards a more modern form of philanthropic

giving.

Philanthropic entities in the UAE are currently grappling with all aspects of traditional and
modern types of philanthropy. According to Coutts & Co.’s Middle East 2016 Report,
traditional forms of giving, such as grants to friends, family, colleagues and/or charities, still
prevail. Data from the 2016 Arab Giving Survey also note that while the spirit of giving in the
region is generous, the recorded number of gifts still focuses on traditional targets such as
individuals in need. In fact, 47% of respondents to the 2016 Arab Giving Survey identified
“individuals in need” (e.g., the disabled, refugees and the elderly) as the preferred cause for
donating (Philanthropy Age, 2016). However, new structures of philanthropic giving are also
emerging. These include forms of government-funded foundations such as Dubai Cares (de
Leon, 2017), Corporate Social Responsibility (CSR), which will soon be compulsory in the
UAE and forms of social enterprise designed to address a social need through a market-
driven business model. Looking ahead to the future, Abdulaziz Al Ghurair observed that “far
too long our giving has been individual, fragmented and motivated by being charitable rather
than results-driven. Going forward, | see a majority of philanthropists being more focused,
asking tougher questions ... and demanding more impactful and long-term results” (Coutts &
Co., Case Study: Abdulaziz Al Ghurair, the Abdulla Al Ghurair Foundation for Education,

Q9).

While these initiatives continue to drive sustainable development throughout the UAE, the
process of giving appears to be more traditional than modern.

Forms of Philanthropy



To extend the context for the study, the literature on philanthropy tends to distinguish
traditional from modern forms of philanthropic giving in today’s world—both in the UAE and
in countries around the world (Dacin, Dacin, & Matear, 2010; Dietlin, 2011; Fauzia, 2010;
Hess, 2005; Hess & Henig, 2015; Johnson, 2018; Johnson & Rahim, 2018; Merisotis, 2014).

Traditional Philanthropy

Traditional philanthropy in the Islamic world exists in the form of direct giving—usually in
cash or in-kind—to address human needs and to meet the requirements of the Islamic faith.
Essentially, traditional philanthropy is a form of charity in that the aim is to help someone or
something immediately by giving directly to alleviate the need or the suffering (Dietlin, 2011).
By definition, traditional philanthropy literally means benevolence or love for humanity. And,
by extension, people who do good for others are called philanthropists. In line with this
definition, the traditional philanthropist gives money in the form of donations and gifts and
then steps away. This kind of philanthropy is an old practice long associated with companies
and wealthy individuals who make cash donations or in-kind contributions to worthy causes
and/or needy individuals. The giver or the philanthropist is typically motivated by the sincere
desire to give something back to society, help the disadvantaged and/or to please God,
according to Islamic practice. This type of philanthropy is sometimes referred to as impulse
philanthropy, wherein the donor is primarily driven by emotion or a “feel good effect” (Crosta,
2017). To this day, impulse philanthropy remains the most common form of giving by
individuals and corporations.

Despite the sincerity of donors who are dedicated to making a difference, without measurable
results, there is little reason to think they are solving any of society’s problems. As individuals
and corporations, they are usually acting alone—without collaboration and the benefits of
learning from others. At the same time very few are tracking their own impact (Kramer, 2009).

Modern Philanthropy

Modern philanthropy, on the other hand, is a form of giving with broader goals and is usually
managed within and by civic institutions or corporate organizations (Fauzia, 2010). It is giving
that is grounded in justice, aimed at producing change and focused on the impact of results.
Thus, this type of giving is often referred to as impact or catalytic philanthropy (Crosta, 2017;
Kramer, 2009). Typically, it focuses on root causes as opposed to individual needs or symptoms
and aims to achieve measurable social results. It is designed to be systemic and not episodic,
proactive rather than reactive (Merisotis, 2014). The organizational forms of modern or impact
philanthropy include several mechanisms such as CSR and social enterprise.

As a form of philanthropy, CSR within an organization may include a variety of arrangements
for charitable giving: grant making, employee volunteering and/or core strategies for
improving the quality of life for all stakeholders and the community at large. It can be described
as embracing responsibility so as to yield positive outcomes for the local environment; in other
words, CSR is important for the community as well as valuable for the company.



Since 1966, the Al Ansari Exchange group has given high priority to the concept of social
responsibility initiatives and charitable giving throughout the UAE. In fact, the Arab
Organization for Social Responsibility recently honored Rashed Ali Al Ansari, General
Manager of the Al Ansari Exchange, by conferring him with the Golden Shield Award for his
efforts at instilling a culture of social responsibility in the private and public sectors in the
UAE. The Al Ansari Exchange has acquired a reputation for ambitious CSR programs that
provide financial support to needy families, the disabled and orphans; education; healthcare;
and various charitable societies.

CSR was declared to be mandatory in the UAE through a Cabinet Resolution passed on
February 5, 2018. The resolution calls for the development of an organizational framework and
guidelines for the management and distribution of contributions made by companies to support
socially responsible activities, such as economic, social and environmental programs and
projects, in the UAE. Companies are now in the process of registering on the UAE CSR Smart
Platform (KPMG, 2018). Data on outcomes and results for the first year will likely be
forthcoming.

A newer concept of modern philanthropy is known as social enterprise. While there is no
consensus on a single definition of social enterprise, most scholars would agree on a broad
definition with two perspectives: the for-profit standpoint defines social enterprise as
“businesses that trade for social purposes” (Sepulveda, 2014, p. 843), and the non-profit
standpoint, which defines it as “organizations adopting commercial methods to achieve their
social objectives” (Johnsen, 2017, p. 5). Thus, the emerging construct of social enterprise in
the UAE reveals a dual nature which combines economic and social value creation aligned
with global standards of sustainable social development. Across the existing UAE institutional
landscape, this form of philanthropy is uncommon. However, it is an emerging sector. A prime
example is Enable, a corporate initiative within the for-profit organization known as the Desert
Group that evolved from a 2008 inclusion program aimed at employing individuals with special
needs (https://desertgroup.ae/csr-enable/). In order to sustain the inclusion initiative, in 2015,
the Desert Group formally introduced Enable as a more permanent and sustainable employment
solution for individuals who are intellectually challenged. Since then, Enable continues to be
operated by the Desert Group as a social enterprise. Other UAE-based organizations claim to
be social enterprises, such as Evolvin® Women https://evolvinwomen.com, Social Bandage
www.socialbandage.org and Taka Solutions https://takasolutions.com, but have ambiguous
organizational structures that appear to be inconsistent with the concept of a sustainable social
enterprise.

To summarize, social enterprises can be private for-profit, non-profit or hybrid organizations
with a social mission that use business approaches to achieve their objectives (Dacin et al.,
2010).

Philanthropy for Education


http://www.socialbandage.org/

A growing number of philanthropic organizations are recognizing the importance of
education—for their own success as well as for the economic health of their respective nations
and for future generations. Thus, educational philanthropy appears to be a rising investment
trend among the wealthy (Enskog, 2016), with 35% of the nearly 30,000 foundations
worldwide focusing resources on the educational sector (Johnson, 2018). At the same time,
however, new research is emerging that questions the role of philanthropy in education research
and education reform (Feuer, 2016; Hess 2005; Hess & Henig, 2015). When, for example,
highly renowned donors, such as the Gates, Broad, Walton and Lumina Foundations, make
large contributions to schools and school systems, it is not uncommon for them to expect
education policies and practices to conform to their understanding of the “what” and “how” of
education (Cody, 2014). As a result, the haunting question is that of control and influence. The
power of philanthropic organizations and individuals to shape educational agendas is growing
in countless ways and yet very little is known about the extent and results of their investments.
This lack of knowledge calls for urgent attention to research across countries and national
borders.

Challenges

Obstacles and challenges related to the rapid growth of philanthropy and philanthropic models
in the Middle East include the need for legal frameworks and defined infrastructures, the lack
of research and reliable data in the Arab region, poor measurement and evaluation efforts and
the unmet demand for specialized talent (Kuttab & Johnson, 2015). These challenges are also
supported by the most recent information on philanthropy in the UAE, Great Expectations:
The Growth of Institutional Philanthropy in the United Arab Emirates, published by the Belfer
Center at the Harvard Kennedy School in partnership with Globesight (Johnson & Rahim,
2018). Insights from this report, which contributed to the Global Philanthropy Report
(Johnson, 2018), were drawn only from a regional survey; supportive research is yet to be done.

The fact that no clear legal framework exists for establishing and regulating philanthropic
organizations has led to a climate of giving that is both ambiguous and uncertain. Definitions
remain unclear and structures are shaped according to the desires, wishes and interests of the
respective families and founders. Beyond the typology defined in Great Expectations (2018,
p. 38), there is no shared understanding of questions, such as: How do we define a foundation?
How do we define an endowment or grant? How do we define the assets of a foundation? For
family foundations, are the assets of the foundations and that of the family clearly segregated?
(Kuttab & Johnson, 2015). However, the UAE Council of Ministers is beginning to address the
need for a legal framework. In fact, and as stated above, the Cabinet Resolution passed in
February 2018 aims to provide guidelines for the management of corporate responsibility
mechanisms among 400,000 companies across the UAE (WAM, 2018). This is one small step
toward the creation of legal framework.

In addition to the work of building a legal framework, the region needs more “big picture”
thinking, focused less on outputs and outcomes and more on social justice and desired social
impact. Limited infrastructure for philanthropy remains an obstacle for the emergence of a
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coherent and systematic approach to philanthropic giving in the UAE. A legal framework needs
to address the absence of data, underfunded measurement and evaluation efforts and the search
for specialized talent—all of which are integral to success in this sector (Kuttab & Johnson,
2015). As the UAE and other Arab nations continue to look beyond the “old ways” of giving,
beyond religion and geography, levels of trust and transparency will rise and a coherent system
will flourish.

Opportunities

As the practice of corporate giving grows in the UAE, it is important to note that a variety of
structures are becoming more visible and strategic while they still remain closely related to the
government and ruling families. These include forms of CSR, social enterprises and
foundations. In addition, it is likewise important to identify safeguards regarding the flow of
money and the creation of partnerships that are transparent and socially responsive. At present,
philanthropic gifts tend to be focused on material needs in general, health care and student
scholarships in education. Among the 42 foundations that are known to exist in the UAE, 14
focus on education and community development projects (Johnson & Rahmin, 2018).
Weakness in the ability or willingness to do “big picture thinking” around the outcomes and
the impact of very generous philanthropic efforts exists. For example, by “big picture”
thinking, the UAE could make a concerted effort to move from feeding workers during
Ramadan to eliminating hunger in the Arab world.

The Abdulla Al Ghurair Foundation for Education can serve as a model in its attempt to respond
to the key factors required for a successful, robust and coherent design for philanthropic giving.
It has made great strides in the implementation of programs such as the Young Thinkers
Program, the STEM Scholars Program and the Open Learning Scholars Program. In addition,
they reported the employment of a measurement expert to document and emphasize the
importance of evaluation of their programs and impacts (Johnson & Rahim, 2018, p. 35).
However, no outcome oriented assessment data is available in the public domain to date.

Moving forward, the effectiveness of philanthropy in the UAE will be dependent upon public
policy support and the clarity of a legal framework. In addition, philanthropic individuals and
organizations will likely be expected to agree to a shared commitment to collaborate among
key actors and across sectors, organized a typology of philanthropy and increase their
investment in infrastructure. Structures for giving will probably continue to expand but in
unique ways compatible with the unique culture of the UAE. Furthermore, relevant actors in
the philanthropic sectors need to build compelling messages about why and how philanthropy
in human capital, specifically in education, will benefit the nation in the long term.

Recommendations and Conclusion

It is important to observe that the UAE is a nation in a hurry. While admirable as a national
vision, the impulse to hurry change circumvents the ability foster and engage in strategic and
long-term growth. Shifting the focus of philanthropy from charity to justice is a long-haul effort
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that will require persistence over decades. While charity is commendable, philanthropy that
aims to achieve social impact has the potential to be transformative for the nation, the region
and the world.

The prospects for Arab philanthropy are enormous because the amount of wealth in the region
is striking. As structures for giving likely continue to expand and evolve in unique ways
compatible with a unique culture, it is important to keep in mind that the future belongs to those
nations that best educate the next generation.
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Giving Back: Alumni as Assets for Generating Philanthropic Support
for Higher Education in Bahrain

Dr. Nina Abdul Razzak
Dr. Wafa Al-Mansoori

Directorate of Higher Education, Education & Training Quality Authority, Kingdom of
Bahrain

Abstract

Several regional and global factors are posing various challenges for Higher Education
Institutions (HEIS) in countries of the Gulf Cooperation Council, including in Bahrain. These
include a global financial crisis, a major shift in the economy, and an increase in the number
of students entering higher education. Collectively, such factors are creating a greater need in
HEIs for new sources of financial support that are less contentious than increasing the tuition
fees, which are already on the rise at least in the private HEIs. One potential source could be
in the form of philanthropic initiatives engaging alumni who would be willing to give back to
their alma mater in a sustainable manner. However, are HEIs in Bahrain operating in ways that
help them create philanthropic cultures that can result in such committed and enduring
philanthropic alumni? And if not, what is needed, and which types of activities would be most
effective in engaging alumni as donors in the Bahraini context?

The results of this qualitative study, were derived through an analysis of published quality
assurance reports and researchers’ field experiences with HEIs in Bahrain. These results
indicate big steps that have yet to be taken by HEIs to create the needed philanthropic culture,
as well as a need for alumni high-engagement philanthropies. The study concludes that for such
philanthropies to serve as effective vehicles of change, they should support those who are most
capable of innovating within their communities, rather than themselves attempting to set the
agendas.

Introduction and Purpose

Several regional and global factors are posing challenges for Higher Education Institutions
(HEIS) in countries of the Gulf Cooperation Council (GCC), including in the Kingdom of
Bahrain. These factors include the global financial crisis; shifts in the economy from natural
resources to knowledge and technology; and increases in the number of students entering
higher education. Collectively, these factors and numerous others are creating a greater need
in HEIs for new sources of financial support that are less contentious than increasing the tuition
fees, which are already on the rise at least in private HEIs. This is especially important, since
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with the issues highlighted above, it is expected that this need for financial support will
continue to grow for the foreseeable future. One such source of support, which could be
significantly effective among others, is in the form of philanthropic initiatives on the part of
alumni, and in particular, those who would be willing to give back to their alma mater in a
consistent and long-term manner and in different forms other than monetary funding, such as
through their knowledge, expertise, and connections (Phills, 2008).

Although alumni philanthropic activities would mainly originate from private foundations,
such activities could also come from individual donations. A private foundation is “an
independent legal entity set up for solely charitable purposes ...” and its funding typically
comes from a single individual, family, or corporation (Foundation Source, 2017, para.l).
Although private foundations typically make grants, and do not focus on running their own
programs (i.e., non-operating foundations), they can run programs or provide services in a
continuing and sustaining fashion (i.e., operating foundations). The main advantages of a
private foundation are control and flexibility: (1) control, in that it is legally independent and
exclusively controlled by its own donors; it has the final say in how its assets are invested and
spent; (2) flexibility, in that it can bring about change in many ways; for example, through
making grants, awarding scholarships, giving funds directly to individuals, and making
program-related investments (Foundation Source, 2017). Regardless of whether the alumni
support will be from non-operating or operating foundations or even from individual
contributions, the question is this: Are HEIs in Bahrain operating in ways that help them create
philanthropic cultures that could result in committed and enduring alumni as donors? And if
not, what is needed on the part of HEIs themselves and what forms of alumni philanthropy
would be most effective in the Bahraini context? These questions guided our research inquiry,
which relied on an examination of HEIs in Bahrain, a literature review on philanthropy in
higher education, and an analysis of Quality Assurance (QA) reports and field experiences.
This study concluded that HEIs in Bahrain are still falling short of creating such philanthropic
cultures, which limits the impact alumni could have in supporting their institutions financially
and in other scholarly and professional ways.

Background of the Study

Current Landscape of HEIs

Of the 14 HEIs in Bahrain, only one regional university (the Arabian Gulf University) is not
subject to QA reviews carried out by the Directorate of Higher Education Reviews (DHR) of
the Bahrain Education & Training Quality Authority (BQA). The rest all undergo two main
types of highly-structured review processes: program and institutional reviews, with follow-up
evaluative visits conducted for cases falling short of successfully meeting BQA standards
(Bahrain Education & Training Quality Authority [BQA], 2018a). To date, all of these HEIs’
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programs have been reviewed. Part of the emphasis during these reviews consists of an
evaluation of graduates’ standards, employability, work destinations, and satisfaction toward
their HEI experience (Bahrain Education & Training Quality Authority, 2014). The reviews
result in published reports that record evidence-based findings about the programs or
institutions reviewed.

Of these 13 HEIs, two are public (among them is the main public institution the University of
Bahrain), and they have the largest student intake. The remaining HEIs are all private and
almost all suffer from a serious shortage of students, which usually results in an increase in
student fees in order to make up for the limited revenue from tuition. For the public HEIs whose
student fees are merely symbolic, the relatively large student intake is starting to result in some
noticeable cuts in resources and services with the current economic and financial crisis. Clearly,
such cuts can negatively impact stakeholders’ experiences, especially for the faculty and
students.

