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NAGWA MEGAHED

1. EDUCATION AMIDST CONFLICT IN EGYPT

Dialectics of Policy and Practice

INTRODUCTION

Understanding the current state of education in a given society requires in-depth
analyses of the discourses and actions of different actors at local and global levels.
The theme of the 2016 World Congress of Comparative Education Societies
(WCCES), “Dialectics of Education: Comparative Perspectives,” held from
22nd to 26th August, 2016 in Beijing, China, offered a global platform to present
contemporary issues pertaining to educational theories, policies, and practices. The
chapters of this book were presented at two panels during the 2016 WCCES, then
were further developed, reviewed, and finalized in preparation for publication. The
book tackles the roles of different actors, including stakeholders and governmental,
non-governmental and intergovernmental organizations, in maintaining or changing
the status quo of education and society during the time of conflict, social unrest and
political transition in Egypt.

Aligning with the call for ethnographic research and case studies in the field of
comparative and international education that examine teaching and learning in local
contexts and produces indigenous knowledge that goes beyond the Eurocentric
analysis and descriptive comparison between nation-states (see Mesemann, 1982;
Crossley & Vulliamy, 1984; Phillips & Schweisfurth, 2009; Bray, Adamson, &
Mason, 2014; Epstein, 2016), this book focuses on education in Egypt during the
time of the revolution as perceived by university students, youth activists, educational
professionals, government officials and civil society organizations. Its chapters
reveal the tension, contradiction and/or coherence among different players as related
to their respective role in education for civic engagement, national identity, global
citizenship, peace-building, teacher professional development, and women’s and
students’ empowerment. The book illustrates the dialectics of education in conflict
by articulating diverse meanings and perspectives given by Egyptian stakeholders
when describing their actions and reality(ies) during the time of the revolution and
its aftermath.

Since the January 25th, 2011 revolution, Egyptians experienced and engaged in
a daily debate. Controversially, some argued that the conflict and revolts in Egypt,
and the Arab region, were neither coincidental, nor the result of a “domino effect”

N. Megahed (Ed.), Education during the Time of the Revolution in Egypt, 1-8.
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of collective actions by oppressed people against autocratic regimes. Rather, these
revolts were the result of mobilization efforts made over decades by several activist
groups, as well as national and international non-governmental organizations.
Contrary to this view, others claim that despite the rapid economic growth of Egypt
in the 2000s, there was a wide gap in the distribution of wealth and economic
return, which left the majority of Egyptians suffering from poverty and high rate
of unemployment, especially among youth. This, combined with three decades of
autocratic governance under Mubarak’s regime, provoked the January 25th, 2011
revolution. The latter argument is supported by the chanting of the revolution for
“bread, freedom and social justice.” Obviously, while national and international
economic and political dynamics dominated the daily debate, education remains the
forgotten arena amidst conflict. This readdresses Davies’ (2009) inquiry concerning
the complexity of education and conflict and questioning the stand of education
in conflict. Davies (2005, 2009) emphasizes the need for further examination of
education to be undertaken and contextualized in local communities during the
time of turmoil and social chaos. With the exacerbation of conflict between militant
extremists and modern states in the region, and most recently in many European
countries, it became more important than ever before to understand the dialectics of
education in conflict in different local contexts, starting in this book by the Egyptian
context.

CONTEXTUALIZATION

Egypt is the largest country in the North Africa and Middle East region in terms of its
population. In 2017, the total population reached more than 92 million (92,128,271),
with 49 per cent females and 57.2 per cent located in rural areas. Children and
youth in the school-age (5-24) represents 39.9 per cent, plus 11.3 per cent aged
0—4. This makes 51.2 per cent of the population in the age of pre-K-12 and higher
education (CAPMAS, 2017, pp. 4-6). This marks Egypt as a home to one of the
largest populations of school-aged children and youth in the world, with a high
annual population growth rate of 2.1 per cent. From a human capital perspective,
this constitutes a challenge and opportunity for the nations’ development, yet
unemployment rate in the first quarter of 2017 was estimated at 12 per cent
(CAPMAS, 2017).

Educational services are offered by public and private providers though the public
education sector remains the main provider that serves the majority of the population.
In the school year 2015-2016, for the pre-K to 12 education, there were a total of
44,787 public schools with a total enrollment of 17,990,836 students versus a total
of 7,235 private schools enroll a total of 1,938,751 students. In higher education,
there were 24 public universities with 1,835,015 enrolled students comparing to 19
private universities enrolling a total of 111,602, as shown in Table 1 (CAPMAS,
2017, pp. 116-129).
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Table 1. Egyptian public and private education, school year 2015-2016

Sector No. Institutions Enrollment
Pre-K-12 Public 44,787 17,990,836

Private 7,235 1,938,751
Higher Education Public 24 1,835,015

Private 19 111,602

Source: CAPMAS (2017, pp. 116—129)

The high demand for educational services in Egypt created a public pressure
for improving the quality of learning and teaching and expanding educational
opportunities. Thus, since the 1990s till the present, education has been declared
as a national priority. During the 1990s, several educational reform projects and
initiatives were undertaken and partially or fully funded by international bilateral
and multilateral organizations (i.e., the World Bank, the European Union, and the
United States Agency for International Development). Examples of these reforms
included Basic Education Improvement Project, Secondary Education Enhancement
Project and Education Reform Program. These state-led reforms aimed at
improving opportunities and access to basic education, enhancing the quality
of education (focusing on teacher professional development, use of technology,
and school quality assurance and accreditation), and establishing a supportive,
decentralized system for continuous quality improvement. In addition, attention
were given to community education including, community schools, supported by
UNICEEF since 1992, and girls’ friendly schools (Ministry of Education, 2014).
Similarly, in higher education, attention was given to enhancing its quality and
relevance to the labor market. In the 2000s, the Ministry of Higher Education with
support from the World Bank embarked on a major Higher Education Enhancement
Project that tackles different areas such as quality assurance, faculty and leadership
development, and information and communication technology (Ministry of Higher
Education, 2010).

In 2003, the document of national education standards was released, followed by
the establishment of the National Authority for Quality Assurance and Accreditation
in Education and the founding of the Professional Academy for Teachers. All these
national bodies have functioned in parallel to the Ministry of Education and its
equivalent entities for quality assurance and in-service training, already existed at
different levels of the system (the state, province, district, and school levels). The
situation in higher education was not much different. Although public universities
maintain a level of autonomy, they were all obliged to establish units and centers for
quality assurance and accreditation as well as for faculty and leadership development.
On the one hand, these reform initiatives have duplicated the arms of the state and
strengthened its control over professionals. On the other hand, they resulted in the
intensification of duties of teachers and other educators who felt burdened by many
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additional administrative tasks and requirements. In the meantime, the persistence
of problems such as a high-stake exam system, widely spread practice of private
tutoring, low educational quality, and high unemployment rate among youth —
reached 30 per cent in 2008 (Megahed & Lack, 2011, p. 414) — increased the level of
dissatisfaction among educators, parents, students and other stakeholders.

A brief portray of educational and socioeconomic statistics reveals the
continuation of serious problems, such as school drop-out, illiteracy, inequality and
poverty in Egypt in 2011. According to the Ministry of Education (2014), “the state
has been able to absorb more than 90 per cent of the population at the age of basic
education [grades 1 —9]” (p. 7). Yet, in 2011, the drop-out rate estimated an average
of 6 per cent, with higher rate than average in 14 out of Egypt’s 27 governorates
(provinces). The illiteracy rate reached 28 per cent in the age group 15-35, totaling
17 million people, and 40 per cent in the age group of 15+ (34 million people). It
is worth noting that two-thirds of the latter group were female illiterates and about
64 per cent of all illiterate people were in rural areas (Ministry of Education, 2014,
p. 9). In addition, a high level of poverty (equivalent to two dollars a day), especially
in rural areas continues to be a major challenge. The rate of poverty among children
under the age 15 is reported to be 23 per cent and among youth-aged 15—19 is 28 per
cent. Poverty is concentrated in rural than urban areas with 30 per cent versus 12.16
per cent, respectively (Ministry of Education, 2014, p. 10).

