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CHAPTER |

INTRODUCTION
Background of the Problem

Many recent reports have shown concern with the conditions of education in the
Middle East and have urged Middle Eastern countries to start seriounsefar
example, the World Bank MENA development report entillad road not travelled:
Education reform in the Middle East and North Afr{@807) urged Middle Eastern
countries to initiate education reforms to make their curricula up to date and teeprepa
people for the challenges of the future. The report called for local, regamuhl
international initiatives to focus on producing education systems that haserbairns
for their investment in the region. Similarly, articles, studies, and repattie iUnited
States have been describing education in the Middle East as in dire need af Feform
example, the United States Congress issued a resolution demanding that thiddédte
pressure Saudi Arabia to reform their educational systems (U.S. CoHigness. Res.
275, 2005). People in the Middle East have also long recognized the need for education
reform, although not enough efforts have been made to initiate effective réiems
Meir, 2006; Ridha, 2006).

Interest in Middle Eastern education greatly intensified in the wake attiéeks
of September 11, 2001 as fingers started pointing at education in the Middle Easgas bein

part of the ideological preparation of the attackers (Rabetshlg 2004; Looney, 2005;



Kaplan, 2005, Ridha, 2006; EI-Amine, 2005). This growing interest is evidenced in the
number of newspaper and journal articles criticizing education in the Midsteaka
mostly indicating its role in promoting extremism (e.g. Friedman, 2001; Fried2082;
Rugh, 2002; Raphaeli, 2005; Ben-Meir, 2006).

On a more official level, these concerns have been reflected in initigtes t
United States and the Group 8 countries have launched to create reforms in the Middle
East. The Middle East Partnership Initiative (MEPI) launched by the Usttads
Department of State in December, 2002, and the Broader Middle East and North Africa
(BMENA) initiative launched by the Group 8 countries in 2004 both included education
as a main component. The countries targeted for reform under the MEPI initiative
included: Algeria, Bahrain, Egypt, Israel, Jordan, Kuwait, Lebanon, Morocco, Oman,
Qatar, Saudi Arabia, Tunisia, the United Arab Emirates, the West Bank aad Gaz
(Palestine), and Yemen. (Government Accountability Office [GAQ], 2005). MEBhl
was to promote development in four key areas. According to the MEPI's website

www.mepi.state.gowvthe initiative focused on four areas needing reform calling each area

a “pillar.” These pillars included political, educational, economic, and womssugs.
On the education pillar MEPI has three goal areas; access, quality, andvetdpdeent.
The main goal in education is to help people in the Middle East get better opportunities in
life through getting access to education, through improving the quality of eduaation t
meet the demands of the current age, and through preparing the people foalgobenti
by giving them the necessary training in skills needed in job markets.

Like MEPI, BMENA emphasized the need for education reform in the Middle

East, urged Middle Eastern countries to start serious reforms, and promised tb suppor



any reform efforts. The goals of the educational part of this initiativedad improving
the quality and relevance of education through the following measures: ennguragi
independent and critical thinking, providing cost-effective education that iscadtiapt

to the local needs and circumstances in each country, and involving the community in
planning and evaluating the outcomes of education. In the area of literacgativeag to
enhance the resources especially for women and to encourage involving non-
governmental organizations in literacy efforts (Schools Interoperabiiagnework
Association [SIFI], 2006). The United States helps with funding projects through
BMENA as well.

Many politicians in the United States believe that education reform will suppor
the war on terrorism. In the hearing called by the Senate ForeignsA¢tammittee on
April 15, 2005, Elizabeth Cheney, then Principal Deputy Assistant Secretatgtef&
Near Eastern affairs and director of the MEPI, referred to MEPI andNBMinitiatives
as instrumental tools in the war against terrorism and made speciahoeféo the role
of education in combating terrorism (Cheney, E. April, 2006).

While the different initiatives, programs and recommendations from repoms wer
discussed and agreed on with Middle Eastern leadership, the U.S. Congress in @005 trie
to apply more pressure on the White House to take stronger measures towards Middle
Eastern countries, especially Saudi Arabia, to change their curriculum.dalaticn
from the subcommittee on the Middle East and Central Asia, it was demandealuthat S
Arabia change its curriculum by focusing on tolerance and reducing thenné of the
fundamentalistWahhabisect of Islam on the curriculum (U.S. Congress, 2005). The

resolution described the Saudi curriculum as one promoting and fostering eriremi



ignorance and anti-Americanism and anti-Semitism. Although the measunesider
these “violations” when assessing the US relations with Saudi Arabiaovgassed by
the Senates, it shows a “hostile congressional attitude towards Saudi AEaimake,
2006, p.89).

Reactions to reform initiatives in the Middle East have been mixed, with a
majority of the public being skeptical about Western-led initiatives (Looney, 2@06; B
meire, 2006; Alsoudi, 2006; Ridha, 2006; Modhesh, 2008). Alsoudi (2006) explains the
difference between the target countries’ leadership and the public in terespohse to
the initiatives. While the leadership of the target countries welcomeditila¢ive, a
majority of the people remained skeptical. Some voices in the Middle East Hade ca
the initiative too little to create real reforms in the region and have dtbaeit was a
mere “instrument for furthering US foreign policy goals” (p. 16).

Problem Statement

With the increasing western interest in education and demands for education
reform in the Middle East, there is a parallel resistance to any Wesitéatiie among
Middle Easterners. At the same time, there is a lack of research sgltbiéi views and
opinions of stakeholders in the Middle East on the need for education reform (EI-Amine,
2005; Ridha, 2006). Besides, while the voices of some stakeholders such as religious
leaders and government officials are clearly and visibly represenpadlic forums,

Friday religious sermons, and television shows (e.g. Al-Jazeera’s intenwigtwDr.
Tareq Swidan, 2001, and Dr. Qaradawy, 2003), the voices of educators are hardly

represented. The problem of education and the issues of education reform have been



captured by religious figures and journalists. Educators’ views on educatom refid
their attitudes toward reform initiatives have not been heard.

Even though some books and articles in American journals have attempted to
analyze the Middle Eastern public’s resistance to reform initiatikeg,dased their
analyses mainly or solely on the opinions of newspaper journalists and the views of
religious leaders (e.g. Friedman, 2001, 2002, 2005; Ottaway, 2003; Ben-Meir, 2006).
Middle Eastern educators, university professors, school teachers, and inspeetthrs
ones who are directly involved with education at the grassroots level and so their voices
need to be heard. This study is designed to do that.

Since each country in the Middle East is unique in terms of economy, politics,
history, culture, experiences with the West, etc. (Akkari, 2004), studies need to focus on
countries individually and to avoid overgeneralization and homogenization (Gerges,
2006; Moussalli, 2008). In terms of economic and demographic indicators, some
countries in the Middle East such as Qatar, Saudi Arabia, and Kuwait are rilgh, whi
others, such as Yemen and Sudan are rather underdeveloped and poor. Some are
overpopulated, such as Egypt, while others are scarcely populated such as Oman and
Libya (Abdallah, 2001). But most important here is the difference among Mi@diern
countries in their experiences with the West and in their cultural and religiousicosdi
In these regards, countries such as Saudi Arabia and Yemen cannot be compared to
countries like Lebanon and Egypt. Cultural experiences, social beliefs andatiopss
traditions, religiosity, tribal laws, education and even past experiendetheitVest are

different.



The Middle East region has been referred to as a heterogeneous region by
researchers and strategic writers since the 1960s. For example A{i&6#) wrote that
the differences in experiences with the West and the different ideologdresifiddle
East make it imperative that Westerners approaching the region not use thei
understanding of one country as the basis for judging or predicting what othetesount
might do. For example, Hurewitz argues that the way the former U.S.S.R. wasl \wew
different countries in the Middle East was unexpected by some Americanbauyht
that because Communist ideologies clashed with monotheism, Middle Easteyakets w
reject Communism (p.10). The fact that some Middle Eastern countries embraced
Communism while others rejected it shows the heterogeneity of the culturakeexps
in the region. The wave of pan-Arabism, a secular socialist movement pioneé¢hed by
nationalist pan-Arab leader Gamal Abdul-Nasir-Nasser, was welcasmad anti-
colonial, anti-Zionist ideology in many of the Arab countries such as Iraq, Syda, a
Egypt, but it was strongly rejected by other countries such as Saudi Arabierdad J
(Black, 2007).

In terms of social expectations, traditions, and the role of women in the society,
there are major differences among countries in the Middle East. While, for example
women in Saudi Arabia have to cover the entire body and their faces must teimeile
Lebanon women participate in fashion shows and dress in Western styln@dm
2005). The same is true about women'’s role in public life. In the ultra-conservatide S
Arabia, women are not allowed to vote, drive or travel alone (Nazir & Tomppert, 2005).
Compared to Saudi Arabia, other countries in the region have varying levels of women

participation and respect for women'’s rights. Tunisia and Morocco are at thethep of



list in terms of respect for women'’s rights and the involvement of women in pdélic li
Countries such as Egypt, Lebanon, and Jordan scored significantly higher tham Persia
Gulf countries in Nazir & Tomppert's measures of women’s rights (2005). InettseaR
Gulf and Arabian Peninsula region, the poorest country, Yemen, had the highest level of
women'’s participation mainly due to women'’s active involvement in running Non-
Governmental Organizations (NGOs) and their involvement in politicalepart

Differences between Middle Eastern countries also include economic,
educational, political, and past experience differences. Therefore, a camefjushould
either focus on one country at a time or study the whole region with an avsaoéties
differences, so as not to over-generalize for the entire regisrfor this reason that this
study focuses on Yemen. Although findings from the study can be interpreted of light
the events and general tone in the Middle East, it should be noted that it is only within a
Yemeni context that the data was collected and thus interpretations of the fistubods
be confined to that context. Comparative case studies could be conducted as further
research to build a better understanding of the region. It should also be noted that the
education reform referred to in this study indicates only education reform in public
schools from Kindergarten to the”igrade (K-12). In Yemen as well as in many other
Middle Eastern countries, the curriculum for K-12 schools is a national curriculum
mandated, outlined, written, and planned by central committees in the Ministries of
Education.

Purpose of the Study
The purpose of this study is twofold. It aims at discovering the views of Yemeni

educators about the need for education reform in the Middle East, and 2) thelesttit



toward curriculum reform demands coming from Western countries. The studysaill
examine the impact of variables that influence educators’ views on thetauraoulum
and attitudes toward education reform initiatives, such as their age, thashig
academic degree, their previous contact with people from other countrietuoes;uhnd
their religiosity.
ResearclQuestions
The study will attempt to answer the following research questions:
1. What are the views of Yemeni educators on the current curriculum in their Gountry
2. How do Yemeni educators view Western initiatives and demands that
involve/encourage educational reform?
3. What variables correlate with the views on the need for education reform and the
attitudes toward reform initiatives? More specifically:
a) How do age, gender, and income relate to the attitudes of educators toward reform
initiatives?
b) How does religiosity (personal piety, support for political Islam)tedia the
attitudes of educators toward reform initiatives?
c) How does the number of years spent abroad relate to the attitudes of educators
toward reform initiatives?
d) How does the highest degree obtained relate to the attitudes of educators toward
reform initiatives?
e) How does the view about the need for curriculum reform relate to the attitudes of

educators toward reform initiatives?



Significance of the Study

With the increased attention to the Middle East, Americans and Europeans are
relying on different sources for information about the region. Of particulaesiter the
average Western person is the question expressed by many scholars, politicians and
ordinary men and women; “why do they hate us?” The need to get closer to the mentality
of Middle Eastern people and to understand their attitudes towards the Westestnd m
importantly, the sources of these attitudes-have haunted people in the Weshé&ince t
tragic attacks of 9/11 drew more attention to education in Muslim Middle Eastern
countries as one of the culprits in bringing up youth with Anti-westera@est looking
at the educational system and educators’ attitudes will inform intereste@ it
education as a potential source of ideological mobilization of Muslims.

Research on the attitudes of Middle Eastern people needs to take into account the
fact that each country is different. Therefore, input taken from one country neael not
generalized to other countries or used to depict what Ahmed Moussalli (2008)eesc
in his bookU.S. foreign policy and Islamist polities the idea of a “global ... enemy” (p.
167). Doing so, Moussalli argues, reduces the likelihood of understanding the way
religion works in the Middle Eastern societies. Therefore, this study foonsase
country, Yemen, and attempts to understand the views and attitudes of educators in this
country toward a specific educational issue.

Theoretical Framework

This study is situated within a body of research that study the culturatpolit

education (Pennycook, 1990) and the inevitability of the influence of globalization as a

post-colonial political force on education in third world countries (Tikly, 2004). Given



the post-9/11 focus on religion in relation to education and international conflict, and
since this study seeks to find out what factors are related to Yemeni edudatessand
attitudes toward post-9/11 Western reform initiatives, it also relies on a&ticabbase
provided by political science professor Mark Tessler (2002) according to whodlyppes
of religiosity influence Middle Easterners’ views on and attitudes towaesit&th ideals
and ideas: personal and political religiosity. Personal religiositysrédethe personal
commitment to the acts and rituals of worship, while political religiositgrs to the
support for a political role for religion in governing public’s life (Benson & afilis,
1982; Tessler, 2002). According to Tessler, Performing the obligatory prayers fage tim
a day, reading the Quran regularly, and basing important life decisions oouslig
teachings are all indicators of personal religiosity. Indicators ofigadireligiosity
include supporting more political involvement for the religious institutions andegur
believing that religious figures should influence people’s political oriemtst@and
choices, and favoring religious laws over democratic laws.

While some American writers such as Thomas Friedman (2005) and others argue
that Islam as a religion in its totality, and the Quran in particulaesisonsible for
Middle Easterners’ views on and attitudes toward the West, Tessler (2002) found that
only political religiosity was relevant to the attitudes toward demgcRersonal
religiosity, including reading the Quran, did not influence Middle Eastérviexgs on or
attitudes toward democracy. This study utilized Tessler’s distinction eetpa&rsonal
and political religiosity in attempting to understand the relationship betweeusar
factors, including religiosity, and the attitudes of Yemeni educatorgdowastern

educational reform initiatives.
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Limitations of the study

Due to the distance between the researcher and the research site, diaett cont
with participants was not available and so the researcher was not able toguestiens
from participants. However, the information sheet (see Appendix A) distributed with
each survey included the researcher’s contact information and encouragepgdstio
send any questions by e-mail. Another limitation to this study is in the natime déta
collection method, i.e. the use of anonymous survey questionnaires with Likert scale
guestions. Likert scale questions limit the respondents’ ability to go beyoaddast set
of responses (Babbie, 1995). In order to counter the potential limiting effect oktré Li
scale type of questions, the researcher provided participants with an oppoataitly t
their remarks or any additional thoughts below each of the key items in the questionnair
The anonymity of responses made it impossible for the researcher to myskédaw-up
with the participants. Given the usual low return rates in survey researchahstodies
(Johnson & Owens, n.d), follow-up calls increase the possibility of convincing
guestionnaire recipients to participate and inform the study by analyzinggitens that
prevented non-respondents from responding (Groves, Dillman, Eltinge, & RR02).

Definition of Terms

Some of the terms used in this study are either culture-specific orpdiessriof
jobs that exist in the educational or administrative systems in Yemeawkalare some
of the terms used in the study:

¢ Imam: a term meaning a religious leader, it has been used to refer to tiwalpoli

dynasty of the king in Yemen during tBaydireign from the 9 century to 1962.

11



Imamate (Arabidmamabl): leadership of the nation of believers; a doctrine the
Shiite Muslims believe to be the right of certain people who serve as guides for
the nation and are associated with the household of the Prophet.
Inspector/education supervisor: almost equivalent to a master teacher in the
American schools, except that education supervisors in Yemen are assigned to
school districts and among their job duties are serving as subject-mattés.expe
supervising and evaluating teachers, and providing training as needed.
Mujahideen(variationMujahidin): Plural ofMujahid, linguistically the word

means strugglers, but it has been used heavily to refer to the Muslim fighters in
Afghanistan during the war with the former U.S.S.R. It is erroneously trathslate
as “worriers of God,” while, “technically the term does not have a negessar
connection with war” (Esposito, 2003, p. 213).

Shari’a law religious doctrines mandating rules and regulations based on the
Quran and traditions of the Prophet of Islam.

Wahhabi(sm)a Saudi-based strict sect of Islam following the teachings of Sheikh
Mohammed Ibn Abdulwahab (1703-1792), aff' t&ntury reformist and reviver

of the teachings of Islam. Followers\Wahhabisnmare calledVahhabiand are
known for emphasizing the role of knowledge in confronting nonbelievers.
Sometimes they are associated with violent opposition of medieval practices
associated with some cults in the region, such as glorifying shrines and tombs. For
Wahhabisthe Shiite pilgrims to the Holy shrines in Karbala and Najaf in Iraq are

acts of apostasy (Esposito, 2003).
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e Zaydi a moderate Shiite group established in northern Iran in 863 and lasted until
the 12" century, but remained in power in North Yemen from 893 to 1962. The
Zaydi Shiite are the closest to Sunni and they differ from other sects of Shiite
mainly in their acceptance of the first, second, and third Caliph (Abu Bakr, Omar,
and Othman) all after the death of Prophet Muhammed (Peace Be Upon Him)
(Esposito, 2003, p. 346).
Summary
Chapter 1 provided a background of the problem, detailed the problem being
researched, and outlined the research questions to be answered in subsequent chapters.
Chapter 2 presented a synthesis of relevant prior studies and scholarly vpetitigent
to the relationship between global forces and education in Third World countries. Chapter
3 discussed the method used to answer each research question. Chapter 4 presented the
results of the questionnaire and the findings from the study. Chapter 5 provided analyses,
interpretations, and discussions of the findings from the study followed by

recommendations for policy makers as well as for further studies.
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CHAPTER Il

REVIEW OF LITERATURE

This study focused on the views of educators in the Middle East - Yemen in
particular on the need for education reform and their attitudes toward Westietives
and demands to reform education. This chapter provides a spectrum of the research and
writings on education reform as relates to the topic of this study, moving fromralgene
review of research on education reform within the context of globalizatiorhand t
zooming in to the more specific area of education reform in the Middle East d& par
the efforts to create general reforms in the region. Attitudes of MiddkeiiBars toward
reform initiatives in general, and educational reform initiatives in partieméaalso
presented in this chapter. The literature review is thus organized as follayasichfion
reform in a globalized world, 2) education reform in the Middle East, 3) reforratings
in the Middle East, 4) reactions of Middle Easterners to reform initiatives|igjosity
and attitudes toward the West, 6) the Arab Barometer, 7) the uniqueness of Yemen, 8) the
significance of Yemen, and 9) conclusion.

Education Reform in a Globalized World

Education reform as defined by Tyack & Cuban (1995) refers to any “planned #&dfort

change schools in order to correct perceived social and educational problems” (p.4).
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Reform usually comes as a response to changing societal demands and needs
(Altenbaugh, 2003; Horn, 2002; Kaestle, 1990; Ravitch, 2000; Schlechty, 1990). In this
sense, education reform is a political process that is tied to the interegterehtliorces
with different perceptions of social problems. In order to succeed, educabam refeds
public support and thus needs to respond to the public’s voice. Among the public, the
voice of teachers is particularly important. Therefore, Tyack and Cuban (1995)tsugges
that reforms initiated by teachers are guaranteed to succeed. Carolympi¢o€¢2908)
argues that the cyclic nature of education reform is “a reflection odswélpublic and
institutional [including political] values and priorities” (p.23).

In formerly colonized countries, the need for education reform was perceiged as
form of resisting Western hegemony (Hopkin, 1982; Guthrie, 1986; Tikly, 2001). Writing
about the ways in which formerly colonized countries reform their educatitenss;s
Guthrie (1986) asserts that such countries conduct education reform in order to become
free from the chains of colonization and to emphasize their national identitiesi.githe
goals of education reform in such countries also is the need to address their national
priorities and change the focus of their education from what serves thets\tdres
colonizers to what serves the interests of the country. But while trying tonrefor
education for these purposes, Guthrie (1986) argues that developing countries usually
resort to the recent “innovative reactions in the former colonizers’ own coufries).”
Former colonizers also actively seek to maintain a status of power overdbeartte
thought formation of youth in their former colonies by continuing to influence their

education systems (Altbach, 1989; Nguyen, et al, 2009).
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Fazal Rizvi (2004) examined how September 11 and its aftermath affected the
discussion about globalization. He asserts that globalization has alwayepesented
by a unidirectional cultural flow “from the West to the Rest” (p. 159) but in covert ways
that usually would consider forms of mutual cultural understandings and learning. The
idea that globalization was simply a transformation of time and spaces &g
(2004), concealed a “hegemonic project” (p.160) of capitalism. Until the end of the 1990s
the discussion of globalization had been confined to the realms of economy and politics.
But in the aftermath of September 11 the debate about globalization enteredltbé fiel
academics and education. Security came to the forefront of internagtatadns and the
notion of nation-state, that had been assumed to start losing power with globalization
regained strength because of the new concerns about the security of ‘cilibensajor
change in the discourse of globalization has been the relationship between tla@dVest
Islam, which became more of a hostile one, thus impeding the promotion of global ideals
that transcend time and space.

Many recent studies have noticed that international agencies and Western
countries have been promoting education reforms in developing countries by tying
financial support and loans to reforms that represent Western views on educgtion (e.
Kamat, 2004; Tikly, 2004; Sayed, 2005; Resnik, 2006; Nguyen, Elliott, Terlouw, & Pilot,
2009). Focusing on the introduction of collaborative learning into Asian schools, Nguyen
et al. (2009) sought to find out how globalizing forces, in attempts to globalize eduicati
rather force educational systems into homogeneity with Western ideals andlcul
norms. The collaborative learning approach was found not to be in line with the local

cultural beliefs and practices of Asian students and so encouraging or imipasing
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them ignores their unique cultural backgrounds. Nevertheless, when grants aratdoans
available only for such programs and ideas, developing countries feel pressacedt
them even though they do not necessarily prove productive or culturally appropriate.

One of the key writers on issues of globalization and education in the postcolonial
era is Leon Tikly. His conceptual framework, developed in a paper published in the
Comparative Education Journal in 2001, provided the basis on which many later works
on the issue built their arguments. Tikly (2001) sought to solidify the grounds on which
studies on globalization and education are based. He refers to education in the
postcolonial era as a form of building national identity for the formerly caddniz
countries. However, colonial education has three merits that Tikly acknow!|etge
first is that it provided a base for structured education systems in the colooizedes
on which education reforms were possible. The second is that colonial education started
the economic, political, and cultural global flows and networks which contributed to the
creation of the current education systems in these countries. The third poatttiss
form of flow of ideas helped in the efforts to be liberated from Western calaomiz
Western revolutionary ideologies were embraced in some colonized countries\aet s
as the ideological underpinnings for liberation and self-reliance aft@swéanzania was
the example of this use of Western ideologies to become free from Westemohgge
The Tanzanian president’s philosophy of self-reliance was translated inttiedat
campaigns that helped the public ameliorate the conditions of illiteracy andypoviére
country.

Colonial education consistently fell short of providing secondary and higher

education that could have made a difference in the lives of colonized people (Tikly,
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2001). Hegemony and the imposition of ideas and programs continued, in different

forms, after the liberation of colonized countries despite the resistanesvbyf liberated
nations. Resistance took the forms of establishing countries’ own educatideaisys
rejecting the hegemony of the English language (Pennycook, 1990; Phillipson, 1992), and
the reviving of national and tribal loyalties. In this way, the indigenous people are
asserting their diversity and equity, which Tikly (2001) describes as ieddenets of
democracy that are endangered by the attempts to globalize education.