Given this situation, new sources of financial support, such as philanthropies, are needed. This
is what prompted the researchers of this study to (1) explore the ingredients necessary for the
creation of philanthropic cultures within HEIs in general and (2) inspect the operations of HEIs
in Bahrain and their relationships with their alumni specifically to deduce what could be the
types of activities that would be most effective in engaging alumni as donors in such contexts and to
understand how such relationships affect current policies and procedures.

Literature Review

In developing countries, there are many private activities supporting education, but these
activities lack cohesiveness and a strong strategic connection to the larger education policy
agendas (van Fleet, 2012). Additionally, due to lack of proper management and monitoring,
there is a lack of transparency of the data related to such activities (van Fleet, 2012). For this
reason, most of the evidence on philanthropic cultures is from the developed countries where
loyal and sustaining alumni have traditionally been the greatest philanthropic reserve of HEIs
and have been “the heart and soul of the most remarkable philanthropic cultures” ever created
(Langley, 2014, para.8). The relationship between philanthropy and education is complex and
creating philanthropic cultures within HEIs requires fostering three main elements:
appreciation, affiliation, and agency (Langley, 2014).

In terms of appreciation, enhanced quality of learning experiences offered by HEIs help
produce appreciative graduates who feel that the value of their education greatly exceeded the
price of tuition so they are willing to give back to the institutions that gave them so much. As
for affiliation, outreach initiatives/programs can facilitate communication, relationships, and

15



even partnerships with alumni. They can go beyond asking them for donations by providing
them, for example, with opportunities to continue to learn from and with exceptional faculty
members and talented peers, strengthening alumni affiliation to their HEIs and boosting their
philanthropic spirit towards them. Similarly, in terms of agency, HEI programs/initiatives that
help create a better world or have a powerful impact on one’s community, such as serving the
environment or finding a cure for a certain disease, also boost alumni’s philanthropic activities
since alumni feel that they are not just giving to their university but “also through it to create a
better world” (Langley, 2014, para.16).

However, a word of caution is needed here with respect to the limits and dangers of
philanthropy in education. As Fox (2017) explains, there is a danger of philanthropic parties
beginning to assume that they know what people and/or institutions should want, rather than
allowing them to reason on their own what best works for them. This could lead to centralized
planning from the side of the philanthropic foundations in ways that impact the operations of
these institutions apart from their missions and more towards a foundation’s own agenda. Many
times and for various reasons, these foundations start focusing on picking winners and losers
in terms of departments or programs rather than concentrating on pushing and backing up the
right ideas. With this in mind, this study set out to investigate the extent to which HEIs in
Bahrain are fostering the three main elements: appreciation, affiliation, and agency, which are
essential for the creation of philanthropic cultures within them, and to make recommendations
related to policies and procedures needed for well-managed, effective, and diversified alumni
donors.

Methods and Materials

This qualitative study was launched in December 2017, primarily using analyses of BQA/DHR
reports, which are published on the official BQA website, and the researchers’ knowledge from
many years of field experiences with HEIs in Bahrain during the data collection. These analyses
focused on the operations, practices, and relationships of HEIs over time, especially with
respect to their alumni. The advantage of using the BQA reports is that they are rich in
evidence-based data, thus enhancing their credibility and reliability. From their analysis, three
main themes emerged, which are described below:

» HEI's Quality of Education. The extent to which HEI programs are meeting QA
standards and graduating students with the needed knowledge and skills

» Nature of Relationships with Alumni: The types of links that continue to exist between
HEIs and their students after graduation and the HEIs’ approaches towards these
relationships
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» Labor Market Research: The type of labor market scoping undertaken by HEIs to
identify market needs in terms of graduates’ employability skills, thus gearing HEIs’
programs toward their fulfillment

Field experiences are advantageous because they yield a great depth of understanding and are
more valid than surveys or experiments (Babbie, 2013). This is despite (1) the limitation of
reactivity that is always linked to qualitative field research (Babbie, 2011) which, in this
context, refers to the possibility of interviewees having responded differently than usual during
BQA reviews just because they knew they were being interviewed and despite (2) the challenge
of replication of the field research by others. From the analysis of field experiences, the
following two themes emerged:

» HEls’ Outcomes and Labor Market Needs: The amount of fit between HEI graduates
and actual needs in the labor market and

» Real Contributions to the Community: The extent to which HEIs are adding something
of real or great value to the community.

Research Findings

BQA Review Report

» HEIs’ Quality of Education

Since 2009, a total of 102 BQA program review reports have been published and more
than 70% of the programs have met BQA standards. There is, thus, a level of trust in
the quality and standards of their graduates. However, with respect to the remaining
programs, the reviews have raised some concern about their ability to graduate
individuals with the needed employability skills and knowledge (Bahrain Education &
Training Quality Authority [BQA], 2018b). This has negatively impacted stakeholder,
including alumni, satisfaction with these programs. This finding is consistent with
other studies (Mai, 2005; Zaheer-Butt & Rehman, 2010), which show the quality of a
university degree and its prospects in furthering students’ careers as among the most
influential predictors of stakeholders’ satisfaction.

» Nature of Relationships with Alumni

The BQA reports show that the HEIs” approach in maintaining their relationships with
their alumni is neither systematic nor effective. In general, they do not have sufficient
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information about their graduates, and despite some recent improvements, HEIs still
tend to have sketchy and scattered information about graduates’ employability and their
first and current employment destinations.

In addition, alumni reported during BQA reviews that they are rarely approached by
their institutions and usually it is primarily for completing a survey of some sort. A
review of the literature shows that rare and weak relationships between HEIs and their
alumni are common worldwide and are not unique to Bahrain (Levine, 2009;
Rattanamethawong, Sinthupinyo, & Chandrachai, 2018). This is despite the fact that,
as Khanfar, Swaidan, and Mujtaba (2009) explain, “The need for HEIs to proactively
create a healthy relationship with their alumni cannot be overemphasized” (p. 15) and
despite research that has found alumni to be interested in staying connected to their
universities mainly through mail, attendance of events, and participation in an advisory
capacity for their major (Root, Taylor, Rose, & Lauderdale, 2017).

In relation to this, it was noted from review reports that most HEIs in Bahrain have
recently engaged alumni in a number of program advisory boards. However, this has
been found to be insufficient, as nearly all of these boards include only a single alumni
member in them and meet only twice a year. Additionally, even though some alumni in
Bahrain have reported that they continue to maintain a strong relationship with some
individual faculty members, it appears that HEIs do not build on these relationships in
more systematic ways.

Labor Market Research

A constituent theme in almost all review reports has been the absence of formal or
scientific mechanisms in HEIs for scoping the labor market needs and the poor
matching of program outcomes with the needs of employers. This applies even in the
case of programs that met the BQA’s standards and has been echoed in the BQA’s
annual reports (BQA, 2018a). The HEIs, therefore, also do not conduct formal studies
on long-term changes needed at the level of the programs they offer. By not conducting
such studies, the quality of some of these programs in terms of relevance and currency
could be compromised and could consequently negatively impact the value that
graduates and employers attach to such programs. This is a serious consideration,
especially since the cooperation between HEIs and employers in relation to curriculum
design and development is minimal in most cases. Were it higher, it could help improve
the matching of graduates to existing and future jobs (Bartlett, Uvalic, Durazzi,
Monastiriotis, & Sene, 2016), and thus would increase stakeholders’ satisfaction and
appreciation.
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Field Experiences

» HEIs’ Outcomes and Labor Market Needs

The 2005 national education reform project in the Kingdom was initiated due to,
amongst other reasons, complaints by the labor market that the outcomes of HEI
programs did not always match its needs, which resulted in having both unsatisfied
employers and graduates. In addition, until now, the latest data provided by the Labour
Market Regulatory Authority (2017) still indicates a rise in the employability of non-
Bahrainis and a decline for Bahrainis.

This mismatch between the HEIs’ output and labor market needs is not unique to
Bahrain, as the study of Assaad, Krafft, and Salehi-Isfahani (2018) shows a parallel
situation exists in other countries of the region such as in Egypt and Jordan. From many
years of the researchers’ experiences in the field, observations suggest that this is partly
due to the traditional nature of programs offered by HEIs in general and their lack of
agility to adapt to market needs.

> Real Contributions to the Community

There is evidence in a few HEIs of some attempts to establish initiatives and programs
that are customized to add real value to the community, impacting society positively by
effectively responding to or raising awareness of existing issues and challenges related
to social changes, economic shifts, climate, the environment, etc. Nevertheless, these
attempts usually fail to pass their initial stage of development and do not materialize
mainly due to intermittent funding, thus ending in inadequate contributions.

Because the human resources needed for these initiatives are clearly available and
capable of innovation, they could benefit from other sources of funding that are more
consistent and sustainable. Philanthropic support in this case would be beneficial not
just to the HEIs themselves but also for the larger community to whom the HEIs’
initiatives aim to add real value. Such philanthropy is viewed as being the most
effective. As explained by Janet Hirst, the Chief Executive Officer of the lan Potter
Foundation, “Philanthropy works at its best when it seeks out and provides support to
those who are best placed to innovate within their communities. Philanthropy is less
effective as a vehicle for change when it is attempting to set the agenda” (Anderson,
2018, p. 14). The philanthropic support in this case does not have to be restricted only
to funding but could also take the form of venture philanthropy, or “high-engagement
philanthropy” as it has also been called, referring to donors helping the
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organization/beneficiary not only through money, but also through their knowledge,
expertise, and connections. This type of philanthropy has proven to be effective in
helping organizations succeed (Phills, 2008).

Discussion & Recommendations

Research studies present the ingredients necessary for the creation of philanthropic cultures
within HEIs as appreciation, affiliation, and agency. Specifically, graduates’ willingness and
motivation to give back to their alma mater become stronger when they feel that the value of
their education and learning experiences outweighed the cost of tuition, they are continuously
provided with opportunities to learn from and with members of their HEI community, and they
see that their HEI is making great contributions to the environment and/or society.

With respect to Bahrain, this study’s results show that HEIs are falling short of fostering these
three key components. Cause for concern stems from the ability of HEIs to graduate individuals
with the expected knowledge and skills and a lack of formal scientific mechanisms to conduct
labor market research through which their programs could be kept current and relevant, which
results in unsatisfied employers and graduates. This, consequently, can clearly and adversely
impact alumni’s feelings of appreciation toward the education they received and the institution
that provided that education.

In addition, HEIs in Bahrain do not systematically nor effectively follow up with their alumni
and fail to build on the good relations some of them have with individual faculty members.
This reduces the chances of alumni having a strong affiliation with their HEIs. Finally, with
HEIs’ limited initiatives to add real value to the community, the element of agency, just like
appreciation and affiliation, is far from being fostered, clearly reducing the chances of alumni’s
philanthropic spirit being boosted.

Based on the discussion above, the researchers recommend that HEIs in Bahrain should among
other things:

» Maintain better links with their graduates by reaching out to them and by developing
formal alumni associations where alumni can meet regularly and have fruitful
conversations with their HEIs, which would help establish their sense of belonging and
have them advocate for those HEIS.

» Increase the representation and strengthen the roles of alumni on program advisory
boards and increase the annual number of meetings of such boards.
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Take advantage of and build more systematically strong relationships between alumni
and individual faculty members.

Regularly celebrate their successful alumni who have secured high posts in the
Kingdom, to make them feel appreciated by their alma mater and proud, so that alumni
might be willing to give back in different forms.

Keep detailed information about their graduates, such as their employment history, to
be able to better contextualize the graduates which could help HEIs develop programs
that would attract and maintain their alumni relationships. Examples include offering
PD training or academic programs offered by HEIs that would reflect the needs of their
alumni.

Keep detailed information about their graduates, such as their work destinations and
employment history, to be able to better match areas in need of support within the
institution with proven strengths in some of its successful graduates. Examples here
include: identifying capacity building needs of HEI staff on the one hand with
professional development training that could be provided by some alumni on the other
hand; or matching academic programs in the HEI that are in need of being promoted
with successful alumni from those programs, to have them help in improve those
programs’ image and student recruitment, etc.

Formally assess the labor market and make program revisions accordingly to produce
graduates with the skills that are in demand.

Adopt policies that support and encourage greater cooperative activity with employers
in relation to curriculum design and development to improve the matching of graduates
to existing and future jobs.

Improve the quality of their offerings by fully addressing the recommendations of BQA
reviews.

Seek philanthropic support for initiatives that desire to make real contributions to the
community by raising awareness about such initiatives, their importance, and the
difference they could make.

Although these recommendations are important, it is necessary to keep in mind the limitations
and dangers of philanthropy in education, as mentioned earlier in the literature review, and
which tend to manifest themselves in a type of centralized planning from the side of the
philanthropic foundations in ways that serve their own agendas and interests. In light of this, it
is crucial that the work of alumni philanthropies in Bahrain be managed and regulated by
appropriate policies and robust systems of procedures so that such philanthropies would be
held accountable for diversifying their revenue streams and appropriating their funds.

Concluding Remarks

This research study set out to investigate HEIs’ operations in Bahrain in terms of creating
philanthropic cultures that would result in committed and enduring philanthropic alumni. The
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study’s results showed that HEIs are still falling short of fostering the ingredients necessary for
such cultures, which are appreciation, affiliation, and agency. As a result, recommendations
are made for HEIs through which, if acted upon, the seeds for the creation of a philanthropic
culture will be planted.

Bahrain as a small country has a considerable number of HEIs with a good potential pool of
human capital in them, from competent and experienced academic to administrative staff
members. These institutions have already graduated a generation of successful alumni who
have reached high positions in the public and private sectors. It is therefore only logical that
any activities to engage alumni as donors should target those who played a part in graduating
such successful alumni and who are most capable of innovation in these HEIs. It should also
allow those individuals to lead the innovation, set their agendas, and support their innovative
endeavors in the process, rather than centralizing planning and possibly swaying the
institutions’ missions to serve donors’ own interests.

This will ensure that alumni donors can be an effective vehicle for positive change, especially
when alumni are provided with opportunities to be highly-engaged in benefiting others while
also learning from and with them, instead of only playing a money-granting role. An interesting
area of future research could be an investigation into the different roles that alumni donors in
Bahrain could possibly engage in to generate the greatest results for their alma mater and
society. Another area is related to the policies needed at the institutional level to manage and
lead related initiatives, which effectively regulate these funds in ways that ensure adherence to
the institution’s mission rather than focusing only on serving the agendas of donors.
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Influences for Higher Education Policy*
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Abstract

This paper investigates interplays between local and global discourses in policy making by
examining Vision 2021 in the United Arab Emirates (UAE). Using a discursive research
approach and applying Cultural Political Economy as a theoretical lens for its analysis, the
analysis shows that the policy links challenges regarding social cohesion to economic demands
and competitiveness as aims for governing higher education. On the one hand, this has been a
successful approach to increase capacity in the UAE’s higher education system(s) over the last
years, but on the other hand, may have created a tightrope for governing higher education,
making it harder to prioritize pedagogical rationales as action-guiding for the organization of
higher education and learning.

Introduction

In one of its recent issues, the British weekly magazine The Economist dedicated a Special
Report to the rapid social, cultural, economic, and political change over the past months in
Saudi Arabia, a member state of the Gulf Cooperation Council (GCC) (La Guardia, 2018). But
the Special Report also touches on developments that are greater in scope than only occurring
in Saudi Arabia, suggesting that they cut across the GCC region.2 GCC member states have not
only risen in political and economic power and influence over the last few decades, but their
governments are pursuing ambitious reform agendas for what they hope will be future success.
For instance, such reform agendas are developed in the form of what social scientists would
call “policies,” current examples of which are Vision 2030 in Saudi Arabia, New Kuwait, Vision
2020 in Oman, or Vision 2021 in the United Arab Emirates (UAE).

! This conference proceeding and the presentation at the 8" biannual GCES Symposium are connected to research
undertaken in conjunction with a chapter being published in the edited volume Researching the Global Education
Industry. Commadification, the Market and Business Involvement by M. Parreira do Amaral, G. Steiner-Khamsi,
and C. Thompson (2019). Please see this publication for a more in-depth and focused discussion on the UAE as
an Education Hub, as well as the theoretical and methodological approaches used.

2 The referenced Special Report by The Economist uses the term “Arab world”—a term that arguably deserves
some clarifications on its own, and for which an in-depth discussion with regard to education can be found in the
literature. As an example, please see, Mazawi and Sultana’s (2010) Situating the ‘Worlds’ of Arab Education.
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Though the above-referenced policies focus to a great extent on economic modernization and
diversification, education—and higher education in particular—play a central role in all of
them. This central role of (higher) education in contemporary national economic policy,
mapped out in national development plans, such as the referenced policies, is very relevant for
education research because of its impact on the organization of education and learning
nationally and regionally. This could potentially result in economic aspects outweighing
education policy goals and may initially lead to diverging rationales.

International and Comparative Higher Education Research currently aims at understanding this
changing organization of education and learning by referencing the concept of International
Education Hubs (IEHs), predominantly in connection with analyzing and/or developing
education policy in countries in the Middle East and South-East Asia (see Knight, 2014).
However, the impact of the potential entanglements of education with economic policy is very
complex. To date, it remains uncertain the extent to which the described social phenomena may
be analyzed adequately using the concept of IEHs and what additional value it provides to
scholars and policy makers for understanding contemporary developments. Against this
backdrop, this contribution reviews a central policy in the UAE’s envisioned transformation
into an Education Hub—Vision 2021—to elaborate on some of the potentially profound
consequences for (higher) education policy in this GCC member state. In connection to this
year’s conference theme, these potential consequences also involve the inclusion of new private
and philanthropic actors into local/national education policy, leading to complex interplays of
“local visions™ and “global influences” that appear somewhat veiled in this key policy.