By filling the gap of the state’s social and educational services, Islamist
groups, mainly the Muslim Brotherhood, gained popularity in local communities,
especially in rural and remote areas. It is well known that the conflict between
the Muslim Brotherhood and the Egyptian state is dated back to the time of 1952
revolution, when the Brotherhood opposed Nasser’s (the president of Egypt,
1952-1970) socialist approach of nation-state building. This longstanding conflict
included phases of conciliation and confrontation during the presidency of Sadat
(1970-1981) and Mubarak (1981-2011) (see Ginsburg & Megahed, 2002;
Megahed, 2015). Thus expectedly, following the January 25th, 2011 revolution, the
two main political forces prevailed were the Egyptian Armed Forces, representing
the Egyptian state, and the Muslim Brotherhood. During the Brotherhood’s one-
year rule in Egypt in 2012, several confrontations took place between the Islamist
government and political activists who called for liberal democracy and social
justice. Several protests broke out and a movement, known as “Tamarud” (the
Rebel Movement), against the Brotherhood’s rule was initiated by young Egyptian
men and women. The Tamarud movement quickly gained popularity and led to
the uprising of June 30th, 2013 which ended the Brotherhood’s rule. The support
of this uprising by the Egyptian Armed Forces caused global controversy, yet it
was celebrated nationally. Clashes, confrontations and violent actions took place
in Egypt during the aftermath of June 30th, 2013 (Megahed, 2015). Nonetheless,
in 2014 the Egyptian constitution was amended and two elections for the people
assembly (parliament) and for the state presidency took place. Nowadays,
Egyptians are heading toward a new presidency election to take place in 2018

4
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while gaining the support of regional and global communities in “eliminating
terrorism” and countering extremism.

In this national context, all chapters of this book were developed. The chapters
are based on original research and fieldwork conducted in Egypt from 2012 to 2015.
During these years and in anticipation of this book, I supervised and supported the
work of many dedicated graduate students, research fellows, and visiting scholars at
the American University in Cairo, some of whom I worked closely with throughout
the development of their research and the refinement of their work, to the finalization
of their included chapters. The authors of the book chapters investigate the discourses
and actions of diverse groups during the time of revolts and uprisings, illustrating
the dialectics of citizenship education, peace-building, global citizenship, women’s
empowerment, teacher professional development, and educational quality.

DIALECTICS OF CITIZENSHIP EDUCATION AND YOUTH
MOVEMENT FOR PEACE-BUILDING

The dialectics and policy discourses of citizenship education, youth movement and
peacebuilding are examined in three chapters. In Chapter 2, Jason Dorio employs
critical pedagogy to connect participatory citizenship and citizenship education in
the context of the Egyptian revolution. Illustrating this “historical moment in Egypt,”
Dorio presents an overview of the revolutionary Egypt, starting from January 25,
2011, through the 18th days of demonstrations and uprisings, to the aftermath of
political change and unrest during the past five years (2011-2016). Dorio claims
that “revolutionary transitions, such as the January 25th Egyptian Revolution, can be
a critical pedagogical workshop where citizens engage with new forms of political
intervention and resistance, critically reflecting upon consciousness-raising events,
and experimenting with relationships between agency and power.” In support of
his claim, Dorio discusses participatory citizenship and citizenship education
in Egypt and relays on qualitative data with in-depth interviews conducted with
Egyptian university students during the 2014-2015 academic year. Dorio focuses
on the narratives and perceptions of two university graduate student-instructors that
reveal their perceived realities prior to, during, and post the revolution. His chapter
demonstrates the characteristics of critical pedagogical workshops in the time and
space of the January 25th Egyptian Revolution and subsequent events and concludes
by implications of participatory citizenship(s) for universities in Egypt.

In Chapter 3, Shereen Aly focuses on a youth movement, known as “Selmiyah”
(peaceful or in-peace) to articulate the actions and perspectives of Egyptian youth
in promoting peace in local communities. Aly argues that throughout the period of
conflict in Egypt since 2011, “it became clear that the Egyptian society is not as
tolerant as it would like to be, there is still discrimination against religion, ethnicities,
social classes, and political ideologies, etc. There has been a dire need to create a
culture of tolerance, acceptance and co-existence that emerged and become obvious in
the Egyptian scene.” Aly questions the role of education in the Egyptian community;
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“what are Egyptians educating for and can peace education be a viable solution?”” She
focuses her analysis on peace education, with attention given to a group of youth-led
initiatives and organizations who in 2012 created a movement called “Selmiyah.” She
employs a qualitative approach where in-depth interviews and participant-observation
were conducted with this group of youth activists. Her chapter clarifies the motivation
and drives for this group of Egyptian youth to focus on peace education. Moreover,
she explains the structure of their initiatives and whether they fit within lan Harris
(2007) categorization and model of peace education. Aly’s chapter discusses the
dynamic of creating a collective movement, and how this has affected the initiatives
of peace education during the period of transition in Egypt.

While Jason Dorio and Shereen Aly focus on the dialectics and discourses of
university students and youth activists, Soha Aly analyzes the state discourse
as presented in the national textbooks of citizenship education. In Chapter 4,
she presents a critical content analysis of six textbooks issued by the Ministry of
Education and taught in public secondary schools during the school-years 20112012
through 2014-2015. Her content analysis tracks the extent to which the concepts and
principles of citizenship education influenced by political unrest and conflict during
the examined period. In other words, she explores to what extent have the curricula of
citizenship education changed in terms of the type of citizen to be constructed among
Egyptian youth. Soha Aly’s chapter reveals how far did the political regime, after the
January 25th revolution, influence the content of citizenship education in national
curriculum in order to accommodate the revolutionary status among Egyptian youth
who seek change for better political, social, and economic conditions.

DIALECTICS OF EDUCATION FOR GLOBAL CITIZENSHIP
AND WOMEN’S EMPOWERMENT

The dialectics of education for global citizenship and women’s empowerment in the
Egyptian context are presented in Chapters 5 and 6. Shaimaa Awad conducts a case
study that focuses on the experience of a civil society organization in implementing
a character building program for Egyptian children during the time of uprising and
conflict. The program intends to contribute to the state’s efforts for restoring social
cohesion and promoting global values of citizenship. Awad employs a qualitative
approach, using a survey with open-ended questions and semi-structured interviews,
along with observation of the program implementation. Awad’s chapter reveals
the extent to which the civil society organization examined in this case study and
its education program supports school and community in building well-rounded
Egyptian characters who possess moral values and manifest those values in their
relationships with others during a challenging time of conflict and unrest.

In Chapter 6, Ola Hosny gives attention to young women in rural, poor areas in
Egypt. She examines some education development projects undertaken in the post-
2011 revolution, and explores the perceived impact of these projects on young rural
women. She focuses on three developmental projects implemented in the south of
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Egypt (known as Upper Egypt governorates). Qualitative and quantitative data were
collected from a group of young women who participated in these projects. Hosny’s
fieldwork also included interviews with project staff, parents, and community
leaders to better understand the local community and the impact of its culture on
women. Hosny’s chapter identifies socio-cultural factors that enabled or hindered
the potential impact of developmental projects on young rural women, the most
deprived segment of the population in Egypt.

DIALECTICS OF TEACHER PROFESSIONAL DEVELOPMENT
AND EDUCATIONAL QUALITY

Focusing on school teachers, Amira Abdou examines school-based teacher professional
development, which has been promoted as part of the state’s reform initiative prior
to and post- the 2011 revolution. In Chapter 7, Abdou analyzes the Egyptian policy
discourse for school-based teacher professional development, then explores the extent
to which this approach has been implemented in Egyptian public schools and how
it has been perceived by teachers. Conducting fieldwork in an urban public school
that includes primary and secondary education levels, Abdou’s chapter identifies the
gap between educational policy discourse and practice, highlighting problems and
challenges confronting teachers and affecting educational quality at school level.

At the level of higher education, Sara Taraman explores university students’
perceptions of the quality of education and whether there was any major improvement
or change occurred after the January 25th revolution. Conducted her fieldwork in
one of the public universities located in a remote area in Egypt, Taraman presents
the university students’ perspectives on educational quality, in terms of institutional
facilities/infrastructure; organizational culture, especially in relation to students’
freedom of speech; teaching and learning experience; and education for career
pursuit and community service. Her research has been conducted in four university
colleges, representing students in sciences and humanities majors. Taraman’s chapter
demonstrates the continuation of students’ dissatisfaction in the post-revolution
Egypt and clarifies the urgent need for genuine reform that would improve the
quality of higher education for students in remote areas.
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PART I

DIALECTICS OF CITIZENSHIP EDUCATION AND
YOUTH MOVEMENT FOR PEACEBUILDING



JASON NUNZIO DORIO

2. THE REVOLUTION AS A CRITICAL
PEDAGOGICAL WORKSHOP

Perceptions of University Students Reimagining
Participatory Citizenship(s) in Egypt

INTRODUCTION

The January 25, 2011 Egyptian Revolution was driven, to a large extent, by the
indignation and democratic aspirations of a broad-based coalition of Egyptian
people. The chants of “Aish, Horreya, Adala Egtema’eya” (Bread, Freedom,
and Social Justice) embodied the pursuit for an Egypt that is governed in a more
equitable manner, demanding greater dignity and opportunities for Egyptian citizens
to civically, politically, and economically participate in the future development of
their country. However, subsequent instability and a second Revolution on Jun 30th,
2013 (some refer to it as a popular coup) have revealed contention surrounding
emerging models, concepts, and policies of citizenship and the future role of the
Egyptian state. Yet, the current turmoil does not reflect a cultural inaptitude towards
democracy, but rather a long and complex road toward reimagining Egyptian models
of participatory citizenship.