Postcolonial global forces sought to influence education in five ways, namely
harmonization, dissemination, standardization, installing interdependence, @sitiom
(Dale, 1999). As a result of globalization, education policy in individual countries has
been forced to become alike despite differences in cultural experiences. This
harmonization mechanism has been demonstrated strongly in the European Union, in
particular. The second mechanism of dissemination refers to the effortsrohireal
agencies and umbrella organizations to set and communicate agendas to their
beneficiaries or member states. Standardization is the mechanism timtmaghhe
global forces set the principles and guidelines for member states to.fohewourth
mechanism is evident in the establishment of nongovernmental organizations tleat are ti
to global organizations and seek to make the world a connected network of causes.
Imposition is the final mechanism, and the one that does not require persuasion or
cooperation with the recipient countries which have to follow guidelines dictated by
donors in order to keep receiving benefits and not be punished. The last mechanism is the

one the public usually associate with globalization (Dale, 1999).
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Kamat (2004) presents a different picture of local versus global education
showing that trends like new nationalism are not in contradiction with globahzaut
rather in conjunction with it. Studying education reform in India, she theohaeghe
new Hindu nationalism is tied to globalization not a dissociated with it. She contipares
anti-colonial nationalists’ goals with those of the new Hindu nationalists.’ cahdirial
nationalists came right after India’s liberation and were led by Ghaddeds that
rejected colonialism, but acknowledged the need to reform the Indian society. Hindu
nationalism represented in the education reform initiative in 2000 did not recognize the
need to reform, but instead blamed modernization for the “collapse of a harmonious
social order” (p. 274). Kamat also differentiates between territorial ndsiomand
cultural nationalism. Territorial nationalism includes people from diffiecaltural and
religious backgrounds and, in the case of India, was progressive in nature,swherea
cultural nationalism seeks to unite people from the same ethnic, religioustasiasec
backgrounds across territories. In this way, cultural nationalism goes against
principles of pluralistic societies. Reflecting on the goals of Hindu natsonab render
the world a Hindu nation, Kamat (2004) declares that this form of nationalism is not anti
colonial but rather imperialistic itself, the only difference being that Hirationalists do
not aspire to global power through territorial expansion and military and economic
power, but rather through a cultural hegemony.

Tabulawa (2009) studied Botswana'’s education reform as a response to
globalization. Acknowledging what Tikly (2001) termed as ‘policy borrowing,’
Tabulawa asserts that the relationship between the global and the local toedlica

policy making is a dialectical one. The final shape of educational policy inflddrce
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globalization is usually determined by local conditions and concerns. In thefcase
Botswana the Revised National Policy on Education (RNPE), established in 1994, aimed
at producing the learner equivalent of the self-programmable worker, gttmae

originated in the post-Fordist economic model. The self programmable learner is a
learner who is innovative, creative, flexible, and an independent thinker. Tabulawa
analyzed the new policy and found that the influence of the local preference of
behaviorist modes of education did not help in producing the desired type of learner. The
components of the policy itself were clearly influenced by local conditionsaretms

and produced a contradictory set of programs that did not seem to achieve the ¢@als of t
policy.

In the Middle East, even though only a few studies about education and

globalization are reported, some studies have been made public in regional and local
conferences that discussed globalization in one way or another. The conference
‘Globalization and Educational Priorities,” organized by King Saud UniyarsiRiyadh,
Saudi Arabia, in April 2004, provided some literature that represented the Arab voice on
the issue of globalization and education. Views on the matter ranged from the \tiew tha
education was being improved by global efforts and interactions that injectégt qual
enhancers into the educational systems of third world countries in general anddie Mi
East in particular (Hossani, 2004), to views that saw the effect of globalization on
education as a new form of colonization and Western — particularly Americanatani
(Al-Torayry, 2004).

Hossani (2004) acknowledged the impact of globalization on education and

considered it a potentially positive one. Contact and mutual respect with theasthers
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inevitable with the new technologies and shared global interests. National edalcati
systems in the Arab world cannot afford to be isolated from the rest of the world. And so,
Hossani (p. 23) suggests that Arab countries lead “major reform effortséwraithe
aspects of their education,” including purposes, goals, approaches, and content of the
curriculum in a way that makes these systems compatible with the developmtéets
world. Without these reforms, the educational systems in the Arab world willmemai
backward and out of touch with the world. But at the same time, these systems should
seek to fortify themselves by updating their cultural and value sources, isgtimg\and
revising the Arabic and Islamic cultural bases of education. The end rethdsefefforts
should be an educational system that copes with the changes in the globalized world but
maintains its unique features that are based on the history and culture ofdhe regi
Al-Torayry (2004) on the other hand, presented the findings from a survey study
he conducted with the students in King Saud University in Saudi Arabia. Students were
asked to respond to survey questions by rating different descriptive statements of
globalization. The highest rated concepts of globalization were “Islam couald be
alternative for Western globalization if conditions permit,” “globalizat®a new form
of colonization,” “globalization is a vague concept,” “globalization has Westegin,
philosophies, and mechanisms,” and “globalization is an equivalent of domination” (p.
15). Thus, Al-Torayry concludes that the common concept in the Middle East is that
globalization is a Western tool to dominate the rest of the world. People reject
globalization because it ignores their rich backgrounds. He recommends thabbadlica

systems should fortify youth by challenging the global forces and bgrlgebest in the
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Islamic culture and traditions to the attention of students at all times, sarthayare of
the strengths in their heritage.

In conclusion, the forces of globalization impact local education policies in the
post-colonial, developing countries. This influence is usually uni-directional, with the
West exporting ideas and practices to the rest of the world. Not all the stisholthe
‘borrowing’/recipient countries view the Western impact on their educatiotiebgi
Some educators and consumers of education even see globalization and the international
interest in local education systems as an extension of colonialism (Al¥yo2&4;

Mansour, 2007). However, when funding through grants and loans is tied to certain
educational practices or reforms, these countries do follow Western modeisafien.

In some cases, the results are not exactly what the developing countriescaépg.

Tabulawa, 2009), and in other cases the consequences could even be reactionary policies

that dominate education reform efforts (e.g. Kamat, 2004).

Education in the Middle East

Historical background

Byron Massialas and Samir Jarrar (1991) provided a full historical and aahlyti
review of Arab education from the seventh century to the 1980s. According t@lMass
and Jarrar, the history of education in the Middle East dates back to the seventh century
with the beginning of the message of Islam. Mosques were built and used as learning
centers where adults would get together and study the Quran. Later om Maoisth
were also taught how to read and write the Quran in mosques, thus giving Muslim youth

the first type of institutionalized education, calléclttabh” Kuttab means a mosque
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where children are taught how to read and write (Massialas & Jarrar, p. &69stirn
education among the early Muslims was evidenced in the Quran and the sayiegs of t
prophet Muhammed. The first verse believed to be revealed in the Holy Quran reads
“Read in the name of thy Lord and Cherisher who created [...] who taught the use of the
pen” (p. 8). Sayings of the prophet Muhammed as quoted in Massialas & Jarrar include
“seek education from cradle to grave” (p. 8), and “seek knowledge, even if it be in China
for the pursuit of knowledge is obligatory for every Moslem, man or woman” (p. 9).
Prisoners of war during the early days of Islam would be released if tighyt tan
Muslims how to read and write. During the next centuries of the Muslim civadizat
from the eighth to the thirteenth centuries, non-formal education in the Muslimh worl
flourished and was further institutionalized in the fornKaftabs and early forms of
schools. It was not until the eleventh century that the first formal educasystam was
established and sponsored by the state. The first school WwadadkhksaAl-Nizammiya
in Baghdad. Thisnadrasa(meaning school) taught humanities, philosophy, arts,
mathematics, and physical sciences. Soon afterwards, Damascus folldlvéaewi
establishment of 2hadrasa, followed by Cairo and then other cities in the Muslim
world (p. 15). The main advantage of this early form of education was that it encburage
the pursuit of knowledge and the exchange of culture and ideas. Instructors and
translators were brought from anywhere in the world and were well-paid.

In the fourteenth century the Ottoman Empire took over the Arab Muslim Empire
and the whole educational system chaniyatirass were moved from the city centers
of Baghdad, Damascus, Cairo, etc. to new places with Istanbul, the capitdltbe

Ottoman Empire, hosting the majoadrasa (Massialas & Jarrar, 1991, p. 17). The
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content of the curriculum was also changed and cultural exchange with other
philosophies was strictly prohibited. It was not until th& &&ntury that the first
scholarly contact with the West was made in the form of scholarships for students in
Egypt to study abroad. With the establishment of colleges of medicine andescie
students were sent abroad to study. At the same time some missionary Batldmen
functioning in Syria, Lebanon, Palestine, and Egypt.

With the collapse of the Ottoman Empire and the invasion of the Muslim Arab
world by European colonization, new forms of education were established. The new
schools were mainly geared towards serving the administrative needscofahiezers
(Massialas & Jarrar, 1991). The curriculum lacked relevance to the stuntenigies’
needs or their personal interests (Akkari, 2004). Massialas & Jarrar (1991) and Akka
assert that during this period access to education in the Arab colonies whsiedy
with quotas given to each area and a very selective process that excludejbti ofa
the locals. The curriculum was an adaption of the European curriculum with theraddit

of some Islamic religious teaching and Arabic lessons. Massialas& dammented

that students would learn about “the history and geography of France [more] tham ... thei

own country” (p. 20). The trend to make the youth in colonized countries learn about the

colonizer’s strengths is among the mechanisms used to indoctrinate them to achieve

imperialist goals (Carnoy, 1974). Imperialism entails efforts to “imd@eand control

other countries’ economies for the economic and political gain of the dominant power (p.

26)” and education is used by the colonizers to achieve this goal. Awareness of
imperialism among the people led to the emergence of social resentment acal poli

movements that struggled for national independence.
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Prior to 1943, France controlled Syria and other regions of the former Ottoman
Empire while Great Britain colonized the Empire comprised of what isrdiyreaq,
Palestine and TransJordan. The Arab states began gaining independenceansthe y
during and after World War Il, with Syria being the first to gain independeocethe
French mandate in 1943. Other Arab countries were still under colonization. Algeria
Morocco, and Tunisia were under the French colonization, while Libya was urider Ita
colonization until 1947, and then was under both the French and British colonization until
1951. Saudi Arabia and North Yemen were not directly colonized by Europeans.
However, South Yemen remained under the British colonization for 138 years, gtning i
independence in 1963 and a full sovereignty in 1967 (Lewis, 2003; Dresch, 2000).

Political independence was accompanied by independence in the educational
systems. The new governments focused on quantitative measures of educatiotorefor
accommodate the population explosions, thus building scores of schools and learning
centers. Up until the 1980s, the focus of education efforts was to increase the number of
schools to provide access to as many of the Arab youth as possible and to establish a
structure for the educational systems in these countries. As a resuli@ducte
Middle East has made significant progress over the past 50 years (World Bank, 2007,
Benard, 2006). The World Bank’s 2007 report entitieglroad not traveled: Education
reform in the Middle Eaglescribes the progress of education systems in the Middle East
in terms of the numbers of schools, enrollment rates, literacy rates, and spending on
education in the Middle Eastern countries. However, the report highlights major
challenges and areas that require serious efforts for reform. The neetbfor, as

identified by the World Bank, comes from the need of Arab Middle Eastern countries to
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improve their return of investments on education, and to make sure education is greparin
their youth for future challenges. According to the report, the educationalvaotent of

the Middle East and North African (MENA) countries is significantly lothan that of
countries with the same level of economic development. Although the percentage of per
capita expenditure on education in the Middle East is higher than in other regions, the
development outcomes of education are significantly lower than in other regions.
Education attainment did not reduce poverty indicators. The report contends that it is not
the economy or spending on education that affects the outcomes, but rather some
characteristics of the educational system in question.

Available recent research examined the current condition and predictedutiee fut
challenges of education in the Middle East(e.g. Akkari, 2004; Benard, 2006). Akkari
(2004) began his study by stressing the fact that the educational past ant prese
conditions are different in each county and tried to concentrate on the educasioes is
that are common in all the Middle Eastern countries. In general, indicatexperiditure
on education as a percentage of the GNP in the Middle Eastern countries are among the
highest in the world. However, in terms of quality and international compatiliitddle
Eastern education ranks rather low. High unemployment rates soaring up to 14% and
higher, attest to the disconnect between the education system and the l&ebneeds
(Akkari, 2004; Benard, 2006). The highest unemployment rate, as observed by Akkari
was among the secondary vocational degree holders and the university gradbates w
women suffering the most from unemployment. Gender inequality in educational
opportunities is more common in the poor countries of the region. For example, in Egypt,

Morocco, and Yemen, female enrollment rates are significantly lowethbaa for

26



males. In Yemen, the gap in elementary school enrollment is four giris boys. The

gap is three girls to ten boys in secondary schools. On the other hand, in richesountri
such as Bahrain, United Arab Emirates, and Qatar female enrollment tsghleit than

male enrollment in schools (World Bank, 2007). The differences among countries in the
Middle East exist both in quantitative and qualitative terms. Enrollment rapeorer
countries are less than those in richer countries, gender disparity, and isehaltylirates

are higher in poorer countries. Yemen, Morocco, and Egypt are always at the bottom of
the list when it comes to the three measures of gender disparity, enrolltesnarel

adult illiteracy (Akkari, 2004).

Like Akkari, the director of RAND Initiative for Middle Eastern youth, Chery
Benard, argues that investment in education has not yielded the anticipated anehoped f
outcomes in social, economic, and political development in the Middle East (2006). The
“impressive expansion in education” did not improve its quality nor did it contribute to
the creation of a prosperous society (p. 31). Return on investment in education has been
low and the skilled worker has not been produced. Benard’s conclusions about the need
for educational reform in the Middle East include not only working on the quality of
education but also considering the disconnect between education and the economy. She
recommends that classrooms teach skills that prepare students to suciéeghlundt
the same time she insists that somehow there must be job opportunities that graduate
find their skills have prepared them for.

Education reform in the Middle East
Given all the discontent with the status of education in the Middle East as shown

above, it is important to present the debate about the needed education reformtHa fact
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issue of reforms in the region is a complex one and involves many fronts - political
economic, educational, and even social. Middle Easterners have been callimgy for a
attempting reforms for a long time, but at the same time stronger voices leave be
cautioning that the United States and the West in general are only pushimgrfommn
interests that do not necessarily address the needs and aspirations obthéSagpd,
2005; ElI-Amine, 2005; Alsoudi, 2006; Benard, 2006). Following is a review of the
literature that has discussed education reform in the Middle East.

Benard (2006) reports on the early voices calling for reforms in the Middle East
such as the famous reformists Sheikh Muhammad Abduh, Alafghani, and Tarzihall in t
late 19" and early 28 centuries. They called for a disengagement from the traditionalism
in education that produced students who lacked critical and analytical thinking skills.
They classified pedagogy as a normal product of the backwardness in the itseliety
Tarzi’s writings, according to Benard (2006), critiqued the society’s laclkeetfim and
respect for women. Since then, local reformists have been critiquing thecstatasd
usually faced resistance from the public. More recently, some governmentsanted s
taking the initiative to establish political, educational, and economic reftiahseisonate
with the early calls for reform. These efforts must be supported, arguesdB2006),
instead of focusing efforts on areas that show resistance more thanragheis to
change” (p. 43). Robert Looney (2005) agrees with this argument and calls for tiba@ Uni
States and Group eight (G-8) countries to work with local governments and local
reformers to put the interests of those countries first so that people in the MidteilEa

be less suspicious of the intentions of the calls for reform.
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Despite such calls for reform which have been reported for over a century, not
many studies in the Arab World have discussed the needs for reform or the meghanism
to do so in detail (Ayoub, 2005). Among the voices calling for education reform in public
schools or discussing it, argues Ayoub, only a few have offered objectiveeanafybe
current conditions and suggested reasonable reforms for the future. Among these voices
were a collection of studies published in a book by Adnan El-Amine (2005). In the
preface to the book, EI-Amine wrote that the pressures on Arab countries to refiorm the
education have caused a state of tension and confusion in these countries. Thass pressu
have caused ongoing debates among their politicians, religious leadeegpesitand the
public in Arab countries about the need for education reform and the agenda for
reforming education. These debates, argue EI-Amine, become ratherdrehtma of
bounds, which causes objective perspectives to be absent from the scene. Fqreunately
few researchers who looked objectively at the issue of education reform irathe A
countries have not been totally absent. EI-Amine argues that the book he editetscontai
examples of objective perspectives on education reform from the Middle Easterafpoint
view.

In the first chapter of EI-Amine’s book, Fatimah Sayed (2005), from Egypt,
describes the impact of foreign aid on reforming basic education in Egypt cheing t
1990s. She acknowledges the positive impact of such aid on expanding basic education,
but warns of the negative impact of what she describes as ‘conditioned aid’ yvtereb
educational policies are directed according to the priorities of the donorsoi&thedes
by recommending the full participation of the public in the Arab world in any reform

efforts if they are to be successful. The absence of public participagoesabayed,
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alienates reform efforts and turns the public against them, accusing thosg weho t
promote reforms of succumbing to the Western views about life and education and
seeking to represent these views in the curriculum. The public’s negativdestioward
reform efforts lead to resistance and rejection of these efforts. Sayexs @hat both
Western countries and their enthusiastic allies in the Arab countries dgraeasl this
resistance and rejection by listening to the local demands for reform insth@dce.

Education reform in some other Arab countries like Tunisia, Kuwait, Morocco,
and Qatar was discussed in other chapters (EI-Amine, 2005). While the chapters about
Kuwait, Qatar, and Tunisia provided descriptive accounts of the reforms in these
countries, the chapter about Morocco analyzed education reform in the couhtry a
attributed the success of the reform efforts to the fact that a soaradisormer leftist
opposition leader was selected to lead the government between 1998 and 2000. This
government focused on improving access to education among the low income rural
communities by providing food to students and focused on improving the quality of
education by providing activities that were not typically part of the cummeusuch as
arts, sports, and the internet. Education reform in Morocco was handled by a special
committee that was authorized to manage reforms. Saaf (2005) said that there was
evident resistance to the work of this reform committee from the ministagiufation
officials who felt their traditional authoritative roles were diminishing.

The writings of Mohammed Jawad Ridha are of special interest for the psirpose
of this study (e.g. Ridha, 2005 and Ridha, 2006). Ridha ( 2005) argues that education
reform is needed to keep students in the Arab world current about changes in the world

and to train them to deal critically with other cultures, civilizations, andgtyhies.
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Education needs to prepare students to understand and deal with the changes in identity
of civilizations and nations from one age to another. In order to achieve this goal,
education must focus on training students to critically examine what thieybkean

taking for granted, including the religious text. Ridha (2005) calls for annedd

religious texts and of the approaches to teaching religion. He argues thatrém c

approach that prevents critical thinking and discourages creative wayaliofydeith the

texts diminishes students’ ability to use their logical thinking skills.

Like Ridha, Bader Al-Saif (2003) presented a study criticizing the current
religious K-12 school textbooks, especially in Saudi Arabia. Al-Saif studied Saudi
textbooks and showed that the ideological underpinnings of the strict 3&¥ahbfbism
in Saudi Arabia are being taught to children in ways that train them to “develofy enmit
and hate everything non-Muslim” (p. 17). Lessons in “the monotheism” textbook,
Tawhid,consistently urged students not to have any form of allegiance to the non-
Muslims, not to like them, and not to imitate them. Not only do textbooks target non-
Muslims, but they also urge students not to involve themselves with awabhabi
activities or beliefs even if they be Muslim. He concludes that a rigoréursragenda
is neededTawhidbooks need to be reconsidered in their entirety and only introduced to
secondary students due to the complex nature of the theological concepts. AttBeauf f
recommends that the authors of the religious textbooks, as well as the religraiss cl
responsible for such views, should be confronted before it is too late.

Reactions to reform initiatives and demands
Western, and especially American, reform initiatives in the Middlé $paiang

from an effort to use financial incentives to improve the likelihood of democratization i
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the region (Alsoudi, 2006).The United States, in the wake of September 11, 2001, tried to
take strong measures against extremism in the Middle East but at thersartreed to

work in collaboration with forces in the region to create reforms that would redtice
Americanism. The latter approach has been termed “soft power” (Rugh, 2006) and has
resulted in more aid targeting different development sectors in the regiontthiefagn
initiatives, direct aid, training, grants, and loans.

The Middle East Partnership Initiative (MEPI) was one of the initiataesdhed
by the United States Department of State that aim at supporting demaityatefforts in
the Middle East. Under the pillar of education, MEPI aimed at improving the quality of
education and access to it. It does so by providing grants and financial support for
projects that achieve these goals whether to a government agency or to a
nongovernmental organization. Since the initiative’s goals include involving peopke at t
grass roots level, the initiative prefers the involvement of nongovernmental a@tgamsz
in the democratization process (Alsoudi, 2006). This initiative and the Broader Middle
East and North Africa (BMENA) initiative sponsored by the G-8 countries vezeived
with enthusiasm by Arab leaders and officials, but with suspicion and distrtist by
public (Ottaway, 2003; Benard, 2006).

Reactions to reform initiatives and demands in general have been mixed in the
Middle East, and in the Arab World in particular. In his study on the impact of U.S. aid
policy on democracy and political reforms in the Arab World, Alsoudi (2006) presented
three perspectives on reforms representative of the Arab world. The fifséqters is
that of the Arab regimes that welcome gradual reforms in the socief lifieir people,

but without changing power structures or impacting their regimes. The second
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perspective is that of the Islamists who welcome quick reforms that fatdvee
elections with the hope that they win and establish “Islamic political sggjenerned by
Shari’alaw, not Western-style democracies ruled by secular laws” (p. 15)hirtle t
perspective is the one adopted by the liberal forces and groups which welcome reforms
that create democratic institutions and allow for peaceful exchange of. pds@udi
studied the Arab’s reaction to the Middle East Partnership Initiative (M&Aarticular
and found that the initiative received different reactions in different countriesn On a
official level, the initiative was welcomed in Jordan, Morocco, Bahrain, Qatar and
Yemen. Other countries like Egypt, Saudi Arabia, Oman, and United Arab Emirages ha
been less enthusiastic about it. On the public level, journalists have been reported to
express dissension of the initiatives for various reasons. Among the reasons Alsoudi
(2006) reported were the lack of credibility of the United States in the regico dee
war on Iraq and support for Israel, the American support of authoritarian segirte
region, the small amount of funding in the first year of the initiative compared to the
scope of desired reforms, and the fact that some “hawks in the Departmen¢ddef
are skeptical about the wisdom of democratizing the Arab World” (p. 16). Alsoudi (2006)
and Ottaway (2005) argue that this attitude within the American admiiustrat
exacerbated the negative attitudes toward any reform initiative inithcdlVEast.

Among the Arab and Middle Eastern countries, Saudi Arabia had the major blame
for not reforming their education and received the most explicit predsomeshe U.S.
(Raphaeli, 2005). In 2005 the Saudi government responded to pressures for reform by
holding dialogues on extremism. A five-day dialogue event focused on the need for

reforms and concluded with recommendations encouraging political, economic, and
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education reforms. One recommendation was that education be reformed in a way that
“encourages a spirit of tolerance” (Raphaeli, 2005, p. 529). Addressing the @semsdr
reform initiatives and this recommendation, a group of 150 religious scholard signe
petition to the King asking him not to succumb to Western demands to change the
curriculum (Modhesh, 2008). The document sent to the King of Saudi Arabia cautioned
that the suggested reforms were dangerous to the identity of the youth in dneanaiti

could result in demoralized generations.