To understand the potentially profound consequences of transforming countries into IEHSs, the
narratives conveyed in policies, such as Vision 2021,3 are particularly insightful for
understanding some contextual conditions that, in connection to this year’s conference theme,
enable “new actors” in education policy to exert their “impact.” While some research on IEHs
has already been undertaken regarding some GCC countries, these studies often focus on
structural changes and the face value of this social phenomenon. Only to a lesser extent do they
pay attention to the narratives, their inherent power, and the role of governments as their
authors (see, for example, Dou & Khnight, 2014; Fox & Al Shamisi, 2014; Ibnouf, Dou, &
Knight, 2014). As such, I argue that a more comprehensive examination is needed with respect
to the UAE, given the rapid developments currently occurring in higher education across all of
its seven Emirates.

This contribution will proceed by elaborating on this social phenomenon and education policy
in the next section. It will then briefly describe the theoretical and methodological approaches

3 For instance, see: https://www.vision2021.ae/en/uae-vision
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used, before applying them for investigating Vision 2021. It concludes by pointing out the
potential consequences for higher education policy in the UAE that need to be investigated in
future research, and emphasizes higher education as a veiled enabler of realizing the goals
outlined in Vision 2021. Furthermore, it highlights how logic, such as economic
competitiveness, instead of social or pedagogical rationales, are becoming action-guiding for
the organization of higher education and learning as a result of Vision 2021. The consequences
of which are profound changes in organizing higher education in the UAE, where for-profit
actors play a crucial role.

Education Policy and its Global Dimension

This section will briefly clarify some conceptual considerations for analyzing education policy
as a research object in times of global interconnection. The referenced national development
strategies tend to frame education, and in particular higher education, as a panacea for pressing
social and economic issues (see Fischer, 2003). This discursive framing signals changing
relationships between the state, economy, society, and higher education, pointing to an
intensified role of economic rationales and interests in this particular education sector.
Recent scholarly research on education policy reveals that the “framing” of education in
national policies is increasingly influenced by traveling policy ideas stimulating a global
circulation of quite similar concepts for education policy across geographical regions such as
concepts and ideas circulating in global discourses about the knowledge-based economy (see
Ball, Junemann, & Santori, 2017; or also Mundy, Green, Lingard, & Verger, 2016). This
circulation profoundly impacts the narratives being told in national policies and strategies,
framing (and somewhat altering) the historically close and complex relationship between state
and (higher) education (see Archer, 1979; Benavot, Resnick, & Corrales, 2006; Green, 1997,
Ramirez & Boli, 1987). In connection to this year’s conference theme, new private and
philanthropic actors appearing in education and policy might therefore be regarded as one
expression of such changing relationships, opening up spaces and opportunities for novel
“global players” to affect national education systems and their organization.

Through globalized discourses, as well as “global players” in education policy, it appears that
a small number of resembling ideas and concepts inform and orient education policies in most
national education systems today (see Verger, 2016). A growing strand of scholarly research —
more recently coined Global Education Policy (GEP) (Mundy, Green, Lingard, & Verger,
2016)—accompanies this change in the practice of education policy. This research focuses on
global discourses, agendas, and actors in the study of education policy to investigate the various
implications of the changing contextual conditions in which education policy evolves such as
the influence of intricate relationships between domestic and foreign actors on national
education policy (see Marginson, 2016; Verger, 2016; see also Ball et al., 2017).

Economic Diversification in National Development Strategies: A Shared Objective of
International Education Hub Policies in the GCC region?

45



In connection with the above conceptual considerations for analyzing GEP as a research object,
this section succinctly elaborates on—in analytical terms—“discursive spaces” cutting across
GCC countries through policies sharing similar rationales and narratives. A contemporary,
paradigmatic example of narratives for organizing education and learning that resemble each
other across several locales—involving novel private and philanthropic actors in the provision
and management of education—may currently be seen in policies pursuing the creation of so-
called IEHSs that have been mentioned earlier (Knight, 2014). Several states, predominantly
located in South-East Asia and the Middle East, currently use this label to discursively brand
themselves as international destinations for learning, pursuing structural competitiveness in
connection to their always-individual understandings of what knowledge-based economies are.
IEHs are governmental politico-economic projects aiming at the transformation of selected
territories into economically competitive and socially progressive areas by means of reforming
education, in particular higher education.

With regard to the GCC region, IEH policies are often outlined in national development
strategies that, in this particular region, currently share the objective of economic
diversification as a cross-cutting theme. In connection with understanding education policy as
obtaining a “global dimension” (as in GEP), such cross-cutting themes generate discursive
spaces that are self-constituting through, for instance, the creation and repetition of resembling
narratives and problem definitions in different national policies. In this context, the UAE is one
of several GCC member states currently pursuing such a transformation into an IEH, with
Vision 2021 outlining this pursuit (as a somewhat master narrative). Against this backdrop, the
following sections will look into how the relationship between education and the state is being
framed in this policy, potentially having a profound impact on higher education policy in the
UAE.

Conceptual Considerations

To analyze Vision 2021 and its impact on education in the UAE, this contribution adopts
Cultural Political Economy (CPE; Sum & Jessop, 2013) as a theoretical lens, reflects concepts
brought forward by the Comparative Case Study approach (CCS; see Bartlett & Vavrus, 2017)
methodologically, and is methodically oriented by CPE and the CCS through the use of a
discursive research approach (see Fairclough, 1992; Wodak, 2004; Wodak, & Fairclough,
1997). For conceptualizing what is being conceived as, for instance, the “international” or the
“national” in the policy, but also their complex relationship, the culture- and context-sensitive
lenses brought forward by the CCS approach are adopted. This enables a conceptualization of
education policy as a so-called sociocultural practice throughout scale, space, and time as inter-
related analytical categories (Bartlett & Vavrus, 2017). For conceptualizing (and tracing)
policy as a sociocultural practice, CPE suggests analyzing the interplay of ideational and
material dimensions of GEP as co-constitutive in connection to relational understandings of
space (Jessop, Brenner, & Jones, 2008). With its analytical tools, a CPE perspective provides
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a kind of circulatory lens for researching processes of understanding and shaping the world as
inter-related, for which the co-constitutiveness of such ideational and material dimensions is a
key consideration.

The Interplay of Local Visions and Global Influences in the UAE’s Vision 2021

The elaborated analytical framework provides one possibility for studying GEP, which in this
case focuses on the interplay of “local visions™ and “global influences” (as globally-circulating
policy ideas being re-iterated and locally adopted). Due to the focus and scope of this
contribution, it will solely focus on illuminating the discursive framing of the relationship
between the economy and higher education outlined in the policy, which may have a profound
impact on higher education in the UAE. Vision 2021 is a central policy in the creation of the
UAE as a hub, launched by its government in 2010 to outline a vision for the country about the
goals it should achieve by its golden jubilee in the year 2021. While some scholars would argue
for the absence of a destined strategy outlining the transformation of the UAE into an IEH, the
publicly available policy will be presented with a focus on illuminating this objective through
the adoption of these analytical tools. By adopting a discursive approach for investigating the
policy, guided by the theoretical tools of CPE, this contribution provides insight into (so-called)
“selective understandings” of the world through processes of sense- and meaning-making
(semiosis and selectivities in CPE), revealing economic rationales, such as economic
competitiveness, as action-guiding for governing higher education.

Vision 2021 has a traditional structure of reform strategies. The policy identifies certain
developments as problematic and constructs specific areas as issues before offering
modifications to existing programs and the launch of additional initiatives to improve the
current situation, but also elaborates on the achievement of overall goals (see Jungmann &
Besio, 2018). The policy, which is divided into four overall themes, sets the scene with a
preface reconstructing the UAE’s remarkable progress over recent decades and the historical
roots of this success. Its purpose is to unfold a vision for the UAE’s golden jubilee, the
achievement of which is described as potentially difficult due to challenges regarding the fabric
of society, economic competitiveness, national identity, as well as “health, education,
environment and well-being.” The policy’s relevance is emphasized by stating that an
“ambitious nation like ours cannot achieve its goals by relying on its past achievements. We
must work harder, be more innovative, more organized, and more vigilant in examining the
trends and challenges that will face us.” As an overall goal, the preface describes the method
of the policy as proactive for “bequeath[ing] to future generations a legacy worthy of the
pioneers who founded our great nation, a legacy defined by prosperity, security, stability, and
a life filled with dignity and respect,” which is further reflected in Vision 2021’s slogan:
“United in Ambition and Determination.”

The solution to the challenges identified by the authors of the policy, such as pressures for the
society and the economy, are—through an analytical CPE lens—selectively assessed in
connection with a correspondingly selective understanding of the concept of the knowledge-
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based economy and its prescribed requirements. It leads to a specific remedy “to solve the
diagnosed problems and to realize socially constructed objectives” in the form of the presented
visions: the creation of a global hub (as a so-called knowledge brand in CPE research; Sum &
Jessop, 2013, p. 6). This social imaginary functions as the binding fabric uniting the society
and its government in the efforts to proactively create the conditions necessary for success in
the knowledge-based economy through the transformation of the UAE into such a global hub.
Although the vision for this hub is described as one for business and innovation, higher
education implicitly appears in several sections of the policy such as Theme Three, Leitmotifs
One and Three. Higher education moreover appears as the actual (although somewhat veiled)
enabler of the vision of the UAE’s global hub, in CPE terms, it is conceptualized as an extra-
economic factor determining economic competitiveness by providing science, research, and
opportunities for learning. The stunning growth in the number of higher education institutions
in the country may serve as one material causality constituted by those ideational aspects of
the policy, which are facilitated by using a model of free zones (in Dubai in particular) to attract
foreign institutions, but also by improving the quality of learning and research at/of a small
number of national universities.

On the one hand, the semiotic-discursive space created by Vision 2021 is, path-dependent on
the UAE’s legacy regarding trade and business, but on the other hand, also path-shaping for its
future development. A changing mode of governing higher education envisioned in the policy
can perhaps be best described by directly citing from Vision 2021, which (in Theme Two,
Leitmotif Three) states that the “UAE will enhance its pivotal role as a regional business hub
whose essential infrastructure and institutions provide a gateway linking our neighbourhood to
the world, serving as a role model for the region.” In this setting, the state functions as a
guarantor of success, a guardian of complex change, and—as the themes “United in...”
induce—a uniting entity to connect “the economic and government sphere, [...] build[ing] on
sectors of excellence to export its model abroad, while constantly evolving to create new
competitive advantages.” Furthermore, as stated in Theme Three, Leitmotif Two, this [EH
pursues economic advantages through relating research and education to the economy by
“forg[ing] ever stronger international partnerships and capitali[zing] on them to boost trade and
commerce.” The powerful narrative, which unfolds throughout the policy relating it to
globalizing discourses about economic and social challenges, presents the transformation of
the UAE into a hub as the solution to those pressures and for achieving competitive advantages
in connection with diversifying its economy.

Conclusion

The “envisioning” of the UAE as an IEH as presented in Vision 2021 vividly depicts the
integration and linkage of the issues and concepts, which have been described as “circulating”
globally in one of the above sections of this paper, establishing an intricate relationship between
“local visions” and “global influences” expressed in this policy. The policy predominantly links
challenges regarding social cohesion to economic demands and competitiveness, (at least
discursively) integrating them as aims for governing higher education and making economic
rather than social or pedagogical rationales action-guiding for the organization of higher
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education and learning. The adoption of those rationales for governing higher education that
have been illuminated as discursive has a somewhat material impact on the UAE’s IEH policies
with, for instance, the creation of economic free zones for (higher) education and a growing
number of predominantly private higher education providers—although approaches differ
between the individual Emirates.

Those material effects in combination with their ideational “framing” arguably create a
tightrope for governing higher education in this hub between notions of a somewhat “public
service”—perhaps portraying higher education as bearing some very important social
functions—and notions of “academic capitalism.” By entangling academia in market-like
behaviors, aspects such as effectiveness, efficiency, and, more profoundly, profitability are
made to be action-guiding. Consequently, higher education may be stripped of some of its
historically vital social functions and potentially shift the focus away from the needs of
learners, lecturers, and researchers. In this context, the strategies adopted and outlined in Vision
2021 may paradoxically impede the attainment of goals set out in this policy and supersede
other education policy goals set out by the government.

These developments, including the complex impact of novel private and philanthropic actors
on education, appear as a vital area for scholarly research on education policy within
International and Comparative Education that, due to their complexity, command new
comparative research approaches, and—perhaps most importantly—empirical research to
better understand them (through comparison). Arguably, the trends highlighted here may
currently be seen across the GCC region, potentially creating unintended, complex effects
between single member states envisioned as IEHS. However, due to its scope and focus, this
short paper can only briefly elaborate on some of the potential impacts of Vision 2021 on higher
education policy in the UAE, which also limits the generalizability/applicability of inferences
drawn from it. Nonetheless, this contribution hints at some new and very important issues and
challenges in education policy and education research, potentially guiding future research
projects about education policy in the GCC region, especially in a time when several of its
member states aim at transforming themselves into IEHSs.
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Abstract

This study explores corporate social responsibility (CSR) initiatives and stakeholder discourse
of international branch campuses (IBCs) to generate an understanding of strategic stakeholder
management in transnational higher education. This research is driven by two research
questions: how branch campuses build legitimacy through CSR initiatives and how stakeholder
expectations are identified and addressed in the CSR discourse. The findings reveal that IBCs
address several types of stakeholders (students, faculty and staff, government, industry,
professional associations, parents, and the broader community) in their stakeholder discourse
and CSR initiatives and that IBCs are likely to adapt their CSR initiatives to locally suitable
ones when operating in the host country. The findings implicate the existence of three distinct
types of discourses defined as altruistic, utilitarian, and political discourses, each of which
involve unique rationales directed towards different key stakeholder groups.

Introduction

This study focuses on exploring corporate social responsibility (CSR) initiatives and the
stakeholder discourse of international branch campuses (IBCs), which are physical branches of
universities in foreign countries that award degrees of the home institution. IBCs operate in
complex global-local settings and have become a notable provision of transnational higher
education. Currently, there are 33 IBCs in the UAE (Garrett, Kinser, Lane, & Merola, 2017).
The motivation for the present study comes from the lack of empirical research on CSR
initiatives and stakeholder management in IBCs, particularly on how IBCs identify and address
the needs of a diverse sets of stakeholders to gain legitimacy in the host country.

Through identifying CSR initiatives and the stakeholder discourse practiced at IBCs in the
UAE, the aim of this qualitative research is to generate an understanding of strategic
stakeholder management in the IBC context. This research is driven by two research questions:
1. How do IBCs build legitimacy in the host country through CSR initiatives? 2. How are
stakeholder expectations identified and addressed in the CSR discourse?

The next section discusses stakeholder theory and a range of stakeholders in transnational
higher education. This is followed by explanations of the research design, the findings of the
empirical research, a discussion, and concluding remarks.
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Background
Stakeholder Theory and Organizational Legitimacy

Stakeholder theory (Freeman, 1984) addresses the responsibilities of firms to their internal and
external stakeholders and offers strategies for improving organizational effectiveness by
adding value through firms’ operations. Stakeholders are defined as “any group or individual
who is affected by or can affect the achievement of an organization’s objectives” (Freeman,
1984, p. 5). Managing stakeholder concerns and complying with their expectations is central
for organizational legitimacy (Suchman, 1995).

There are two main theoretical approaches in legitimacy research that help in understanding
how stakeholder management is practiced. First, the institutional approach in stakeholder
management focuses on how organizations build support for their legitimacy by maintaining
normative and widely endorsed organizational characteristics (DiMaggio & Powell, 1983).
This typically involves the development and maintenance of institutional structures,
procedures, and personnel that would signal trustworthiness and credibility to outside
audiences, as well as compliance with community expectations on social and environmental
outcomes (Castello & Lozano, 2011). The second approach, the strategic approach, is a more
instrumental approach, which views legitimacy and CSR as strategic tools and operational
resources that help organizations’ economic objectives (Garriga & Melé, 2004).

Distinguishing different stakeholders and understanding their specific expectations and
demands are central to stakeholder theory, but at the same time, organizations cannot provide
all of the social value for every stakeholder group. Instead, they need to prioritize their
stakeholders and treat them differently based on their perceived legitimacy, the level of urgency
of their needs, and the power they have over the organization (Freeman, 1984). In practice,
while organizations may address a wide range of stakeholders in their official stakeholder
discourse, the actual CSR practices may be addressed only towards certain stakeholder groups
that are the most crucial evaluators of an organization’s legitimacy.