With over one-third of the Egyptian population under the age of 30 (UNHDR,
2010), Egyptian youth are playing a significant role in forging new definitions of
Egyptian citizenship through alternative civic and political engagement and social
spaces (British Council, 2013; Herrera, 2014; Laiq, 2013). As the precarious and
dynamic political transition in Egypt materializes and Egyptian youth seriously
consider the kind of state they want and their relationships to said state as well as to
their fellow citizens, a spill over into the fundamental institutions of the Egyptian
state, most notably Egyptian universities, has resulted from this debate.

Intertwined within the unsettled role of the Egyptian state, Egyptian universities
provide a vital site for qualitatively exploring experiences of university students and
educators as they navigate the hopefulness as well as challenges of participatory
citizenship during the current historical moment in Egypt. Through the lens of
participatory citizenship and citizenship education, my research is situated within
the contentious struggle to redefine citizenship during the current revolutionary era
in Egypt. The broad focus of this research is concerned with the experiences of
university students, particularly emphasizing meanings of participatory citizenship
and citizenship education, situated within the context of the January 25th Egyptian

N. Megahed (Ed.), Education during the Time of the Revolution in Egypt, 11-36.
© 2017 Sense Publishers. All rights reserved.
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Revolution and the subsequent socio-political transitions. Moreover, this chapter is
grounded in the notion that revolutionary change can provide a process of learning.
Paulo Freire (1996) argues, “Citizenship is a social invention that demands a
certain political knowledge, a knowledge born of the struggle for and reflection on
citizenship. The struggle for citizenship generates a knowledge indispensable for its
invention” (p. 113). When learning is considered outside of the classroom and into
everyday life, it provides the basis for understanding how revolutionary processes,
and social and political movements can be a moral and political education that teaches
and shapes (as well as being shaped by) the way people think and act as citizens and
strive for active citizenship. I maintain that revolutionary transitions, such as the
January 25th Egyptian Revolution, can be a critical pedagogical workshop where
citizens engage with new forms of political intervention and resistance, critically
reflecting upon consciousness-raising events, and experimenting with relationships
between agency and power. In the context of revolutionary processes, “critical
pedagogy would take on the task of regenerating both sense of social and political
agency and a critical subversion of dominant power itself” (Giroux, 2004, p. 33).

It is from the premise of the January 25 Revolution as a critical pedagogical
workshop that I ask the question, to what extent has the experiences of the January
25th Egyptian Revolution and subsequent socio-political events impacted the
perceptions and actions of participatory citizenship for university students and
educators in Egypt? To address this question, I focus on the experiential perceptions
and narratives of two university graduate student-instructors struggling to engage
their reimagined visions of citizenship as they navigate spaces of teaching and
learning within the university as well as within the broader Egyptian society.
Participants learn what it means to be a citizen from various sources and how to
practice those ideas in multiple spaces. Moreover, the Revolution and subsequent
socio-political events, in combination with other influences, have significantly
impacted the perceptions of participatory citizenship for participants. Although,
participants currently face a number of challenges to participatory citizenship in
Egypt, I conclude that the Revolution and subsequent socio-political developments
are critical pedagogical workshops for participatory citizenship, fostering, and
reinforcing senses of belonging, awareness, and duties of participation in various
forms as an Egyptian citizen.

BRIEF BACKGROUND: THE HISTORICAL MOMENT IN EGYPT

In January 25, 2011 it took only 18 days, for a broad-based coalition of pro-
democracy demonstrations and strikes to significantly challenge the authoritarian
regime; ousting the long-term President Hosni Mubarak on February 11, 2011.
The political system under Mubarak was dominated by the military, maintained an
extensive security service, and established a one-party rule, based upon an economy
driven by crony capitalism (Mitchell, 1999). The national unity and optimism
towards social justice and democracy that generally characterized the Egyptian

12
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Revolution and was epitomized by mass demonstrations in the streets and squares
such as Midan al-Tahrir (Tahrir Square) has now been replaced with a great social
rift torn by political and ideological divisiveness, social breakdown, and bouts of
violence over the emerging models and concepts of Egyptian citizenship and the
future identity of the Egyptian state.

Over the past five years (2011-2016), Egypt has been governed by four different
political leaders, two of whom have been democratically elected, and witnessed a
second mass uprisinginJune 2013 thatled to the ousting of Egypt’s first democratically
elected President, Mohamed Morsi. Additionally, Egyptians are suffering from voter
fatigue having been called to polls to vote for three constitutional referendums (The
ratification of two new constitutions occurred in 2012 and again in 2014), for three
houses of parliament and for two presidents. Thus, Egyptians have had a total of
eight elections, with multiple phases and runoffs.! There have also been a number
of deadly clashes between police and protesters, state repression against freedoms of
assembly and speech for secular, Islamist, and youth activists alike, which has been
met with occasional tactics of bombings, kidnappings, and assassinations by some
violent oppositional groups. Additionally, in Northern Sinai and on the border with
Libya, the Egyptian military has led campaigns against militants as well as strikes
against Daesh (the Islamic State) and other terrorist organizations in Syria, Iraq, and
Yemen. Moreover, the social and political instability has also drastically contributed
to a flailing economy and significantly impacted the vital tourist industry.

Even though the recently ratified 2014 constitution mandates the new Egyptian
state to be formed as a “democratic republic based on citizenship and the rule of law,”
the extent, practices, and implementation of citizenship is yet to be determined.?
Brown et al. (2013) argue, the Egyptian state is currently in a “process of redefining
itself,” as the competition for the authority of state between the economically
powerful military, Islamist groups, bureaucracy, an entrenched set of patronage
networks established by the National Democratic Party, and the protesters is still
unresolved (p. 224). As a result, the current political transition in Egypt provides
a unique historical opportunity for analyzing how Egypt’s political and civic
participation will transform under a new state.

WHY CITIZENSHIP?

The euphoria mixed with instability and uncertainty that characterizes the so-called
Arab Spring began in Tunisia in December 2010 and was soon followed by a wave
of popular protests and revolts in the majority of Arab League states.> Consequently,
against this seeming rise in political and civic participation in the Arab world, a
renewed interest into questions of what does it mean to be a citizen, and how can—
and how do—people exercise their rights as citizens are defining political, social,
and intellectual discourse within the current era of the Arab uprisings. For instance,
a recent quantitative study focusing on political participation in Egypt concluded,
“The revolution of January, 2011 has changed the concept of political participation
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in Egypt and encouraged people to take part at both formal and informal levels.
Whilst the former still enjoys greater levels of support than the latter, it is important
to note that just as concepts and means of political participation evolve over time
so can citizens’ perceptions of them” (Refaei, 2015, p. 21). Furthermore, there have
been many recent conferences dedicated to the topic of citizenship held throughout
the Arab world. Additionally, citizenship pertaining to various areas such as the
nature of the Egyptian state, youth participation and education is mandated within
2014 Egyptian Constitution. Furthermore, the Egyptian government has featured
the rather ambiguous term of “citizens happiness” as one of four main goals within
its 2030 development agenda entitled Sustainable Development Strategy: Egypt’s
Vision 2030 launched in March 2015 during the Egypt Economic Development
Conference in Sharm al-Sheikh.* Thus, these examples are but few illustrations
of the growing demand to develop deeper insight into the theories, realities, and
struggles of citizenship within Arab states in general, and within Egypt specifically.
But, what is citizenship?

An insightful analogy provided by Parolin (2009) describes citizenship “as an
ellipsoid, its main intersection points can be expressed in terms of membership,
rights, participation or status, variously considered from the legal, philosophical,
political or sociological planes. When the models of each focus change, the entire
figure reshapes” (p. 19). This quote underscores the complexities of analyzing
citizenship, and highlights the fact that from Ancient Greek philosophers to present
day scholars, politicians, and ordinary citizens, many have debated, negotiated, and
fought over the multifaceted and contested terrain of citizenship.