Thus, three groups in the Middle East have expressed their attitudes toward
reform initiatives publicly: 1) government officials, 2) religious leadard scholars, and
3) the general public through journalists. Government officials have been welcoiming
the reform initiatives (Alsoudi, 2006; Carpenter, 2004). Scott Carpenter, Deputy
Assistant Secretary for Near Eastern Affairs said in remarke &fliddle Eastern Non-
Governmental Organization (NGO) Summit for Peace and Prosperity that as he
Washington, DC on October 27, 2004 that the BMENA initiative’s meetings, with the
presence of 26 ministers from different countries, were successful. dHal&ksd
positively about the involvement of government officials in general. The attitudes of
religious leaders have also been shown in the form of petitions in Saudi Arabia and
Friday sermons and televised interviews elsewhere.

Among the representative voices of religious leaders in the Middle East wer
Sheikh Dr. Yusuf Qaradawi and Sheikh Dr. Salaman Alawdah. Both sheikhs expressed
concerns about the reform initiatives and demands and called for reforms that have loc
priorities in mind, not Western agendas (Qaradawi in an interview with Atgz2@02).

Qaradawi acknowledged the need for reforms, but insisted that religialarscthould
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lead the reforms so they can be done gradually and without harming the “fixed
principles” of the nation. Sheikh Dr. Salaman Alawdah (2004) also expressed concerns
about the calls and demands for education reform and stressed that any refdrtos nee
be done away from the American plans and priorities. In an online article thidhe t
“the battle of education reform,” he argued that the American and Westisrtoaaform
educational curriculum in Muslim countries is not a post 9/11 one, citing the example of
the 1979 UNESCO committee “Islam and the West.” In the same article hel dingtie
those demands were actually among plans that aim at undermining any pp$sibilit
solidarity among Muslims, which, he argues, the United States perceivésreatdo
Israel.
Religiosity and attitudes toward the West

Contrary to the expectations of the impact of modernization on the world,
religious movements have been gaining more support all over the world since the 1970s
and 1980s (Nachtwey & Tessler, 2002). Fundamentalism has been gaining ground all
over the world rather than losing fervor all over the world, although with speciataloli
implications in the Middle East due to the fundamentalists’ demand for lawsehat ar
based on the doctrines of Islam (referred t8laari'a law) rather than on the needs of the
people (Moussalli, 2008). Therefore, recent studies have focused on the role of ngligiosit
in shaping the attitudes of different people towards new and current themes.n/thde i
West it has been noticed that religiosity is linked to conservative politicgirnigi
(Tessler, 2002), in the Middle East the picture is even more complex.

Mark Tessler conducted several studies that involve religious orientations and

their relationship to attitudes in the Middle East (e.g. Tessler, 2002; TegsEtwey,
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2002; Tessler, 2003; Tessler & Robins, 2006; Tessler & Jamal, 2007). He distinguishes
between two types of religiosity: personal religiosity-or personal faietiypolitical
religiosity-or support for political Islam (Tessler, 2002). Persongjiosity refers to the
individual’s relationship with God (Benson & Williams, 1982), which for Muslims can
be determined by the devotion to the acts of worship, such as prayers and reading the
Quran, and consulting with one’s faith before making important personal decisions
(Tessler, 2002). Political religiosity, on the other hand, refers to the belieéligion
has a social role in organizing the public’s life (Benson & Williams, 1982) and is
embraced in the form of societal activism rather than in the form of padsis rin the
case of Muslims, political religiosity refers to the tendency to beleaestronger role
for Islam in shaping the political attitudes of the public and in the preferei&leadfa
laws over laws based on the interests and wishes of the people (Tessler, 2002).
Studies conducted by Tessler and others have shown that the relationship
between personal religiosity and attitudes toward democracy and peacefigt confl
resolution have been fluctuating over time. While the data from the 1980s showed
significant associations between the two, more recent data show a lask@aasn
(Tessler, 2002; Tessler, 2003). Studying the attitudes of Middle Eastern paoaid t
democracy, Tessler (2002) used survey research in four countries- Egypia,Alge
Morocco, and Palestine (West Bank and Gaza)- and found that personal religiosity was
not a significant predictor of positive or negative attitudes toward democraeysame
was true in his study on the attitudes toward conflict resolution (Tessler, 2008)gués
that religion is less associated with variance in political attitudes ikltisém world

than it is in the West. Tessler (2002) interprets the lack of significantiassn between
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religion and political inclinations in the Middle East as an indication that pers@alipi
higher among Middle Easterners in general and that religion has beeicailisto
entrenched in the politics of the region to the point that makes “religious orientassns
useful in distinguishing among individuals with dissimilar political inclinatiofps™17).
The Arab Barometer

Based on the work of Mark Tessler and modeling global democracy barometers,
Tessler and Jamal (2006) created the Arab Barometer as a project aenplb@ng
Arab’s attitudes toward democracy. They designed the Barometer ascagmition
survey in 2005 and administered it in 2006 in five Arab countries- Algeria, Morocco,
Jordan, Palestine (West Bank & Gaza Strip), and Kuwait. The goal of the &aromas
to generate scientifically reliable measures of Arab public opinion on datimossues,
more specifically on the attitudes toward democracy, public participatiahcalol
violence and terrorism, religiosity, etc (Tessler & Jamal, 2006). TheniRser consisted
of seven sections: economic questions, political attitudes, identity and natgnalis
politics and religion, religiosity, international affairs, and demographics

(www.arabbarometer.oygThe current study utilized the religiosity section in the Arab

Barometer for measures of personal and political religiosity.
The Unigueness of Yemen
The Middle East is a vast region with multiple ethnicities, religious baakgis,
ideologies, and historical experiences (Benard, 2006; Akkari, 2004; Rugh, 2002). Yemen
is a relatively small country in the south-western corner of the Arabigind2a with a
population of 23 million people (World Factbook, 2009). Until 1990, it used to be two

countries: South Yemen, a socialist country, and North Yemen, a republic with semi-
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democratic but largely tribal regime (Dresch, 2000). North Yemen or at |letsbpd,
century almost until the revolution in 1962, was ruled by a religf@ysli Shiite group

that was founded in thé"@entury (Burrowes, 1995). The political regime was called the
Imamate with the head of State as an Imam or a religious leader of the nation.

The Imamate rule in North Yemen was marked by strict insulation from tHd wor
and the claim of Imams to be God’s chosen leaders (Ingrams, 1964aythédmams, in
attempts to protect their citizens from foreign ideologies that might colreiptreligion,
kept the country strictly secluded from the rest of the world, a fact that Ahroni (2003)
contends had “adverse effect on [the] Yemeni[s’] ... cultural and educatiorigplife
248). Parts of North Yemen fell to the Ottoman empire and in 191&atjtd Imams
restored power over the whole country, which is made up of two main religious sects-
Zayds, a form of Shiite, constituting about 45% of the population, and Shafis,
constituting a silent majority (Burrowes, 1987).

The Imamate rule was marked by oppression of the people, a class system that
made the&Zayditribes higher in social status than the peasants. Education was primitive
and the purpose of any education was to teach people how to read the Quran. When the
Iragi government invited Imam Yahya to send Yemeni pupils to study in Iraq, only
children of workmen and peasants who were not likely to have ambitions for power were
sent. The Imam himself had to approve every student sent abroad. Unfortuoratiedy f
Imam, among the students he sent in 1934 was Abdullah Al-Sallal, a son of a blacksmith,
who later became the first president after the 1962 revolution (Burrowes, 1995).

The 1962 revolution broke out supported by the Egyptian nationalist leader

Gamal Abdul-Nasir - known as Nasser, and the Arab Republic of Yemen was lgfficial
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declared in North Yemen (Ingrams, 1962; Burrowes, 1987; Dresch, 2000). The new
republic relied mainly on Egyptian experts to run the government, establish the
educational systems, train the army, and even defend the revolution against the return of
Imams supported by Saudi Arabia. Formal accessible education was not lesdalnhs|

the revolution in 1962, for prior to the revolution education was very limited in quality

and access (Al-Khader, 1985). In 1967, a major war and the 70-day Siege of Sana’a
marked the end to the conflict and the establishment of the republic as a form of
government (Schmidt, 1968; Burrowes, 1987).

In South Yemen, the British control started fading and Yemeni revolutionaries
became more empowered by the nationalist heat promoted by Abdul-Nasir in Egypt
(Lewis, 2003). In 1963, British rule was brought to an end and British soldiers started
leaving Aden. They completed withdrawal from Aden in 1967 and South Yemen soon
became the first socialist state in the Arab region. After a period obiiuand struggle
for power, leftist leaders established the Democratic Republic of Yemeth dvase
“scientific socialism” and run by officials mostly from proletariarigin (Stookey, 1982).

Education in South Yemen had started earlier during the British colonization era
in the form of technical schools aimed at producing lower-level professionals and
technicians to help with the expanding colony’s government. But besides this type of
schools, British philanthropists had started “small schools to which Arab studeats wer
admitted” (Stookey, 1982, p. 43). Other than these two types of schools, Yemenis did not
have access to British schools in South Yemen. After independence in 1967, an
educational system was created, boarding schools were establishedBeddigns, and

a comprehensive adult education and illiteracy campaign following a Cuban naslel w
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in full swing. The results of this focus on education was an increased education
attainment and increased enrollment rates in South Yemen.

North and South Yemen were united in 1990 and the capital city of the North
became the capital city of the unified country. However, in 1994 the leadership of the
South retreated to Aden following a series of tensions and assassinations of Southern
leaders. They soon declared secession. A short war took place in the summer of 1994 and
the secessionists were defeated. Yemen became unified again, but thi fiomoe b
Forceful reunification created an atmosphere of distrust between the Southedners a
Northern authorities. Political movements with demands ranging fromdulisrof
citizenship to independence from the North flourished and gained popularity in the
Southern provinces of the unified Yemen, thus creating a zone of unrest (Hiro, 2003).

Significance of Yemen

Political unrest in Yemen has also been intensified by another war in thernorthe
province of Saada between the government and Shiite militia loyal to a Séviite cl
called Al-Hawthi. The Saada war, along with a host of other challenges including
kidnapping of tourists, tribal violence, and “largely unpoliced countryside thaedlieg
provides a safe haven for militant groups, all combine to place Yemen near the top of the
Failed States Index” (Corstange, 2008, p. 12-13). The security conditions in Yemen ar
not limited to the country but are of interest in the international arena. fHo& ah the
United States carrier Cole in 2000 near Aden’s shore in Yemen was one ofttaetsirs
of terror in the region and became a propaganda tool for Al-Qaida in recrwating y
men from Yemen and Saudi Arabia (National Commission on Terrorist Attacks upon the

United States, 2004).
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International interest in and concern about Yemen also stems from itsistrateg
location overseeing the Strait of Bab Almandab between the Red Sea and toe Gulf
Aden, one of the busiest trade routes in the world (Cordesman, 2004). An article at the
Guardiannewspaper describes the location as important in terms of security, as well
Besides controlling the daily passage of 3.3 million barrels of oil through the Bab
Almandab Straits, Yemen serves as a buffer zone between Somalia, whigehaswar
zone for over a decade, and Saudi Arabia, which has been struggling with terrorism as
well (Hill, 2009). The importance of the location and the risk of failure of the state ha
led the Yemeni minister of planning and international cooperation, H.E. Abdulkarim Al-
Arhabi to warn the world that Yemen could become another Somalia if it is allowed t
“slip into failure” (Hill, 2009).

Conclusion

Education in third world countries has been under the influence of the West for a
long time. Colonialism left a heritage of mistrust between the formerbnzsd and
their colonizers. At the same time, stakeholders in third world countrieseréaineed
to resort to the former colonizers for contemporary educational ideas, theme
practices. It is within this atmosphere of mistrust, yet technical needhédébates
about educational reform in the Middle East take place.

The roots of resistance to education reform initiatives and demands can be traced
back to the history of conflict between the colonizers and colonized. But new factors
have emerged that also require extensive study. In the case of the Middle East
colonization triggered national, ethnic, and religious zeal that was used to pretect

identity of the colonized countries. Massialas & Jarrar (1991) argue tinas the religio
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us zeal that drove the North African Arab countries (referred to as Akiiagl-Araby,
meaning the Western Arabia) to resist colonization. Religion was used tozadbéi
public against the colonizers. Political figures, argue Massialas and (1£94),
resorted to the religious zeal of the people to recruit more resistant foldegabideen.
It was only after the independence of these countries that political leadetsci®
build pragmatic relationships with the former colonizers and thus, the flulaofifation
of politics started weakening.

The current revival of fundamentalism and Islamization of politics have been
atttibuted to different forces and sources, including the strength of somerMusli
associations and organizations such as the Muslim Brotherhood organization in Egypt
and its influx into the Middle Eastern countries (Massialas & Jarrar, 199&pb 12006)
disagrees with this view and believes that the revival was a direct rethudt of
mobilization ofMujahideenagainst the former Soviet Union. He argues that with the
collapse of the Soviet Union and the end of communismyitjahideenand the
preachers who used to convince them and the public of the cause of fighting the ‘infidel’
communists became natural enemies of any foreign ideological force. They used
suspicion of the other’s interest and intentions to recruit fighters and gain pupport
of the public during communism; after communism suspicion of the other remained and
was later directed toward the West. Thus, the attitudes toward the Westrial geie
toward Western initiatives in particular are arguably impacted to someedegithe
perceived role of religion in the politics of the region. When communism was \gsiceli

as the enemy of Islam, religion was used to influence the public’s attitudesl ibwa
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Now the same groups of people who rejected communism are rejecting tlegnVest
influence on public life.

Reforms suggested or demanded by the West have been welcomed, suspected, or
rejected in the Middle East, depending on what group is asked. Some groups, out of fear
of losing their interests, would oppose reforms even if they were needed in thg socie
(Noland & Pack, 2007, p. 201). But other groups that are not likely to have specific
interests in the status quo have different reasons for rejecting or accefaimgs.

Among the reasons for rejecting reform initiatives that are heavigeptén the public
discourse in the Middle East are the following:
¢ Reforms need to emerge from within not come from outside. Religious scholars
such as Qaradawi (2002) and Alawdah (2004), as well as educators such as Al-

Farhan (2004) have stressed this theme in their public opinions about the reform

initiatives.

e Reforms are intended to ease normalization with Israel. This view has been
expressed by religious scholars (e.g. Qaradawi, 2002; Alawdah, 2004), educators

(e.g. Al-Farhan, 2004; Mansour, 2007), researchers (e.g. Alsoudi, 2006), and

numerous journalists as reported in Alsoudi’s (2006) study and the study by

Ottaway (2003).

¢ Reforms encourage the secularization of education. Secularism in the Middle Eas
is not seen as a positive force, as it is in the West. It is rather viewed with
suspicion, mostly taken to mean ‘godlessness,” and is perceived to bring about
immoralities to the youth and political instability to the nations (Tamimi &

Esposito, 2000). Religious clerics and scholars have consistently rejected reform
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initiatives arguing that the main purpose of these initiatives is the Seatitam of

education.

Research studies exploring the views and attitudes of Yemeni and other Middle
Eastern educators have been missing. Studies that have been conducted to solicit the
public’s attitudes were mainly based on reviews of journalists’ writingsevature
representing the attitudes and stances of officials on policy mattgr&(goudi’s, 2006;
Ottaway, 2005). Other studies such as Al-Torayry’s (2004) survey that walsudexirio
the students in King Saud University in Saudi Arabia included only negative descriptive
statements of globalization, which the students were asked to rate. No bawdidseen
conducted to solicit the views of educators or their attitudes toward Western reform
initiatives. Given the importance of the views of educators - as the mosinele
stakeholders in education reform (Tyack & Cuban, 1995)- and the need for public
participation (Sayed, 2005), this study acknowledges the need for involving educato

and seeks to fill this gap in the literature.
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CHAPTER IlI

METHODOLOGY

The purpose of this study is twofold: to find out about Yemeni educators’ views
about the need for education reform in the Middle East, and to discover their attitudes
toward curriculum reform demands coming from Western countries. In order teechie
this purpose a questionnaire was constructed and administered in Yemen whitddsolici
educators’ beliefs about curriculum reform and attitudes toward refonatiies.

Research Design

Survey research was utilized for this exploratory, descriptive stualyiriR
Babbie, 2004). Frequency distributions, Chi-Square, and correlations were used to
describe the participants’ responses to questions about the need for educatioamdform
attitudes toward Western reform initiatives as well as the influencefefett variables
on these attitudes. Daniel Muijs (2004) recommends the use of such descriptitresstatis
for studies that do not seek to test hypotheses but rather explore views or attimdes of
group of people (p. 36). The current study falls within the category describedijsyasiu
it seeks to describe rather than make inferences and generalizations. Tresgadheher
used descriptive statistics to analyze the data.

Data collection for this study used a survey questionnaire with Likert scale

guestions and open-ended questions. Likert scale questions use specificasatégori
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responses, like “strongly agree,” “agree,” “disagree,” “strongdagliee” and “are
appropriate in the construction of either indexes or scales” (Babbie, 1995, p.184). They
are easy to use and fill out for participants and easy to analyze faichesssaThe open
ended questions were analyzed using content analysis (Bordens & Abbott, 2005, 2008;
Krippendorf, 2004). Content analysis is used in quantitative social science neseanid
more in-depth data to existing measures of the topic of study. It is useftiing glke in-
depth information and then reducing it into smaller meaningful unites that can be
analyzed quantitatively (Smith, 2000). The units of analysis can be words, phrases
statements, or even paragraphs. After establishing the unit of analysigyesessa

coded numerically and numerical codes are used for analysis.

In content analysis messages can be analyzed for manifest or latent.conte
Manifest content refers to the occurrence of words, phrases, or expressiung witich
consideration of their context or the overall meaning, while latent contens tefthe
overall meaning as the researcher understands it (Babbie, 1995). The resem¢the
choice between depth and specificity” (Babbie, p.311). Focusing on manifest catitent w
increase the specificity of the analysis but with shallow results wihgteliability but
risky validity, while focusing on latent content will give the researcheenmdepth
knowledge but at the same time increasing the chances of involving the resgarche
subjectivity in the analysis, thus decreasing the reliability. Babbieaitat a skillful
researcher either combines both contents in his/her analysis or uses contsig asay
supplement to existing data sources. In the case of this study, the reseadloentesnt
analysis in addition to already existing quantitative measures. As the uniis ydes

were words and phrases, manifest content was chosen as the data sourspevidl a
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attention paid to latent content in the form of idioms and messages included in culturally
coded phrases or expressions. For example, a written response such as “the dkgst are
interested in pushing their own agendas even if they pretend to be helping us” is
interpreted as having suspicions about the intents of the Western initiatives, aisd thus
given a code that corresponds to the one already established for suspicion (sekxAppe
| for a sample of the coding system.)
Instrumentation

In order to achieve the goals of this study, a survey instrument (see Appendix B)
was constructed to address the study’s three research questions. The sutwagimst
was a questionnaire that utilized a Likert-type scale for each questiesti@hs using
Likert scale are appropriate to collect data about people’s attitudesyagive
respondents the opportunity to express a degree of agreement ranging from afyoegly
to strongly disagree (Bordens & Abbott, 2005). They are also easy to answer and they
give the researcher the opportunity to compare responses more easily ,(Badb)e
Criticism to such questions includes that the responses are alreadg foarparticipants
and so there is not sufficient room for them to express their opinions beyond what has
been decided for them. In this study the researcher gave respondents an oppogonity t
beyond the choices offered in each question by inviting them to add their comments as
responses to open ended questions 1.1, 1.2, 2.1, 2.2, 3.1, and 3.2. Responses to the
guestions were then analyzed using content analysis.

The questionnaire items were modeled after the Arab Barometer, a questionnai
that Mark Tessler and Amaney Jamal (2006) constructed to measure Arntldesitt

toward democracy and the influence of different factors on their attitudeseCtienof
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the Arab Barometer was incorporated into the questionnaire used for this stutig, i.e
section that measures religiosity. This section constituted ParttHeafuestionnaire
‘religion and the society.” Approval to use the instrument was obtained by eromail f
the first author, Mark Tessler, in July 2007 (see Appendix C). The second author,
Amaney Jamal, was also contacted by e-mail and later phoned to discuss theonse of
parts of her instrument for this study (see Appendix D). She later gave detadbddk
on the questionnaire used for this study and her recommendations were incorporated i
the final draft that was distributed. The rest of the questionnaire, Pagtduthent
curriculum,’ 11 ‘attitudes toward reform initiatives,” and IV ‘infortian about yourself’
was constructed by the researcher following the model in the Arab Baroiftetdast
three items in Part IV, however, were also adapted from Tesllem&l3a(2006) Arab
Barometer because they were used to measure personal religiosity.

To answer the first research question “What are the views of Yemeni educators on
the current curriculum in their country?,” Part | of the survey included two secfidres
first section (1.1) consisted of nine statements about the current curriuinich
participants were asked to respond by selecting one of four responses:ystrongl
disagree,’ ‘disagree,” ‘agree,’ or ‘strongly agree.’ The secondbse(.2) asked a direct
guestion about the need for curriculum reform and in case the respondents agreed that
reform was needed, they had to choose from six aspects of curriculum that ndssled to
reformed. Open-ended questions, below question 1.1 and 1.2, asked for more information
or comments.

To answer the second question, “How do Yemeni educators view Western

initiatives and demands that involve/encourage educational reform?” Parthél sditvey

48



included two sections. The first section (2.1) asked a direct question about whether the
participants agreed with the Western demands for education reform. tgutovi
participants with a space in front of each choice where they could add more cormments
explain why they either agreed or disagreed with the initiatives. The seatiath £2.2)
included 11 statements about the perceived goals of the reform demands to which the
participants would respond by selecting a number that corresponded to whether they
agreed, strongly agreed, disagreed, or strongly disagreed with each onpesttieed
goals. An open-ended question asking for comments was also asked at the end of this
guestion.

To answer the third question “What variables correlate with the views on the need
for education reform and the attitudes toward reform initiatives?,” PamdIPart IV
sought to find out about the respondents’ religiousness, views on the role of religion in
politics, and other demographic information. Besides the religiosity questioast ifvVP
demographic questions about each respondent’s age, gender, income, academic degree,
etc. were asked. The researcher decided to ask about the demographics at the end of the
survey following the dissertation committee’s recommendation and the resxaation
of Muijs (2004, p. 50) who cautioned that questions about characteristics of the
participants tend to make them uncomfortable and thus risk reducing the respanse rate

Pilot Study

A pilot study in social science research helps the researcher getaatiestiof
how well the instrument will measure what it is meant to measure, whethesrtizeate
clear enough, and whether the length and difficulty level of the language used is

appropriate (Baker, 1994; Black, 1999). Based on feedback from participants in the pilot
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study, the researcher should construct the final copy of the questionnairé/&lkst

Williams, & Xuan(2002) recommend that a researcher ask the participants in the pilot
study to record the time it took them to fill out the questionnaire, comment on each item
by indicating whether or not there is any ambiguity, and respond to each item (p. 123)
The researcher should then reword items that have been indicated as ambiguads, disca
items that have been rejected by participants, add items that have beetesluifiges

deemed reasonable, decide on whether there is a range of responses that satisfy the
purpose of the study, and modify the whole instrument if the time taken to respond to it is
beyond what the researcher plans. To solidify items in the questionnaire, theheisea

could also take the opinion of other experts in the field before the instrument is passed on
to the sample for piloting (Baker, 1994). Opinions of experts will inform the researche
about the appropriateness of the instrument for the intended purpose, as well as the
validity of each item.