Stakeholders in Transnational Higher Education

Addressing the web of stakeholders and their expectations in IBCs is a complex task as they
are evaluated by their key stakeholders in both the home country, as well as the host country,
where each stakeholder group has their own demands and dynamics. There are six key groups
of external stakeholders in transnational higher education: government, industry, professional
associations, students, parents, and the broader community (Bolton & Nie, 2010). In addition,
faculty and staff are important internal stakeholders. To date, there is only one existing study
that aimed to identify stakeholders particular to IBCs (see Farrugia & Lane, 2012). Whereas
Farrugia and Lane (2012) collected data from IBCs’ mission statements to understand how
IBCs aim to build legitimacy in the host country, the present study focuses on stakeholder
discourses found in IBCs’ marketing materials in explaining how stakeholder management
takes place.
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Research Design

This empirical research focuses on 24 IBCs operating in the UAE that offer programs in
business management and/or finance/economics.* Data was collected from IBCs’ marketing
materials, such as student prospectuses, and institutional websites, for 2016 through 2018. In
addition, because organizations may engage in overstatements in their marketing language and
exaggerate the impact of their practices, visible examples of CSR initiatives were searched
from IBCs’ social media sites (Facebook and Twitter) to validate their claims.

The data analysis involved two phases, each following a different approach: content analysis
and discourse analysis. The first phase focused on understanding IBCs’ institutional
approaches in building and maintaining legitimacy through their CSR initiatives and
stakeholder discourse, as well as understanding IBCs’ strategic approaches to CSR in which
legitimacy is treated as an operational resource and in which the demands of certain
stakeholders (students, parents, faculty and staff, government, industry, the community, and/or
professional organizations) are prioritized. The data obtained from IBCs was analyzed by
applying a content analysis method, which is a suitable method for analyzing and categorizing
textual content.

The second phase of the data analysis used the same set of data but focused on a deeper analysis
of the different types of discourses to reveal the underlying rationales behind IBCs’ stakeholder
discourse. To do that, discourse analysis was used as it allows the deeper meanings of text
embedded within the wider social phenomenon to be interpreted. As a result, three specific
types of stakeholder discourses were identified that are driven by distinct rationales.

Findings
Phase I: IBCs’ Institutional and Strategic CSR Initiatives and Stakeholder Discourse

The content analysis revealed that most IBCs address various stakeholder groups in their
stakeholder discourse, but not necessarily all of them. Furthermore, most IBCs were found to
have evidence of actual CSR practices that supported their stakeholder discourse. Appendix A
summarizes the findings of the content analysis: how seven groups of stakeholders were
addressed in IBCs’ stakeholder discourse and examples of CSR initiatives directed at these
stakeholders.

4 Amity University, BITS Pilani, Cass Business School, Curtin University, Heriot Watt, Hult Business School,
INSEAD, London Business School, Institute of Management Technology, Manchester Business School,
Manipal Academy of Higher Education, Middlesex University, Modul University, Murdoch University, New
York Institute of Technology, New York University Abu Dhabi (NYUAD), Rochester Institute of Technology,
Shaheed Zulfikar Ali Bhutto Institute of Science and Technology (SZABIST), Strathclyde Business School,
Sorbonne University Abu Dhabi (SUAD), SP Jain, Synergy University, University of Bradford, University of
Wollongong.
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IBCs’ institutional stakeholder discourse and CSR practices, as found in the research materials,
made several claims on how the IBCs address stakeholder concerns as well as what is practiced.
IBCs seem to place the most emphasis on students, their discourse and actual CSR initiatives.
Student stakeholders were addressed through elaborate descriptions on what kind of education
and experience the IBC offers. Notions such as a “vibrant student experience” (Middlesex
University, 2018), and “stimulation of critical thinking” (Sorbonne University Abu Dhabi,
2018a) were used to demonstrate IBCs’ education and service offerings. Furthermore, the
availability of student services, counseling, and guidance were highlighted by a number of
institutions (e.g., Manipal University, Heriot-Watt). Concrete CSR initiatives involving
students were very visible. For example, IBCs post photos of student activities, trips, and sports
competitions on their social media sites, as well as photos of student volunteering and
presenting their research in seminars and conferences.

While student stakeholders were extensively addressed in the stakeholder discourse, parents
seemed to get less attention. Surprisingly, only two IBCs offering undergraduate programs
addressed parents; Amity University and Sorbonne University Abu Dhabi had separate sections
in their communication materials specifically addressing parents. These messages focused on
persuading parents why they should consider this particular IBC for their children. These
messages were mainly marketing messages aimed to sell and persuade but did not aim to
engage parents in the IBC’s activities.

Faculty and staff stakeholders, in contrast, were addressed to some extent in the stakeholder
discourse. While addressing internal stakeholders is considered to be a prerequisite of good
organizational governance, many IBCs, surprisingly, tended to neglect addressing them
specifically. Although all IBCs had sections about their faculty and staff, the information (who
the faculty/staff are, their references, and contact details), as well as organizational charts, were
mainly directed towards students and other stakeholders. Thus, the communication material
mainly sought to inform. Those IBCs that addressed faculty and staff specifically (e.g., Amity
University, Institute of Management Technology, Middlesex University, NYUAD) seemed to
highlight what kind of organizational culture and values drive their employment strategies and
how employees benefit in practice, but evidence of such practices was sometimes not visible
in actual CSR practices. However, NYUAD seems to act as a pioneer IBC, as it has developed
a very proactive stance towards addressing staff and faculty needs. The NYUAD website
(https://nyuad.nyu.edu/en/) and social media (https://www.facebook.com/NYUAD/,
https://twitter.com/NYUAbuDhabi) show images of staff appreciation days and training
sessions.

Government stakeholders were addressed by most IBCs through their discursive attempts to
gain legitimacy in the local context. In practice, this means partnering with the government or
government-affiliated organizations and supporting government’s future visions. Such
practices were visible both on a discursive level as well as in practice. For example, Modul
University has been nominated as the official partner of the Hamdan Centre for the Future of
Investment—a global initiative under the umbrella of Dubai Economy that aims to promote the
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contribution of foreign direct investment to foster sustainable development. Sorbonne
University Abu Dhabi, on the other hand, has partnered with both local government-affiliated
organizations, such as Abu Dhabi Tourism and Culture Authority and Abu Dhabi Art, as well
as with organizations affiliated with the French government, such as Institut Francais des
Emirats Arabes Unis and Alliance Francaise. The partnerships typically involve organizing
joint-activities, which are widely publicized on social media and the respective IBC’s press
releases.

Industry stakeholders seemed to gain a lot of attention in the discourse of IBCs, as IBCs
highlight their role in providing graduates for industry needs. This manifests in collaborations
with local and international organizations and industries through workshops and seminars to
facilitate an exchange of ideas on promoting investment that enable businesses and
communities to grow sustainably, as well as events in which IBCs promote student work
placements and internships and facilitate direct recruitment from the institutions.

Community stakeholders also gained a lot of attention in IBCs’ stakeholder discourse and
practices. By engaging the community, IBCs can integrate a wide range of stakeholders as well
as engage in practices that promote sustainability, inclusiveness, and other important societal
agendas. For example, Amity University conducted an “International Workshop on Recent
Trends in Solar Power Generation and Energy Harvesting” in March 2017, while BITS Pilani
organized an “International Conference on Sustainable Manufacturing.”

Lastly, professional associations were approached in IBCs’ stakeholder discourse mainly in
passive form. While it is a common practice for universities to highlight their accreditation and
ranking status, defined by their institutional or national accreditation bodies and ranking
organizations, such information is mainly only used for marketing purposes to signal
legitimacy and the trustworthiness of the institution. In practice, the IBCs only referred to
meeting the criteria of external evaluative organizations but did not engage in specific dialogue
nor include CSR initiatives directed towards them.

Phase II: IBCs’ Strategies in Legitimacy and CSR Discourse

A deeper look into IBCs’ strategic CSR initiatives and stakeholder discourse revealed a number
of distinct discourses and practices. Through discourse analysis, the following rationales of
CSR discourse emerged: altruistic, utilitarian, and political discourses. Each of these themes
involves unique aims and objectives, is directed towards different key stakeholder groups, and
materializes specific types of stakeholder and CSR discourse, which are illustrated in Appendix
B.

The altruistic discourse focuses on building IBCs’ institutional legitimacy in the local
community by focusing on community engagement and promoting of sustainability. These
activities are practiced consciously or unconsciously to signal institutions’ worthiness and
acceptability (Castello & Lozano, 2011). In practice, this discourse was organized around
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themes touching on sustainability, philanthropy, corporate citizenship, and innovation
discourses. For example, Modul University articulates its role as an institution that aims to:

transform and innovate the way people think through education, research and service
while putting sustainability at the forefront of our priorities and develop strategies that
meet the demands of the present without compromising the welfare of future
generations. Our ambition is linked to sustainability to endure the test of time while we
believe through consistency we create integrity and through integrity we breed trust in
pursuit of excellence. (Modul University, 2018)

The utilitarian discourse differs from the altruistic discourse as it has a more practical and
strategic purpose—to build IBCs’ organizational legitimacy by focusing on aspects associated
with good governance, practices that may be linked to organizational efficiency but focus on
financial performance. The key themes in this stream of discourse focus on reputation,
organizational strategy, and governance rhetoric. Utilitarian discourse manifests, for example,
in Murdoch University’s mission:

These values are an intrinsic part of the Murdoch University culture: Equity and social
justice, global responsibility, innovation and entrepreneurship, sustainability.
Engagement with internal and external stakeholders, including our students, staff,
alumni, industry, government and communities in which we live and work, will
underpin all of our activities. Commercial and financial rigour will underpin the
University's decision making at all levels of the organisation, and will help increase
resources for pursuing strategic priorities. (Murdoch University, 2018)

The political discourse, on the other hand, is a distinct type of discourse as it aims to build
IBCs’ political legitimacy and avoid stakeholders’ criticism towards IBCs’ activities by
strategically addressing and prioritizing certain stakeholders, such as the government, and
addressing their needs. This discourse manifests in IBCs’ broader stakeholder statements that
are directed at a wide range of institutional stakeholders. Such statements consist of
institutional promises addressing the legitimacy of the institution and why it exists. For
example, Sorbonne University Abu Dhabi aims to serve as a “true bridge between civilisations”
(Sorbonne University Abu Dhabi, 2018b) by organizing concerts, panel discussion sessions,
opera and musical concerts, theater and poetry evenings, art and photography exhibitions, and
sports tournaments to engage and bond with various stakeholder groups.

Discussion and Conclusions
The findings of this paper support Farrugia and Lane’s (2012) findings that IBCs address
several types of stakeholders in their stakeholder discourse and CSR initiatives and that IBCs

are likely to adapt their CSR initiatives to locally suitable ones when operating in the host
country to accommodate the demands of the stakeholders in the host country.
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The stakeholder discourse and CSR practices were found to involve both institutional and
strategic approaches. From an institutional perspective, CSR initiatives and stakeholder
management facilitate IBCs to be seen as more legitimate establishments for stakeholders, both
in the home and host country. From a strategic perspective, the more legitimate and sustainable
they are, the better, which may materialize in improved financial performance, a better internal
and external reputation, and being subject to less criticism from stakeholders. This, in the long
term, has an impact on IBCs’ cognitive, taken-for-granted legitimacy, which is of utmost
importance for organizational survival as organizations are dependent on stakeholders’ support
and acceptance (see Suchman, 1995). An ability to understand, generate, and harness this kind
of unique social capital is crucial for IBC managers and their strategic planning.

Furthermore, the stakeholder discourse was found to follow three distinct types of discourses
defined as altruistic, utilitarian, and political discourses. Each of these themes involves unique
rationales, is directed towards different key stakeholder groups, and materializes in specific
types of stakeholder and CSR discourses. According to Bolton and Nie (2010), transnational
higher education offers the potential for value creation through building legitimacy. By
strategically employing these three stakeholder discourses, IBCs have the potential to address
different stakeholders and create value for them by addressing their needs and influencing
them. IBC managers should build strategies for stakeholder management by identifying and
prioritizing their key stakeholders based on their perceived levels of legitimacy, urgency, and
power. Future research could address IBCs in different countries and explore the kind of
stakeholder management and CSR practices that take place.

To conclude, this research discussed how IBCs practice CSR and how they identify and address
the needs of stakeholders to gain legitimacy in the UAE. The findings are of relevance to the
managers of IBCs as well as to academics studying transnational higher education. This
research naturally has its limitations. It only focuses on those IBCs in the UAE that offer
programs in business management and/or finance/economics and, hence, does not represent all
IBCs. Future research could address IBCs in different countries and explore their stakeholder
management and CSR practices.
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Appendix A

Stakeholder Discourse and CSR Initiatives vis-a-vis Key Stakeholders

Stakeholder

Stakeholder discourse

Examples of CSR initiatives

Students Provides a caring, student-centric, enriching | Student activities and trips, athletics, offering student
environment for students that helps in developing a wide | counseling and information on well-being, self-
range of skills and knowledge needed for success in a | development, etc. Involving students with volunteering
global, competitive environment, as well as placing | in the local community and supporting participation in
importance on students’ community engagement. academic conferences, workshops, and seminars.

Offering scholarships for high-achieving students with
financial constraints.
Number of IBCs addressing this stakeholder group: 9

Parents Providing rationales for how the IBC offers good quality, | NA
rigorous education and how students will benefit from
their education. Ensuring that the parents are getting the
best return on their investment in their children’s
education.

Number of IBCs addressing this stakeholder group: 2

Faculty and | Providing a good place to work, emphasizing support for | Providing fair working and living conditions for faculty

staff continuous self-development in careers and in research, | and staff, providing healthcare services, providing

employee engagement and creation of high-performance
culture.

financial support for faculty research through research
funds, staff and faculty appreciation days, offering
training courses for faculty and staff.
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Number of IBCs addressing this stakeholder group: 5

Government

Engaging with local, national, and global policy
communities to take part in policy-making and for
facilitating social mobility, skills, and productivity
growth.

Number of IBCs addressing this stakeholder group: 4

Partnerships and organization of joint-activities (e.g.,
seminars, panel discussions with cultural, scientific, and
financial entities affiliated with the government).
Creating strategic centers for the development of the
government’s future visions.

Industry

Collaboration with local and international organizations
and industries, providing a platform for universities and
industries to meet to discuss the latest research, practices,
and future challenges in development of innovative
products, processes, and practices with emphasis on
environmental, economic, and societal aspects of the
business.

Number of IBCs addressing this stakeholder group: 8

Partnerships and organization of joint-activities (e.g.,
workshops, seminars) with local organizations,
involving local organizations with student work
placements and internships, and facilitating direct
recruitment of students from I1BCs.

Community

Getting involved with the external community to engage
and promote inclusive engagement of citizens and the
IBC. All stakeholder groups are aimed to be engaged
through practicing citizenship behavior.

Number of IBCs addressing this stakeholder group: 9

Organizing cultural and communal events, celebrating
religious and other occasions, involvement with local
non-profit sector, such as advocacy groups and social
philanthropic foundations, spreading awareness and
attempting to impact on issues related to cultural
tolerance and inclusiveness, as well as global issues such
as climate change and poverty.
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Professional
associations

Meeting the criteria of external evaluative organizations,
such as accreditation and ranking organizations.

Number of IBCs addressing this stakeholder group: 0

NA
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Appendix B

Stakeholder and CSR discourse

Altruistic discourse

Utilitarian discourse

Political discourse

Aims and | This discourse aims to | This discourse aims to | This discourse aims to
objectives build IBCs’ | build IBCs’ | build IBCs’ political
institutional legitimacy | organizational legitimacy and avoid
in the local community | legitimacy by focusing | stakeholders’ criticism
by focusing on | on aspects associated | towards IBCs’ activities
community engagement | with good governance | by strategically
and promoting | practices that may be | addressing the
sustainability. linked to organizational | expectations of home
efficiency but focus on |and  host  country
financial performance. | stakeholders by
prioritizing certain
stakeholders and
addressing their needs.
Key Local community, | Internal  stakeholders, | Internal and external
stakeholder government, industry, | government stakeholders in the
groups students home and host country,
addressed mainly policy-makers
Key themes in | Sustainability, Reputation,  strategy, | Broader  stakeholder
stakeholder philanthropy, governance dialogue addressing
and CSR | citizenship, innovation multiple constituents
discourse
Theoretical Institutional Strategic Institutional and
perspective on Strategic

legitimacy and
CSR
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A Case Study on Student Preferences for Public, Private, or Community College
Education at a Private University in Saudi Arabia

Dr. Ziad Shaker ElJishi
Heba Shehata

Effat University
Abstract

This was a case study of undergraduate female students registered at a private university in
Saudi Arabia on their preferences on deciding on a university to study at. The study surveyed
and interviewed Saudi and non-Saudi students with a sample size of 363 (321 Saudi and 42
non-Saudi). The study’s findings indicate that the majority of students surveyed favored private
university over public university and community college. The interviews showed that student
life and a high-quality education were the two main factors determining the students’
preferences for a private university. The need for the study comes from little evidence reporting
on Saudi female student preferences for university study found in the literature. The
implications of the study inform government officials and university administrators on factors
favored by Saudi female students regarding university choice.

Acknowledgement: | would like to acknowledge my GSEM 200 students for helping me in
the data collection process.

Introduction

In our research, we discovered little existing literature on Saudi female preferences and
motivation in selecting a college to study at. The motivation behind this research study was to
give a voice of an important stakeholder, the female Saudi student. The need for this research
project comes from the need to investigate Saudi female students’ preferences of private
university institutes and to identify the factors deemed important in influencing their university
choice. With the liberalization of female rights in the country taking place now, female Saudi
students represent important stakeholders in the strategic planning of institutes of higher
education in the country, with the expected number of women seeking an education and
employment in the Saudi “Vision for 2030 to increase and to gain more prominence. Thus,
the main research question of this study asked students their preferences for public, private, or
community college institutes and what the reasons for their choice were.