Citizenship generally contains the three elements comprised of membership,
rights, and participation within the nation-state (Bellamy, 2008). Simply stated,
“citizenship, at least theoretically, confers membership, identity, values, and rights of
participation and assumes a body of common political knowledge” (Knight Abowitz
& Harnish, 2006, p. 653). Membership in a political community is concerned with
identity and who is a citizen, conferring membership in a polity, while excluding
those who are not members (various means of exclusions of citizenship have been
based upon ethnicity, gender, levels of property ownership, and education, etc.).
Associated with membership in the polity are those who receive collective benefits
and rights. These rights are based upon negotiated standards of decency and civic
virtues that regulate social relations, and provide the ability for individuals to
make claims against others, including governments, when rights are abused. The
duty to uphold as well as expand citizenship rights is related to participation in a
community’s political, economic, and social processes. Participation is connected
with multiple forms of social and political agency. In addition to these three elements,
citizenship can also be distinguished as a form of knowledge. From this perspective,
citizenship education, as a form of citizenship knowledge and development, can
pertain to a formal as well as informal educational endeavors intended to bestow
civic and political knowledge, skills, and virtues necessary to transform youth into
informed, responsible, and participatory citizens (Torres, 1998). Therefore, the four
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elements of citizenship above are connected to the range of problems linked to the
relationships between citizens and the state (the social contract), and among citizens
themselves. I argue that citizenship should be understood as a social practice and
knowledge that extends beyond legal and social norms. Citizenship therefore arises
out of social struggle (Turner, 1990). Moreover, citizenship should be viewed as an
unfinished project; a continual struggle that people strive for and that every generation
must renegotiate and reimage its meanings. This study will focus specifically on
two elements of citizenship: participatory citizenship and citizenship education in
Egypt. Thus, during times of tremendous political and social transition, such as that
occurring in Egypt, participatory citizenship and citizenship education, to a varying
extent, get redefined and renegotiated to either accommodate or suppress emerging
actors within a renewed political system.

Participatory Citizenship in Egypt

Participatory citizenship is based upon the theory that in democratic societies political
and civic participation is a duty and responsibility needed to foster the preservation
of membership and rights of citizens. Participation is a citizen’s involvement in civic
and political life, ranging form formal and informal forms and spaces, including
voting, standing for office, volunteering, and public discussions. Participatory
citizenship can also be the basis for agency on which people build their rights to seek
justice and to demand active participation within their societies, assuming greater
civic and political participation and increased awareness of the social, political, and
economic issues facing local and national communities. Turner (1990) describes the
notion of ‘active and passive citizenry’ and the importance of ‘struggle’, arguing
particular social struggles are a driver of citizenship, naming this ‘citizenship from
below.” In this way, social movement theory and citizenship rights and participation
are linked, and the oscillations between ‘passive’ and ‘active’, ‘demobilization” and
‘mobilization,” and ‘depoliticization’ and ‘politicization’ make for dynamic models
of participation (Meijer, 2014).

The right to participate, in all of its various forms, has been increasingly
endorsed and promoted through global and regional institutions and has—at least
theoretically—became a global norm.> However, as Parolin (2009) reminds us,
“exploring citizenship in the Arab world requires first a disentanglement from all
those ideas, images and suggestions that have settled into the concept in the course
of European political thought” (p. 25). The extent, processes, and stakeholders
of participatory citizenship are relative to particular individuals and structural
challenges. Resources, the nature of the political system, and citizenship education,
and skills can all influence the form and intensity of civic engagement and political
participation.

In Egypt, prior to the Revolution, political rights and civil liberties® have
been deeply defined and controlled by the state apparatus, limiting the extent of
participation of its citizens. Within the Egyptian context, Refaei (2015) states, “one
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must bear in mind the overall low levels of political awareness and participation and
limited means available for citizens to engage informally in the political process or
influence government decision-making. In a society where voices of dissent have
rarely been tolerated, it is interesting to note that dissenting views are often only
associated with informal means of political engagement, whereas in some other
countries formal channels serve the same purpose” (pp. 5-6).

Yet, from another perspective, the civic and political participation that occur
outside the formal channels sanctioned by the Egyptian state is of considerable
importance. For example, Alhamad (2008) argues that in Egypt, “political
participation goes beyond the formal realm and that the subtle, seemingly non-
political actions by citizens carry considerable political meaning. Such participation
often takes place through loosely based, informal vehicles, many of which serve
multiple purposes—social, political, occupational—and are often indigenous to the
region” (p. 36). Bayat (2010), for instance, examines agency and participation of
the subaltern’ in Egypt, and how through everyday acts of defiance and the “art of
presence,” citizens are redefining participation. In addition, conducting research on
youth participation and civic engagement in North Africa, researchers from UNICEF
(2011) identify youth participation ranging from participating in family and school,
to participation within the public arena (community, national, and emergencies).
Therefore, since the type of state cannot guarantee or predict all the particular forms
and spaces of participatory citizenship, this research is guided by a more nuanced
understanding of participation in Egypt.

Consequently, within the realities of the changing Egyptian state, participation in
Egypt can include, but is not limited to, voting, community service and participation
in civil society groups, actively participating in the wellbeing of family members,
individual activism, and participation in social movements. A broad-view of
participatory citizenship in Egypt is needed in order to reveal the potential range of
local interpretations of participation. Therefore, participatory citizenship exists on a
continuum of participation, from those formal participation policies authorized and
taught by the Egyptian state, to more alternative modes of participation that seek to
challenge participation norms and carve out spaces of expanding civic and political
participation.

CITIZENSHIP EDUCATION

It is well recognized that various forms of schooling and education have been
given the duty and promise by national governments to foster the knowledge, skills
and virtues necessary for youth to become valuable citizens that participate in the
construction of the ‘good society’ (Hillygus, 2005; Torney-Purta, 2002). However,
critics have argued that historically the instrumental rationality of citizenship
education (CE), with few exceptions, has been to develop a submissive citizenry in
order to maintain and reproduce particular economic, social, and political structures
of society (Giroux, 1980). Therefore, a considerable tension exists between
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education that “can be used as a tool for maintaining the status quo,” and education
towards “empowering individuals and groups to struggle for emancipatory change”
(Schugurensky & Myers, 2003, p. 1).

Citizenship education can be criticized for contributing to producing, on the one
hand, passive, apathetic, consumer-driven, and/or possessive individualistic citizens. On
the other, CE can produce overly patriotic and narrowly nationalistic citizens leading to
citizens who favor exclusionary, ethno-nationalistic, and xenophobic visions for society.
Furthermore, since schools are fundamentally undemocratic institutions, unless schools
provide students with opportunities to have a voice in the decision making process, it
is difficult for such environments to instill in students the virtues, commitment, and
skills necessary for CE to have a proper impact. However, it is too simplistic to suggest
that X school produces X citizen; a more complex and multifaceted approach to the
pedagogical subject and reproduction should be taken (Morrow & Torres, 1995).

Formal institutions of education within the nation state are not the sole place
where youth can acquire citizenship knowledge and skills. There are many agents
of political socialization, and therefore CE can occur in formal (school), non-formal
(community-based), and informal (family, media) spaces of learning and education.
Political socialization, as an important element of CE, can be explained as the means
and processes connected to the acquisition of political knowledge, perceptions,
and behaviors greatly shaping citizenship. Political socialization can be the ways
political and social systems are legitimized, reproduced, as well as challenged. The
agents of political socialization commonly include: family, teachers and schools,
peers, mass media, political leaders, state institutions, institutions of religion, and
social movements to name a few. However, a main premise of this chapter is that
major political and social events such as revolutions should also be acknowledged
as formative agents of political socialization and CE.

By problematizing CE and agents of political socialization away from functionalist
perspectives, researchers can at least theoretically carve out spaces where momentous
political and social events, such as the January 25 Egyptian Revolution, can become
a significant pedagogical catalysis for raising the consciousness and participation
of citizens in Egypt. First, youth as a pedagogical subject are not merely objects
waiting to be filled with political knowledge, but co-construct their political
knowledge, perceptions, and behaviors with agents of political socialization (Freire,
2007). Second, citizenship is not merely a package of rights that may or may not
be exercised at the prudence of the citizen (such as the right to vote). It is a kind
of freedom, a capacity that involves a particular set of knowledge, skills, virtues,
networks, and resources. Citizenship is not a material item to be bought or sold that
one chooses to own and use; it is a process towards a better and good society. It is
a kind of social being that through struggle one can cultivate and pursue. Third,
political socialization is strongly dominated by the state through formal institutions.
Thus, there are often tensions between the values and identities students possess and
those pedagogies and values promulgated through CE that is fostered by the state.
That is not to say that political socialization, which promotes oppositional ideas
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and practices, does not occur within formal institutions such as public schools and
universities. The important point is that the monopoly of CE controlled by the state
often creates struggles and contentious citizenship between the “official knowledge”
of CE (Apple, 1993) projected by the state and citizenship knowledge and actions
supported by dissenting and oppositional groups. Therefore, there is a constant
struggle over the various models of citizenship between the various agents and
among pedagogical subjects themselves. Finally, in the current era of globalization,
agents of political socialization are not restricted to the borders of the nation-state.
Accordingly, knowledge, skills, and virtues—more so than ever before—can be
readily exchanged through the transnational mobility and migration of people,
the Internet, social media networks, and global cable news channels, which may
challenge, uphold, or compliment CE within the nation-state.

Citizenship Education in Egypt

Within the context of the reverberations of the Arab uprisings, CE takes on a
particular importance that has led various authors to encourage the growth of social
and cultural responsibilities necessary to support democratic changes in the Arab
world (Hibbard & Layton, 2010). For example, Faour and Muasher (2011) argue
that in light of the Arab uprisings students need to learn “what it means to be citizens
who learn how to think, seek and produce knowledge, question, and innovated rather
than be subjects of the state who are taught what to think and how to behave” (p. 1).