In this study, the pilot questionnaire was sent first to a panel of experts consisting
of two university professors, a university lecturer, and two inspectors in Yentethea
coauthor of the Arab Barometer, a professor at Princeton University in ttex($tates.

The members in the panel were selected because of their direct involvemenaspecte

of the study or another. The two professors in Yemen were both teaching at<olieg
education and had taught research courses for higher education students. One of the
professors had taught research courses to the researcher in Yemen in 1996. T$igyuniver
lecturer had a master’s degree from the United States and had condueiechrasan
American university. He was familiar with research methods and surveyaunestes.

The two inspectors were both from the same governorate where the actuahgaest
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would be distributed. They both had been supervising teachers for over 20 years and had
been involved in research as well. All the members in Yemen were experts ina@ducat

in the country and had some background in research methodology. The Princeton
University professor was the co-author of the Arab Barometer, the instrtimaetite
researcher modeled his questionnaire after. She was selected becausiretter
involvement with the Barometer and her understanding of quantitative methodology.

All the members of the panel of experts approved the instrument, and five of them
recommended some changes. Based on their suggestions, two items were added in the
first part of the questionnaire ‘the current curriculum in my country,” and esdunttory
paragraph was added to Part Il to clarify what one of the experts thoughtneguity
resulting from potential unfamiliarity with the reform initiatives in questA
description was added to specify what reform initiatives were referredhatipart of
the questionnaire.

Since the target population of the study was educators, faculty members in higher
education institutions, school teachers, and inspectors, a homogenous sample of 21
individuals from the Middle East involved in education was selected to participate in a
pilot study. According to Meredith Gall, Walter Borg, and Joyce Gall§1p9298) a
sample of 20 participants from a homogenous group is sufficient to pilot a survey. Of the
21 participants selected for the pilot study, five were contacted by e-rmoaugeethey
lived in Yemen, and the rest (16) were chosen from among graduate students and
professors from Middle Eastern countries who were teaching or studyingidt a M
western American university at the time of the pilot study (May — June, 2008heAll

participants in the pilot study were acquaintances of the researcheesmthwolved in
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education or working on their degrees in fields related to education. They Wwere al
familiar with the educational reform initiatives and efforts and with edutatresearch
as well. Based on the reviewers’ comments and suggestions, questionmes re/éie
added, reworded, or modified. In total, four items were added to the questionnaire, the
wording of five items changed, and the format of Part IV was changed to look more
consistent with the rest of the survey.
Participants

The population from where the study drew its participants consisted of educators
in Yemen who were involved in education at the grassroots level: school teachers,
education inspectors, and higher education faculty members. Therefore, a purposive
stratified sample was selected from each category. “Stratifiedlisgmecognizes
distinct subpopulations [strata] within a population” (Krippendorf, 2004, p.115). In this
case, the four types of educators represented the strata from which saerpldsawn.
Four assistants, who hold degrees in education, assisted in the selection of thesdmple
distribution and collection of the survey. The assistants were acquaintaticésew
researcher who were present at each research site in Yemen and afweetent
researchers themselves. At Sana’a University, the assistant wassspraff English
who had conducted research with human subjects himself. The assistant at Aden
University was a former Fulbright scholar who had conducted research during his
master’s study in the United States. The assistant at Taiz University prafessor of
education. And the assistant at Taiz bureau of education was an education insglector a

supervisor who had conducted evaluation research of teacher preparation pfograms
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over 10 years. So, all the assistants were competent educators withhreggarence.
They helped select the sample and distribute and collect the questionnaires.

The sample consisted of 500 educators as follows: 300 faculty members from the
major three universities in Yemen, 100 school teachers from a school district indthe Mi
South, and 100 education inspectors from a Mid-Southern governorate. The reason
faculty members were chosen is that they teach at Colleges of Educhiobnprepare
pre-service teachers for teaching. They are involved in the preparationtudrtesrc
methodology and subject area as well.

Procedure

After receiving the Institutional Review Board (IRB) approval to conduet t
study (see Appendix E) in the summer of 2008, the four Yemeni assistants were
contacted by phone and e-mail. Letters to obtain approvals to distribute the surwey wer
sent through the assistants and approvals were granted from the deans of the Gollege
Education at three universities: Sana’a University, Aden University, andJharersity.
Approval was granted from the head of the department of education in the school district
in Taiz governorate (Appendix F). The final draft of the questionnairdiveaissent via
e-mail to the four assistants along with a letter to each, a script of ir@tgj@nd an
information sheet for each participant. The researcher had phone conversaticrectvi
one of the assistants to stress the importance of following the instructions and thadi
script to each participant. These Follow-up phone calls were made during the data
collection period (June 21 — July 11, 2008).

The assistants then printed the surveys and the information sheets (Appendix A),

the instructions to them with a script to read for participants (Appendix G), and the

53



invitation letters to be distributed to potential participants (Appendix H). Then daagor
to the written instructions, the assistants put the questionnaires and the inforimegisn s
in large brown envelopes before distributing them to participants. In the three
universities, the surveys were distributed during the final exam period of the2@087-
academic year (June 21 -July 11, 2008). The reason for this timing was that facult
members are required to participate in proctoring exams and so arblavailtake the
guestionnaire. Besides, while proctoring they had time to respond to the survég All t
survey questionnaires were distributed during the same time frame. Thetsclobelrs
and education inspectors received their surveys at an annual meeting iizthe Ta
governorate’s bureau of education. The assistant, an inspector, distributed the surveys
randomly to 100 inspectors and 100 school teachers after two meetings, one for teachers
and one for supervisors in June, 2008.
Data Analysis

Analysis of the findings of the study falls into three sections followheghree
research questions.

1. What are the views of Yemeni educators on the current curriculum in their
country?

2. How do Yemeni educators view Western initiatives and demands that

involve/encourage educational reform?

3. What variables explain variances in the views on the need for education reform

and the attitudes toward reform initiatives?

The first research question was answered by descriptive stasisticcontent

analysis of participant responses to Part | of the questionnaire. Respontses tabiout
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the current curriculum were tabulated and the percentage of people agreeing or
disagreeing with each statement was reported. Chi-Square values wprgembasing

the Statistical Package for Social Sciences (SPSS) to find if theedifks between the

two groups were significant. Content analysis was conducted on the answers to the open-
ended question 1.2. In order to find what other views that the respondents might have
about the curriculum.

The second research question was also answered using descriptivesstatibsti
content analysis of question 2.1 in the questionnaire, which asked whether participants
agreed or disagreed with the reform initiatives. Responses were counteg@tetras
percentages. Further comments were analyzed using content analysmstttheefhemes
that emerged from the additional comments respondents added. Responses to items about
the perceived goals of the reform initiatives (question 2.2) were reporteel fiorin of
percentages as well.

The third research question was split into two parts: one with views about the
need for education reform as a dependent variable while independent variables included
all the demographic information and the religiosity measure, and the second with
attitudes toward reform initiatives as the dependent variable. Correlatiosesalgre
conducted to test the strength of relationships between the independent variables and the
dependent variable in each part of the question (Gall, Borg, & Gall, 1996).

All statistical data analyses were conducted using the Statistickhée for
Social Sciences (SPSS). Answers to open-ended questions were analyzednisinig
analysis following Krippendorf's (2004) model, which includes six key processes:

unitizing, sampling, recording/coding, reducing, inferring, and narrating (gJB®jzing
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involves selecting the unit of analysis. In this case, words and phrases veenartkd to
be the units of analysis. Sampling relies on selecting a sample of the text tdyhedina
In this study, since not all of the respondents answered the open-ended questions after
each question in the survey, all the answers were used as the sample. TWwerarilien
put into an Excel sheet where they were organized and coded in order to render hem eas
to be reduced to statistical frequencies. Occurrences of each code wedatalla
representation of the data was presented. Steps five and six in the conterd aradgs)
i.e. inferring and narrating, were done in chapter five where contextual knowledge wa
used to interpret the findings and conclusions were made.
Summary

In this study, quantitative research data were collected to find out about Yemeni
educators’ views on the current curriculum in their country and attitudes towatdries
education reform initiatives. Descriptive statistics were used to anilgzesponses to
the Likert scale questions. Open-ended questions were also asked in ordethe g
participants more freedom to add comments that might not have been included in the
Likert scale questions. Responses to the open-ended questions were analyzed using

content analysis.
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CHAPTER IV

FINDINGS and ANALYSIS

The purpose of this study was to find out about the views of Yemeni educators on the
need for education reform in the Middle East and their attitudes toward refoiativegi
that come from Western countries. A survey questionnaire was designed and
administered to three groups of educators in Yemen; university faculty mesidieos|
teachers, and education inspectors. Responses to the questionnaires wesd agiglyz
descriptive statistics. This chapter presents a description of the patsdipahe study
and the results of the statistical analyses as well as the contentsaobfmine open-
ended responses that address the following research questions:

1. What are the views of Yemeni educators on the current curriculum in their

country?

2. How do Yemeni educators view Western initiatives and demands that

involve/encourage educational reform?

3. What variables correlate with the Yemeni educators’ views on the need for

education reform and the attitudes toward reform initiatives?
Response rate and participants’ demographics

A total number of 500 questionnaires were distributed in five different locations
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in Yemen, three major universities and two different meetinggha education
department in Taiz, Yemen. With 198 returned surveys, the study has a return rate
of 40%, which falls within the acceptable range of 20-50% according to Dillman (2007).
Although the response rate falls within the acceptable range, it should be notkd that t
researcher’s assistants faced an initial resistance to take the sameler for the
researcher to overcome the initial resistance, the assistants weembbtaphone to

ask about the types of complaints participants had. Reasons for resistance im&uded t
political nature of the topic, fear of the consequences of participation, and suspici

the intentions of the researcher. The researcher requested that thatase@ka sure

they have told potential participants about the nature of the study and that it was for
doctoral student in education instead of relying on the participants to read thealidaorm
Sheet. These actions increased the participation rate slightly. Foll@angdgiscription

of the demographics of participants.

The majority of the participants in this study were in the age group of 31-40
(59%). Table 2 shows a breakdown of participants by age group. Another relevant
variable was the highest academic degree obtained. See Table 1 for a breakdown of
participants by degree. Majority of the participants received their defjoea Yemen
(70%) and only 38% had lived abroad. Of the 187 participants who answered the
guestion about gender, 85.6% were male and 14.4% were female. The majority of the
participants were from Yemen. Only five were from other Arab countriehitegin
Yemen. It should be noted that in Yemen the adult literacy rates, the school etrolme
rates, and the employment rates for women are much lower than those for meh (Worl

Factbook, 2009).
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Table 1Respondents by the highest degree obtained

Highest degree n %

Secondary Education 3 1.6

Diploma 26 14.0

Bachelors 82 (35 faculty & 47 44.1
teachers/supervisors)

Masters 27 14.5

Ph.D. 48 25.8

Table 2Respondents by age

Age group n %
20-30 30 17.3%
31-40 102 59%
41-50 31 17.9%
51-62 10 5.8%

Following are the study’s findings:

Research Question # 1. What are the views of Yemeni educators on the current

curriculum in their country?

In order to answer this question, Part | of the questionnaire required parscipant
to rate statements that described the content and purpose of the current curriculum.
Statements in this question were derived from the current discourse abouwtiwor it

the Middle East. Statements 1 “the current curriculum is too religious” and 2utrent
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curriculum is too secular” in this part of the questionnaire are contradictory Enedeat
the two sides of the argument about the place of religion in education. Simitarig, 6t
“the current curriculum has elements that foster extremism” and 7 “thentur
curriculum highlights the bright sides of Islam” represent the two sides ofghmant
about whether curriculum in Middle Eastern schools fosters extremism. Stlad the
items were intended to find out what respondents think of the need for more focus on
democratic values, scientific knowledge, critical thinking, etc. in tleaulum. Table 3
presents a summary of the findings from Part | of the questionnaire.

Table 3Participants’ responses to statements about the current curriculum

Disagree or ~ Agree or

tatement .

Stateme Strongly Strongly Chi-Square
| believe that the current curriculum in my Disagree Agree
country:
1. Is too religious 68.3 % 31.7% 24 5¥**
2. Is too secular 89.6% 10.4% 112.9%**
3. Needs reform 5.3% 94.7% 151.1%**
4. Is not scientific and data driven enoug1.4% 78.6% 60.2***
5. Needs more democracy intake 26.8% 73.2% 39.5%**
6. Has elements that foster extremism 87.5% 12.5% 103.5%**
7. Highlights the bright sides of Islam 29.3% 70.7% 31.1%**
8. Encourages creative and free thinking 71.7% 28.3% 35.1%**
9. Encourages rote memorization 17.6% 82.4% 79.2%**

*P<.05, *p<.01, **p<.001

Table 3 shows the following views:

Religion and curriculum:

Items 1 and 2 show that a statistically significant majority of theoregents did not

think the curriculum was either too religious (68.3%) or too secular (89.6%). Besides,
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item 6 shows that a significant majority did not agree that the current curriéostened
extremism. Item 7 shows that a significant majority (70.7%) believe thatitheutum
highlights the positive aspects of Islam.

Need for reform

Item 3 in the above table shows that a significant majority (94.7%) of the respondents
agreed that the current curriculum needed reform. In addition to this itempquest
number 1.2 in the questionnaire was a follow-up question that asked the participants to
identify the area of curriculum that needed reform and add any comments. Findimgs
the responses to question 1.2 showed that the priorities of reform, as identified by th
respondents, were as detailed in the following table:

Table 4: priorities of curriculum reform as identified by the Yemeni educators

Total number of respondents to question 1.2 = 178

Reform for more democracy 27.5% (n = 49)
Reform for more scientific based knowledge 78.65% (n = 140)
Reform to add more religion 12.36% (n = 22)
Reform to reduce emphasis on religion 7.87% (n=14)
Reform to emphasize the value of tolerance 18.54% (n = 33)
Other (creative thinking, practical skills) 7.32% (n = 13)
Democracy

Responses to item 5 in Table 3 showed that a statistically significanttméi@i2%)

agreed with the need for more focus on democratic values in the curriculdma. In t
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second question 1.2 as well, democracy was rated second after the need for more
scientific intake in the curriculum (see Table 4).

Educational aspects

As the responses to item 8 in Table 3 show, a majority of the respondents (71.7%) did
not agree that the current curriculum encouraged creative and free thinkipgn&esto
item 9 in Table 3 show that a majority (82.5%) thought the current curriculum
encouraged rote memoaorization.

Research Question # 2: How do Yemeni educators view Western initiatives and

demands that involve/fencourage educational reform?

Part Il of the questionnaire was designed to answer this question. It incaled t
guestions, the first asked a direct question about whether participants agreé&e with t
Western demands to reform education in the Middle East, while the second question
included 11 statements about the goals of the Western demands and initiatives to reform
education in the Middle East to which participants were asked to respond by either
agreeing or disagreeing. Following is a representation of the findings au#dsson:

2.1) Attitudes toward Western reform initiatives:

Respondents to question 2.1 “do you agree or disagree with the demands of
Western initiatives to reform the curriculum in Middle Eastern countries21(64)
differed in their answers. While 46% (n = 75) said they did not agree with the demands,
21% (n=35) said they agreed, and 33% (n=54) said they had different opinions. The
variation among the three groups was found to be statistically significamceaushi-
square analysis (Chi-Square = 14.65, p <.001). See Figure 1 for a graphioteficase

of this data:
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Figure 1:Approval of the Western initiatives for education reform among Yemeni

educators

» 021% Approve of the

Initiatives

D 46% Disapprove of the
Initiatives

DO33%Have a different
Opinion

Narrative comments added as reasons for agreeing, disagreeing, orehd¥iagent
opinion were analyzed using content analysis (Krippendorf, 2004; Bordens & Abbott,
2008). First, a content analysis of the additional comments of the respondents who agreed
with the initiatives was conducted. While 35 participants agreed with the wr@gatnly
28 added comments. The comments of the 28 respondents were all used as sources for the
data units, which were determined to be phrases that explained why the respondents
agreed with the reform initiatives. Key phrases such as “the West cgrabanit Israel,”
or “the West are more advanced” were added into an Excel sheet and orgatoized i
themes, either in favor of or against. For example, a participant added @&obsaying
“no one should tell us what to do.” This was taken to mean that reforms should not be
imposed from outside but rather should come from inside the region, which indicated a
negative attitude. It was given a code of 1 which corresponds to the view thatreform
should come from within. Similar statements were given similar codes. Bettiremes

were then tallied to get a frequency of occurrence of each theme. Persemtage
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reported. The following table shows the themes that emerged from the contgsisafa
the comments of the first category of respondents, i.e. the respondents who atjreed wi
the reform initiatives. (For a representative example of the coding prpbtesse see
Appendix 1.)

Table 5:Additional comments by respondents who agreed with the initiatives

Emergent Themes (n = 28) Frequend3ercentage
- Scientific and technological advancement 16 57%
- Trust in the West (Westerners know what they are 11 40%
doing
- Unsatisfied with local administration 5 17%

As the table shows, the additional comments of those who agreed with the reform
initiatives expressed less suspicion towards the initiatives and moretiimettes
educational aspects of them.

Among the 75 participants who did not agree with the demands and initiatives (46%
of the total respondents to question 2.1), content analysis showed the themes represented
in Table 6. It should be noted that not all the 75 respondents added comments. The table

below is based on the comments of 45 participants who added comments:
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Table 6 Additional comments by respondents who disagreed with the initiatives

Emergent Themes (n = 45) Frequend3ercentage
- Suspicion about the intentions of the initiatives 32 71%
- Not compatible with Arab/Islamic culture 18 40%
- Reform should come from within 9 20%
- Colonial Purposes 5 11%
- Other (September 11 retaliation, not well studied, etc.) 2 4%

Table 6 shows that from among the 75 participants (46%) who did not agree with the

demands and initiatives, 45 added comments. The following reasons for disagreeing with

the reform initiatives were cited:

Suspicion about the intentions of the reform initiativ@st of the 75 participants

who opposed the initiative, only 45 responded to the open-ended questions. Out of
the 45 participants, the majority (71%) expressed their distrust in the intentions of
the Western reform initiatives citing different reasons for their susp{di6%

cited the war on Iraq, 23% cited Western support for Israel, 8% cited théveegat
attitude of the West towards Muslims).

Demands and initiatives were not compatible with the Arab and Muslim culture
and civilization. The need for any educational reform initiative to be based on the
culture of the region was mentioned by at least 40% of those who opposed the

initiatives.
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¢ Reforms were coming from outside the regdmout 20% of those who opposed
the initiatives added that the reason for their position was that they thought
reforms need to come from inside not from outside the region.

e Colonial purposesAt least five of the participants who opposed the initiatives
commented that they thought the initiatives and demands had colonial purposes.
They added that these were attempts to continue the atmosphere of colonialism
and guardianship of the third world’s ways of thinking and child upbringing.

e September 11 retaliatioTwo of the respondents who opposed the initiatives
mentioned that the initiatives were only reactions to the September 11 attacks and
so were not well studied to tackle educational problems in the Middle East.

Of the 54 patrticipants who said they had different opinions on the demands and

initiatives, 48 added comments. A summary of the comments was as follows:

Table 7:Additional comments by respondents who said they had a different opinion.

Emergent Themes (n = 48) Frequend3ercentage
- Reform is needed but should come from within 19 40%
- Agree with the initiatives if they respect Muslim/Arab 24 50%
culture
- We can work with them on science only 8 16%

Of the total respondents who chose “I have a different opinion” for question 2.1
(n=54), 48 also added comments. Of the 48 who commented, 40% added that they
thought there was a need for education reform in the Middle East, but they thought
reforms should “come from within,” not from outside. About 50% added that they would

agree with and support the initiatives if the initiatives and reform agendasycwitipl
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the Muslim and Arab principles. And about 16% commented that since the West was
advanced in sciences, they can help Middle Eastern countries only with science.
2.2) Perceived goals of Western demands and initiatives:

The perceived goals of Western demands and reform initiatives are ptddsente
Table 8 as percentages of participants agreeing or disagreeing withatactest. Since
the four possible responses to each item fell in two categories, i.e. eitbenagr
disagree, they were regrouped as such in order to create a bivariate. d2itésguare
values were computed to report whether the variance in the response to eaclsitem wa
statistically significant.

Table 8:the perceived goals of Western demands and reform initiatives

Perceived goal of the reform demands Agree Disagree Chi-
Square

1. Secularization of education 81.6% 18.4% 49.3***

2. Paving the road to normalization with Israel 81.4% 18.6% 50.95***

3. Improving the quality of education 53.4% 46.6% 0.69

4. Spreading democratic values 56.0% 44.0% 2.55

5. Eradicating the roots of terrorism 47.7% 52.3% 0.21

6. Undermining Islamic teachings 72.2% 27.8% 34.27***

7. Bringing civic values to the Middle East 46.9% 53.1% 0.84

8. Weakening extremism 54.6% 43.4% 3.61

9. Bringing immoralities to the Muslim youth 63.1% 36.8% 12.02**

10. Spreading a culture of tolerance 46.6% 53.3% 0.97

11. Modernizing education to cope with development 57.0% 43.0% 3.27

*p-value <0.05 , **p-value <0.01 , ***p-value <0.001
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As Table 8 shows, significantly more respondents agreed with items 1, 2, 6, and
9, which means that they thought the real goals of the Western reformvesiatid
demands were to make the educational system more secular (item 1), to pavetthe wa
normalization with Israel (item 2), to undermine Islamic teachings (&g and to bring
immoralities to Muslim youth (item 9). The participants in this survey disdgnath
statements 3, 4,5, 7, 8, 10, and 11, which represent more positive attitudes toward the
reform initiatives. But still more than 50% of the participants agreed wiiknséats such
as 5, “the goals is eradicating the roots of extremism” and 10, “spreadirigr@ il
tolerance.”
Research Question # 3. What variables correlate with the views on the need for
education reform and the attitudes toward reform initiatives?

In order to answer this research question, the following steps were followsd. Fi
statistical descriptive indicators of the two types of religiosity -qreaispiety and
support for political Islam (Tessler, 2002), were computed using participasfsinses
to the questions in Part Il of the questionnaire as well as the last thréeogiesPart
IV about personal religious practices. Indicators of personal religiasdysupport for
political Islam were then correlated with the participants’ views on tbd fog education
reform and perceptions of the goals of Western reform demands. Other demographic
variables such as age, gender, highest degree obtained, and number of years the
respondent lived abroad were also correlated with the views on the need fareonri
reform and the perceptions of the goals for reform initiatives. Followindharénidings

from these analyses:
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Indicators of the types of religiosity

Personal religiosityIndicators of personal religiosity included reading the Quran,
performing the daily prayers, reporting self as religious, and basing pedsmisions on

the teachings of Islam. Respondents varied on how often they read the Quran, with 59.9%
saying they read the Quran either daily or a few times a week, and 43.31% thayi

either sometimes or rarely read the Quran. The difference betwegvotigeoups did not
reach statistical significance (Chi-Square = 3.59, p = 0.058). Performing e dai
prayers, on the other hand, was reported by the majority of the respondents (87.8%),
compared to 12% who either prayed but not regularly or did not pray at all. The
difference between the two groups was statically different (Chi-8guar07, p=.000).

When asked whether they described themselves as religious, somewlatgetignot
religious, less than 5% thought they were not religious. The rest (95.8%) said they were
either religious or somewhat religious.