With the spread of globalization, the influence of the English language on higher education
institutes of the Arab Gulf has been increasing, as has the number of private universities.
Historically, the first universities founded were in the Arab world, with Jama’at Al-Qaraween
in 859 recognized as the first proper university proper founded in the world (Denman & Hilal,
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2011). The evolution of universities as state run institutions of learning saw them become either
free tuition universities or tuition-based universities. Along the way came private universities
with many founded and sponsored by religious institutions, such as Catholic private
universities in the United States. Though some private colleges are founded as not-for-profit,
most private colleges are known either to be for-profit or elitist institutions, charging high
tuition fees for enrollment.

By contrast, public universities are meant to be more affordable and community colleges to be
the least expensive option in the US. However, it is equally important to note that under the
spread of globalization, public universities in the United States, for example, have witnessed a
steady increase in tuition fees over the last decades with unprecedented tuition fees being
charged today. In fact, there has been a 400% increase since the 1980s corresponding to a
financial crisis affecting US-based public universities (Auter, 2017). The ramifications of this
have negatively affected students as well, with the majority of college students in the US
seeking student loans in order to finance their college education. The post-World War Il era in
the USA saw the evolution of the previously known two-year junior college into the community
college (also known as the city college), with increased numbers of enrolled veteran students
who needed to earn a quick education in order to be integrated into the workforce.

Under the influence of globalization, universities in the USA and around the world, have
evolved into the new concepts of the entrepreneurial university and the sustainable university.
The entrepreneurial university is the notion that a university can work with the government and
industry to use its innovation to promote economic growth, as well as to increase its financial
advantage for the institution itself and its faculty (Yarime et al., 2012). This concept has now
given way to the idea of a sustainable university (Weenen, 2000). The sustainable university is
concerned with promoting sustainable solutions towards social justice and environmental well-
being for society (Yarime et al., 2012).

In the case of Saudi Arabia, many public and private universities exist today, with universities
struggling to meet the demands of an increasing student body. Also, there has been the
increased need to instill measures to safe-guard the quality of education being offered
(Alkhazim, 2003). Education in Saudi Arabia is free for Saudi students in public universities
with the added bonus of providing students with monthly stipends for personal spending. In
the case of not-for-profit private universities, a scholarship program is in place to cover the
tuition fees of students enrolled. Yet many Saudi students choose to study abroad to complete
their post-bachelor’s degree studies. With the help of the scholarship program initiated by the
late King Abdullah, students are able to attend universities in the US, UK, and other countries.
In the case of the United States alone, there were close to 60,000 Saudi students studying in
2015, and Saudi Arabia is cited as the fourth most common country of origin out of the top 25
countries with international students studying in the USA (Institute of International Education,
2015).

Literature Review
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Conducting a literature review of student preferences for private, public, or community college
yielded a limited number of studies. We began our literature review search with studies within
the United States and then expanded our search beyond the US. At first, we found one paper
by Kindle and Colby (2008) that discussed college preferences for a master’s degree program
in social work in the USA. In this study, like ours, they reported that in review of existing
literature they were unable to find many papers related to social work, and that reported on
student preferences for choosing a public university versus a private university. Thus, this
literature review will be organized with a discussion of the studies we found in the US, followed
by a discussion of the studies we found outside the United States.

First, we discuss the studies we found from the USA. The study by Kindle and Colby (2008)
cited three studies on student college preferences: Fellin (1983) focused on students at the
University of Michigan School of Social Work, while Sanchez, Mindel, and Saleebey (1980)
and Bowie, Cherry, and Wooding (2005) surveyed minority students. Given the lack of data
found in the social work field, Kindle and Colby (2008) expanded the scope of their literature
review to include results of a report by Augusto (2000) that surveyed preferences of students
across all disciplines in their choice of public versus private university.

Using a survey of 2,289 graduate students enrolled in college, Kindle and Colby’s own study
(2008) found that “reputation related and employment-related reasons” were the main reasons
students gave for choosing to enroll at a private university. The major reason students chose a
public university to study in was location. The Fellin (1983) study reported different results,
with social connections being the dominant reason for choosing a college. In a survey given by
Sanchez et al. (1980) to minority students in 1976, the results indicated that the ranked
curriculum and location were the primary reasons for students’ choice of college to attend.
Bowie et al. (2005), who surveyed African American students at two Florida colleges and one
Tennessee college, reported geographic location and type of program as the most important in
student decision to join a graduate college.

Last of all, the report published by Augusto (2000) surveyed 1,142 graduate school applicants
who took the GRE General Test in October 1999. Students preferred large or medium-sized
universities and public over private schools (39.4% to 16.9%), with 42.3% of students reporting
that the public/private distinction did not matter to them. Graduate students identified location
and a program's academic reputation as the important factors in their decision to select a college
to attend. However, location was not an obstacle as around 65% stated that they would move
more than 100 miles from their current residence to attend a college (Augusto, 2000). Looking
at the papers in sum, it appears that academic reputation of the program was the most common
theme across the four studies considered.

Second, evidence from countries outside the USA shows that academic quality (quality of
teaching and teachers) was the determining factor in students’ assessment and satisfaction of
their college experience. Findings from a case study at a private university in Turkey (Turan,
Cetinkaya, & Ustun, 2016) indicate teaching and research as the most important factors for
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students’ assessment of their university. Similarly, a survey of student satisfaction with the
higher educational institutes in Pakistan from both private and public university students (Butta
& Rehmanb, 2010) show teacher expertise as the most important factor in students’ evaluation
of their college.

We can now easily draw a link between academic quality being an important factor in the
studies from outside the USA and the academic reputation of colleges as an important factor
cited in studies from the USA. Lastly, we found no studies presenting data on Saudi student
preferences for private or public university study. This constituted the need for conducing this
study of student choice for public versus private university in Saudi Arabia.

Methodology

This study used a non-experimental research design with a mixed methods approach. The
quantitative data was collected through a close-ended questionnaire survey, while the
qualitative data was collected through unstructured interviews of students, where students were
asked to explain their answers given in the survey. A thematic content analysis approach was
used to analyze the interview transcripts, and the various themes were coded with frequency
numbers assigned to them to calculate percent response rates for each identified theme. The
case study took place at a private university in Saudi Arabia where the participants were female
undergraduate students from a variety of disciplines with a sample size of 363 (321 Saudi and
42 non-Saudi). The sample was chosen through a convenience non-random sampling method
for both the surveys and interviews. All participants signed an informed consent form before
joining the study.

Results
Overall, the survey results (Figure 1) for Saudi female students (n=321) showed overall that
these students were in favor of private universities (47% of total responses), while second place
was given to community colleges (30%). Public universities constituted 22% of the total

responses, and no preference constituted 1% of the total responses.

Figure 1. Survey results for Saudi and non-Saudi female undergraduate students.
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As shown in Figure 1, survey results for non-Saudi female students (n=42) were similar to
those of Saudi female students, with 49% of total responses in favor of private universities,
28% in favor of community colleges, 19% in favor of public universities, and 4% had no
preference.

Overall, the results show that preference is given by both Saudi and non-Saudi undergraduate
students to private universities over public, in which it contrasts the literature where no
preference was found for US students (Augusto, 2000).

Based on the survey results that indicated private universities as being the most popular choice
of students, the follow-up interviews asked students who had chosen private universities, why
they preferred private universities. The results (Figure 2) indicate that Saudi undergraduate
female students (n=125) preferred private university for their university activities, relationships
they could build with their peers, and the university’s environment, followed by their
perception that they would obtain a better quality education degree and have smaller class sizes.
The results shown in Figure 2 depict the major themes found in Saudi female student responses,
which constituted 80% of the total interview themes found.

Non-Saudi female undergraduate students (n=13) preferred the private university because of
their perception that they would obtain a better quality educational degree, and have better
instructors, the university activities and social environment provided. The results shown in
Figure 2 only depict the major themes found in non-Saudi female student responses, which
constituted 90% of the total interview themes found.

Figure 2. Interview results for the reasons female undergraduate students choose a
private university.
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Similar to what was found in the literature (Augusto, 2000; Butta & Rehmanb, 2010; Turan et
al., 2016), both Saudi and non-Saudi undergraduate female students, indicated that the quality
of education and instruction as determining factors in their choice of which university to study
at. A quote taken from an interview of a Saudi undergraduate student illustrates this: “The
quality of education in the private colleges has improved my decision to study in one of them.”
A non-Saudi undergraduate student reflects the same point: “I prefer the private universities
because | believe they have a better quality of Education and are more challenging to study at.”
Moreover, both Saudi and non-Saudi female undergraduate students believe that the smaller
classes at private universities allow students to better focus on the instructor. A Saudi
undergraduate female student explains this: “The number of students is less and [the] focus is
more.”

As for instruction in the English language being an advantage, a Saudi undergraduate student
explains: “For me the English language [sic] important things in private college.” In addition,
Saudi undergraduate female students see the flexibility in choosing a major as yet another
advantage in choosing a private university over a public university: “The private college [sic]
more flexible. ... the rules are more flexible. ...the private college can allow students [sic]
choose their majors to study in.”

What was unique in the findings of this study was the importance of the open environment of
the university, the activities offered, and the relationships students could build with their peers.
Both Saudi and non-Saudi students deemed student life that includes an open environment,
where students could express themselves through activities that grow their personal
development skills, social relations that strengthen their personalities and communication
skills; and social relations with others as amongst the more important factors, regarded as
advantages, offered by their choice of studying at a private university. A quote by a female
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undergraduate Saudi student illustrates this: “because they focus on building your personality
not just educate [sic] you. They also care about your future career and focus on each student
specifically. ... I like the activities and how we become more independent and socially
responsible.” A quote by a non-Saudi undergraduate female student further explains this: “They
don’t care only for the education. They also have so much [sic] activities and entertainment
that helps to improve the students’ personality [sic] as well. Everyone treat [sic] the other like
a family.”

Hence, the two quotes above illustrate how students recognize that personal development is
just as important as academic development in the universities that they choose to attend.

Overall, student quotes explain the quality of education, instruction in English, small class
sizes, flexibility in choosing a major, an open learning environment, and activities as the most
important reasons for their choice to attend a private university.

In summary, we have identified two factors as the most important in students’ preference for
private university: quality of education and student life Student life includes: students’
participation in university planned activities inside and outside the university, the ability of
students to study in a free academic environment including their ability to express their ideas
and concerns, and students being able to build social relationships with their peers. All factors
are deemed by students as important in promoting students’ personal growth and providing
skills outside academic learning. Second, there is a perception that the quality of their
education is better at a private university because smaller class sizes lead to a better educational
experience with more focus on students. In the case of Saudi students, the flexibility provided
allows them to choose the major they want, and, lastly, their ability to study in the English
language is also seen as an advantage.

Recommendations and Takeaways

Implications of the study inform both government officials in education and university
administrators of private and public universities alike on what is important for students in their
choice of private university and in choosing a university in general. Recommendations of the
study are that government officials and university administrators in Saudi Arabia and the Gulf
Cooperation Council (GCC) countries support student preferences for a college by: providing
a vibrant university student life with an environment of academic freedom that is flexible and
open to student participation; emphasizing the importance of maintaining a high quality of
education for students by recruiting high quality instructors and maintaining high academic
standards; providing smaller class sizes that give more attention to students; and strengthen the
English language skills of the students.

The emphasis on good instructors and the quality of the teaching is not unlike what we have
found in the literature in countries outside the US (Butta & Rehmanb, 2010; Turan et al., 2016).
Student preferences for a strong academic reputation and strong curriculum were likewise
similar to student preferences for colleges in the USA as cited in the literature (Augusto, 2000;
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Sanchez et al., 1980). Students’ recognition of smaller classroom sizes that lead to positive
student, teacher, and academic achievements in the classroom correspond well with what has
been long noted (Smith & Glass, 1980). Last of all, the emphasis on good English language
preparation is most likely related to employment in a globalized economy that features many
companies requiring a good command of the English language for prospective employees.
Emphasis on good English language preparation is also a reason for studying abroad in English
speaking countries, and an increasing number of Saudi students are going to the US, for
example, for their graduate degrees (Institute of International Education, 2015).

A limitation of the study is that it surveyed and interviewed female undergraduate students
registered at a private school in Saudi Arabia. The study necessitates a follow-up future
research study that surveys and interviews female undergraduate students registered in a public
university in Saudi Arabia in order to compliment the results collected in this study. Such a
future study could ask students registered at a public university in Saudi Arabia about their
preferences for public, private, or community college and capture their reasoning for their
preference.

Conclusion

The results of this study show that both Saudi and non-Saudi female undergraduate students
value student life, as well as the perception of obtaining a better-quality education, as major
reasons for choosing a private university. In the context of the GCC, what was unique in this
study was the importance given to student life by Saudi female undergraduate students. The
activities provided by the university, the open-university environment, and students’ ability to
express themselves and build social relationships with their peers were very important in their
preference for a private university to study in. As we did not find any references in the literature
that address female Saudi undergraduate preferences for choosing a university to study at, we
believe the results of this study contribute to providing data to address this gap in the literature.
Moreover, the results of this study provide important information on possible reform for public
universities which, as the case may be here in Saudi Arabia, may not offer enough of an open-
university environment, with social and academic opportunities for student growth, flexibility
in choice of major, or adequate preparation in the English language that students of the Arab
Gulf today deem as important considerations when choosing a university. As such, this
represents an opportunity for a future research study that might look at the motivation and
obstacles faced by Saudi female undergraduate students enrolled in a public university in Saudi
Arabia.
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Learner Motivation: The Dynamic and Diverse Construct

Nour Al Okla

Al Ghurair University

Abstract

Motivational influences have been acknowledged to play an important role in the process of
second language learning. However, the construct of learner motivation is rarely explored as a
diverse and dynamic construct. This study investigates the various motivational factors which
influence Arab undergraduate learners in the UAE. The data was collected using a survey,
feeling graphic scale, and learners’ written responses to written prompts. The findings of the
study emphasized the importance of the construct of language learner motivation as a dynamic
and complex construct in light of the second language motivational self-system. The data also
revealed fluctuations among the learners’ emotions, which in turn influenced their motivation
to learn. While the participants held different attitudes and beliefs towards learning English,
these factors were found influential in learner investment and motivation. The study calls for a
new conceptualization of learner motivation considering the complexity and dynamicity of this
construct. It also emphasizes the importance of raising the awareness of language learners and
teachers of the vital role played by learner motivation in the success of language learners.

Introduction

Learner motivation has been acknowledged as an influential factor which plays a vital role in
language learners’ development (Dornyei, 2005; Dornyei & Ushioda, 2009; Gardner,
Tremblay, & Masgoret, 1997; Ushioda, 2001). The level of learner motivation is considered an
indicator of learners’ investment of time and effort in the learning process. Although learner
motivation has gained increased attention during the past few decades, research has mostly
concentrated on the quantitative aspect of motivation where it is usually measured by
quantitative research methods. Moreover, research on learner motivation has focused on the
investigation of the integrative and instrumental orientations of learner motivation, which
limits the understanding of this complex and dynamic construct.

The purpose of this study is to focus on the complexity of language learner motivation by
integrating qualitative research methods to depict the various aspects and influences of learner
motivation on language learning. Therefore, the study aims to answer the question: How does
learner motivation influence the language learning process? The study addresses this question
from a comprehensive perspective using quantitative and qualitative methods where motivation
is viewed from the learners’ perspective. The findings emphasize the uniqueness, diversity, and
dynamicity of language learner motivation.
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This study provides an overview of the diverse studies on learner motivation including the
second language motivational self-system, a brief account of the research methodology, and a
discussion of the key findings, which indicate the complexity and the dynamicity of learner
motivation.

Background
Motivation at a Glance

Learner motivation first gained importance through some of the early research, which was
conducted by Gardner and his associates in 1959 and focused on motivation as a major factor
in language learners’ success in Canada. Second language (L2) learner motivation was
researched from a socio-psychological perspective with the social context of learning taken
into consideration (Dornyei & Ushioda, 2011). Gardner and his associates viewed learner
motivation as driven by two main orientations: integrative orientation and instrumental
orientation. An integrative motivational orientation is comprised of the inner desire of a
language learner to learn a target language and be an integrated part of the target language
community (Gardner & Lambert, 1959). An instrumental orientation, on the other hand, refers
to the practical reasons which encourage a learner to learn the language, such as job interests
or academic purposes. Therefore, learners with integrative motivational orientations are
believed to be more enthusiastic to learn the target language than learners with instrumental
motivational orientations (Gardner et al., 1997; Masgoret & Gardner, 2003; Tremblay &
Gardner, 1995). Integrative motivation has been considered one of the most essential variables
which influenced language learning for more than three decades (e.g., Clement, Dornyei, &
Noels, 1994; Csizer & Dornyei, 2005; Masgoret & Gardner, 2003; Tremblay & Gardner, 1995).

Although the conceptualization of language learner motivation in Gardner’s socio-educational
model prevailed for a long time, it had its limitations, as many researchers viewed learner
motivation as a construct driven by mainly two orientations, integrative and instrumental. The
shift to a new conceptualization of language learner motivation occurred when Crookes and
Schmidt (1991) suggested that motivation should be viewed as a dynamic construct which can
influence and be influenced by specific situational classroom experiences.