In Egypt specifically, scholars have called on implementing critical visions of
citizenship at all levels of education (Bali, 2013; El-Mikawy, 2012). Muhammad
Faour highlights three rationales for CE.? First, CE attempts to consolidate democracy,
which thrives only in cultures that accept diversity, different view points, tolerates
dissent, and regards truths as relative. Second, CE generally includes values central
to human development (freedom, women’s rights, and democratic governance). Last,
CE promotes 21st century skills, such as problem solving, critical thinking, consensus
building, collaboration, creativity, and communication. However, even though historical
research has demonstrated that Egyptian universities have long been central to the
project of nation building and citizenship development (Makdisi, 1981; Reid, 1990), the
overwhelming majority of empirical research on citizenship education in Egypt focuses
exclusively on primary and secondary education (Baraka, 2008; El-Nagar & Krugly-
Smolska, 2009; Faour, 2013; Faour & Muasher, 2011; Zaalouk, 2006).

The perspective that universities have an important role as well as responsibility
to foster the skills and values necessary for a new era of Egyptian citizenship guides
the present study. First, universities have traditionally produced Egyptian leaders that
have been instrumental in influencing citizenship discourse and policies. Second,
universities in Egypt have not only been important sites for developing multiple forms
of citizenship, but have also been battlegrounds of the contention that arises out of
divergent ideologies which greatly shape the understanding and practice of citizenship
(Abdalla, 1985; Herrera, 2006; Mazawi, 2005; Megahed & Lack, 2011). Finally,
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when factoring in the significant youth bulge (Chaaban, 2009) in Egypt, universities
and other institutions of higher education have an extraordinary role in harnessing
the talent, creativity, and productivity of Egyptian youth. Therefore, not only are
Egyptian universities vital locations for analyzing university students’ perceptions
of participatory citizenship, but can also provide researchers with microcosms for
observing the turbulent moment occurring throughout the larger Egyptian society.

However, there has been a significant amount of research that calls into question
the recent role of Egyptian universities cultivating citizenship participation. For
instance, as a result of the centralized control over campus-life during the period
prior to the January 25 Revolution, universities played a rather diminished role
as sites that foster the skills and knowledge necessary for the construction of
democratic citizenship (Herrera, 2010, 2012; Shehata, 2008; Sika, 2012). To a large
extent, formal political and educational institutions were replaced by non-formal
organizations such as NGOs and civil society groups (Gerhart Center, 2011), virtual
social networks (Herrera, 2012), and social movements (Beinin & Vairel, 2011)
where Egyptian youth gained civic and political engagement skills, experience, and
citizenship education.

Currently, in the aftermath of the ousting of Mubarak, reports have indicated
that universities have increasingly become reinvigorated sites where young people
discuss, mobilize, and even clash about grievances related to their universities as well
as issues faced by the broader Egyptian society (Levy, 2011; Lindsey, 2012; Lynch
& Mahmoud, 2013). For example, a recent report by The Economist Intelligence
Unit found that during the 2013 fall semester alone there were 1,122 student
protests carried out at universities and schools in Egypt.’ It appears that Egyptian
students are testing the boundaries of participatory citizenship and are attempting
to carve out spaces of agency where their grievances about political, social, and
educational issues are brought to the forefront. Consequently, empirical research
is also needed to analyze the extent of universities as revived spaces that foster
participatory citizenship in Egypt. Since humans are complex pedagogical citizens,
who learn through various processes and participate in various spaces, it must be
acknowledged that universities—although a revived space for CE—are but one
important institution and agent of political socialization that can foster CE in Egypt.

METHODOLOGY AND METHODS
Hermeneutic Phenomenology

To explore the perceptions and practices of citizenship, I employed the qualitative
research methodology known as Hermeneutic Phenomenology (HP). Phenomenology as
a research methodology is often described as studying the meanings of lived experience,
and hermeneutics as studying the processes of interpretation and meaning. Therefore, a
HP approach is both descriptive and interpretive. As Van Manen (1990) explains, HP “is
a descriptive (phenomenological) methodology because it wants to be attentive to how
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things appear, it wants to let things speak for themselves; it is an interpretive (hermeneutic)
methodology because it claims that there are no such things as uninterpreted phenomena”
(p. 180). Consequently, HP “aims at gaining a deeper understanding of the nature or
meaning of our everyday experiences” (Van Manen, 1990, p. 9).

As a qualitative research method well received and validated within the field
of education (Henriksson & Friesen, 2012), HP diverges from other qualitative
research methods, and also from traditional phenomenological approaches. In
addition to providing depth and richness of meanings of lived experience, “it rejects
the claim of some phenomenological methods that ideal “essences” of experience
or consciousness can be isolated outside of the researcher’s cultural and historical
location” (Henriksson & Friesen, 2012, p. 1). Contemporary phenomenologists are
then concerned with understanding social phenomena and the range of experiencing
a phenomenon from the perspectives of people involved. Van der Mescht (2004)
explains that phenomenologists “‘language’ participants’ physical, emotional and
intellectual being-in-the-world” (p. 3). Therefore, rather than subscribing to a
positivist understanding of reality being stable, measurable, and existing “out there”,
phenomenologists understand that reality is socially constructed and interpretive,
and often co-construct knowledge with their participants, having the prospect for
more critical and empowering research (Merriam, 2009, pp. 8-9).

Hermeneutic phenomenology is therefore a valuable methodology for unearthing
the rather complex and highly contextualized nature of participants’ perceptions
and practices of participatory citizenship and its relationship to the university. The
purpose of using a HP approach for the present study is to provide specific and
deep understandings of participatory citizenship in Egypt and how citizenship may
be related to experiences and meaning-making within the university as well as
throughout the broader Egyptian society.

An important method of data collection in a hermeneutic phenomenological
study is the semi-structured phenomenological interview (Van Manen, 2014). The
phenomenological interview “serves the very specific purpose of exploring and
gathering experiential narrative material, stories, or anecdotes that may serve as
a resource for phenomenological reflection and thus develop a richer and deeper
understanding of a human phenomenon” (Van Manen, 2014, p. 314). Therefore, the
flexibility of semi-structured questions was designed to elicit experiential accounts
that are rich and detailed, focusing on participant’s experiences and interpretation
about participatory citizenship and citizenship education.

Participants

As a “Scholar without Stipend” affiliated with the Graduate School of Education
(GSE) at the American University in Cairo (AUC), I spent 8 months (August, 2014
to March, 2015) in Cairo, Egypt conducting interviews on the campus of AUC as part
of my dissertation fieldwork. Although the current chapter focuses on the interviews
of two participants, it is part of a larger dissertation research projected that included
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interviews with 24 university students and educators (educators refer to professors,
instructors, and/or researchers in a university or educational institutions). Interviews
were conducted in English within quiet spaces on the campus of AUC, and ranged
from 20 to 60 minutes each. Participants were selected by maximal variation and
information-rich sampling (Patton, 2002) as well as snowball sampling techniques
(Creswell, 2008). Although the main criterion was that all participants had to be
Egyptian citizens, ranges of identities were represented including various genders,
ages, socio-economic statuses, governorates, religious affiliations, educational levels,
faculties, and type of institutions (public and private). For the present chapter, the two
participants, Ahmed and Nadia (pseudonyms) represent most of these identities (see
a more detailed explanation under the section of the findings). It should be noted that
regardless of the range of identities of participants, a qualitative study by nature is not
designed to assemble statistically large sample sizes. Although the study is relevant, the
findings cannot be extrapolated to a larger set of the population and does not represent
the multifaceted and complicated experiences of all Egyptians. For many Egyptians,
daily survival takes precedence over focusing on forms of participatory citizenship.

Thematic Analysis

The analysis of the interview data was guided by Max Van Manen’s approaches to
theme analysis for HP research. Van Manen (2014) refers to thematic analysis as
“the process of recovering structures of meanings that are embodied and dramatized
in human experience represented in a text” (p. 319). Van Manen (2014) describes
the process of thematic analysis for HP research, including the different ways of
extrapolating various levels of meaning from the text. First, the researcher conducts
a thematic reading of the transcript or edits the transcript into a shorter anecdote by
deleting excess material. Next, a “themaitzation” of the anecdote occurs. As a way to
identify thematic expressions, phrases, and/or narratives, the anecdote is submitted
into one or all of levels of various thematizations. Last, the themes are used for
exemplary HP reflective writing—"“where themes can further be extrapolated by the
using side headings for more explicit organization of the themes and added material
that would supplement the text” (p. 322).