Table 9: Description of the personal religiosity indicators across the participants

How often do you read the Quran?
- Daily or a few times a week 59.9%

- Sometimes or rarely 43.3%

Do you pray five times a day?
- Yes always. 87.8%

- Yes but not regularly/ no. 12.3%

The second indicator of personal religiosity was basing personal decisidres on t

teachings of Islam. This aspect of religiosity was analyzed usspgmses to question
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3.2 in the questionnaire “when you consider what a suitable spouse is for your son,
daughter, brother, or sister would you say that each of the following is very important,
somewhat important, or not important?” The following table shows how the partgcipant
responded to this question:

Table 10The importance of religion in deciding about marriage:

When considering a spouse for ¥ery Somewhat A little Not
Important
son/daughter/sister/brother important Important Important
Not performing daily prayers 57.1% 24.9% 10.7% 7.3%
(n=101) (n=44) (n=19) (n=13)
Not fasting in Ramadan 58.8% 24.3% 11.3% 5.6%
(n=104) (n=43) (n=20) (n=10)

For strict Muslims decisions about personal or social life situations are base
the teachings of Islam. A tradition by the prophet (Peace Be upon Hing ttatef a
man whose religious practice and moral character are acceptable appovecfas
marriage, he should be accepted. This question shows that 82% of the participants who
responded to this question (n = 145) said that if a person does not pray, he/she could be
rejected if he/she proposes to marry a sibling of theirs. Fasting waarsimegigarded as
an important condition in deciding to marry someone, with 83.1% (n = 147) saying not
fasting would constitute a real or quite an obstacle to their approval of a proposer.

The above tables ( 9and 10) represent the personal religiosity indicators among all
participants. In order to compute a personal religiosity index score fopaaiicipant,

the researcher followed the the model used by Tessler (2002) by forming aveadditi
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index of personal religiosity based on the sum of scores of the four indicatorsadiayjre
the Quran, b) praying five times a day, c) reporting self as religious, andidy ba
personal decisions on religion as follows:
Personal religiosity measure = score on reading the Quran + score ompwegftbre
daily prayers + score on reporting self as religious + score on basinggletsoisions
on religion. This score was then added as a variable for each individual participant and
used later for further analyses. (See Appendix J for a personal réjignokax guide)
Political Islam

The second type of religiosity is the support for political Islam, whichl@ess
(2002) describes as the belief of individuals in active social and political rateefor
religion in organizing public’s life and running the government. The questionnaire
included 6 Likert scale items that measured participants’ approval of gblgiam.
Responses to these statements represent how much a participant supports aheactive r
for Islam in the organizing and running the politics of the country. The following {abl
11) displays the percentages of respondents agreeing or disagreeingdtaeswcant that

measures political religiosity.
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Table 11Responses to statements that measure support for political Islam

Support for political Islam

Percentage of respondents

Statement Strongly  Disagree Agree Strongly
Disagree Agree
1. Men of religion should not influence how 12.6% 26.3% 27.4% 26.8%
people vote in elections (n=24) (n=50) (n=52) (n=51)
2. It would be better for my country if more 13.2% 31.1% 35.8% 14.7%
people with strong religious beliefs held public (n=25) (n=59) (n=68) (n=28)
office
3. Men of religion should have no influence ove1.6% 36.8% 22.6% 12.6%
the decisions of government (n=41) (n=70) (n=43) (n=24)
4. Religious practice is a private matter and 35.8% 35.3% 15.8% 7.4%
should be separated from socio-political life (n=68) (n=67) (n=30) (n=14)
5. The government and parliament should make32.6% 36.8% 14.7% 8.4%
laws according to the wishes of the people (n=62) (n=70) (n=28) (n=16)
6. The government should implement only the 2.1% 7.9% 30.5% 52.6%
laws of theShari’a (n=4) (n=15) (n=58) (n=100)

Table 11 represents how the group of respondents as a whole responded to each

item relating to their political religiosity. To calculate a politicaligiosity measure for

each individual participant, an index was created following Tessler’s (2002).mode

Responses to the items in the table above were marked by numbers ranging from 1

“strongly disagree” to 4 “strongly agree.” The scores for items 1, 3, 4, and 5 were
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reversed because disagreeing with these items actually showed a stuppget for
political Islam. Then the scores on each item were added to get a measach of
individual’s political religiosity according to how they responded to thesssi{see
Appendix K for a political religiosity index guide). Political religigsgicore as well as
personal religiosity score were added as new variables and used for fodlyses.
Correlations

The following variables were correlated to the views on current curriculum and
the perceived goals of reform initiatives: a) personal religiosity, bligailreligiosity, c)
age, d) gender, e) highest degree, and f) number of years lived abroad.
Type of religiosity and the views on the need for curriculum reform:
Table 12correlations between types of religiosity and the views on the need for

curriculum reform:

| believe that the current curriculum in my country  Personal Political
Religiosity Religiosity

1. Is too religious -.089 -.260***

2. Is too secular .053 .055

3. Needs reform .000 -.118

4. Is not scientific and data driven enough .003 .001

5. Needs more democracy intake -.004 -.132

6. Has elements that foster extremism -.113 -.358***

7. Highlights the bright sides of Islam .041 .158*

8. Encourages creative and free thinking -.011 115

9. Encourages rote memorization -.025 -.089

*significant at p<.05, **significant at p<.01, ***significant at p<.001
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As Table 12 above shows, personal religiosity had no significant correlatlon wit

any of the views on the current curriculum. Variation in personal religidsltgpot
correlate with variance in their views on curriculum. On the other hand, support for
political Islam had three significant correlations; a negative ctiorlavith the view that
the curriculum was too religious, a negative correlation with the view thatitheutum
has elements that foster extremism, and a positive correlation with thévaethie
curriculum highlights the positive sides of Islam. What these correlatioas im¢he
following: personal religiosity did not matter in the views of participantsuonatilum.
While, on the other hand, whether the respondents believed in a political role for Islam or
not was significantly associated with their views on the amount of religidrein t
curriculum and on the way the curriculum is presenting religion. Respondents wath low
political religiosity score tended to believe that the curriculum had too much focus on
religion and that it fostered extremism. Respondents who believed in a stronder role
Islam in politics tended to believe that the curriculum shows the bright siddarof Is
Type of religiosity and the perceived goals of reform initiatives

Correlating the scores on the political religiosity scale with the resgorigem 2.1 in
Part Il of the questionnaire shows that political religiosity coreslatgnificantly with
accepting reform initiatives. Item 2.1 asked whether participantscagiiethe reform
initiatives and they had three possible answers, a) | agree, b) | disagreehave a
different opinion. Responses to this question were correlated with the typesiositglig
but after eliminating the third option temporarily to avoid correlating with anevzag
response. SPSS was used to select cases so only participants who answexgnet “|

or “l disagree” to question 2.1 are selected for the correlation analysissaléeting the
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cases, a bi-serial correlation with the political religiosity scake @emducted. A
correlation coefficient of .244 (significant at p<.05) was reported. Correldigtmsen
political religiosity and the perceived goals of the reform initiativesavalso computed
producing the following table.

Table 13Correlation between the type of religiosity and the Perceived Goals of Reform

Initiatives
Perceived goal of the reform demands Persondpolitical
Religiosity Religiosity

1 Secularization of education 0.81 .062
2 Paving the road to normalization with Israel .146 .104
3 Improving the quality of education -.070 -.230**
4 Spreading democratic values -.022 -.089
5 Eradicating the roots of terrorism -.049 -.132
6 Undermining Islamic teachings 128 29717
7 Bringing civic values to the Middle East -.100 -.161*
8 Weakening extremism .041 -.146
9 Bringing immoralities to the Muslim youth 157~ 278***
10 Spreading a culture of tolerance -.024 .24 %**
11 Modernizing education so it copes with the currerit01 -.196**

development

*significant at p<.05, **significant at p<.01, ***significant at p<.001
Table 13 shows that personal religiosity correlated only with one of the items

representing the perceived goals of the reform initiatives, i.e. (item 8pibg
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immoralities to the Muslim youth.” Except for this perceived goal, variamtiee
amount of personal religiosity as measured by prayers, reading the Qunag, bas
personal decisions on the principles of Islam did not result in variance in how the
respondents perceived the goals of the initiatives. On the otherdugupayrt for political
Islam correlated positively with the perception that the goals of refotiatives are to
undermine Islamic teachings (item 6) and to bring immoralities to the Myeliin
(item 9). It correlated negatively with the perceptions that the goatstavemprove the
quality of education, to bring civilized values to the Middle East, to spread a aofiture
tolerance, or to modernize education (3, 7, 10, and 11). In other words, respondents who
supported a strong role for Islam in the public life and in the government tended to
suspect that the goals of the initiatives were to undermine Islam and deenbhaslim
youth. They did not think that the goals were to improve the quality of education or to
modernize it, nor did they agree that the goals were to bring civil values ouiee @flt
tolerance to the region.
Correlations between demographic variables and the educators’ views on the current
curriculum

Table 14 below shows the strength and significance —if any- of association
between the four demographic variables and how educators viewed the current

curriculum:
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Table 14Correlations between demographics and the views on the curriculum

| believe that the current curriculum in Correlating Variable

my country Age Gender Highest Years Lived

Degree Abroad

1. Is too religious .193***  -.056 A78**  .021

2. Is too secular -.045 -.087 -.051 .038
3. Needs reform .068 .022 .056 .067
4. Is not scientific and data driven .100 .043 -.027 .073
enough

5. Needs more democracy intake 204* - 157* .026 .050
6. Has elements that foster extremism  .197* -009 135 .044
7. Highlights the bright sides of Islam .014 A57* .048 -.048
8. Encourages creative and free -192*  -042  -174* -127
thinking

9. Encourages rote memorization .168* -.062 .074 .067

*significant at p <.05, **significant at p<.01, **significant at p<.001

Table 14 above shows how demographic data correlated with the views on the
current curriculum. Following is a detailed description of these correlations
Religion and the curriculumAge positively correlated with the view that the curriculum
was too religious and that it fostered extremism. Older respondents tendedve tei
the curriculum was too religious and that it fostered extremism. Gender (rhafemale
= 2) positively correlated with the view that the curriculum highlights théipesides

of Islam. Significantly more female respondents than male thought theubwmic
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highlights the positive sides of Islam. Degree positively correlated withighethat the
curriculum was too religious. The higher the degree of the respondent the more they
tended to think there was too much emphasis on religion in the current curriculum. The
number of years lived abroad did not have any significant correlation with any of the
views.

Need for reformNone of the demographic variables correlated with any of the views on
current curriculum. In other words, regardless of age, gender, degree, and theafumbe
years lived abroad, the respondents to the study almost held the same views on the need
for reform.

Democracyltem 5 in Table 14 asks about the participants’ view on the need for more
focus on democratic values such as more participation in decision making in the
curriculum. The two variables that had statistically significantetations with this item
were age and gender, with age positively correlating with the need for more deynocr
intake and gender negatively so. The older the respondent the more they thought there
was a need for more democracy intake in the curriculum. More male respondents than
female thought there was a need for more democracy intake.

Educational aspectfone of the demographic variables correlated with the view that the
curriculum was not scientific and data driven enough. Regardless of the ags, gend
degree, or the number of years the respondent had lived abroad, they almost agreed on
the view that curriculum needed more scientific and data driven content. Age arel degre
were negatively correlated to the view that the current curriculum encouraggise
and free thinking. Older participants and participants who held higher degrees tended t

think that the current curriculum did not encourage creative or free thinking. éwe al
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correlated with the view that the curriculum encourages rote memorizatiom. Olde
respondents tended to think that the curriculum encouraged memorization more than did
younger participants.
Correlations between demographic variables and the perceived goals of reform
initiatives

Demographic variables such as age, gender, highest degree, and number of years
the participant had lived abroad were also correlated to the 11 items repreenting
perceived goals of reform initiatives. Strength and significance oflabores if any are

reported in table 15 below.
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Table 15Correlation between demographic variables and the perceived goals of

reform initiatives:

Perceived goal of the reform demands  Correlating Variable

Age Gender Highest Years Lived

Degree Abroad

1. Secularization of education .055 -.012 100 -.035
2. Paving the road to normalization .017 -.044 .069 -.009
with Israel

3. Improving the quality of education .083 .051 .054 .086
4. Spreading democratic values -.090 .011 -.098 -.039
5. Eradicating the roots of terrorism .006 -.066  -.060 -.106
6. Undermining Islamic teachings -.240** 033 -.150*  -.202**
7. Bringing civic values to the Middle .052 .108 .031 -.101
East

8. Weakening extremism -.106 -.039  -.226** -221*

9. Bringing immoralities to the Muslim-.213** -093  -.147 -.068

youth
10. Spreading a culture of tolerance .022 -.051 .032 -.056
11. Modernizing education so it copes.166* .0007 .015 -.003

with the current development

*significant at p <.05, **significant at p<.01, **significant at p<.001

Table 15 above shows the following significant correlations:
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Undermining Islamic teachingage, degree and the number of years participants have
lived abroad negatively correlated with the view that the goal of reform ivgsatvas to
undermine Islamic teachings. Younger participants, participants holding logrerede

and those who have spent fewer years abroad or have not travelled abroad ten@ed to agr
that the goal of reform initiatives was to undermine the teachings of istzne than did
older counterparts with higher degrees and who have lived abroad.

Weakening extremisrarticipants’ degree and the number of years they lived abroad
correlated negatively with the view that the goal of the reform initistives to weaken
extremism.

Bringing immoralities to the Muslim youtfihis item has been a recurrent theme in
religious clerics’ rhetoric by which they mainly refer to the diffénealues that allow
drinking alcohol and having sexual relationships without marriage. Only agéatedre

with this view negatively. Younger respondents tended to agree that the goalrof refor
initiatives was to bring immoralities to the Muslim youth.

Modernizing educatiarage correlated positively with the view that the goal of reform
initiatives was to modernize education in the Middle East. Older respondents tended to

think the goal of the initiatives was to modernize education.
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CHAPTER V

CONCLUSION AND DISCUSSION

Introduction

This study examined the views of educators in Yemen on the need for educational
reform and their attitudes toward reform initiatives coming from the Weasd looked
at variables that influenced educators’ views and attitudes. The need folicduei@rm
in Middle Eastern countries has been acknowledged by educators and writers in the
Middle East as well as in the West although with different purposes and lgdaks.
Middle East the calls for reform have been mainly to tackle development and economy
issues, while in the West interest in education reform in the Middle East stefrom
security reasons. Western sponsored initiatives and demands for reform in the Middl
East have been subject to suspicion, scrutiny, or total rejection. The currgnt stud
examined the views of educators in Yemen on the need for education reform and their
attitudes toward Western reform initiatives.

The majority of respondents to the questionnaire expressed their disgatisfact
with the current curriculum in Yemen but did not agree with the Western demands to
reform education. About 95% of the respondents thought the curriculum needed reform

but in the details of what type of reforms were needed, there were some variations
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Unlike Western researchers, commentators, and politicians (e.g.a@it2003;

Friedman, 2001, 2002, 2005; Carpenter, 2005), the majority of the Yemeni educators
surveyed in this study did not think the curriculum fostered extremism or was too
religious. The amount of religion in the curriculum sounded just right for about 69% of
the respondents. The majority of the respondents thought it was rather the seiedtific
academic quality of the content that needed reform.

Yemeni educators surveyed for this study did not have the same feeling about the
Western demands and initiatives to reform education in the Middle East. Whilg almos
half of the respondents to the item about the Western initiatives rejected ttegnVes
demands (46%), less than a quarter (21%) agreed with them and a third had different
opinions (33%). Although these numbers show a majority rejecting the Western
initiatives to reform education, the also show that there is no complete uniformahga
educators on either accepting or rejecting the initiatives. It all dedemdehat exactly
is in those initiatives or how the educators perceived their goals. In thid reggority
of the respondents were suspicious of the real goals of the initiatives. Tiames t
emerged from the literature review were all confirmed by the respandsmihe
perceived goals of Western initiatives. It is important that educatorsstadeithe real
purpose of reform efforts, initiatives, and demands for them to truly embracedima ref
efforts.

Conclusions
Research Question # 1: What are the views of Yemeni educators on the current

curriculum in their country?
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Based on the respondents’ answers to the first part of the questionnaire (Appendix
B) ‘the current curriculum,” Yemeni educators perceived a need for refoedingation
but did not all agree on the types of reforms needed. The majority of the respondents
agreed on the educational aspects of the curriculum and agreed that theincuarwes!
not adequate in this regard. For example, more than 78% thought the curriculum was not
scientific based and lacked research based data. Regarding the mode tadreduoae
than 71% thought creative thinking was not encouraged and more than 78% thought the
current curriculum only encouraged rote memaorization.

Criticism for education in the Middle East include claims that it fostersmgm
and that it focuses too much on religion thus creating a raft in the minds of the youth
between Muslim and Non-Muslim world (Friedman, 2001, 2002, 2005; Rabasa, 2004,
Looney, 2005 ). The majority of the respondents to the questionnaire did not agree with
these claims. To the contrary, they thought the curriculum highlighted the brajht a
positive aspects of Islam. Unlike the criticisms directed to educatiorharaitriculum
in the Middle East by individual scholars and politicians, the official refoitaiives,
such as MEPI and the Broader Middle East and North Africa initiative (BMENAjot
explicitly mention religion or extremism. However, they mention demoaadythe
need for education in the Middle East to increase the democracy intake in the wonricul
They also encourage creative and free thinking and the scientific andfigatacontent.
These three areas were highly agreed on by respondents to the questionnaire.
Research Question # 2: How do Yemeni educators view Western initiatives and demands

that involve/encourage educational reform?
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Responses to Part Il of the questionnaire showed that educators in Yemen were
not all supportive of the Western initiatives and demands to reform education in the
Middle East. Although the majority of the respondents agreed that there wakfamee
education reform, only 21% (n = 35) supported the Western initiatives that included
education reform, such as the Middle East Partnership Initiative (MEPI). Qithigre
hand, 46% (n = 75) of the respondents expressed their disapproval of the reform
initiatives and 33% (n=54) were neither with nor against the reform initiatives

Although only 21% supported the initiatives, this number is quite positive given
all the suspicion and unwelcoming attitudes in the Middle East toward Westerrasgend
The majority of those who supported the initiatives wrote that their reasons for
supporting such initiatives were that education needed to be reformed, that education
needed more scientific and advanced content, and that the West were more advanced and
had only good experiences to share with the rest of the world. Discontent with the
political regimes’ control of education was also one of the motives for supporting
Western initiatives although only a small minority of respondents mentiondukit. T
researcher concluded that even though only 21% supported the initiatives, this number
shows flexibility among some educators to work with Western partnessdawforming
education in light of the local needs.

The comments added by the group who answered this question with “I have a
different opinion” (n = 48 since not all of them commented) add more depth to the
understanding of educators’ attitudes toward reform initiatives. The nyapbtite
responses in this group expressed interest in what the Western initiativetecdor of

education in the Middle East even with the concern that these initiatives migitla
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have different agendas. Respondents in this group acknowledged the need to reform
education and the potential these initiatives have for reforming education. €aches
concluded that if this group is assured of the professional and practical intentibas of
initiatives, they could become a driving force for reform since they condtiteite
influential majority. If this group of educators is convinced that the reformtings and
reform efforts are not going to negatively impact their culture, religionpahtical
causes, they will be more likely to join the efforts. And if this group of skeptical
supporters of reform joins the reformists, the majority of educators wilhtibe side of
reform initiatives, granting them success and public support. Without public support
(Sayed, 2005; Woempner, 2008) and the support of educators in particular (Tyack &
Cuban, 1995), reform initiatives will not succeed.

The politics of globalization and the rhetoric of postcolonialism were almost
absent from the comments of those who supported Western initiatives. The only mention
of the different cultures and politics was from the few who said that thegchgiith the
reform initiatives because they encouraged more freedom, cultural comic¢tdestance
of others. This indicates that those who supported the reform initiatives were eithe
supportive of cultural contacts with the West in general, or were more inteieste
educational matters than politics.

The group that opposed Western reform initiatives (46% of the respondents)
mainly disagreed with the perceived intentions of the initiatives, not with thicfoee
reform. The air of suspicion of the former colonizer persisted here and those whedrejec
the initiatives added comments that described their rejection of foreigrenetasé in

local affairs. Comments like “change can only come from inside” and “the igVesly
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pushing their own agendas” show a lack of trust in the intentions of the reforns effort
the credibility of the Western partners in reform.

It is worth mentioning here that the high percentage of educators agreeing on the
need for education reform, as reported from the responses to Part | of the questionnai
did not guarantee acceptance of the reform initiatives. The fact that@ducat
acknowledge the need for reform does not mean they will be ready to accapvasti
coming from the West. This finding is in agreement with the literature on education
reform in the postcolonial era (e.g. Kamat, 2004; Dale, 1999; Tikly, 2001), where the
formerly colonized people usually reject or at least suspect any initiatitree former
colonizers. In the case of the Middle East Partnership Initiative (M&tfellthe Broader
Middle East and North Africa (BMENA) initiative, the most prominent proponent of
reforms is the United States of America, which has not been an actual colonieer in t
region. However, the perceptions of educators are still framed within the @vtoniz
colonized relationship. In fact, even in the studies and papers presented by abme Ar
authors and researchers on the issue of reform initiatives, reference totdte $dates is
usually made in conjunction with “the colonial powers” (e.g. Al-Torayry, 280dmar,
2004; Mansour, 2007). Mostafa Mansour (2007) particularly referred to MEPI as a tool
that is being used to distort the Muslim character and “raise a generaticndingiped
of any national or moral identity” (p. 606). Quoting heavily from a book by Professor
Hamed Ammar, an Egyptian educator well-known in the Arab world, Mansour describes
MEPI as an imperialist tool that seeks to destroy the Arab youth. He calleffamg the

reform initiatives by initiating reforms with national agendas to confroptagtempts to
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force any ideals that do not comply with the historical and cultural backgrofitiuss
Arab societies.

Given all the suspicion and resistance among educators and authors alike, the
responses to question 2.2. in Part Il of the questionnaire were not unexpected.l¥he goa
of the reform initiatives were perceived more as political and having hiddedagthan
as simply launching reforms for the improvement of education. Among the 11 gerceiv
goals in the questionnaire, the two goals that received the highest agresesentare:

“[the goal of these reform initiatives is:] secularization of education™pading the

road to normalize with Israel,” with over 81% of the respondents agreeing with eac
statement. Ammar (2004) argues that reducing the amount of religion in the |Aedof
youth is one of the consequences of September 11. Other consequences include serving
the interests of Israel through pushing Arab countries to normalize wigh (stansour,

2007, p. 610). It is of special interest here, however, to note that only 18% disagree with
the two statements as the actual goals of reform initiatives. This riinedr@snong the

21% (n = 35) who said they agreed with the reform initiatives in question 2.1, some
expressed their approval of Western initiatives even though they thought thegaetsal
were to secularize education and to normalize with Israel. The reseemcicirded that
despite the suspicion of the intentions of the reformists and the reform initigtoves
Yemeni educators are ready to embrace reform initiatives even whearéiey

contradiction with the common beliefs in the region.
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Research Question # 3: What variables correlate with the views on the need for
education reform and the attitudes toward reform initiatives?