This call for a new conceptualization of learner motivation paved the way to introduce new
theories in motivation such as the process-oriented approach in which motivation is viewed as
a complex, dynamic, and situation-specific process (Doérnyei & Ottd, 1998). Researchers
started to view learner motivation in relation to different contextual and personal factors such
as the learners’ past learning experiences, the role of the teacher, and the learners’ beliefs and
attitudes towards language learning. For instance, it was found that a learner’s past learning
experiences influence the way a learner perceives the learning process and affects their
motivation, indicating that there is a positive correlation between the learning experiences and
the level of motivation of language learners (Shoaib & Dornyei, 2005; Ushioda, 2001).
Moreover, positive influence of teachers was associated with high levels of learner motivation
among language learners and vice versa (Shoaib & Dornyei, 2005).
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Other factors, such as learners’ self-confidence, investment, and beliefs and feelings about the
target language, were also connected to language learners’ motivation. The findings of these
studies indicate a correlation between high levels of learner motivation and better learning
outcomes.

The L2 Motivational Self-System

A recent shift in L2 motivational research occurred when motivation began to be viewed as
closely related to the inner aspect of the learner’s self. L2 learners need to be viewed as real
people influenced by their own cultural and historical contexts (Ushioda, 2009). This
conceptual move to explore the self-concept in relation to L2 learner motivation was led by
Dérnyei (2005, 2009). Dornyei created the “L2 Motivational Self-System,” which consists of
three main components: the Ideal L2 Self, the Ought-to L2 Self, and the L2 Learning
Experience (Dornyei, 2009).

The Ideal L2 Self refers to the language learners’ hopes for their futures as language learners.
Therefore, it is highly associated with the images the learners have of themselves after they
have gained the language. The Ideal L2 Self is considered the most powerful motivational drive
because “it represents the learners’ desire to reduce the discrepancy between their actual and
ideal selves” (Dornyei, 2009, p. 29). The second component of Dérnyei’s L2 motivational self-
system, is the Ought-to L2 Self which consists of the external motives that are led by social
norms and expectations. The Ought-to L2 Self is related to the extrinsic factors that influence
language learners and, therefore, is considered a weaker motivational drive than the Ideal L2
Self.

Dérnyei added the L2 Learning Experience dimension to indicate the importance of the situated
learning process. According to Dornyei, the L2 Learning Experience “concerns situated,
‘executive’ motives related to the immediate learning environment and experience” (Dornyet,
2009, p. 29). The L2 Learning Experience includes the various influences of the teacher, the
learning group, the curriculum, and the learner’s past experiences of success.

These three components constitute the L2 Motivational Self-System as a comprehensive
system that includes all of the influential factors on language learner motivation.

Research Methodology

The participants in the study included 37 female and male Arab undergraduate students from
two universities selected randomly in the UAE. The data gathering period lasted for a total of
16-weeks spread over two successive semesters. The data was collected via three different
research instruments: a survey, a feeling graphic scale, and learners’ written responses to
written prompts.

The survey included 13 closed items and three open-ended questions, which mainly addressed
the participants’ learning experiences, beliefs, feelings, and attitudes towards learning English
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as a second language. The final question included a graph through which the participants were
invited to reflect on possible changes in their feelings about learning English throughout the
duration of the study. The graph was designed to measure the fluctuations in the learners’
emotions and the influence of these emotions on the participants’ motivation during the study.

The written prompts were designed to help the participants express their beliefs, convey their
feelings, and comment on the use of English in their lives. They were also used to detect any
possible changes that might influence the learners’ motivation during the time of data
collection. The written prompts were distributed electronically using emails and the WhatsApp
Smart Phone Application.

Key Findings

The analysis of the data in this study revealed three main categories: learners’ attitudes and
beliefs, manifestations of the L2 motivational self, and the dynamicity of second language
learner motivation.

Learners’ Attitudes and Beliefs

Most of the participants in this study held positive attitudes and beliefs towards learning
English as a second language. Ninety-seven percent of the participants highlighted the
importance of the role of the teacher in the language learning process (Figure 1). This indicates
that most of the participants showed awareness of the vital role that teachers play in influencing
the learners in any field. This coincides with the results of previous studies where the role of
the teacher influenced learner motivation in language learning, such as studies by Ushioda
(2001) and Shoaib and Doérnyei (2005).

Another dominant result was the participants’ beliefs in the importance of the English language
as a means of attaining better job opportunities (80%). This refers to the pragmatic side of
learner motivation where the Ought-to L2 Motivational Self is highlighted. Moreover, when
the participants were asked about their previous learning experiences, 45% of them indicated
that they had positive learning experiences with English, whereas only 14% of the participants
recalled negative experiences. These results might have influenced the participants’ inclination
to invest in learning English, as 74% of them expressed their willingness to continue after
graduating from college. Only 26% were not enthusiastic to do so. Such attitudes and beliefs
indicate that most participants held positive feelings towards learning English as a second
language. This is clearly shown in the results of the survey as 86% expressed positive feelings
towards learning English, 71% indicated that they felt proud when they spoke or used English
in their daily life, and 73% expressed that they felt self-confident when they used English in
different contexts. While most of the participants pointed out positive feelings in connection
with the English language, 26% of the participants had negative feelings, choosing the fear of
embarrassment and lack of self-confidence as the reasons for their lack of participation in
different learning settings. These results can be connected to the previous studies which found
a correlation between learners’ positive feelings and beliefs towards the target language, high
levels of learners’ self-confidence, and the learners’ investment in language learning (Shoaib
& Dornyei, 2005; Ushioda, 2001).
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Figure 1. Frequency of Learners’ Beliefs and Feelings
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L2 Motivational Self Manifested in the Learners’ Selves

The manifestations of the L2 motivational self were inferred from the written responses that
the participants submitted in response to the prompts provided. Most of the participants
expressed a clear vision of their future jobs and their future need and use of English as a means
of communication. For instance, one participant wrote that his English language proficiency
would be flawless and that he wanted to become a teacher of management in English. This can
be considered a clear manifestation of the Ideal L2 Self where the learner has a vivid image of
his future including the English language. Another example that uses imagery as an indicator
of the Ideal L2 Self was stated by a female participant who viewed her future as an English
teacher and her “English will be perfect.” Nevertheless, the Ought-to L2 Self was also
manifested in the participants’ written responses for English, as it was viewed as an instrument
to attain a better job opportunity because “the market now needs English.”

Motivation as a Dynamic Construct

As the participants were requested to mark their feelings throughout the duration of the study
on a feeling graph, three patterns for the participants’ feelings appeared. These patterns
indicated consistent emotions, increase in some participants’ positive emotions, and decrease
in some participants’ positive emotions during the study. Forty-five percent of the participants
maintained the same level of their positive feelings throughout the duration of the study, 33%
of them experienced an increase in their positive feelings towards the end of the study, and
21% of them had negative feelings towards learning English at the end of the study. The
participants’ feelings varied from negative feelings (sad, tired, confused) to positive feelings
(enthusiastic, excited, proud). As the duration of the study lasted for sixteen weeks, the
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participants experienced different feelings and levels of motivation. For instance, by the end of
the study, the participants were having their midterm exams which might have influenced their
feelings towards learning the target language. The participants who experienced a decrease in
their positive feelings were slightly demotivated to learn the language. This can be an indication
of learners’ fluctuating emotions impacting their language learning motivation.

The Complex Construct

The findings indicate that the participants’ motivation is influenced by several factors including
their attitudes and beliefs towards the English language, which can clearly influence their
investment in learning and using the language. Moreover, the results of the feeling graph
suggest that the fluctuation in the learners’ emotions are influenced by many variables which
in turn influence the learners’ motivation as there is correlation between the learners’ feelings
towards the target language and the level of investment in the learning process. These findings
provide evidence of the dynamicity of the construct of learner motivation as an evolving and
changing construct. Therefore, learner motivation needs to be examined as a situational and
dynamic construct that is likely to change over time.

Learner motivation, as concluded from the findings of the study, has proven to be a dynamic
construct likely to change over time, a diverse construct in terms of the roles and influences
that it plays in the learners’ selves, and a unique construct that differs from one learner to
another. This diversity of motivational influences, the uniqueness of the learners in their
reflections and motivational derivations, and the dynamicity of language learner motivation are
all indicators of the complexity of this evolving construct. This entails a new conceptualization
of learner motivation as the old paradigm of integrative and instrumental orientations is not
sufficient in this new vision of learner motivation.

Pedagogical Implications

The new conceptualization of the dynamic and complex construct of learner motivation taking
into consideration the L2 motivational self-system entails many implications that are related to
both language learners and language teachers.

Implications for Language Learners

Going forward, it is important that language learners understand that their motivation to learn
an additional language is susceptible to change over time, which means that they might
experience fluctuations in the level of their motivation. Learners also need to be equipped with
various means to assist them in managing their emotions as these emotions play a vital role in
their learning motivation. Therefore, language learners need be aware of the importance of
their motivation and the dynamicity of this complex construct. This will help them better
understand and manage these fluctuations and any feelings of frustration they might encounter
throughout their learning journey.

Implications for Language Teachers
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Language teachers need to understand the complexity and the dynamicity of learner motivation
to be able to deal with it in the new conceptualization of this construct. Moreover, there is a
need to raise awareness about the uniqueness of learners’ motivation, which will enable
teachers to achieve a more comprehensive understanding of learner motivation and deal with
different situations that might arise throughout the learning process. Nevertheless, language
teachers need assistance, training, and support to be able to manage their classes and efficiently
and professionally overcome any challenges that may arise efficiently and professionally. In
many cases, teacher training courses provide training on classroom techniques and methods,
while the psychological factor is not taken into account in spite of its importance in the learning
process.

As English is used in most of the Arab Gulf countries as a lingua franca, extra attention needs
to be given to language learners’ motivation as it constitutes a fundamental factor in language
learning success. Understanding the complex nature of language learner motivation will assist
educators in the Arab Gulf countries to develop the most effective policies and practices to
motivate English language learners.

Future research can be directed towards highlighting the different variables that influence
language learners’ motivation and the different manifestations of the L2 motivational self-
system among language learners in the Arab Gulf countries. Although this study was conducted
on a small scale and in a short time span, it can be used to complement other comparative
studies that compare learner motivational factors among learners in the Arabian Gulf countries
with those of learners in other countries around the world.

Conclusion

Learner motivation has proven to be a vital component in the language learning process and
therefore, needs to be viewed in light of the newest trends and theories to ensure that language
learners receive the assistance and guidance they need during their learning journey. A
learner’s beliefs, self-confidence, and learning experiences play an important role in their
success. Furthermore, L2 learner motivation is a complex self-system that is influenced by and
influences various aspects of a learner’s life. Educators need to view learner motivation from
this new perspective to achieve the best learning outcomes possible. Such a view will enable
teachers to understand the diversity among learners and the uniqueness of each learner, which
entails the ability to view the diversity of motivational factors among different learners. Future
research can assist in exploring the different dimensions of learner motivation and the various
variables that play a role in the success of English language learners.
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It Takes Two (To Make a Thing Go Right): A Study of Factors Influencing Motivation
and Self-Efficacy of Teachers Working with Refugees

Max B. Eckert
New York University Abu Dhabi

Abstract

This study investigates teachers’ responses to the needs of an increasingly diverse student
population. Against the backdrop of a sharp rise in Arabic-speaking refugees in Germany, this
paper presents findings from fieldwork and surveys with teachers at vocational schools. The
German case is used to examine how teachers working with refugees responded to these
students and what makes a successful teaching and learning environment. Specifically, the
study investigates how factors, such as experience and training, impact teachers’ levels of
motivation and self-efficacy. By analyzing factors that improve teachers’ performance, the
findings further underscore the importance of teaching certificates in the field of foreign
language instruction, such as teaching German as a foreign language.

Introduction

Over the past four years, Europe has experienced the largest migration of refugees and asylum
seekers since World War I1. With approximately 1.8 million asylum seekers in 2017, Germany
has become the primary destination for refugees in Europe. Consequently, at least 300,000
minor refugees have resettled in Germany since 2014 and enrolled in primary and secondary
schools.

At the time of this study, most previous research had focused on the macropolitical impact of
immigration and the economic implications for receiving countries, but relatively few pieces
of empirical research had investigated the everyday interactions of refugees with their host
communities. The present study responds to the underrepresentation of refugee issues in
educational scholarship (Gagné, Schmidt, & Markus, 2017), as little is known about the
interaction of refugee students with teachers and how to support teachers in such diverse
classroom settings. Using the case of Germany, this study offers an outlook on research in the
fields of refugee education and foreign language instruction. Findings may encourage further
research in countries, including in the Middle East and North Africa, that have relevant priority
populations, such as refugee or foreign language students.

With a majority of refugees hailing from Arabic-speaking countries, German administrators
and policymakers have placed an emphasis on language acquisition for social and labor-market
integration. Due to a large influx of foreign students, teachers were under pressure to teach new
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material effectively, despite limited experience in teaching German to speakers of foreign
languages. Certificates for teaching German, akin to the Teaching English as a Foreign
Language (TEFL) certification, have gained popularity, but effects of this have been
understudied in the German context.

This paper introduces the key findings of an undergraduate thesis focusing on teachers and
their interactions with refugees at German vocational schools, while using the German context
as a vehicle to explore the effects of teacher training, such as through earning language
certificates. The findings of this paper highlight the importance of certificates for teaching a
language to speakers of other languages, by analyzing the factors of teacher motivation and
self-efficacy and their correlations with mediating factors.

Its findings demonstrate a strong correlation between motivation and self-efficacy and
highlight the benefits of refugee-focused teacher training through professional development
and pre-service teacher education. This underscores the importance of incorporating the study
of migration and teaching German as a second language into teacher education.

Background

Between 2014 and 2018, Germany received the largest share of refugees in Europe, recording
over 1.6 million applications for asylum, which is more applications than were filed the
previous 20 years combined (Lederer, 2018). A 2016 report by UNICEF estimated the overall
number of minor refugees in Germany to be at least 300,000, a number that has grown
significantly every year (UNICEF, 2016). Since the German education system makes it
compulsory for students to attend school until the age of 18 or the completion of 10th grade,
public schools were compelled to accept large numbers of refugee students. Over the course of
a few weeks, secondary schools akilled lacross the country created new classes, ranging from
intensive German instruction to basic literacy courses, for refugee students who came from
varying educational backgrounds and brought with them unique requirements.

Benefits of Refugee Integration

While education is compulsory for all refugee students, attending classes at local schools is
commonly cited as a decisive contribution to successful integration. Previous research has
identified enrolment in the German education system as a key entry point into German social
and economic life, fostering vocational and language skills (Eisnecker, 2016). Recognizing
the acceptance of refugees as not only a moral obligation but also realizing that immigration
and integration are necessary steps in order to avoid a looming demographic crisis caused by
Germany’s aging population (Mushaben, 2017), the success of welcoming refugees would
hinge on two factors: social and labor-market integration.
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Research on the integration of refugees has underscored the importance of refugees
participating in the workforce, thereby reducing welfare costs, increasing government
revenue, and responding to a shortage of skilled labor in certain industries (Bach et al., 2017).
An investigation funded by the German Federal Ministry of Labour and Social Affairs found
that if 20% more refugees obtained vocational qualifications, the overall costs for integration
would decrease by at least 500 million euros (Bach et al., 2017).

The Role of Vocational Schools in Germany

In order to obtain these workforce qualifications, local authorities enrolled many refugee
students in vocational schools. Due to varying levels of education in their home countries,
students were anticipated to benefit from pursuing less academic-driven, but more work-
focused tracks, a decision that is supported by research demonstrating the positive impact of
vocational training on migrants’ social mobility (Tjaden & Hunkler, 2017). It is important to
note that German vocational training offers a viable and lucrative alternative to higher
education, providing a smooth school-to-work transition and stable employment (Tjaden &
Hunkler, 2017). Accordingly, more than half of 25-34 year olds (56%) graduated from
vocational school, a number that is one of the largest shares among OECD countries
(Organization for Economic Co-Operation and Development, 2008).

During the peak of the refugee crisis, refugee student populations at vocational schools across
the state increased more than fivefold over the course of two years, from 794 refugee students
to more than 4,500 students in 2016 (Federal State Government, 2017). In response to news
stories of understaffed schools and overwhelmed teachers that spread across cities and
municipalities (Bausewein, 2015; Walther, 2014), governments invested resources into
German as a foreign language programs.>

With schools largely given autonomy about how to spend the increased funding, many schools
acquired new teaching materials, created more teaching positions, and hired new staff from a
variety of backgrounds. Due to a shortage of teachers with an official certification to teach
German as a foreign language, schools resorted to hiring staff from varying educational
backgrounds on annual contracts, including student teachers and career changers without a
professional teaching background.

Since research suggests that teacher quality plays a large role in determining student
achievement (Organization for Economic Co-Operation and Development, 2008), the State
Ministries of Education offered in-service teacher training and professional development
seminars aimed at improving teachers’ abilities to work with refugee students. While optional,
in-service teacher training responded to the immediate challenges teachers faced. A long-term
focus on teaching German as a foreign language also gained significance in pre-service teacher

5 In German this translates as Deutsch als Fremdsprache or Deutsch als Zweitsprache, abbreviated DaF or DaZ,
respectively.
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training. More language institutes now offer the certifications and an increasing number of
universities incentivize a DaZ certificate with extra credits.