For the purposes of this study, I started with the selective reading approach.'® 1
highlighted phrases and statements that at first glance appeared to be relevant to my
research question, by using In Vivocoding (Saldana, 2013) or my own interpretive
phrases as labels. Then after a second reading, I took chunks of combined selective
reading excerpts and formulated them into a larger anecdote that could be expressed
by a single wholistic phrase'' for a particular participant. Shown in the next section,
the wholistic phrases for this paper were: “the Revolution, when it happened, it got
me angry” and “the beauty of the Revolution.” The anecdotes of these two phrases
address the research question: how have the experiences of the January 25 Egyptian
Revolution and subsequent events impacted the perceptions and actions of participatory
citizenship for university students and academics in Egypt? Last, the anecdotes were
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broken into sub-anecdotes and then excerpts from the selective reading approach
were used set up each anecdote, discuss themes, and conclude each anecdote. 1 felt
that it was easier for readers to follow if the phenomenological reflective writings
were included before and after the sub-anecdotes rather than following strictly to the
Van Manenian process of page-long sections of anecdotes followed by large sections
of phenomenological writings. Additionally, for the purpose of this chapter, I did not
include a detailed reading approach due to space restraints.

FINDINGS

During times of social and political conflict, ideas about citizenship and the role
of the state becomes greatly contested, which can significantly impact people’s
perceptions of citizenship. Turner (1990) argues “it is important to put a particular
emphasis on the notion of social struggles as the central motor of the drive of
citizenship” (p. 193). As a recent social struggle, the January 25, 2011 Egyptian
Revolution and subsequent social and political turmoil has left a deep impression
on how Egyptians view themselves as citizens and their relationship to society
and to the state. The section provides evidence to support the assertion that for the
participants interviewed, the January 25 Revolution and the subsequent turbulent
era are transformative critical pedagogical events for developing perceptions and
practices of participatory citizenship. Using In Vivo (Saldana, 2013) excerpts from
the thematic phenomenological analysis, in this section I present some of the relevant
perceptions of two participants during their complex trajectories of their citizenship
development. Their perceptions are organized in thematic sections including before
the Revolution, during the Revolution, influences of citizenship, after the Revolution,
teaching as an political act of citizenship, and current challenges.

The Revolution fostered self and experiential learning about meanings and
practices of citizenship, and created awareness about politics and being political. For
participants, the Revolution forced them to confront their various forms of identities
and membership as an Egyptian, struggling with new senses of belonging and duties,
and in turn participants transformed learning and experiences into new and renewed
forms of participatory citizenship. These participants demonstrate a significant shift
from an inability to connect with Egypt as a citizen before the Revolution, to a
deeper connection and an overwhelming duty to participate as a citizen after the
Revolution. Consequently, teaching becomes a manifestation of the Revolution as
a critical pedagogical event for participatory citizenship, as participants perceive
teaching as an action of citizenship and in turn foster participatory ideas and skills of
citizenship for their students.

‘The Beauty of the Revolution:’ Ahmed

Ahmed is from Cairo, in his mid-30 s. He has a bachelor’s degree in Language Arts
from a public university and is currently a graduate student enrolled in a masters of
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education program at a private foreign university. Ahmed is an English language
instructor at the same private foreign university and also manages teachers at a
community center that teaches English, citizenship education, and technology to
underserved teenagers. Ahmed is also a practicing Muslim. The experiences of
Revolution gradually helped Ahmed to not only connect with being an Egyptian
citizen and made him feel pride in his country, it helped to instill duties trying to
make a better Egypt through his various forms of participatory citizenship and his
teaching.

Before the Revolution

Prior to the January 25th Egyptian Revolution, Ahmed did not feel connected to
Egypt as a citizen. Although Ahmed always viewed his teaching as a service “helping
the community,” that service was driven by the need to help students have better job
opportunities, rather than teaching them to be active citizenship. Ahmed explains:

Before the Revolution I can’t say that I was even aware [what it means to be
a citizen]. Before the January 25 Revolution...I didn’t feel that I was a citizen
and I couldn’t frame it in this way. I just felt that I’'m in a place. Going to
work, earning my living and that’s it. Working as a teacher...I felt that that 1
was helping the community, because I was teaching English. It would help my
students have jobs and have a good future. Maybe that would help the progress
of the whole country...but still the idea that I am a citizen or I can call myself a
citizen I never felt. I could not say I am an Egyptian citizen. I never felt like that.

For Ahmed, there was a lack of knowledge about being a citizen and ways of
participate. Egypt was just a “place” where he goes to work and earns a living and
“that’s it.” The sense of belonging, the sense of community or of duties and having
rights generally characterizing citizenship were “never felt” by Ahmed before the
Revolution. However, as Ahmed states in another excerpt, “When the 25th [Referring
to the January 25, 2011 Egyptian Revolution] came, that was an eye-opener!” The
following sub-anecdote showcases his transition from not feeling that he was a citizen
to a sense of confusion about the dynamic developments of the Revolution.

Confusion during the Revolution

This sub-anecdote describes the often-confusing trajectory of Ahmed’s experiences
during the Revolution ending with the awakening Ahmed had during his first day
that he visited Tahrir Square after Mubarak was ousted.

On the 25th people were calling for protests. And I wanted to go, but then I had
people telling me “why are you going, this doesn’t make sense; they are just a
bunch of kids. You don’t need to go.” So I listened to all of the people around
me telling me this bullshit and then I stayed at home. I was the only one within
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For Ahmed, the Revolution was a confusing time. Initially he recognized the
corruption, deaths, and lack of economic opportunities that plagued Egypt before
the Revolution and was sympathetic to the protesters in Tahrir. However, his circle
friends persuaded him not to take part in the protest. As events unfolded Ahmed

of

my circle who wanted to really go and join. This showed that I had the passion
to be a part of it. The last years before the Revolution, things go so worst that
people were dying at bread queues. There were also other incidents of deaths
by police. It was so bad and the corruption became so noticeable.

become more confused about joining the protests:

24

Then the Friday, Day of Wrath [January 28, 2011], I saw on TV...it was a
strange moment. Then the media started the war. They said prisoners were set
free. And then you got so worried about your neighborhood and thinking of the
thousands of prisoners that were on your street. So we had to have committees
that would protect the streets. But I remember seeing on TV people saying, “still
if prisoners were on the street we are not leaving Tahrir. Some of us will stay to
protect the neighborhoods and some of us will stay in Tahrir.” The persistence
that they had was strange for me. I got so confused. I was in a state of confusion.

Then I heard rumors that people in Tahrir were taking money [to protest]. And
I found even my neighbors repeating the same thing saying, “my friend is in
Tahrir and he is taking 100 pounds for the day.” When you hear it not only
from media, but also from people that was also confusing.

On the one hand you have people saying these people are traitors and they are
taking money, and the country is falling. And you have the other camp saying,
no this regime should be toppled; it should be ousted right away. So I was in
such a state of confusion to the extent that I sympathized with Mubarak when
he gave his famous speech.

Subsequently, the fear of prisoners in the streets and the alleged bribes paid to
protestors, promulgated by the media, and the violence and destruction made
him “sympathize with Mubarak” and dissuaded Ahmed for participating in any
demonstrations.

Then the Battle of the Camel [February 2, 2011] happened. I didn’t know what
was going on. When you see Egyptians killing each other, in a strange scene
where you have horses and camels running over people in Tahrir. After the
Battle of the Camel, Cairo was on fire, and this [media] guy said, “This is
not the Cairo that I love.” When he said that and I saw Cairo on fire, I got
emotional and I hated everything that was happening. I felt that my city and
my country were on fire. Like it’s going to hell.

Even my mom was so worried about us... she refused that we would be part
of anything. She felt that she was going to die or have heart attack if we just
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started to discuss anything or started to talk about things. She got in such a
medical condition, that she had to take medication because she was so afraid
of what she saw on TV.

With the city that he loves on fire and unrecognizable, he felt like the city was
“going to hell” and he wanted stability. The confusion and disappointment of the
developments that Ahmed felt was exacerbated by medical issues experienced by
his mother, ultimately deterred him from joining the protests as well as prevented
him from discussing current events at home. However, the overall confusion and
obstacles that Ahmed initially faced was soon eclipsed by a newly found appreciation
of the Revolution and greater connection to Egypt.

Influences

The following excerpts shows how although initially his peers and the illness of
his mother greatly dissuaded Ahmed from joining the protests before the ousting of
Mubarak, his mother was actually excited about Mubarak’s departure and persuaded
him to go the demonstrations. In addition, actually witnessing and participating on
the streets of Tahrir, not relying on the opinions of his friends, the media, or his
neighbors, transformed his opinion about the Revolution and eventually (in the
following excerpts) transformed his sense of membership, agency and community
as an Egyptian citizen.