Responses to Parts Il and IV of the questionnaire provided the answers to this
research question. Measures of the two religiosity orientations were @umysing the
responses to question 3.1 and 3.2 from Part Ill, and responses to the last thrige items
Part IV. Demographic questions in Part IV provided the demographic infomthat
was used for the correlations. Correlation between the demographic variables and
religiosity orientations on one side and the views on current curriculum anititinges
toward reform initiatives on the other side provided a description of the qualiti&elgf li
partners in the reform efforts, as well as an understanding of some of theegaiatuss
which educators in the Middle East differ in their views to Western initiatinds
demands. Such an understanding could be useful when deciding about public policies
relevant to education reform or initiatives patronized by global partners@openent
or democratic reform to better address the concerns of likely rejecters.

Religiosity

Religiosity was measured using two different scales, one for persogalsiyi
and one for political religiosity. Like Tessler’s studies (2002) and Tesslkanéal(2006),
this study found that religious orientations correlated differently witltudés toward
Western initiatives. While personal religiosity did not have significanetatrons with
the views on the current curriculum or the attitudes toward Western reforatives,
support for political Islam did. Praying, reading the Quran, and basing persosaec
on religion were not important predictors of the views on the curriculum or attitudes

toward reform initiatives. On the other hand, respondents who had different scores on the
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political religiosity measure were found to have different opinions regardengurrent
curriculum and the reform initiatives.
Personal religiosity and the current curriculum

The assumptions in many American writings on issues in the Middle East suggest
that religion is part of the problem in the region, and that the tendency to makanreligi
the center of people’s lives creates an atmosphere of orthodoxy where neandea
tendencies are rejected (Friedman, 2005). This assumption, however, is not supported by
this study’s findings that show an increase in personal religiosity notatomgewith an
increase in suspicion of the Western initiatives or with rejection of them. Rem t
correlation between personal piety index and the responses to the items mbBattthe
current curriculum, it is clear that praying five times a day, readin@than, and basing
decisions on the teachings of Islam did not necessarily associate witlctaorepf
democracy in the curriculum. At the same time, personal religiosity wassotiated
with any other responses in the same part of the questionnaire, which means that
variation in personal religiosity did not necessarily mean variation in one\s ae the
current curriculum. While this could be taken to mean that views on the current
curriculum are almost similar among people with different degreesigibres
commitment, it could also be interpreted in light of what Tessler (2002) desasilaes
higher level of personal religiosity in the Arab region in general, thus makiggsty
orientation an unlikely predictor of variation in political views.
Personal religiosity and the attitudes toward reform initiatives

Literature on the attitudes toward reform initiatives shows a consistesagees

among Muslim religious scholars and leaders arguing that the real goaisté

90



initiatives to reform education is the secularization of education (e.g. liZavgd2002;
Alawdah, 2004). The findings in this study show that educators were not anyrdiffere
from the religious scholars in this attitude, regardless of how much they are ttearimi
religious practice. Correlation analysis showed no significant cooelbgtween

personal piety and the views that the goal of these initiatives was to secaltiuation.
When we consider this finding along with the large percentage of educators (81%)
agreeing that the goal was to secularize education, it becomes cleag#rdtess of the
personal religiosity measure of respondents, they almost all thought the purpose was
secularization of education. Whether or not respondents were supportive of satoiariz
of education was not clear from the response to this item.

To gain insights about the respondents’ views on the secularization of education
the researcher looked at their responses to the open-ended question 1.2 in Part | that
asked them to identify the area of education needing reform. Out of the 178 who added
comments on the need for reform in education, only 13 said that the curriculum needed
less religion. Also a correlation between responses to item 2.1 (“do you atijréleew
reform initiatives?”) and the response to the item in 2.2 (“the goal is seeti@ni of
education”) showed a significant value (.444, p<.001), suggesting that those who rejected
the initiatives tended to believe that the goals of Western initiativestaesecularize
education more than did participants who agreed with the initiatives. It ilcégdhe
educators who opposed the initiatives were more likely to think their goals were to
secularize education. But not all of those who thought the goal was secularization of
education were opposed to the initiatives. This shows that some educators - though not

statistically significant number - were actually in favor of a secdarcation.
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Political religiosity

Support for a political role for Islam was found to be significant in the sample of
this study. Variance in political religiosity was also found to be sigmfioage,
academic degree, and the number of years the participant has lived abmad wer
negatively correlated with support for political Islam. The older the respts)die less
they supported political Islam and believed in a separation between Islam ard.politi
The same is true about the highest academic degree obtained. Respondenghevith hi
degrees tended to believe in a separation between Islam and politics. Respohdents w
lived abroad for a long time also tended to believe in a less political rolddor. [Ehese
findings draw a portrait of those who support political Islam as younger people who have
not lived abroad and who are less educated, a profile that matches with thetidesofi
school teachers rather than professors. Most of the university professorsanaibved
abroad, since the Yemeni universities have just recently started grantingdeghees.
Political religiosity and views on the current curriculum

Unlike personal religiosity, variance in political religiosity wasaasated with
variance in the views on curriculum in terms of its religious content. Poliéibgiasity
was negatively associated with the view that the curriculum was toaredii.260**,
p<.001) and that it fostered extremism (-.358**, p<.001). Educators who thought religion
should be separated from politics were more likely to think the curriculum needed reform
because of its heavy emphasis on religion, and vice versa. This group of educators wa
also more likely to think that the curriculum fostered extremism. It is irapbtd
remember here that age and academic degree correlated negativelglitical

religiosity, which means that the older and more educated educators tendeevi® beli
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that curriculum needed reform in order to decrease the religious content and to make it
less likely to foster extremism. Educators with higher political redity scores tended to
believe that the current curriculum highlights the positive side of Islare than
educators with lower political religiosity scores.
Political religiosity and the attitudes toward reform initiatives

Again, educators were divided by their views on the political role of Islam, and
this division was associated with variance in their perceptions of theajdhks Western
reform initiatives. Political religiosity was significantly assded with negative
perceptions about the goals of the reform initiatives in terms of the educatidunakhey
intend to bring. Educators with lower scores on the political religiosity index mere
likely than their colleagues with higher political religiosity scomebdlieve that the goals
of the reform initiatives were to improve the quality of education and to modernize
education. They were also more likely to think that the goal was to encourage the value
of tolerance and to bring civilized values to the Middle East. On the other hand, eslucator
with higher scores on the political religiosity scale tended to believe thgbéte were
to undermine Islamic teachings and bring immorality to the Muslim youth. Ohe of t
participants added in the comment section that “they hate us because of our values.”
Demographics

Findings of the study showed a significant association between age and political
religiosity and between age and the views on the current curriculum and thegskrcei
goals of reform initiatives. Educators with a higher political religyostiores tended to
be older, with higher degrees, and having lived abroad more than those with lowgr score

on political religiosity. This finding is important in two ways. First, it shows tha
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education and contact with others are reflected in less fundamentalism itefge be
about the role of religion in politics. But the other important part of this finding ishtbat
younger educators, who constitute the future of education in Yemen, are in favor of a
stronger role for religion in politics. This would not be a problem, except that pblitic
religiosity is also associated with negative attitudes toward reforratindgs and with
support for aspects that have been demonstrated to need reform in the current educational
system. Therefore, it is important to address the concerns of young teabbers w
initiating any reform efforts.
Demographics and the views on the current curriculum

Age was associated with critical views on the current curriculum. The thieler
participants were, the more likely they were to be critical of the contehe of
curriculum, believing that it was too religious (r=.193, p<.05) and included elements tha
fostered extremism (r = .197, p<.05). Age also correlated positively with thehagwhe
curriculum did not have sufficient focus on democratic values and that the curriculum
encouraged learning through rote memorization. Older participants wereikebred
show concern for the lack of democratic intake and to think the curriculum encouraged
rote memorization rather than free and critical thinking. One might assatgrice the
two variables of age and degree were highly inter-correlated (r=.0527, p<.00Bnthe s
correlations would be observed between ‘degree’ and the views on curriculum and that
these correlations would be inflated as a result of the multicollinear@gififgton,
Karlaftis, & Mannering, 2003). However, since inferential statisticewet used, the

effect of this multicollinearity will not skew the findings of the study, esgly given
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that the correlations with other factors are not always the same among the two
intercorrelated variables of ‘age’ and ‘academic degree.’

Like ‘age,” ‘degree’ was positively correlated with the view that theiculum
was too religious, and negatively with the view that the curriculum encourageddree a
creative thinking. But it did not correlate with the other views on curriculunghwhi
means that regardless of the academic degree held by the particlmntentied to hold
almost the same views on curriculum. The only differences were that eduedtor
higher degrees tended to be critical of the emphasis of education on religios lanl it
of encouragement for creative and free thinking. Surprisingly, except for thehaethe
curriculum was too religious, the number of years participants have lived abasatbtv
associated with other views on the current curriculum.
Demographics and the perceived goals of the reform initiatives

Findings from the correlations between the demographic variables and the
perceived goals of the reform initiatives show that educators who were atiEnigher
degrees, and had lived abroad for longer periods of time were less suspicious of the
intentions of the reform initiatives. Suspicions that the real goals of the W esfterm
initiatives are to undermine Islamic teachings or to bring immoraltiéset Muslim
youth were not supported by the older participants, compared to younger ones who
tended to agree. Age also positively correlated with the view that thefgbal o
initiatives was to modernize education in the Middle East. This shows that the younge
participants had less trust in the initiatives than older ones.

The other demographic information - the highest academic degree and the numbe

of years lived abroad - correlated negatively with the view that th@ueabses of the
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reform initiatives were to undermine Islam or to weaken extremism. Extaaagith
higher education attainment tended to reject the suspicion that the inittatiyeted
Islamic values, as is usually claimed by Middle Easterners. Giveltrtimg snter-
correlation between the variable of number of years lived abroad and theevafiabl
academic degree (r=.730, p<.001), looking at how the other variable correl&ittisewit
perceived goals should not reveal significant values. The reason for this high
intercorrelation is probably because higher education studies are new to Yemeni
universities and the only way that was previously available for people tohigher
education was to travel abroad. It was not until the late 1990s that some universities
Yemen started offering higher education studies in a few humanistic spe@als.
Summary and Implications

When education reform is considered, it is very important to include the public
voice as much as possible (Cuban, 1995; Sayed, 2005; Ottaway, 2003; Alsoudi, 2006;
Benard, 2006). Educators’ voices, in particular, are critical since they asadbevho
will be involved with the any reformed policies or priorities. It is true thaihe Middle
East, teachers do not have a say in educational policy-making or in the waycediscati
planned, the curriculum is organized, or the priorities for teaching and learning@ee m
But resistance among teachers and educators to any policies or ilieappie any
policy or reform efforts. It is thus important to understand the sources stres? and
suspicion and address them when deciding about reforms. It is also important to know
who the likely partners in reforms are so that time and efforts are nditagng to

“flog a dead horse” (Benard, p. 43).
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Three important findings in this study can be very helpful to policy makers and
reform patrons. The first is the overarching belief in the need for educatiom refor
improve the quality of education, to allow for more democracy intake in the curriculum
and to promote tolerance of others. These beliefs show a potential for having local
reformists who lead reform initiatives. This hopeful belief is, howeveedfadth the
second important finding, which is the high level of suspicion among educators toward
Western reform partners and the lack of credibility the West has ac¢acthirighe
region. Although the lack of credibility has been a recurrent theme in thiemslap
between “the West and the Rest” of the world, especially framed in a conthgt of
relationship between former colonizers and formerly colonized (Rizvi, 2004)atki®f
credibility and high sense of suspicion in the Middle East is stronger due to different
historical events and political conflicts. It is important to understand the soofrtdeese
attitudes to be able to address them.

Lack of credibility of the West has been reinforced and emphasized more by the
feelings that the West had certain cultural and political causes itriestad in advancing
regardless of the needs of the Middle East region. In terms of politics, the magml@bs
to building credibility has been the Western pro-Israeli stance on the conflietdrethe
Arabs and Israel. Arabs’ reaction to such a stance has been an intensifieidsa$phe
intent of any Western initiative (Ottaway, 2003; Alsoudi, 2006). The war in Iraq has bee
another reason for the increased lack of credibility, as cited by manygantgin the
study. The type of religious rhetoric adopted by influential religious |saatet
preachers has also been fueling these suspicions. Religious leaders amel pileac

been cautioning the public against any foreign interference with the culttive or
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education of the youth. The term “cultural invasion” spread widely in the 1970s and
1980s as religious leaders were fortifying the public against communism. Dr.a&ladul
Altwaijri (1998), the director general of the Islamic Educational, Scieraifat Cultural
Organization (ISESCO), described the newly coined term “cultural imvaas a result
of “overstated warnings and dangers” (p.33).

The third important finding in this study is the portrait of the likely rejecacs
the likely partners of reform initiatives. Unfortunately, the rejeatéreform are the
majority in the region and unfortunately, too, they are the younger cohort, which means
that the future could be more challenging. Younger educators were also migrtolike
believe in a stronger role for Islam in running the governments, which shatvs t
fundamentalism is indeed in the rise in the Middle East. This finding is not in
contradiction with the trend in the whole world, however, as it is argued that
fundamentalism is gaining ground and is replacing the cold-war politicatlantbgical
bases for conflict (Lawrence, 1989; Ruthven, 2004).

Reformists in the region have to work with the younger educators who have lower
academic degrees toward joining efforts with international partnergtove the quality
of education in the region. International agencies and Western entitiestedenesr
concerned about education reform in the Middle East have to work with already willi
partners. According to this study, older educators with higher degrees andtumbave
lived abroad for substantial periods of time are the more likely willinghgest The
researcher doesn’'t recommend ignoring the likely rejecters of refonatiuas, but
rather working towards winning their support especially given their undeistpof the

need for reform.
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One of the concerns raised in this study, besides the trend among the younger
respondents to support political Islam and to reject reform initiatives, isstrepancy
between Yemeni educators’ understanding of the need for reform and tihaileat
toward reform initiatives. One would assume that when initiatives aimingatdfwvhat
is wrong with education,” as the director of the RAND initiative for Middlet&as
youth (Benard, 2006), argues would gain the support of those who are not satisfied with
their educational systems in the region. This study shows that this is not thehtase. T
indifference to Western initiatives can be understood in the light of the higttaysions
in the region, the legacy of colonization, and the post-9/11 atmosphere of mutual distrust.
If in India the reaction to globalization has been a revival of Hindu fundamentalism
(Kamat, 2004), in the Middle East there is a tendency among the youth and even among
cohorts that are not necessarily religious to oppose the West. Persona piety i
widespread, but regardless of the amount of personal religiosity, there israciende
among the youth to reject Western initiatives.

From his own experience in the United States and from watching televised
debates and reading editorials, the researcher is clear that Anseaie puzzled by the
resistance to reform initiatives or proposed regime changes even though theopduple
Middle East complain of their conditions and cry for change. What needs to be
understood here is that dissatisfaction with local conditions does not mean thatlthe loca
are going to welcome outside influence. In fact, some people in the Muslim Miastle E
tend to believe that tyranny might be acceptable when their nation is facecteitiaé
dangers (Tessler & Jamal, 2006; Al-Wazir, nd.) The Yemeni historian, thinker aod edit

Zaid Al-Wazir, wrote that historically some Muslim Arab figures werartts, but their
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warfare against invaders made the masses forgive them their tynatiynbrace them
as national and religious heroes. For example, Al-Wazir cited Saladin, gn arm
commander who defeated the Crusaders to defend the Muslim land, and Saifuddin Qutuz
who defeated the Tatars. These two figures have been celebrated by Musiima uatil
today even though, according to Al-Wazir, they were not necessarily faintowre
people. This shows that when the public senses a danger to the identity of the nation (Al-
Farhan, 2004), they are more likely to put up with local imperfections than they are t
accept what they perceive as an external threat. In the case of thigespdyndents who
believed that there was a hidden agenda behind Western demands for curricofom ref
and those who believed the real purpose of these demands was to benefit Israel, were
more likely to reject the reform demands even though a majority of thenabesed that
education in the Middle East needs reform. It is the rivalry and perceivedttratat
makes accepting a local imperfection a better option than accepting the thre

Another potential interpretation can be found in the cultural differences in context
requirements (Hall, 1989; Hecht, Anderson, & Ribeau, 1989). Het@it(1989) explain
that cultures are different in the way they rely on communication processes. Som
cultures rely on high context communication, which means that messages need to be
understood not in and by their mere content, but by the context surrounding them and the
relationship between the receiver and the deliverer of the messagec@tihees rely
more on the mere content of the message for communication. The latter atéowalle
context cultures. High context cultures tend to trust more the ‘in-groupsherd i
meanings from the culture rather than the message, while low context culturés te

focus on the message itself and treat in-groups and out-groups similarlygliesl #hat
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the cultures in Western Europe and the United States are low context, whelen Bast
Latin American cultures are high context. In this sense it can be argug@edmpe in the
Middle East are suspicious of the intent of the out-group reform initiatives even though
the content of the message of reform is similar to the one they believe in. Thialcultur
difference can also explain the resistance to participate in the suobheg@h, O’'Rourke,
Burris & Owens, 2002), as the participants tend to read in the questions more than is
written and suspect the intentions of the researcher.

In conclusion, it is important for policy makers and international reformtinia
patrons to understand the sources of resistance in the Middle East so they can better
address them and maximize the use of resources. It is highly advisabledimtat#brts
involve local partners and try to start with the local reformists’ agendas tasimebring
new agendas and plans to the region. It is also advisable to be aware of thed politic
sensitivities in the region and to make sure they are being respectece Régeghin
general and the United States in particular, the relentless pra-tarppbrt remains a
hurdle in building credibility in the Middle East. Striking a more balanced foreigaypoli
in the Middle East, especially in regards to the Arab-Israeli conflict, woaktera better
environment for mutual respect and partnership. Without that, the journey for winning
hearts is not going to be easy.

Discussion

This study has been the first, to the best of my knowledge, to explore the beliefs
and views of educators in any Middle Eastern country about the need for refbthea
Western reform initiatives. The study crossed the boundaries of what could ba tlome i

Middle East in terms of research, as it asked questions about religion, refighan i
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curriculum, and included items about Israel and thus was faced withmesidtam the

very beginning. However, three respondents (all with Ph.D. degrees) wrote thank you
notes at the end of the questionnaire, one of them reading “thank you for these brave and
very appropriate questions.” But these “brave and appropriate questions” mae it

difficult to get approvals to conduct the survey and the researcher had to makeufad|

and ask friends for help. Given the sensitivity of the topic and the type of questions
asked, some respondents expressed concerns that the findings of the study woutd “benefi
the Zionists and imperialists,” as one of the respondents commented in bold red. Some
expressed concerns that the actual purpose of the study was not academic,rbut rathe
gathering information for intelligence agencies (the reseawaeitold this by phone and

is not sure if it was a serious comment).

As with any other research, there are limitations that need to be taken into
consideration when reading the findings. The first limitation for this sitadythe non-
probability sample. Rather than a probable sample that would give everyone in the
Yemeni society an equal opportunity to be in the sample, this study was limited to a
stratified purposive sample of three types of educators. However, the largle size
(500 with 198 returned questionnaires) and the fact that the sample represents a
homogenous group of a highly relevant population to the research questions ameliorate
this limitation. Educators were chosen because of their role in interaatingrny reform
initiative and for their first hand experience with the curriculum.

As an exploratory descriptive study, the goal was not to generalize on th@basi
the findings of this study, but to be able to describe the views and attitudes of e sam

studied in relation to demographic and religiosity factors. Therefore, onlyimtasc
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statistics were used to describe but not infer from the sample to the population. Howeve
given the large sample it is fair to assume that the descriptive statmsthis study
provide a portrait of the population of educators in Yemen. The relatively low response
rate (40%) could have been improved had the researcher been available in the research
sites to make direct follow ups with the participants and to answer theiranse$®ut the
researcher’s conclusions are based on the well established tradition in sgaagn
that this percentage is within the acceptable range (Dillman, 2007; de LealerH&er,
2002).

Although the survey return rate was within the acceptable range, a hitgher ra
could have been possible had the researcher had direct access to the participants. B
since the contact between the researcher, who lived in the United States, and the
participants in Yemen was facilitated by assistants in Yemen, this cargactot
established and hence there was no direct follow-up with the participants sidtards
in Yemen reported that in a few cases the participants asked some quésiidntems
in the questionnaire to which the assistants did not have answers, such as the question “if
lottery was available in your country, would you participate?” After reagian e-mail
from one of the assistants about this item, the researcher e-mailed and phoneelthe ot
assistants to tell them how to clarify this question if asked. This was donerénigea
that all participants received the same information.

Recommendations for Further Studies

The original plan for this study was to conduct it in five representative cesintri

in the Middle East, but due to the limitations of time and resources as well asuitee nat

of the questions and lack of direct access to participants, it was then limitechém.Ye
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Further studies can replicate this study in other countries, even with chiantigeslesign

or survey questions. Possible changes that would enhance the findings of possilale replic
studies include adding a qualitative component where a sample of participants is
interviewed for more in-depth insights. Another possible change is using onlingssurve
instead of pencil and paper. Online surveys will be easier to distribute iredtffe

countries. The reason this study did not use online survey was that in Yemen the majority
of the schools and university professors do not have computers or access to the internet.
Finally, since this study has identified significant factors that ssecated with

important views on education and attitudes toward reform initiatives, and utilized
descriptive statistics, further studies could use inferential statistios able to better

generalize the findings.

104



REFERENCES
Abdallah, W. (2001)Managing multinationals in the Middle East: accounting and tax
issues Westport, CT : Quorum Books
Altwaijry, A. (1998).The Arab culture and other culturéBublication of the Islamic
Educational, Scientific, and Cultural Organization (ISESCO). RetrievedhiVar
29, 2009 from www.jeunessearabe.info/IMG/Arab_culture_and_other_cult-en.pdf
Al-Farhan, I. (2004, February, 18mnpact of curriculum change on the nation’s identity.
Retrieved November 10, 2006 from

http://www.aljazeera.net/Channel/archive/archive? Archiveld=92696#L1

Ahroni, R. (2003). Yemen. In Mahdi, A. (ed:¢en life in the Middle EasGreenwood
Press.

Akkari, A (2004). Education in the Middle East and North Africa: The current situation
and future challengebternational Education Journab(2), 144—-153. Retrieved
November 21, 2006 from

http://ehlt.flinders.edu.au/education/iej/articles/v5n2/Akkari/paper.pditisea

Alawdah, S. (2004). The battle of curriculum change enkindles rage. Retrieved on Nov.
06, 2006 from www.islamonline.com

Al-Khader, M. (1985). Low enroliment of students at the faculty of education and its
effects on the second five-year plan, in B. R. Pridham @donomy, society &
culture in contrary Yemeihondon ; Dover, N.H. : Croom Helm ; Exeter, Devon :

Centre for Arab Gulf Studies, University of Exeter.

105



Altbach, P. (1989). Perspectives on student political activism, in: P. G. Altbach (Ed.)
Student political activism: An international reference handb@ééstport, CT:
Greenwood Press.

Al-Torayry, A. (2004, April).Educational priorities in an age of globalizatioA paper
presented at the Globalization and educational priorities, King Saud University,
Riyadh, Saudi Arabic.

Alon Ben-Meir (2006). Challenges to democracy in the Arab and Muslim widrkl.
Political Quarterly 77(3): 328-333.

Alragedy, A. (2005, May)The broader Middle East and the neo-Luther Calvinism
Weekly news. 324/325.

Al-Saif, B. (November, 2003). A glimpse at the Saudi religious educationahsyst
Mohammed Ibn AbdulWahhab's kitab at-tawhid & monotheism school
textbooks’ treatment of Ahl Al-Kitab- A unique Saudi worldview: A look at the
‘Other’. A paper presented to the conference Constructs of inclusion and
exclusion: Religion and identity formation in Middle Eastern school curricula.
Watson Institute for International Studies, Brown University.