In order to analyze the impact of the teacher training, such as language courses, on the teacher’s
ability to respond to the needs of their students in real-life classrooms, this study collected
original data from teachers.

Methodology

Following an inductive, mixed-methods approach, research was based on the iterative process
of grounded theory (Singleton & Straits, 2010), allowing patterns and concepts to emerge from
the field, rather than confirming or rejecting preconceived hypotheses. Data collection began
with nine weeks of participant observation at the field site, a vocational school with
approximately 130 refugee students and approximately 30 teachers working with refugees.
Data from participant observation and semi-structured interviews (n = 15) was then analyzed
and coded to form the basis for a survey that was piloted and conducted across 33 vocational
schools in the state of Schleswig-Holstein (n = 94). While there was no reliable number of
teachers working with refugees overall, the population of interest is estimated to be
approximately 520.°

Following the findings from interviews and observations, the questionnaire included two
psychometric scales measuring teachers’ self-efficacy and motivation. Both lead to
characterizations describe a collection of attitudes and beliefs that teachers hold, which have
been shown to impact their effectiveness in improving students’ attainment.

If a teacher has a high sense of self-efficacy, she believes that firstly, she has the appropriate
skills and ability to improve students’ learning, and secondly, she is able to bring about the
desired learning, even in the face of difficult or unmotivated students (Schiefele & Schaffner,
2015). High levels of self-efficacy are seen to be related to psychological wellbeing and lower
teachers’ desire to quit (Schiefele & Schaffner, 2015). As evidence suggests that teachers with
a strong sense of self-efficacy are more likely to experiment with new teaching methods
(Tschannen-Moran & Woolfolk Hoy, 2001) and invest more effort into preparing their lessons,
their lessons are expected to yield higher results for students’ interest and motivation (Schiefele
& Schaffner, 2015). Thus, higher levels of self-efficacy are anticipated to help teachers at
vocational schools cope better with the challenges of refugee instruction and integration.

The study further asked for teachers’ motivation and its impact on factors, such as self-efficacy,
which allows us to make inferences about how teachers’ decisions to teach refugees and their

62016 statistical data shows that approximately 4,500 refugee students were taught at vocational
schools, with a mean cohort size of 16. Therefore, an estimated 260 refugee classes/cohorts exist at
vocational schools in the state. Generally, two teachers are assigned to a cohort, which allows me to
estimate my overall population to be about 520 teachers.
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attitudes impact their ability to teach well. The scale used in the survey, which measures values
and professional beliefs of teachers’, is a reliable and valid indicator or a teacher’s motivation
to enter the profession (Kénig & Rothland, 2012).

To analyze the data, | used the statistical software R to calculate descriptive statistics and
perform multivariate regressions with the outcome variables motivation and self-efficacy.

Survey Design

The survey included a set of questions about demographic information, as well as the
psychometric scales containing questions about self-efficacy and motivation. Basic
demographic data was collected on factors, such as age, gender, teaching experience, and
employment status (tenured versus non-tenured, reflecting short-term versus long-term hires).

Results

Descriptive Statistics

Despite a small sample size (n = 94), the demographics reflect a diverse group of teachers,
which show no signs of a skewed distribution that would be indicative of a sampling bias.
While the mean age of teachers is 45 (SD = 11), participants fall on a wide spectrum, from 24-
to 71-year-olds, with years of working experience varying accordingly. Overall, the survey
sample included more female teachers (60%, n = 57), and the mean hours a teacher spent
teaching refugees per week was 14 (SD = 6.4), ranging from minimal weekly commitments (1
hour/week) to full-time teaching positions (23 hours/week).

The main dependent variables of interest, namely self-efficacy and motivation, show
considerably lower variation, with participants reporting moderate levels of self-efficacy and
generally high levels of motivation. On average, respondents indicated a 5.7 (SD = 0.74) on a
7-point motivation scale and a 6 (SD = 0.83) on a 9-point self-efficacy scale.

The survey also asked participants to indicate their attitude toward teaching with 1 (“teaching
refugees was against my preference,” n = 2), 2 (“I felt indifferent,” n = 26), and 3 (“I
volunteered to teach refugees,” n = 60). For the purposes of this analysis, a dummy variable
was created that included teachers who opposed and felt indifferent about teaching refugees as
one group and teachers who volunteered as another group.

" These values and professional beliefs of teachers include personal utility and social utility values. An
example of a personal utility values is satisfaction with pay. Enhancing social equity is an example of
a social utility value (Watt & Richardson, 2012).
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The survey sample revealed that overall, slightly less than half (n = 44) of the participants had
completed the certificate for teaching German as a foreign or second Language (DaZ), but more
than half (n = 54) of the teachers had attended professional development seminars, offered by
the State Ministry of Education, which consist of on-the-job training for in-service teachers.

Regression Analysis: Self-Efficacy

A regression with the dependent variable self-efficacy reveals a statistically significant

correlation between self-efficacy and three variables: language teaching certificates, years of
experience, and the belief in social equity. Overall, the model shows a moderate R squared
(0.35) that demonstrates the effectiveness of the model (see Table 1, Column 4).

A look at the multivariate regression reveals that teachers with a German language teaching
certificate report significantly higher levels of self-efficacy. This means that teachers who have
a certificate consider themselves more capable of improving their students’ learning and
understanding of the material, as well as addressing difficulties in the classroom. Hence, a
language certificate proves successful in providing teachers with techniques for teaching
refugee classes. Additionally, more experienced teachers reported minimally higher levels of
self-efficacy. According to the linear regressions, a one-year increase in work experience
corresponds to a 0.02 increase in self-efficacy.

Different from the language certificates, which take between one to four semesters to complete,
professional development seminars did not produce a statistically significantly increase in self-
efficacy beliefs. Compared to language certificates, the short duration of these on-the-job
training sessions could explain why language certificates prove to be more effective for
teachers. Further research into the design, attendance, and content of on-the-job training
sessions could seek to improve the effectiveness for teachers.

As a subscale of the teachers’ motivation scale, the items measuring social equity show a strong
correlation with self-efficacy. If teachers consider their job as creating more social equity and
having a positive impact on their students’ lives, their self-efficacy also increases. While
overall motivation is highly correlated with self-efficacy, this effect disappears when including
the subscale of social equity (see Table 1, Column 4). Thus, motivation as an overall concept
is in fact related to self-efficacy; however, in the teacher sample, it is specifically the belief in
social equity that has a significant impact on teachers’ self-efficacy. In other words, the more
teachers believe they contribute to an equitable society, the more they feel able to teach refugee
classes well.
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Although being a tenured teacher (“Civil Servant”; see Table 1, Row 1) as well as the factor
motivation show a high correlation with self-efficacy (see Table 1, Column 2), they become
insignificant when controlling for years of experience and the belief in social equity, which
shows that out of all factors, these variables account for the difference in self-efficacy levels.
A possible explanation for why tenured teachers, who studied education at university, believe
in social equity so strongly, could be that for their studies, they invest considerable time, effort,
and opportunity costs, which are correlated with their belief they have a positive impact on
students. This motivation may be less pronounced among teachers who join the school for a
short-term and may not see it as a long-term commitment.

Table 1

Self-Efficacy Coefficients

Dependent variable:
Self-Efficacy

(1) (2] ) (4)

Civil Servant 0.42=* 0.33* 0.42** 0.29
(0.18) (0.16) [0.16) (0.20)

Motivation 0,30 .41 0.16
(0.11) (011 {0.16)

Professional Development 0.21 0.06
(0.17) (0.18)
Job Security —0.14
(0.0
DaZ Certification 0.41** 0.44**
(0.18) {0.19)

Years Experience 0.02*
{0.01)

Stress Levels 0.02
{0.14)
A —0.003
{0.01)

Gender 0.01
(0.18)
Belief in Social Equity 0.19**
(0.0

Voluntary Choice 0.07
(0.18)
Constant 6.25*** 3.97* A e 4.16%**
{0.13) (0.64) (0.62) {0.94)

Observations BT BY BT BT
R? 0.06 0.22 0.26 0.35
Note: *poll; **pa005; ***pa0.01
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Regression Analysis: Motivation

Concurrent with previous research (Woolfolk, Rosoff & Hoy, 1990), the regression shows a
moderate, statistically significant correlation between self-efficacy and motivation. According
to the model, a one-step increase on the self-efficacy score is correlated with a 0.36 increase
on the 7-point motivation scale.

Additionally, the multivariate regression in Table 2 reveals a statistically significant correlation
between attending professional development seminars and motivation. Teachers who have
attended at least one professional development seminar show a small increase in motivation.
The coefficients remain significant after controlling for factors, such as age, voluntary choice,
and years of experience. However, from these results we cannot fully understand the direction
of the relationship, meaning that professional development seminars may increase teacher
motivation, or it may be the case that more motivated teachers seek out professional
development more frequently. Further research is needed to understand directional effects and
rule out the possible influence of a third, unobserved factor.

Looking at the relationship between motivation and volunteering to teach shows that initial
attitudes towards teaching refugees did not impact long-term motivation of self-efficacy
beliefs. The model does not find a statistically significant relationship between motivation and
whether or not people started teaching refugees on their own accord or because they were
assigned the role.

It is likely that even though the teachers have initial preferences or reservations about teaching
refugees, it does not affect their motivation or self-efficacy in the long run, because they may
change their mind and embrace their new role as teachers in refugee classes. Considering
instead the strong relationship between motivation and self-efficacy, motivation depends on
whether or not teaching methods prove successful with students, suggesting dynamic attitudes
towards teaching. Therefore, a positive takeaway could be that even if schools see themselves
forced to assign teachers who are indifferent or reluctant to teach a new student population,
this does not play as much of a role for teachers’ motivation and self-efficacy, as other factors,
such as training and certification.

Table 2

Motivation Coefficients
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Dependent variable:

Maotivation
|

(1) (2} (1) (4)

Civil Servant 0.15  —0001 002  —0.01
(0.16)  (0.1%)  (0.15)  (0.19)

Self-Efficacy 0.36%=* 0.33%=" 0.36%="
(0.09)  (0.08)  (0.10)

Professional Development 0.28* 0.1+
(0.15) (0.17)

Job Security 0.02
(0.0
DaZ Certification —0.21
(0.1
Years Experience —i0.01
{0.01]
Stress Levels —0.02
{0.14)
Ape —i0.01
{0.01)
Gender —0.02
(0.17)

Voluntary Choice 0.05
(0.17)
Constant 5.60*** 345 355 3. TR
(0.12) (0.55) (0.58) {0.85])

Observations BT &7 a7 BT

R 0.01 0.16 0.19 0.23
Naote: fpil; ** pa0.05; ***p<0.01

Discussion

Identifying effective teachers is crucial for improving the quality of teaching, which has
positive outcomes for students and schools alike. In the German case, the chances for
successful integration of refugees are expected to increase with teachers who have a high sense
of self-efficacy. Overall, schools teaching language to speakers of other languages benefit from
those teachers who show high levels of self-efficacy, motivation, and are, therefore, expected
to be less likely to quit (Schiefele & Schaffner, 2015).

Limitations

The present paper only provides a small overview of factors influencing the teachers’

91



experience in one state, which raises general questions about generalizability of the findings.
Further research may confirm findings fully or only in part.

Additionally, the study did not include a reference group or a comparative sample of teachers
who do not teach refugees. Therefore, it cannot be determined with certainty whether or not
teachers in refugee classes show significantly higher levels of motivation or self-efficacy than
their “regular” peers or whether the findings of the study mirror similar trends in teacher
training in Germany.

Future Research

Administrators in Germany have addressed the challenge of integration by making ad hoc
decisions in the absence of official policies; however, future successes of integration will be
dependent on more systematic analyses and research of the role of teachers in the integration
process. Further research should include the students’ voices, attitudes, and performance,
where possible. This would contextualize the role of teachers in relation to their students and
the larger social context.

Further, survey data provides a snapshot of motivation and self-efficacy at one point in time.
Since constructs like motivation and self-efficacy are flexible and prone to change over a
longer period of time, longitudinal studies of teachers are needed to develop robust models
predicting teacher success and satisfaction. Longitudinal data also helps to alleviate the
shortcomings of a cross-sectional snapshot of teacher stress and self-efficacy.

Recommendations

Despite its limitations, my research points toward some key findings responding to current
challenges faced by administrators at schools with both refugee students and foreign language
students alike. In the German case, principals and department heads review their temporary
staff annually and express recommendations about whether or not to keep teachers; however,
final hiring decisions are up to the state’s Ministry of Education. Although the immediate
shortage of skilled teachers led to an increased hiring of temporary teachers, the integration of
DaZ classes into the curricula of teacher education has led to more university graduates being
formally trained to teach German as a foreign language. My research points to the success of
this initiative, considering the positive effect a language certificate has on self-efficacy.
Comparing professional development and language certificates’ effectiveness for teachers has
further shown the importance of comprehensive, pre-service skill development in the form of
certificates obtained at universities.
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Thus, integrating certificates for teaching foreign language into university curricula has
significant positive implications for teachers working with refugees at vocational schools.
Increased investments into these qualifications at an early stage, such as teacher training, yield
substantive returns, demonstrated by a significant increase in self-efficacy for teachers later on
in their teaching career.

Considering the beneficial effects of work experience on self-efficacy, schools should strive to
staff refugee classes with permanent teachers, either by offering tenure to current teachers or
by replacing temporary teachers with full-time, tenured teachers as soon as possible. A
prerequisite for all teachers in refugee classes should be the certification of teaching German
as a second language (DaZ), either enforced as an entry requirement for new hires or, where
new hires are not possible or lack the certificate, the opportunity to complete one should be
extended to current in-service teachers.

The factor motivation has a strong impact on self-efficacy; however, ensuring teacher
motivation requires a holistic institutional support system for teachers and effective
communication between division heads, principals, and teachers. It is, therefore, up to
individual schools to identify motivated teachers and invest the time and resources to train
effective and motivated teachers.

While the study focused on Germany as a case study, findings can nonetheless give hints about
the opportunities of teaching in the United Arab Emirates (UAE), which has made the quality
of education, and specifically of teachers, their goal. Findings from the present study
underscore the benefits of language certifications as schools recruit teachers of English for
students, who are predominantly Arabic-speaking. Especially Gulf countries, including the
UAE, rely on the recruitment of skilled English teachers to teach diverse group of local and
expatriate students. While the issue of job satisfaction and job longevity play as much of a role
in the UAE as they do in Germany, the concepts of self-efficacy and motivation should be
investigated further in the context of English-language instruction in the UAE. Findings from
the present study identify language certifications as the key predictor of effective teachers;
however, beliefs about teaching, such as the belief in social equity, have shown to increase
self-efficacy significantly as well, indicating these traits to be important for characteristics for
resilient and capable teachers.

Conclusion

While the survey captured only a small percentage of teachers, the underlying field work sheds
light on refugee education and teacher training as a complex, interconnected issue.
Additionally, the overarching takeaway underscores the importance of listening to teachers. A
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2005 study of refugee teachers in England found that “integration may mean different things
in different contexts. [...] However, the needs for language support, training and access to the
right support for the right child at the right time are common factors in all circumstances”
(Whiteman, 2005, p. 389).

While, arguably, ensuring the “right support for the right child at the right time” seems like a
daunting task, teachers are invaluable informants and sources of inspiration. Field work has
shown the complexity of teacher-student, teacher-teacher, and teacher-supervisor interactions
and how difficult it is to extrapolate these findings onto the larger population of teachers in a
state. Therefore, the institutional and local knowledge within school communities should not
only be respected but be of paramount importance for staffing decisions and the
implementation of future interventions. Considering each school as an ecosystem of factors,
which influence the teacher’s performance, self-efficacy, and motivation, policy makers should
strive for policy solutions that are tailored to individual schools.
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Abstract

We set out to investigate the pedagogical implications of mobile learning and to develop a
language learning application for Arabic-speaking migrants in Sweden, by far the largest
language group of newly arrived migrants during the past few years. Through a design-based,
bottom-up approach, the smartphone as a learning tool is explored. In our two most recent
studies, 26 individuals were surveyed about their mobile literacy and preferences for learning
with their smartphone. Qualitative methods, such as focus group interviews, questionnaires,
and observations, were used. We developed a model for evaluating app usability, where we
iteratively involved users to get feedback on their experience with the app and to generate ideas
for development. Results indicate that the pedagogical aspects in existing apps focus on
traditional approaches with basic vocabulary training, while more active learning, such as
pronunciation and speaking activities are less common. This resulted in the design of our app,
displaying pronunciation training activities with phrases connected to situations in everyday
life.

Acknowledgements: The research is part of the two-year Minclusion project: Integration with
mobiles, funded by the European Asylum, Migration, and Integration Fund (AMIF) during
2016 and 2018.

Introduction

Learning to speak a language is one of the most crucial aspects for migrants to become included
in a new society (e.g., Bradley, Berbyuk Lindstrom, & Sofkova Hashemi, 2017; Kukulska-
Hulme et al., 2015). In fact, language learning is acknowledged as one of the key aspects of
integration (Majhanovich & Deyrich, 2017). Sweden has a national Swedish language program
for immigrants, Swedish for Immigrants (SF1), offering free Swedish courses to adults over 20
years old who do not speak Swedish as their mother tongue. The courses have a curriculum of
different levels, from beginner to more advanced levels of Swedish.
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The time span when attending an SFI program is individualized according to educational
background and previous knowledge, making the environment very fluid. Once migrants get a
job, they struggle with managing their time between their language studies while maintaining
a job, resulting in drop-outs before the Swedish courses are finished. In recent years, Arabic-
speaking migrants, mainly from Syria, have been the largest group in SFI. In 2017, 40% of the
SFI students spoke Arabic as a native language (Swedish National Agency for Education,
2018).