On the day when Mubarak was ousted [February 11, 2011], I found my mother
crying happily. She was jumping and she said Mubarak left, Mubarak’s
ousted. Let’s go to the street! I was surprised. She kept all of this inside her
all of these days, because she was afraid for us to be a part of it...but when it
happened, she couldn’t believe it. So we went right away to the streets joining
and you’ll find all the streets full of people around Tahrir and all the people
were very happy and they were celebrating. Different people, different groups,
different beliefs. Rich and poor, Christians and Muslims, those with beards,
like Islamists maybe, and without, veiled and unveiled, everybody together.
Those with special needs and those without all together in Tahrir. And that
moment was amazing.

Then I saw with my eyes the field hospitals, and I saw the people who slept the
nights in the streets. That was the happiest moment in my life. That was what
I need help seeing. The beauty of the Revolution and all of that. It’s amazing.
The happiest day was when Mubarak was ousted, that day was amazing.

With his mom’s surprising support of the Revolution and her persuasiveness to go out
into the streets after the ousting of Mubarak, Ahmed got to finally experience the “beauty
of the Revolution” firsthand, which he needed “help seeing.” He witnessed the unity
of the Egyptian people, the sacrifices people had made through the endless protests
sleeping on the streets during the winter as well as the makeshift “field hospitals” that
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took care of the injured and killed revolutionaries. It was “the happiest moment” in
Ahmed’s life. However, “the beauty of the revolution” soon took an ironic twist.

After the Revolution

After the Revolution, when SCAF'? took control of Egypt’s government, Ahmed
was willing to give the leadership a chance to change the situation in Egypt.

Then I waited because I believed that now the Supreme Council would take
over and things will change. So [ was that person that thought okay the Supreme
Council took over and we don’t need to be in the streets...But then I found that
I was fooled again. Because nothing happened, and all that I heard was just
talk. So I started going to the streets from then on. Because now the picture’s
clear. I don’t have any more confusion. Since then I was on the streets.

Although Ahmed was willing to support SCAF, the social, political, and economic
changes that they were promised by SCAF failed to materialize quick enough for
Ahmed. The lack of change in Egypt promised by SCAF appeared to bring some
clarity to Ahmed’s position. He felt that he was fooled by SCAF and decided
to once again join the protests and be “on the streets,” participating in various
demonstrations and movements. Additionally, actively being involved in protests,
which not only ultimately gave him a newfound connection to Egypt, but also help
him to recognize his work for social change in Egypt through education. Currently,
amidst the restrictions placed on various forms of social and political participation
(e.g., The Protest Law, governmental controls on civil society, and etc.), Ahmed views
education—over participating in formal politics—a more viable path for social change.

Growth as a Citizen: Teaching as a Political Act of Citizenship

The following excerpt specifically states that the Revolution and education was
important to the development of Ahmed definition of citizenship.

Actually when I think of myself before the Revolution and also before doing
the masters, I would say that education and the Revolution they helped me to
have a more comprehensive and developed definition of citizenship. I have
duties and rights towards my community and the whole world.

Overall the revolution helped Ahmed to grow as a citizen. Similar with other
participants, Ahmed participated in various avenues and had a greater sense of
belonging, of social and political awareness, of hope and of community. The following
sub-anecdote encapsulates Ahmed’s experiences during the revolution and highlights
the impacts of the revolution on his understanding and actions of citizenship:

The revolution gave me the chance to unite with other Egyptians, to make change
happen, to see the intensity of our social problems, to evaluate my perception
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for the whole surrounding that I did not think of before the revolution. Yeah,
being part of the marches, protests, watching political problems extensively,
talking to other people and trying to understand their viewpoints. I think it was
a journey of self-learning; I was deprived of politics throughout my whole life
and I decided to take an intensive course [metaphorically]. I guess that was the
case with many.

And even being part of politics that was also totally new. And having the
power to change that was also new. Because I never felt it, and I never
even thought about it [before]. It wasn’t something to think about it
before... I started to feel that I’'m a citizen after The Revolution. I started
to feel I’'m citizen when I heard people say, “raise your head up, you are
Egyptian.” And then I started thinking and started to even feel proud that I
am Egyptian. I am proud because people are changing things and they have
the power to change, and they own the country, it’s theirs and they have
rights, and they have duties, and all of that. So that all happened after The
Revolution...

Now, I practice citizenship by educating myself more and more. I watch
political or serious programs whenever I get a chance. I broaden my academic
knowledge by reading a lot in the field of education and see how I can come up
with practical solutions to some of our problems. The social can make a change
in the country, but it will take like more time to reach the political change I am
aiming at, but it is possible.

The “beauty of the Revolution” for Ahmed was unity he felt with other Egyptians and
being part of the political scene, understanding others view points and going through
“a journey of self-learning,” all things he was deprived of before the Revolution.
Chants such as “Raise your head your Egyptian,” helped him to unite with his
country and made him feel proud his was an Egyptian citizen. He has recognized the
power that people have to make changes in their country, and as citizens they have
rights and duties. Now he has made efforts to educate himself on various social and
political issues. Additionally, he sees himself and his students as agents of change,
and his role as a teacher as not only a duty to his country but also a space where he
practices citizenship. Ahmed states:

So I am going for the possible. I believe that helping my students become
critical thinkers, active citizens, confident, courageous, knowledgeable will
lead to a great change in society. I hope I can do this with the marginalized and
underprivileged since they are not given the chance to get real education and
they form the majority of the population.

Ahmed is helping his students to become “critical thinkers, active citizens, confident,
courageous, [and] knowledgeable,” which he believes “will lead to a great change
in society.”
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‘The Revolution, When It Happened, It Got Me Angry:’ Nadia

Nadia is in her late-20s and currently a graduate student in an education program at
a foreign private university. After receiving a bachelor degree in computer science
from another foreign private university, she was convinced by a professor to become
an instructor for undergraduate students at the same university when she is pursuing
her master’s degree. Although she was born in Cairo and therefore retains the rights
of an Egyptian citizen, her family migrated from a neighboring Arab country, which
creates an interesting tension for her during the Revolution. Nadia is also a practicing
Christian.

Before the Revolution

Growing up, Nadia and her family maintained their cultural and ethnic heritage
by speaking English, French, and their Arab dialect and surrounding themselves
within a community of family and friends from their country of origin. Attending
international primary and secondary schools, she never thought of herself as an
Egyptian, she identified more to her home community. But, it was never really an
issue until she started her university career. During her time at a private university,
Nadia was exposed to and forced to socialize in Egyptian Arabic, very distinctive
from her home dialect of Arabic. Nadia shared:

People there [the university] didn’t speak English all the time, so I had to speak
in Arabic. Then I realized my Arabic is different. Even in my community, the
church, the club, or wherever we go, it is always, almost the same. It is a very
closed community, which I never liked, and my parents never forced it on me,
so when I decided never to go back again they were okay with that. That is
why it was contradicting, because I was never raised...I could never say Egypt
belonged to me, and I never said I belong to Egypt.

Before the Revolution Nadia felt that she was an outsider. She spent very little time
on campus, refused to make friends or attend social events, and never participated
in community service or civic engagement activities outside her cultural and ethnic
community. She never felt that she was an Egyptian citizen, “I could never say Egypt
belonged to me, and I never said I belong to Egypt.”

During the Revolution and Influences

The Revolution has drastically challenged not only her sense of belonging but also
her commitment to Egypt. She explains:

I didn’t even know the Revolution happened, until 24 hours after it happened.
When the Revolution happened in Egypt...I was like its just fine let it happen,
but then when it affected me personally, it affected people that I loved, and
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people pasted-away. Literally, I had no idea, and I was like oh wow. It [The
Revolution] was a slap in my face. I was like, I belong here, why didn’t I think
of it. It really made me to rethink everything, rethink my ideology, rethink my
perception of myself in this place [Egypt].

Because I started to understand the system better; The Revolution when it
happened it got me angry. It got me very angry at myself, because I didn’t
know about it. And then at the people that were opposing what was happening,
because I felt that it was their right. But again it was their right; I never said it
was my right until later on, when I felt that if my brother was getting into the
Army then [ am a part of this.

For Nadia, the Revolution was an unexpected and abrupt event, as she described
a “slap in my face.” She now feels a sense of belonging; “I belong here.” This new
sense of belonging sparked by the Revolution forced her to rethink her ideologies
and perceptions as an Egyptian, especially now that her brother got conscripted into
the Army. She further shared that the Revolution has forced her to learn about and
follow Egyptian politics and current events: “to understand the system better.”

Admittedly, the Revolution was not the sole event that led to her re-evaluating
pervious understandings of what it means to be an Egyptian citizen. The conscription
of her brother and people she loved died from police violence while protesting, also
reinforced her newfound identity as an Egyptian citizenship. Consequently, Nadia
felt she now had a role to play in Egyptian society and shared many personal stories
and people who had helped her to realize her present relationship to Egypt.