Alsoudi, A. (2006). The impact of US aid policy on democracy and political reform in
the Arab World.

Altenbaugh, R. J. (2003Jhe American people and their educatiblpper Saddle River,
NJ: Merrill Prentice Hall.

Al-Wazir, Z. (1999). Obstacles to Arabic civil society. [‘awayeq amam bafraagtama’
almadani alarabi]. Retrieved on Nov. 26, 2008 from

http://www.alhewar.com/images/ZaidAlWazir.pdf

106



Ammar, H. (2004)September 11 and its educational and cultural consequences in the
Arab World.Cairo: Alshorouq International Press.

Ayoub, F. (2005). Reform of general education in the Arab countries. Retrieved February
13, 2009 from www.laes.org/Pages/Publications

Babbie, E. (1995)The practice of social research (7th edBglmont, CA:
Thomson/Wadsworth.

Babbie, E. (2004)The practice of social research (10th e®gImont, CA:
Thomson/Wadsworth.

Baker, T.L. (1994)Doing Social Researcf2nd Ed.), New York: McGraw-Hill Inc.

Benard, C. (2006). Fixing what's wrong-and building on what's right-with Middle Eas
educationSAIS Revien26(2): 29-45.

Ben-Meir, A. (2006). Challenges to democracy in the Arab and Muslim widrkl.
Political Quarterly, 77(3): 328-333.

Benson & Williams (1982). Religions on Capitol Hill: Myths and realities. Sandtsco:
Harper & Row.

Black, K. (2007)Democracy in Yemen after September 11, 2001: The implications of
American involvemenRetrieved from Dissertations and Theses database (AAT
1442004).

Black, T. (1999)Doing quantitative research in the social sciences: An integrated
approach to research design, measurement and statistindon ; Thousand
Oaks, Calif. : SAGE.

Bordens, K. & Abbott, B. (2005Research design and method: A process approach

(6th ed.). Boston : McGraw-Hill.

107



Bordens, K.S. & Abbott, B.S. (2008esearch design and method: A process approach
(7th ed.). Boston : McGraw-Hill.

Brumberg, D. (2002). The trap of liberalized autocrdoyirnal of Democracyl3(4):
56-68

Burrowes, R. (1987)T'he Yemen Arab Republic: The politics of development, 1962-1986.
Boulder, Colorado: Western Press.

Burrowes, R. (1995Historical dictionary of Yemerh.anham, Md., & London: The
scarecrow Press, inc

Carnoy, M. (1974)Education as cultural imperialisnNew York: David McKay.

Carpenter, S. (October 27, 200R8form in the Middle East: Supporting Voices of
ChangeRetrieved Oct. 28, 2006 from

http://www.state.gov/p/nea/rls/rm/38053.htm

Cheney, E. (, 2006, April, 19). Combating terrorism through education: The Near East
and South Asian experience. Retrieved on Oct. 28th from

http://usinfo.state.gov/mena/archive/2005/Apr/20-72991.html

Clarke, S. (2006). Resistance to majority opinion: Religion and the “hard core”.
Retrieved from Dissertations and Theses database (AAT 3216122)

Cordesman, A. (2004Energy development in the Middle EaMestport, Conn. :
Praeger.

Corstange, D. (2008, NovembefFyibes and the rule of law in Yemdtaper presented at
the 2008 Annual Conference of the Middle East Studies Association, Washington,
D.C., 22—-25 November, 2008. Retrieved April 1, 2009 from

http://www.bsos.umd.edu/gvpt/corstange/doc/corstange-tribes.pdf

108



Dale, R. (1999) Specifying globalization effects on national policy: A focus on the
mechanismslournal of Education Poligyl4(1): 1-17.

Daza, S. (2006). Local responses to globalizing trends: Student-produced matarials at
Colombian public universitynternational Journal of Qualitative Studies in
Education.19(5):553-571

de Leeuw, E., and de Heer, W. (2002). Trends in household survey nonresponse: A
longitudinal and international comparison, in R. M. Groves, D. A. Dillman, J. L.
Eltinge, & R. J. A. Little (Eds.)Survey NonresponsBew York: John Wiley &
Sons, pp. 41-54.

Dillman, D. (2007)Mail and Internet surveys: The tailored design met{@itied.)
Hoboken, NJ: John Wiley & Sons.

Dresch, P.(2000)A history of modern Yeme@ambridge ; New York : Cambridge
University Press

Dumke, D. (2006). Congress and the Arab Heavyweights: Questioning the Saudi and
Egyptian AlliancesMiddle East Policy13(3), 88-100.

El-Amine, A. (2005)[Islah atta’leem al’'am filwatan al’arabi] Reform of General
Education in Arab Countrie@d.). Beirut: Lebanese Association for Educational
Studies.

Esposito, J. (2003Y.he Oxford dictionary of IslanNYC, New York: Oxford University
Press, Inc.

Friedman, T. (2001, October 30). Drilling for tolerandew York Timesetrieved July

30, 2008 fromwww.nytimes.com

109



Friedman, T. (2002, February 20). The Saudi challeNge; York Timesgtrieved July

30, 2008 fromwww.nytimes.com

Friedman, T.L. (2005)The world is flat: A brief history of the twenty-first centudgw
York: Farrar, Straus and Giroux.

Gall, M., Borg, W. & Gall, J. (1996Educational research: An introductidéth ed.).
New York: Longman

Government Accountability Office (2005joreign assistance: Middle East Partnership
Initiative offers tools for supporting reform, but project monitoring needs
improvementRetrieved from http://www.gao.gov/new.items/d05711.pdf

Gerges, F.(2006Journey of the JihadisOrlando, Fla. : Harcourt,

Groves, R., Dillman, D., Eltinge, J. & Little, R. (2003urvey nonresponsilew York:
John Wiley & Sons, pp. 55-69.

Guthrie, G. (1986). Current research in developing countries: The impact of curriculum
reform on teachindgleaching & Teacher Educatiof(1): 81-89.

Hall, E. (1989)Beyond cultureNew York : Anchor Books.

Hammond, A. (2005Pop culture Arab world: Media, arts, and lifestyteanta Barbara,
Calif. : ABC-CLIO.

Hecht, M., Anderson, P. & Ribeau, S. (1989). The cultural dimensions of nonverbal
behavior. In M. K. Asante and W. B. Gudykunst (ed$andbook of
International and Intercultural CommunicatioNewbury Park, CA: Sage, pp.

163-185.

110



Hill, G. (2009, April, 1). Yemen'’s point of no returiihe GuardianRetrieved April 4,

2009 from http://www.guardian.co.uk/commentisfree/2009/apr/01/yemen-
guantanamo-al-gaida

Hiro, D. (2003).The essential Middle East: A comprehensive giNidsv York: Basic
Books.

Hopkin, A. (1982). Co-operation or colonialism? A preliminary consideration of the
scheme of co-operation between New Zealand and Fiji 1924-1975. In K. Watson
(Ed.),Education in the third Worl@op. 171-180).

Horn, Jr., R. A. (2002)Jnderstanding educational reform: a reference handb&ainta
Barbara, CA: ABC-CLIO.

Hossani, A. (2004, April)Landmarks of the Arab education projei&tpaper presented at
the Globalization and educational priorities, King Saud University, Riyadh: Saudi
Arabia.

Hurewitz J.(1969).Middle East politics: the military dimensioNew York : F. A.

Praeger

Ingrams, H. (1964)The Yemen: Imams, rulers, & revolutidfew York & London:
Frederick A. Praeger, Publisher.

Johnson, T. O’'Rourke, D., Burris, J. & Owens, L. (2002). Culture and survey
nonresponse, in R. M. Groves, D. A. Dillman, J. L. Eltinge, & R. J. A. Little
(Eds.),Survey NonresponsbBlew York: John Wiley & Sons, pp. 55-69.

Johnson, T. & Owens, L. (n.d.). Survey response rate reporting in the professional
literature. American Association for Public Opinion Research — Section on Survey

Research MethodRetrieved February 12, 2009 from www.srl.uic.edu

111



Kaestle, C. F. (1990). The public schools and the public mamérican Heritage41(1),
66-81.

Kamat, S. (2004). Postcolonial aporias, or what does fundamentalism have to do with
globalization? The contradictory consequences of education reform in India.
Comparative Educatiort0(2), 267-287.

Kaplan, M. (2005). Commentary on Middle East reform initiatives article by Robert
Looney.International Journal on World Peac22 (1): 35-38.

Klug, B. (2005). Is Europe a lost cause? The European debate on antisemitism and the
Middle East conflictPatterns of Prejudice39(1): 46-59

Krippendorf, K. (2004)Content analysis: An introduction to its methodol¢2iyd ed.)
Thousand Oaks, CA: Sage Publications.

Lawrence, B. (1989Defenders of God: The fundamentalist revolt against the modern
age.San Francisco : Harper & Row.

Lewis, B. (2003)The Middle East: A brief history of the last 2,000 yeaf$¢#.) New
York, N.Y.: Scribner.

Looney, R. (2005). Middle East reform initiatives: A stage theory perspective.
International Journal on World Peac22(1): 13-34.

Maher Abdullah (2002, January, 13Xtempts to change the Islamic curriculum, an
interview with Sheikh Dr. Yusuf Al-QardawRetrieved November 10, 2006
from http://www.aljazeera.net

Mansour, M. (2007, April). The challenges of educational globalization facing schools
and the ways to face them [tahadiyat alawlamah attarbawyah almitalika

bilmadrasah wasabeel mwagahatiha]. A paper presented at the Islam and

112



Contemporary Challenges Conference, Islamic University, Gaza.
Massialas, B. & Jarrar, S. (199Rrab education in transition: A source bodkew York
: Garland Pub.

Middle East Partnership Initiative (MEPI). Retrieved framvw.mepi.state.gov

Modhesh, A. (2008)Curriculum reform in the Middle East between Western demands
and local needs [Tagheer al-manahij fi alsharqg alawsat baina almatalib
algharbiyah walhajat almahalyafip’aloo Journal,Tahadi University Press,
Libya.
Monica Ringer (2001)Education in the Middle East: Introductiddomparative Studies
of South Asia, Africa and the Middle E@4t1-2: 3-4

Moussalli, A. (2008)U.S. foreign policy and Islamic politic&ainesville, Fl: University
Press of Florida.

Muijs, D. (2004).Doing quantitative research in education with SPISfidon;
Thousand Oaks, Calif. : Sage Publication.

Nachtwey, J. & Tessler, M. (2002). The political economy of attitudes toward peace
among Palestinians and Israelisurnal of Conflict Resolutiod6(2): 260-285

National Commission on Terrorist Attacks upon the United States (ZDi0d /11
Commission ReporRetrieved on March 30, 2008 from
http://www.gpoaccess.gov/911/index.html

Nazir, S. & Tomppert, L. (2005Women’s rights in the Middle East and North Africa

Lanham, MD: Rowman & Littlefield Publishers, Inc.

113



Nguyen, P., Elliott, J., Terlouw, C., & Pilot, A. (2009). Neocolonialism in education:
Cooperative Learning in an Asian conteamparative Educatiol5(1): 109-
130.

Noland, M, & Pack, H. (2007 he Arab economies in a changing woidashington:
Institute of International Economics.

O'Neill, B. (August 29, 2006)oday's 'Islamic fascists were yesterday's friends
Retrieved November 10, 2006 from
http://www.antiwar.com/orig/oneill.php?articleid=9615

Ottaway, M. (2003). Promoting democracy in the Middle East: The Problem of U.S.
Credibility.

Peat, J., Mellis, C., Williams, K. and Xuan W. (2002), He8ltitence Research: A
Handbook of Quantitative Methqdsondon: Sage.

Pennycook, A. (1990). Towards a critical applied linguistics for the 11880ss in
Applied Linguistics1(1): 8-29.

Phillipson, R. (1992)Linguistic imperialism Oxford, England: Oxford University Press.

Qaradawy, Y. (2004, November 1®eforming education curriculum in the Arab and
Muslim countriesAn interview with Al-Jazeera Television Station. Retrieved
from www.aljazeera.net/Channel/archive/archive?Archieved=101892

Rabasa, A., Benard, C., Chalk, P., Fair, C., Karasik, T., Lal, R., Lesser, |, &, Thaler
(2004).The Muslim World after 9/1Rand Corporation: Pittsburgh, PA.

Raphaeli, N. (2005). Demands for reform in Saudi Ardiddle Eastern Studied1(4):

517- 532.

114



Ravitch, D. (2000)Left back: a century of battles over school refoNew York:
Touchstone.

Resnik, J. (2006). International organizations, the education-economic growktbbiac
and the development of world education cult@emparative Education Review
50(2) :173—  195.

Ridha, M (2005). The needed education reform in the Arab countries: restoring the four
absences for the creative minds, in in EI-Amine (Reform of General
Education in Arab Countrie8eirut: Lebanese Association for Educational
Studies Publications.

Ridha, M (2006)Reforming Arab education: A road mdeirut, Lebanon: Center for
Arab Unity Studies.

Rizvi, F. (2004). Debating globalization and education after Septemb€otriparative
Education40(2): 157-171.

Rubin, A. & Babbie, E. (2004Research Methods for Social WoBelmont, Calif. :
Wadsworth Pub. Co

Rugh, W. (2002). Arab education: Tradition, growth and refdine. Middle East
Journal 56(3): 396 — 414.

Rugh, W. (2006). American encounters with Arabs: The "soft power" of U.S. public
diplomacy in the Middle East. Westport, Conn. : Praeger Security Interriationa

Ruthven, M. (2004)Fundamentalism: The search for meani@xford; New York:
Oxford University Press.

Saaf, A. (2005). Morocco’s experience in reforming its educational sector doging t

period of alternation of power, in EI-Amine (E&Rgform of General Education in

115



Arab CountriesBeirut: Lebanese Association for Educational Studies
Publications.

Sayed, F. (2005). Educational reform within the contexts of conspiracy fedreand t
absence of participation, study on the impact of developmental foreign aid on
reform of educational policy in Egypt in the Nineties, in EI-Amine (Re:form

of General Education in Arab Countrid3eirut: Lebanese Association for
Educational Studies Publications.

Schlechty, P. (1990%chools for the twenty-first centuiyan Francisco: Jossey-Bass.

Schmidt, D. (1968)Yemen: The unknown wadew York, Chicago & San Francisco:
Holt, Rinehart and Winston.

Schools Interoperability Framework Association (SIFI), SIFA Works wWEBIA
Initiative in Egypt. Retrieved on Nov. 06, 2006 from http://www:.sifinfo.org/

Smith, C. (2000). Content analysis and narrative analysis. In H. T. Reis & C. M. Judd
(Eds.),Handbook of research methods in social and personality psych@pgy
313-335). New York: Cambridge University Press.

Stookey, R. (19825o0uth Yemen: A Marxist Republic in Araliaulder, Colorado:
Westview Press.

Swidan, T. (2001, February 2Drisis of education in the Arab world and its dangers
on the nation’s futurdnterview with Al-Jazeera Television Station. Retrieved
November 20, 2006 from

http://www.aljazeera.net/Channel/archive/archive? Archiveld=89510

Tabulawa, R. (2009). Education reform in Botswana: reflections on policy cotiadic

and paradoxe€omparative Educatiorb4(1): 87-107.

116



Taleb, | (29 May, 2006Religious extremism and political IslamBetrieved November
10, 2006 from

http://metransparent.com/texts/ihnsan taleb religious extremism aratabakl

am 3.htm

Tamimi, A. & Esposito, J. (2000kslam and secularism in the Middle Ealew York :
New York University Press

Tessler, M. (2002). Islam and democracy in the Middle East: The impact of religious
orientations on attitudes toward democracy in four Arab countries.

Tessler, M. (2003). Arab and Muslim political attitudes: Stereotypes and egiftent
survey researclnternational Studies Perspectivés175-180Comparative
Politics 34: 337-354.

Tessler, M. & Jamal, A. (2006). Political attitude research in the Arab Worldrdtng
opportunities. PSOnline.Political Science & Politic89. Retrieved May 12,

2008 fromwww.apsanet.org

Tessler, M. & Robbins, M. (2007). What leads some ordinary men and women in Arab
countries to approve of terrorist acts against the West: Evidence from survey
research in Algeria and Jordaournal of Conflict ResolutiorB05-328.

Tikly, L. (2001). Globalisation and educaiotn in the postcolonial world: Towards a
conceptual frameworlComparative Education. 45(2): 173-198.

Tikly, L. (2004). Education and the new imperialisiemparative Education. 45(2):
173-198.

Trofimv, Y. (2005).Faith at war: A journey on the frontlines of Islam, from Baghdad to

Timbuktu New York : Henry Holt.

117



Tyack, D. & Cuban, L. (1995)inkering toward utopia: A century of public school
reform Cambridge, MA: Harvard University Press.

U.S. Congress House, (2005). 109th Congress, 1st Session, H. Con. Res. 275. 15
November. United States Department of State (rviiddle East Partnership
Initiative. Retrieved October 22, 2006 from http://mepi.state.gov/

Washington, S., Karlaftis, M., Mannering, F. (2008atistical and econometric methods
for transportation data analysi8oca Raton, FL: CRC Press.

Woempner, C. (2008). Analysis of stakeholder perceptions of education reform in
Colorado. Retrieved from Dissertations and Theses database (AAT 3297589)

World Bank (2007)The road not travelled: Education reform in the Middle East and

North Africa.Retrieved July 20, 2008, fromww.worldbank.org

Yemen (2009). The World Factbook [online]. Retrieved February 12, 2009, from

https://www.cia.gov/library/publications/the-world-factbook/geos/ymlhtm

118



APPENDICES

119



APPENDIX A

INFORMATION SHEET

120



lwpae €y 95’/&5(
Lyt S T
Nea sy alariall dgp 2l o 3pall ymd pgTbladl s gagll 3 el gealia 3 syl )51 siaul 2 ol gl

Ui aa (i e Jllae dilae Caldl

3aY A lalf Ay all il ptaall L3 g el 3 dpastatl) pealiall Mall aua gl 3 (0 53 a_,m,.lmauﬂmmp
@un.l).\.mm&L—aﬂ[)wld‘wﬂ|wuu{_\).lwu9|J|;L.anu\.lt_\hu“p_,nua_p.” I.n‘_'”i;’ﬁ P_ﬂa.ﬂ'c.hb.
Gl i e DlaYl Gk oe 48 uiall s e all S Cagn g 13g] (Uaplaall gas yaa s palell s a5 CiSa 3 g sall T sill SIS
41 O gl JUSL Glal e Y 5T 28 saly Lgale Lol 655 580 Ll 00 3 ke AW g sl 100 55 O (g 5 (B8l Ol
LS MJ-‘S‘L_SB‘;E d}mﬂuuub_pndmima_)hnqﬂ|&_,ﬂb nﬂ&uhwiﬁyl_,!u\.n"ﬂh_).\m
830 Gl S (S 51 30 by IS el § 1l 35 8 (S e ALY ] Bl oSS

sle ) i

e ALl 5 aslaill alia 8 Cyariadl o g3 6 1 Ol sy 3 all Gliu¥1 Akl Jle a1 e 0S5 Al sl 03 48 jLEal)
a8 4Bl a8 gl 31 g il 510 e B and S 8 alil Riad M e i 138 "lgaSlals Ly il () gas
23830 - 20 s Chaay

Tnall i LU ol Sy (A B (g ST slalin (Y lim o3 o Gl 132 38 5Ll S Ldall Sl
AS U e Gnadislilsa gl dia uls G sh o8 i) e 8 SIS e 1AS jldal) xif g

R

Ol S el padd o i pmill ialdl 3588 o (80 peadd e ghea 0 5l aasll 8 D gl LYl i 8 302 Y
JS il finay e p Y (g e gt anf K0 o)l La g DS o Y doalas Cnll Cita 6 (Ba 7 5 o8 Jainis il
ol aYl any GBEY) gy o2 A guatll (3o 20 el YT e Aiua any el pall $lgl amy 325 ol 030 Lo Ly (315031

Wl gina o g DY 93 Cag sl (S Jua sy o sine (5301 5 ol pSiaks 63 a2l gl (B 4l b 5 (38 pall iyl 3 4318
Tlia¥! ae g dailh Sl i yay axiiudis e gleall JS Sl Y (e (2 0 5l oS SF 1 U1 g0) sl ol dass e
‘_‘u(;‘umuu.bd..\.lu[usuda_,la.akﬁlUJMJ&LA;@&UJWM‘JJH&*JJDJLJ‘,”M UA;‘_,!S.. k—iLiLﬁ.h-ﬂ“.\
el ¥l eda o gAY 4y (e Clag¥l 8 S Lbal LBy (358 u.:.L,.-,d,mlu_LsAlmJ osSoladl

Abdullah Modhesh el gill
259 Willard Hall,
Stillwater, OK, USA

(405)744-8488
abdullah.modhesh(@okstate.edu

_ur. FdJ_,a _y.uo“w}Sa ﬂ}ﬂd“%}*‘y*)%éﬁ)@#@ugﬁ_*;# gl l_\
-l ui,;..u
Dr. Shelia Kennison, TRB Chair, 219 Cordell North, Stillwater, OK 74078, 405-744-1676 or

irb@okstate.edu

1S slhall (3 e

PGS JUP P YO I PR ISR Y- (P P L R

121



| Okla. State Univ.

INFORMATION SHEET
Project Title: Opinions of Yemeni educators about the current educational curriculum and
attitudes toward Western initiatives demanding curriculum reform.

Investigator:
Abdullah Modhesh

Purpose:
This is a research study that will investigate the opinions of Middle Eastern
educators (university professors of education) from two countries; Saudi Arabia
and Yemen, on educational reform in the Middle East as well as their attitudes
toward Westem initiatives demanding curriculum reform. Information you will
provide will include your opinions about the curriculum in place in your
country, your opinion about reform initiatives, and your opinion about the role
of religion in the sodiety, besides some demographic information. Any
information obtained through this survey will be used for research purposes
only.

Procedures:
You will respond to a survey entitled “Yemeni educators” opinions on the
educational curriculum and their attitudes toward the Western demands to
reform curriculum.” The survey is divided into five parts, with a maximum of 10
questions in each part. The survey should take about 20 = 30 minutes.

Risks of Participation:
There are no known risks associated with this project which are greater than
those ordinarily encountered in daily life.

Benefits:
There are no personal benefits to participants in this study.

Confidentiality:
The survey will be filled out with no names or any identifying codes, so your
identity will not be revealed to anyone. Besides this, only the researcher will have
access to the data, which will be stored in a locked cabinet in his office until he
finishes his studies and then will be destroyed within a maximum of one year.
When you receive the survey, you will receive with it an envelope to put the
oomplelcd survey in and seal before you turn it back in to my assistant in your
country. My assistant will collect all sealed envelopes and send them via Courier
Mail (DHL — UPS — or FedEx).

The recards of this study will be kept private. Any written results will discuss

group findings and will not include information that will identify you. Research
records will be stored securely and only researchers and individuals responsible
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Okla. State Univ.
IRB

- - - w
Continued — information sheet Expres

RBE EQLL/OY

for research oversight will have access to the records. It is possible that the
consent process and data collection will be observed by research oversight staff
responsible for safeguarding the rights and wellbeing of people who participate in
research.