Our earlier research shows that migrants are generally interested in finding their way into
society by means of mobile technology and have an interest in using technology to get informed
and learn the language (Bradley et al., 2017). However, both migrants and SFI educators have
been frustrated due to the lack of coordination of information, which has also been experienced
in other countries that have received many migrants, e.g., Germany (Kaufmann, 2018).
Improving digital infrastructure would affect migrants’ possibilities of, for example, obtaining
employment and housing as well as being informed about society (Kaufmann, 2018), which
has an impact on well-being in the new country. Nevertheless, a large number of migrants own
their own smartphone that they mainly use to stay in touch with friends and family. Our
research shows that 84% of Arabic migrants have smartphones that could be used for
integration purposes, such as learning the language and getting information about the new
society that they live in, if they only knew how to find the right information amongst the wealth
of existing apps (Bradley et al., 2017).

The purpose of this research is to investigate the role of digital and mobile technologies in
learning Swedish amongst the new migrant community of Arabic-speakers in Sweden.
However, the results can also be generalized and applied to any mobile language learning
context geared at Arabic-speaking language learners. Specifically, this research explores the
mobile literacy among newly arrived Arabic-speaking migrants to Sweden and how mobile
learning can be used as a tool for facilitating more contact with the host society. Thus, our
research questions are:

1. What is the existing situation for Arabic-speaking migrants concerning their digital literacy
and use of mobile apps for language learning?

2. How can a mobile app be integrated into language learning activities for Arabic-speaking
migrants?

First, we introduce the theoretical foundation and existing research in the area. Then, we give
an account of existing mobile language learning apps and the learning activities Arabic-
speaking migrants are engaged in with their smartphones when learning Swedish. Next,
outcomes from the design of our app development in aiding migrants to learn the language to
become more established are presented.
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Theoretical Framing

Mobile learning, which has emerged from digital learning, is built on the premise that learning
is taking place ubiquitously, in everyday situations by means of digital and mobile devices
(Kukulska-Hulme & Pegrum, 2018). With increased globalization, there is growing mobility.
Mobile learning in relation to migration must therefore be understood as any type of learning
activities taking place on the move with a digital device. This research investigates mobile
learning from a perspective in which the user is seen as active and part of the social
environment where learning takes place and mobile language learning is considered a bridging
activity (Akkerman & Bakker, 2011).

From a language learning perspective, mastering spoken language skills is one of the keys to
being included in a new communicative environment (Thorén, 2014). For Arabic speakers,
focus on practicing vowels becomes central since Modern Standard Arabic only has six vowel
phonemes, whereas other languages generally have significantly more, e.g., Swedish has nine
vowels which have long and short variations (Thorén, 2014.). Distinguishing between sound
qualities in vowels becomes a challenge in a language that has other sound principles. In
addition, vocabulary knowledge plays a central role in a person’s ability to communicate, as
well as read and understand written text (Heimann Muhlenbock & Johansson Kokkinakis,
2012). Thus, practicing pronunciation and vocabulary in phrases are two features found in
language learning apps (Burston, 2015).

Research has shown that mobile technologies support informal and incidental mobile language
learning (Hager & Halliday, 2006), in which learning takes place although it was not planned
nor intended. This is what happens in everyday life in activities that are not traditionally
designed as learning events, such as engagement in leisure pursuits or social interaction, which
nevertheless create opportunities for language acquisition. For such ubiquitous learning,
smartphones have been identified as having a central role (Park, 2011).

Categorizing apps for language learning, Rosell-Aguilar (2017) found that apps could (i) be
developed for language learning, (ii) be used but not created for language learning, or (iii)
provide wordlists and translation. This categorization is based on a framework of app
evaluation according to four categories, which are overlapping to a certain extent: technology,
pedagogy, user experience, and language learning.

Previous research shows, however, that mobile technologies for learning are driven by the
functionality of the technology and what it can offer, rather than how it can be used (Burston,
2015). Thus, it is suggested that language learners need re-skilling to better adjust to a mobile
world and its new learning resources (Kukulska-Hulme, 2013). In other words, learners need
to be equipped with better strategies and tools to appropriate the target language and culture. It
is claimed that user-generated opportunities for social interaction are increasing due to social
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networking and game-based features (Thorne, 2013), but more research is needed on how
social interaction is extended through the use of mobile devices.

Research on Migrants and Language Learning with Mobile Technology

Regarding research on mobile uses by migrants focusing on social inclusion, an early example
is Ruge’s (2012) research on adult migrants’ use of technology to learn Greenlandic. These
learners were using SMS tasks to overcome social and practical barriers in practicing the
language. Another early example is a study of migrant groups’ usage of mobile phones by
Pearson (2011) in a Bangladeshi community in London to overcome barriers in employment.
This study consisted of two groups of women, one enrolled in a formal language learning class
and another group that did not attend formal classes. The findings suggested that using mobile
phones for learning English enhanced the confidence levels in both groups.

In the SALSA-project, language training and intercultural communication were combined
(Gaved, Greenwood, & Peasgood, 2015). Smartphones were explored, enabling citizens to take
advantage of the infrastructure found in smart cities. The focus was on migrants in a city where
they were provided information resources and language learning through smartphones, which
were integrated into their daily routines and leveraged a city’s network infrastructure. This
offered both individual knowledge development as well as the opportunity to build
communities.

Research on the effects of utilizing smartphones for language learning with Arabic speakers is
scarce. However, in a study of digital learning, Alsaleem (2013) suggested that using the
messaging and voice calling app WhatsApp had the effect of improving vocabulary word
choice and writing skills with undergraduate Saudi students.

Concerning studies on digital means of learning as integration tools with Arabic migrants,
Safa’a and Hanna (2017) investigated Information and Communication Technology (ICT) with
Syrian refugees in Germany in a qualitative analysis of fifteen interviews. This study showed
that ICT, in terms of social media, has the potential to promote integration and enhance
wellbeing as well as an individual’s sense of agency. This is supported by Kaufmann (2018)
who investigated the role of smartphones and digital practices by interviewing ten recently
arrived Syrian refugees in Vienna. The participants were involved in various informal language
learning activities on their smartphone, such as looking up local food ingredients on Google
and watching language lessons on YouTube. The multitude of uses led to their smartphone
becoming key tool to cope with the everyday difficulties encountered in their new society.

In sum, to date there have been few studies examining the uses of mobile technology as a tool
to learn a language and increase the understanding of a newly arrived migrants in their new
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context. However, the existing studies point to mobile phones having the potential to engage
users in informal language learning. This study contributes to the literature by showing how a
combination of research and development of a mobile app for language learning can serve as
an integration tool for migrants.

Methodology

During the entire project of two years, a number of field studies were conducted, first with the
objective of learning about the digital literacy and the needs of migrants and later to test the
usability of the current iterations of our own app development. The affordances and constraints
around the smartphone as a learning tool were explored through a design-based approach
starting from the bottom-up, i.e., investigating the needs of the migrants themselves.

The initial work consisted of mapping existing language learning apps for the target group
according to certain criteria, e.g., Does the app offer contrastive elements between Arabic and
Swedish? Is it free of charge for the user? Is it without major bugs and technical problems?
From investigating existing apps, we developed a model for evaluation of mobile language
learning resources (Sofkova Hashemi, Berbyuk Lindstrom, Bartram, & Bradley, 2017). This
model informed further work when scrutinizing apps from a pedagogical perspective.

In our field studies, we met over 100 individuals at two NGOs and four SFI schools overall. In
the first studies with the two NGOs and two of the SFI schools, we explored digital literacy
among participants and conducted focus group interviews to find out what language learning
activities the participants were engaged in. In the next two SFI schools, applying qualitative
methods of investigation, we studied the use of our app development in addition to scrutinizing
digital literacy and conducting focus group interviews. In all six studies, respondents were
given pre-questionnaires with self-estimation questions regarding their background and digital
literacy and were interviewed to elicit more information on the uses of their mobile devices,
including their preferred ways of using them for learning Swedish.

From a total number of 54 Arabic-speaking participants in the two latter SFI schools, the data
presented below concerns digital literacy and an evaluation of our app that is based on 26
participants (13 participants in each school) who had a sufficient level of digital literacy
according to the pre-questionnaire and who were present in the SFI class for observation during
the weeks of our studies. A post-questionnaire and complementary interviews with ten
individuals in pairs were used during a follow-up.

There was an even distribution of gender amongst the participants (13 females and 13 males).
Among the respondents, four (15%) reported that they spoke another language besides Arabic.
Only two (8%) stated that they spoke English, the most widely spoken language in Sweden in
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addition to the mother tongue, Swedish (European Commission, 2006). The majority (76%) of
the participants came from Syria. The educational backgrounds varied from elementary school
to university level; however, most had a background of at least nine years of school. Regarding
professional background, teaching was the most common (31%) profession among the female
participants; however, just as many had also been unemployed, staying at home. All of the men
had a professional background. The majority were newly arrived migrants, covered by an
establishment plan. This is valid for up to three years after receiving a residence permit, and
SFI is a compulsory part of the plan.

As a complementary source of information, four SFI teachers were also interviewed about their
experience with mobile and other digital technologies for language learning. The teachers had
an average of 6 years and 9 months of experience working at SFI. In the interview, they were
asked (i) if they had used apps to learn a language themselves; (ii) if they had any experience
in using apps in their teaching; (iii) if they received questions from their students about
language apps and what they recommended to their students; (iv) and in what areas they
regarded that Arabic-speaking students needed more Swedish language training.

Analysis and Results

Findings in Existing Apps

From our analysis of existing apps, the focus was primarily on drill-training vocabulary, which
IS suggested to be a common activity in language learning apps (Burston, 2015), while learning
that requires the user to be more productive, e.g., pronunciation and speaking, is less common
(Sofkova Hashemi et al., 2017). At the end of 2017, we found approximately 40 apps on the
Apple App Store and Google Play Store for Arabic users learning Swedish, mainly with a
similar design. These contained text only or text and sound. Some of them even had the same
content, being clones of one another. These apps were generally quite static, presenting an
Arabic phrase and then a subsequent Swedish translation of it. The apps were not always easily
found by the users. However, our investigation showed that the most preferred communication
apps were translation services as well as voice calling and text messaging services, which were
installed on all respondents’ phones. This is in line with our results from the pre-study (Bradley
etal., 2017).

In the focus group interviews, several respondents pointed out the importance of learning
everyday phrases, such as being able to talk in the shop and with their children’s teacher. The
respondents’ main motivation for learning Swedish was being able to communicate in the host
society. In response to what the respondents thought they needed in order to be integrated into
Swedish society, it was clear that the respondents acknowledged language as a primary key to
integration, which is also supported by the research (e.g., Majhanovich & Deyrich, 2017).
Furthermore, their interest was mainly in communication and using language in interaction
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connected to vital aspects of everyday life, which is also what is suggested by Cabral and
Martin-Jones (2017).

In terms of mobile language learning activities, all respondents reported that they used
translation and word lists to manage their social interactions, both in direct communication,
such as communication with teachers and in the supermarket, and in distance communication,
such as translating letters from authorities. This conforms to research suggesting that
translation services are considered a means to learn a language amongst the respondents in this
study as well (Kaufmann, 2018; Rosell-Aguilar, 2017).

In the interviews with four SFI teachers, it was found that only one of them had experience in
using language learning apps, both in terms of private use and in education. On the other hand,
all teachers used web-based materials (such as online exercises and useful links to YouTube
videos) made available for their students on educational platforms. Concerning the question of
whether they received any requests from students about language apps, the teachers frequently
got asked if they could give any recommendations. In this respect, the teachers felt that they
could not contribute since they were not that familiar with language learning apps. For the
question of which areas they regarded Arabic-speaking students needed more Swedish
language training, pronunciation was cited, specifically practicing sounds and intonation,
which is supported by Thorén (2014). Writing skills and spelling were other areas pointed out,
due to the differences between written Arabic and Swedish.

Designing a New App

The development of our app was founded on basic requirements from the migrants, such as
breaking the initial barrier in being able to communicate and mastering some of the sounds that
are typical in Swedish. The functionality that would support this kind of learning was,
therefore, elaborated on in our development, including multimodal means of learning (e.g.,
videos, audio, and text) together with the design and navigation. This resulted in the first
iterative development of a module in the app targeting the pronunciation of vowels and
everyday dialogues, where users can target specific weak spots in their own learning (see
Figure 1).

Figure 1. The first development with everyday phrases.

103



QO %Y ALEEE ¢ 4 gl50%m 06:38

Hej! ;.5

Hur &r det? ‘D
Bara bra. Hur &r det sjalv? :é)l

Det &r fint ‘D

Vi ses ﬁ]

Ha det sa bra ‘D

©

Du med @

The next version of our development was founded on additional interviews and observations
of the migrants, resulting in refined designs and even more expanded content, such as
connecting the app to a wider range of authentic and everyday situations and social aspects of
communication (Kukulska-Hulme & Pegrum, 2018). One example of a generically interesting
area is cooking (see Kaufmann, 2018), where users are moving between something that is
already familiar but now put in a new setting, learning recipes from another country with new
ingredients and in a new language. Hence, the Cook and Learn part of our app, which stemmed
from ideas generated by newly arrived migrants and that were later processed at a student
hackathon. These ideas were refined further in terms of design and usability until they could
be included in the app (see Figure 2).

Figure 2. The second development with Cook and Learn.
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Concerning language learning, the central language learning features of repetition and feedback
(Rosell-Aguilar, 2017) are important to also address in any language learning app. However,
certain functionalities are easier to implement (e.g., presentation of text and images) than others
(e.g., voice recognition and personalized feedback), resulting in apps becoming quite static.
Our results show that a variation of modalities is preferred, aiming to implement multi-user
functions and gamification to make the app more appealing to users as a way forward (Thorne,
2013).

Recommendations and Future Research

Our research aimed to contribute to the mobile language learning field by increasing the
understanding of how mobile technology can be used as a potential bridge for migrants
integrating into a new society, where learners are active in the process of learning (Akkerman
& Bakker, 2011). By exploring digital language learning, we have highlighted the potential of
smartphones in the learning process based on the habits of how individuals use these devices.
These habits can facilitate their use when being connected to bridging activities, such as in the
communication of everyday phrases and pronunciation.
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Recommendations for development of mobile apps include focusing on the user perspective.
The results in our studies support the fact that it is relevant to include activities that support
everyday speech in connection to social interactions in an app. Concerning an app for migrants
who are in the process of being integrated into a new society, we recommend that content and
functionality should be connected to the users’ everyday lives to increase the usability of the
app. From a language learning perspective, repetition and feedback are key components of the
learning process (Rosell-Aguilar, 2017), requiring a more longitudinal perspective, which
should be explored further in future research.

Going forward, it should be emphasized that it is important to carefully plan how to engage
migrants in a study. Migrants attending language learning classes, such as SFI, are a fluctuating
and difficult group to study, which led us to conduct short-term studies in the project. Finding
ways to capture migrants in a longer study would be relevant from a language learning
perspective since language improvement takes time to develop, even for diligent users of apps
for language learning training.

Even though the overall number of participants in our research was relatively low, our results
indicate what the Arabic-speaking migrants’ level of digital literacy is like and how an app can
be designed to fit their needs. This research is not only applicable to learning Swedish but also
to other languages, such as improving English skills to be able to access higher education.

Discussion and Conclusion

Our research concerns mobile learning from the perspective of newly arrived Arabic-speaking
migrants in Sweden. This inquiry was made up of mobile literacy and the uses of existing apps
for language learning in connection with the development of an app based on the needs of the
target group. Analyzing the data, we applied a mixed-method approach consisting of
questionnaires, interviews, and observations. Approaching users from different angles
contributed to a multifaceted picture of the users’ relationships with their mobile phones.
Results of our studies showed that there were distinct discrepancies in relation to the available
resources on the market and the actual use of these resources.

Concerning research question 1, the migrants in our study were digitally literate in the sense
that they were moving in and out of different digital resources. The majority of the respondents
were positive towards mobile technologies as a mediator to learn languages. However, despite
the large availability of free apps for Arabic-speakers learning Swedish, only a small range of
these apps were actually being used regularly. The reasons given by users included not being
able to easily find them, not finding the apps useful in terms of content and/or functionality, or
above all, finding it difficult to integrate such apps into daily routines so that they would
become habitual. Instead, they were diligent users of apps and web pages to translate and look
up words in glossaries.
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Regarding research question 2, concerning implementing an app into language learning
activities, there is a challenge from a development perspective, in adhering to user requirements
in terms of design and content. Also, technical aspects, such as versions of smartphones and
internet connectivity, play a role in how the performance of an app will appear to the user.
Connecting an app for language learning to practical everyday usage is a likely way forward.

The interviews with the teachers also indicate potential areas for improvement to strengthen
the digital infrastructure of resources in the SFI education system. Mobile technologies were
not an integral part of the education, but rather dependent on the teachers’ knowledge and
interest in that. Both students and teachers showed an interest in how apps could be used for
language learning.
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