Contacts:
Abdullah Sufian Modhesh
259 Willard Hall,
Stillwater, OK, USA
(405)744-8488
Abdullah.modhesh@okstate.edu
Abdullah.modhesh@gmail.com

[

If you have questions about your rights as a research volunteer, you may contact

Dr. Shelia Kennison, IRB Chair, 219 Cordell North, Stillwater, OK 74078, 405-744-

1676 or ith@okstate edu. '[

Participant Rights: '
Participation in this survey is voluntarily and you might decide to discontinue taking it
at any time.
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Survey of educators’ attitudes toward curriculum reform in the Middle East
Part 1: The current situation of curriculum:

1.1) Please read the statement then circle the number that correspsto your

opinion about it.

| believe that the current curriculum in my country:  StrongQisagree| Agree | Strongly
Disagree Agree

1. Is too religious 1 2 3 4

2. Is too secular 1 2 3 4

3. Needs reform 1 2 3 4

4. Is not scientific and data driven enough 1 2 3 4

5. Needs more democracy intake 1 2 3 4

6. Has elements that foster extremism 1 2 3 4

7. Highlights the bright sides of Islam 1 2 3 4

8. Encourages creative and free thinking 1 2 3 4

9. Encourages rote memorization 1 2 3 4

Please comments about the current curriculum in your country:

1-2. In your opinion,
a) Yes, it needs

I.

il.

ii.

V.

V.

Vi.

does the current curriculum need reform?
reform (please select one of the reasons below or add yours)

To become more scientific

To emphasize democratic values

To become more religious

To reduce emphasis on religion

To pay more attention to the value of tolerance
For other purposes (please mention them):

b. No, it does not need reform.

Comments:
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Part 2: Western demands for curriculum reform in the Middle East:
2-1. In Western initiatives such as the Middle East Partnership Iniative (MEPI)
and the Greater Middle East, education was brought up as one of the majareas
needing reform. The Middle East Partnership Initiative (MEPI) includes a section
about the need to reform education in the Middle East. The education ‘fpar’ in the
initiative emphasizes the need for increasing access to and the qualityeafucation.
Reactions to the initiative have varied. This item in the survey asks for your apion
about the educational parts of this initiative and others.
Do you agree or disagree with the demands of Western initiatives to reform the
curriculum in Middle Eastern countries? Please add your comments tgour choice.
a) | agree for the following reasons:

b) 1don't agree for the following reasons:

c) | have a different opinion:

2-2) Please circle the number that best represents your opinion on the purpose of
curriculum reform demands:

| think the goal of curriculum reform Strongly | Disagree| Agree | Strongly
demands is: Disagree Agree
1. Secularization of education 1 2 3 4
2. Normalizing with Israel 1 2 3 4
3. More scientific and data driven 1 2 3 4
curriculum
4. Spreading democratic values 1 2 3 4
5. Eradicating roots of terrorism 1 2 3 4
6. Undermining Islamic teachings 1 2 3 4
7. Bringing civilized values to the 1 2 3 4
Middle East
8. Reducing extremism 1 2 3 4
9. To bring immoralities to the Muslim 1 2 3
youth
10. To foster tolerance 1 2 3 4
11.Modernizing education 1 2 3 4
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Please add your comments about the western demands for curriculumfeem in the
Middle East:

Part 3: Religion and the Society

3-1 Statement Strongly | Disagree| Agree | Strongly
Disagree Agree
1. Men of religion should not influence how peoplé 2 3 4
vote in elections
2. It would be better for my country if more peoplé 2 3 4
with strong religious beliefs held public office
3. Men of religion should have no influence ovef ! 2 3 4
the decisions of government
4. Religious practice is a private matter and should 2 3 4
be separated from socio-political life
5. The government and parliament should make 1 2 3 4
laws according to the wishes of the people
6. The government should implement only the laws 2 3 4
of theSharia
7. The government and parliament should make| 1 2 3 4
laws according to the wishes of the people in
some areas and implemestiariain others
8. If a lottery was available in my countryand | | 1 2 3 4
had the opportunity to participate, | would buyla
ticket

3-2) When you consider what a suitable spouse is for your son, daughter, brothenr, wosiste
you say that each of the following is very important, somewhat important, or not amizort

Characteristics

Not
important

A little
Important

Somewhat
Important

Very
Important

. S/he doesn’t pray

. S/he doesn't fast

. Social status of family

. Poverty

. Lack of education

. Unemployed

N[OOI WIN -

. Other (please specify)

Which of these is the most important characteristic s/lhe must have?:
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Finally: Information about yourself
Age: Gender: male female

Country of Origin:

Academic Degree:
Specialization:

Degree obtained from (country):
Languages Spoken:

Average Annual Income:

Have you ever lived in another country? *Yes *No
Country # of Years

How often do you read the Quran? Everyday or almost everyday

Several times a week
Sometimes

Rarely

Never or almost never

Do you pray the five prayers? Yes, always
Sometimes

No

In general, would you describe
yourself as:

Religious
Somewhat religious
Not religious

WN R WMo A W=

Thank you very much for your participation

128



B ¥ A0 B el Sl B e A 611 Jga Glantiead
Joaddethh maliall Sadi adagli - gl

sualiadl B Ao B s aags el 5 i AN Lla) o B LYY o5 Jlpedl Bl B ela (141

Sy B Ll ade maliny i, e L1

SV @iy [ Gl [ @l tgal b skl gl o g B

Bady Bady
1 2 3 4 iy e STl g gindl o S 5
1 2 3 4 iy Lan ST gl
1 2 3 4 oY gl
1 2 3 4 Glal o Agiaall 330l all g il s
1 2 3 4 Gkl e il e 3851 cre a3l 2lnd
1 2 3 4 it aos Gl o o gind
1 2 3 4 eyl Gl A8 il il a0
1 2 3 4 ol oal sl o andi
1 2 3 4 Ll e Gl o et

L aaledll maliad Ml am o gkt 3] Sla

(s i colasl ddlia] o G lan ¥ anf L f ola pH81HY) dala Sl el (1| dala SUs ol 853 o (2-1

ST e mail - Gl iy oY
Akl el ol e S5 - A el Lualel

SR A el -

Gl Ao 5 (e cagatll
sl a8 e 3€ 50 -
la Sy o Al bl -

129



o N1 3Bl b auladll oy A A1 allall LS

o gene LSl I 5 pabacll g (MEPI) "kl G5l S0l By 11 5 polaadl e B jo il polae (A (12
th:J““'.g EL’::-E&JM_-L’!U_A” (SQTJAE?:L‘H_—L“ cﬁ&ﬁjﬁ"ﬁ,ﬁﬂhiﬂ Gl &3}.’}.‘»" okeall Jgadl
2gntall go Al ZMeal gy Gint mal pl Do aoa Lo b g il jolael] sda & phng Ja g1 3 4l
O Lo Al Jad la o ol Y| 5 pill Jga b el 7 ohials callnall s 1y g <l yalaall o3n
ild AT ga ) el mblea daladt calnall g ol jeleddl s duhy pae BEE Jgd ,hnslaeg M

(¥ o3 g Lo
o e e

B VL P LR (W

SO P i

ESV SU ST S o i Gy @l g ol el (22
i : 1ok paliall
1 2 3 4 dplele T alatll Jan
1 2 3 il OBl el qe il (g
1 2 3 4 Lo ST maliall o
1 2 3 4 Lkl jhenl] A8 a5
1 2 3 4 A Y1 sds Sl
1 2 3 4 Lol aallasl] ima g
1 2 3 4 T 91 Gyl M % a8l s
1 2 3 4 ol e Sl
1 2 3 4 el Ll ENAY ] JPasyl s
1 2 3 4 aluaillg 4 g el A8lE5 pi3
1 2 3 4 eanll o Slgy Syay ashasll gkt

el 80 b aatalll iy Al llaall e Ui galad L) ol

130




iaall s ol S

L @l el a I8 cRgtad o Ao B eae ol (A 3

ghlsly | Blsiy gl gl Bl gl Bt
Sad b

1 2 3 4 Cugest LAK & 8 ano (elalally mitaall) ool Jay (do cag

ol

1 7 3 4 Oiiall e A gall 8 Laladl canaliall S5 o 065 O pgadl O

1 2 3 1 Gl e o8 gl (slalally milaell) cpall Jia b 088 YT g

da all

1 2 3 a Sadl oo By (35 o ag duala el jlee (o Aol s jleal

Selda |y duuloa®y |

1 2 3 4 ol Sl 5 een gl s et jlly e gl o g

1 2 3 1 DaaSha Hag ] Cran il 1 oo el 3l g Lo gl o congy

1 2 3 4 oy (o Ol gall Sty caan R G el sl sl o

@AY gl gall Gans (g A il Gl (g gl gell

1 2 3 4 el of (Ren (T8 galy b cmaill] ig gl

& AT Gl 7] 55 A B ga slal like LI Jalgall 0 JS S8 Do g8 ol ) -4

Wile JKiiy | Ghe Juiiy

Syl o

[

Al Jais

&.u_g:a 2@‘)-\

o e o Jalal
Bt da g

ool ?.J.p

pseall aae

all jolanyl Kl

E

il ads

- r{daa) s Al

$aeal YEYI ga o3ef dalgadl 0

131




Jde cils ghea sLala

_}a_“

il S il

Llla 2B oy

AlaY] diall

(505 — twabe — Gasa sl - a sk — 3 ) Lpan&Y1 da
el da ol e e clias Al AL

Lo g el llan S

Laad Al eall]
(S5 — Jagie — b — jlSee) BalaY] (5 g daty
]

K g TAl L E Al & e
Ol | 30 abi|

Lo pg S pas
£l o oo
Ui

TJ.JL'}

ol 8y

FOLA e Lk ps O

pad il o gl et o
Lalls Gl (8T aas
b

Wikl eWwb PR

Cpdie 1 Tl ekl ciiati R ple JSdy
B e 2
Opde pé 3

&8 Jodia Ao e 1S

132



APPENDIX C

APPROVAL TO USE AND MODIFY ITEMS FROM THE ARAB BAROMETER

133



134



APPENDIX D

CORRESPONDENCE WITH THE SECOND AUTHOUR OF THE ARAB
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Oklahoma State University Institutional Review Board

Date: Thursday, June 19, 2008

IRB Application No EDO08104

Proposal Title: Yemeni Educators' Perceptions of the Need for Educational Reform
Reviewed and Exempt

Processed as:

Status Recommended by Reviewer(s): Approved Pr?tocol Expires: 6/18/2009
Principal

Invest‘lgator(s)_:/

Abdullah Modhesh David Yellin Lo e
259 Willard 245 Willard

Stillwater, OK 74078 Stillwater, OK 74078

The IRB application referenced above has been approved. It is the judgment of the reviewers that the
rights and welfare of individuals who may be asked fo participate in this study will be respected, and that
the research will be conducted in a manner consistent with the IRB requirements as outlined in section 45
CFR 46.

p] The final versions of any printed recruitment, consent and assent documents bearing the IRB approval
stamp are aftached to this letter. These are the versions that must be used during the study.

As Principal Investigator, it is your responsibility to do the following:

1. Conduct this study exactly as it has been approved. Any modifications to the research protocol
must be submitted with the appropriate signatures for IRB approval.

2. Submit a request for continuation if the study extends beyond the approval period of one calendar
year. This continuation must receive IRB review and approval before the research can continue.

3. Report any adverse events to the IRB Chair promptly. Adverse events are those which are
unanticipated and impact the subjects during the course of this research; and

4. Notify the IRB office in writing when your research project is complete.

Please note that approved protocols are subject to menitoring by the IRB and that the IRB office has the
authority to inspect research records associated with this protocol at any time. If you have questions
about the IRB procedures or need any assistance from the Board, please contact Beth McTernan in 219
Cordell North {phone: 405-744-5700, beth.mcternan@okstate.edu).

Sincerely,

S Kennison, Chair

Institutional Review Board
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Republic of Yemen __.
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Republic of Yemen
University of Aden
Faculty of Education - Saber

Ol dnal
rod i diads

Ref.[74] 13| |
Date €/2V/0 8

To

Abdullah Modhesh

259 Willard

Stillwater, OK, 74078
Oklahoma State University

ject: roval to distribute surve

NN g et

U=/ /R bt

In reference to your letter seeking approval to distribute your survey to professors of
education, 1, the Vice Dean of the College of Education, hereby grant you approval.

Wishing you success with your study,

511613 - 511584 - 5ati 7039 0.0 — O cda als — juado, ilaLls
Facuity of Education - Universitv of Aden - P. O, Box: 7039 Tel: 511584 - 511613
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To

Abdullah A. Modhesh

259 Willard

Stillwater, OK, 74078
Oklahoma State University

RE: Your request tor approval v colicet data

In reference to your request to distribute your survey entitled “Survey of Educators’
Attitudes toward Curriculum Reform in the Middle East” to professors of education, I,
the Dean of the College of Education, hereby grant you approval.
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Thank you very much for agreeing to assist me in distributing and collecting the attached
surveys in the College of Education at your university. Along with the surveys you are
getting a pack of sealable envelopes. Please ask each participant to put the completed
survey in an envelope and seal it before turning it back to you. Please confirm to the
participant that you are not going to open the sealed envelope and it will be opened only
by the researcher at Oklahoma State University.

Thanking you very much for your help
Abdullah Sufian Modhesh

Please read this to the participant:

Assalamu Alaikum,

Thank you for agreeing to participate in the survey study entitled “Attitudes of Middle
Eastern Educators toward Educational Reform”. The study is a part of a doctoral
dissertation conducted by Abdullah Sufian Modhesh at Oklahoma State University in the
United States of America. All information you will provide here will be used strictly for
research purposes only. No identifiable information will be asked and all information you
provide will be kept with the researcher until he finishes his degree, then will be
destroyed.

Please put your completed survey in the sealable envelope and seal it. Once sealed, the
envelope will only be opened by the researcher. |

Thank you very much
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INVITATION TO PARTICIPATE IN A RESEARCH STUDY

Hello,

Mr. Abdullah A. Modhesh, a doctoral student at Oklahoma State University
in the United States, is conducting a study for his dissertation research. The
study looks at Yemeni educators’ perceptions of the need for curriculum
reform and their attitudes toward relevant Western initiatives.

Would you like to participate in this study? All you need to do is to fill out a
short survey that will take approximately 20 — 30 minutes.

If ou would like to participate, please take the survey along w1th an

fif and a sealable envelope. Please read the iff
before you start taking the survey. And please once you have completed the
survey, put it back in the envelope and seal it.

Thank you very much

[Okia. State Univ.,
IRB

Approved
Expires
RB# £PLE2Y
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Note: The Arabic is a typed form of the exact words as written by partisipEme
translation is done by the researcher.

o oY) (3l (8 addail) ~Sal A jad) ) jaliall g dUaall ae (5855 Ja 2]
2.1 Do you agree with the reform demands and initiatives?

Sample 1: Agree with the reform initiatives:

1 Aal) o pad ()

e Jal Gals jclall 138 3 L Jumil 5 (o 81 alld (e asall (e 330 0 e (il Al Ui lie cala Lo
3 Ula (S Ll Tasa s (IS sl Ja) s dn 50 Y Tadl s i 5 (ilaall @l gl e 138 (pe el

Cunyo i g sl agn o8 iy al) ) a0 A1) 4S8 5 el ey aland (e ] oy Laa cansl o il
it s il Camntl) e Tamy b sl Blad) 3 oy 8l (pauilia Ul 4lsi) (allla o3 5 jemal) = 55 ()
granss 0l (s ) g g sf () pme My el J g CSBAY) Lail 4l g GO Y it Ay oyl
el 5 3 Al (553 Aladly

Translation:

Since our education is bad (word for word = our curriculum is negative), it is not a bad
idea to borrow from the Western creativity because they are stramdjeetier than us in
this domain. Nothing is more evident of this than the situation we are living. Batause
the reality, we have no other option. Had we had another option, we would not have been
like this.

The West are better than what they (suspicious people) say. The truth that tba\West
demands reveals is that they love doing good and spreading it so we can cope with th
contemporary advances in science and technology and become strong competitors
without resorting to religious extremism. Religion remains a matter sbpal freedom
undisputed, the dispute is about science. The Prophet (PBUH) made it cleargloat reli
does not prevent giving credit to those who are better in expertise and knowledge.

Phrases to be coded:
- Education need reform

- Trust in the West (The West is better)

Sample 2: Agree with the reform initiatives:

A Glaud aad
13a ol Gaal) T 38Y) G50 g g el 138 asd agh lide 4y jlaall g dial) A s allall 130 (g 6 Ja WY
() sl e i) gl BN e el ol A 5 A pal) AN Congliasy (g puiall
Yes: because we are part of this world and its religious and civilized valedsaV¥ to
understand the intentions of these projects without falling to the preconceived notions
that they are targeting the Arab and Muslim nations or conspiring agaamstds
pushing to normalize with Israel.
Phrases to be coded:
- Trusting the West
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Sample 3: Against the Initiatives

sl Gl Y (@
DALl Ll g o 58 aniall Lgila g yhay iy 1S 5Y Jaee 5 qoalas i ey 55l alaad) o3 s oY
No because: All these initiatives want to prepare a generation of traitonseoca or
submissive, a generation that accepts American biased positions anthégamiony.
Phrases to be coded:
- Suspicion about the intentions of the initiatives

Sample 4: Against the Initiatives

sl Gl Y (@
Olad LS 4 o Calaa ¥ oY
No because: the intentions are not as pure as they are announced.
Phrases to be coded:
- Suspicion of the intentions

Sample 5: Against the Initiatives

sl Gl Y (@
Canll g 2 pall aainall Cils ala g Calaal s clala iy ARl e 3 () aay 230D 5 jalial) Y
A laall W e yuat g Al sall Al 5 Liilaaina 5 W g JA) Cangs g8 a% e JS A 2l Jsall slaa) 3 55 pally
A adl ldadl) la J1sa¥) JS s Liilains dgaii s =Dl 3 )5 pually Gl g Adland 1 & jall 2l i
CUA:\L\:\JJ'EQQ\ il g (ah;ﬁ&:ﬂ\ uﬂ:\j})dSu\ }\@J\&A,dkh\.yd\ﬁé;uss& qul?:&:d\ C).sa\f
Zokal
No because: initiatives for reform must come from inside and be responsive to the needs
goals and aspirations of the Arab societies not to those of the Western coutitties. A
is happening now aims at getting our countries to the maze of globalization,nchangi
cultural identity, spreading the Western capitalist values, not necesséuilsning or
developing our societies. In any case, the Western demands for reformiry catian
is a “good word for bad cause” (Arabic Idiom), although | confirm that not only
education, but all aspects of our life needs reform.
Phrases to be coded:
- Suspicion of the intentions of the West

- Reform must come from within
- Colonial purposes (hegemony)
- Western programs not compatible with our culture

Sample 6: Have a different Opinion

‘ ‘ sl ) A (&
il gadl a3l 8 (JUlaY) Galy ) JakY) L s (daladl o sall) alad) Ay daletiall agaalio o yai ()
35as (m pdle W alall G ploe 2a gy e 4 S Le S5 L Y 3ol (5l aliall (o & s 5 43 540
adal) Bldl e Tawms daadie by (el
| have a different Opinion: We can try their curriculum that is relevant tcctbetsic
subjects and early childhood education, and we promote the positive aspects of Islam and
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leave out from the curriculum any items that offend any other religion, atgnee, and
dedicate schools only for education. There could be religious schools but away from the
mainstream educational system.
Phrases to be coded:

- We need to reform our education

- The West has strong systems.

- Only scientific and academic influence from the West

Sample 7: Have a different Opinion

sl o) A (o
ralall G dihidl sl mllaal dolacial Lail 5 4 ) haill dga g e G (S5 20Vl s s 5
Al V) il sad) (e Bl LSy s (Bllae yod W g (Bllae 5 Cand sl ~ 30l el B o0 Jiinall
Lot dplud) )
| have a different opinion: I think reform is a must but not from a Western point of view.
It needs to respond to the interests of the people in the region, current and futurs.interes
The Western calls for education reform are not utterly evil or uttexdg.gwWe can
benefit from the positive aspects and reject the negative ones.
Phrases to be coded:
- Reform is needed but according to our needs not Western agenda

- We can use reform initiatives.

Sample 8: Have a different Opinion

slida sy (<
Gl 4 jlianl) LA ¢ sagdy (Al G sl Gaalidall (e 3alELYL Ay ) G el Glaeal & 58 o 5 )
S 138 5 qand) Ll any 4 s &l alae ) Jgemn sl o 531 G55l slale qn ) g i g (Cppalusall
La Lats
| have a different opinion: | think those who launch the Western initiatives need to
benefit from the Western specialists who understand the cultural background of Arabs
and Muslims and open dialogues with the Middle Eastern scholars and Clerics in order to
formulate developmental initiatives that are receive consensus in tba eegl will be
easy to implement.
Phrases to be coded:
- Cultural sensitivity

- We can work together

Sample 9: Have a different Opinion

‘ ; sdlida i) (A (o
AEY Ly 8 Jand Al sl S 13) Ll @l 8 s D18 daladl ) jall WL oy shaill (S )
Ulneg s aiall (538 5 Aakaiall JOlia) oo Calaa¥) Y Call 5 2 agilaladl 5 agallas ae ity Loy dall
VTR PE WP E RO
| have a different opinion: If the reforms are to be in the scientific domaind| lite ok.
But if their purposes are to change our cultural and religious identities intoriitethem
with their interests and ideologies, then no and a thousanghresé used for emphakis
The goals are to colonize the region, to spoil the faith, and to marginalize thenérab a
Muslim character.
Phrases to be coded:
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Suspicion of the intentions

We can work together on science
Colonization

Targeting the religion
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Following is a list of the items used to compute a religious index scorecior ea
participant.

A) From Part Il in the survey
Basing important life decisions on religious teachings (From Part INeo$arvey).

3-2) When you consider what a suitable spouse is for your son, daughter, brother,
sister would you say that each of the following is very important, somewpattant, or
not important?

Characteristics Not Very Somewhat A little
important Important Important Important

1. S/he doesn’t 1 2 3 4

pray

2. S/he doesn’'t fast 1 2 3 4

B) From Part IV in the survey:
[tem in the survey Response Score on personal
religiosity index

2. Reading the Quran:

How often do you read the 6. Everyday or almost everyday 5
Quran? 7. Several times a week 4
8. Sometimes 3
9. Rarely 2
10.Never or almost never 1
3. Performing the daily prayers: ]
Do you pray the five 4. Yes, always 3
prayers? 5. Sometimes 2
6. No 1

4. Considering self as religious:

In general, would you 4. Religious 3
describe yourself as: 5. Somewhat religious 2
6. Not religious 1

Score of personal religiosity = the sum of scoresmi@ach of the five
items.
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Support for political Islam was measured by a composite score from theifg)low
statements in Part Il in the survey:

Support for political Islam

Statement Strongly Disagree Agree Strongly
Disagree Agree
1. Men of religion should not influence how people 4 3 2 1
vote in elections
2. It would be better for my country if more people 1 2 3 4
with strong religious beliefs held public office
3. Men of religion should have no influence over the 4 3 2 1
decisions of government
4. Religious practice is a private matter and shoulc 4 3 2 1
separated from socio-political life
5. The government and parliament should make laws 4 3 2 1
according to the wishes of the people
6. The government should implement only the laws of 1 2 3 4
theShari'a

The original scores in items 1, 3, 4, 5 were reversed using SPSS because the higher
scores had to reflect stronger support for political religiosity. The thloleeashows the
actual scores used for computing the index (after reversing).

Political Religiosity score = the sum of scores amach of the items above
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