Growth as a Citizen: Teaching as a Political Act of Citizenship

Currently, while working on her master’s degree, she is a university instructor
teaching critical thinking and writing classes to undergraduate students at a private
university. She especially pointed to her role as a teacher as important part of her
newfound sense of belonging and duty to Egypt. Discussing her recent experiences
as an instructor, Nadia discusses the need for her students to be connected to Egypt:

So, I cannot change the world, but at least I can change the life of my students.
At least when I am in class we do talk about rights, we do talk about freedom. I
always make it a point to talk about these things. To open up their perspectives
and their perceptions of certain things. And to listen to what they have to say.

So a lot of them [her undergraduate students] are not connected to their country.
A lot of them do not know their rights. A lot of them are just focused on how
to get out of here [Egypt] and with this always-negative feeling and thought
that they have that this [Egypt] is the worst place to be. Yes, this may the worst
place to be, but you have a role to do here. They don’t understand that they
have a role to do.
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Nadia comments on Egypt being “the worst place to be,” which may be a sentiment
of her students, but it also shows her own frustrations with the multifaceted issues
facing Egyptian society. While many students at the university are focusing on
emigrating out of Egypt, Nadia attempts to foster within them a sense of belonging,
an awareness of their rights, and helping them to understand they have a role to play
in the future of Egypt. Regardless of the current turmoil, Nadia still believes that
her and her students have “a role” in Egyptian society. For example, in addition to
being an instructor at the university she is committed to volunteering with groups
working to empower girls and women in underprivileged areas in Cairo. Nadia
explains:

I help out in the slums to teach children. And even just to talk about hygiene, or
have an activity to do in the summer. Or whenever they would say we are going
to collect money for this cause, I would help people collect. Or I held cloth
drives, especially in the winter. We used to work a lot with kids in the recycling
area, in the Zabbaleen [garbage collectors] area. Working with orphans and
girls, I go a lot to visit them and see what they need. We would have women’s
group were we would talk about experiences and just to be able to share.

Comparing these sub-anecdotes to the one explaining her perceptions before the
Revolution, Nadia has grown a deeper connected to Egypt and, through her growth,
she is committed to changing the life of her students as well as marginalized
communities. The overall anecdote provides evidence to the argument that the
Revolution was a pivotal event for Nadia in the process of a deeper relationship with
her Egyptian identity and a greater commitment to an active Egyptian citizenship.
Similar to Ahmed, the Revolution, in combination with other influences such as
experiences with family, friends, and education, was not the sole event that fostered
a re-imagination of citizenship for Nadia. However, many participants interviewed
shared similar stories of how the political and social struggles of the Revolution
have greatly shaped their convictions of what it means to be an Egyptian citizen and
how to actively practice those convictions for the social, political, and educational
betterment of Egypt. Therefore, the Revolution appears to be an important catalysis
for participants identifying as an Egyptian citizen and promoting a sense of duty
to actively participate as a citizen in various spaces, thus participatory citizenship.
However, participates also shared some of the current challenges they face.

Perceptions of Current Challenges to Participatory Citizenship

In the face of raising state repressions of freedoms of speech and assembly, on and
off university campuses, as well as the postponement of parliamentary elections,
the dynamic socio-political situation in Egypt has the potential to degenerate into
restrictive and apathetic environments similar to the era preceding the Revolution.
Five years after the Revolution, both Ahmed and Nadia shared their frustrations to
current challenges to participatory citizenship.
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Ahmed feels that he does not have anybody to represent him politically and “it
is very difficult to voice concerns or to be part of any political entity.” Furthermore,
he commented “the political status is very disappointing and made me feel very
disappointed and upset that I wanted to leave the country.” The frustrations felt
towards developments within the formal political arena in Egypt was common
among participants as was the desire to leave the country. Ahmed’s initial euphoria
and hopefulness of the Revolution now has turned to cautious opportunism, and has
forced Ahmed to focus more on “trying to make a change in some social aspects”
such as in his classrooms and with community organizations, away from more formal
political participation, hoping in “the long run” it will led to political changes.

The challenges shared by Nadia highlights gender issues and the struggle for the
rights of women in the Egyptian society. Nadia feels that even though she believes
she is equal to men, she states in society, “I am not really equal.” One of her hopes
is that “as a female that I am free. I am free to express myself, to do what I want.”
She shared that she wants to be free to dress how she wants, and to be able to walk in
public without the fear of being harassed. Nadia attempts to create awareness about
gender issues through discussions and various assignments with her students.

CHARACTERISTICS OF CRITICAL PEDAGOGICAL WORKSHOPS
FOR CITIZENSHIP IN EGYPT

So, how have the experiences of the January 25th Egyptian Revolution and
subsequent events impacted the perceptions and actions of participatory citizenship
for university students and academics in Egypt? For the participants, the Revolution
and subsequent events have been transformative critical pedagogical workshops
where people have gained knowledge and agency towards participatory citizenship
in Egypt. The well-know Egyptian novelists and political commenter, Alaa Al
Aswany proposes, “A revolution is not just a political act, it is a major humanitarian
evolution. People are one thing before a revolution and another after they take to the
streets and protest; it is always this way.”'* Al Aswany points to the transformations
that occur to citizens during the revolution. The current socio-political era in Egypt
appears to be raising the consciousness of citizens in Egypt. The experiences of
the participants demonstrate a form Freirean praxis of citizenship in Egypt. Paulo
Freire explains that in order to transform oppressive realities, humans must confront
reality critically, by simultaneously reflecting and acting upon their world (Freire,
2007). For Freire, critical pedagogy is deeply intertwined with praxis, a reflection
and action upon the world to transform it. As Freire states, “discovery cannot be
purely intellectual but must involve action; nor can it be limited to mere activism, but
must include serious reflection: only then will it be a praxis” (Freire, 2007, p. 65).
Participants are reflecting about the situation around them and taking action by
attempting transform the world around them. In a complex combination with other
influencers such as family, friends, education, and the media, the Revolution and
subsequent events are critical pedagogical workshops for participatory citizenship.
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The generous narratives shared by the participants can provide an outline for
some characteristics of the Revolution and subsequent socio-political as critical
pedagogical workshops for participatory citizenship.

First, for both Ahmed and Nadia, the Revolution helped to foster a deeper
identity, connection, and sense of belonging as an Egyptian citizen. Along with
the Revolution, both Ahmed and Nadia were influenced by other experiences with
family, friends, the media, and education, a complexity that goes beyond what
Parolin (2009) narrowly focuses on kin, religion, and the state. Second, as the sense
of belonging increased, the need to learn more about politics and issues of Egyptian
society were shared by both participants. Third, this new or renewed identity as
an Egyptian and knowledge about politics and issues encouraged both Ahmed and
Nadia to participate in various forms as an Egyptian citizen. However, their forms
of participatory citizenship differed slightly. While Ahmed participate in protests,
social movements, formal politics, as well as in community programs, Nadia tends to
participate more in community groups. Where they aligned was in their commitment
to teaching as form of participatory citizenship. Forth, they both view their role as
a teacher both in the formal university setting as well as within the marginalized
communities as an important part and action of their reimagined citizenship. They
see their role as a teacher as means to transform society, where they intend to foster
in their students an active citizenship that includes critical thinking, an awareness of
issues, and a commitment to better their society. Last, they both identified struggles
that they are addressing and creating awareness as part of their commitment to being
a teacher.

RECOMMENDATIONS FOR DEVELOPING UNIVERSITIES FOR
‘BREAD, FREEDOM, AND SOCIAL JUSTICE’

The recently ratified 2014 Egyptian Constitution can provide an important legal
guide for working towards university reforms. The 2014 Constitution mandates that
the new Egyptian state be formed as a “democratic republic based on citizenship and
the rule of law” (Article 1), explicitly stating that participation of citizens in public
life is a national duty (Article 87), guaranteeing youth engagement to participate in
public life (Article 82), based upon the goals of education “to build the Egyptian
character, preserve the national identity, rooted in the scientific method of thinking,
develop talents and promote innovation, establish cultural and spiritual values, and
founded on the concepts of citizenship, tolerance and non-discrimination” (Article
19), and for universities, specifically, the state shall “guarantee its independence of
universities and scientific and linguistic academics in accordance with international
quality standards” (Article 21) and shall “teach human rights and professional values
and ethics of the various academic disciplines” (Article 24).

Universities have an obligation to capitalize on this unique period of raised
consciousness and willingness on behalf of young people to participate in the
betterment of Egyptian society. Participants conveyed a need for both public and
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private universities to become more active with student and community engagement.
There is a long list of recommendations towards active-universities by those
interviewed. Notable recommendations embraced calls for incorporating citizenship-
based knowledge and skills throughout the curricula in all faculties; fostering
meaningful and equal student-professor and student-counselor relationships; upgrade
the quality of teaching, labs, and libraries; enhance inclusive and safe spaces for
student dialogue of critical issues (inside and outside the classroom); increase the
number and accessibility of inclusive clubs/programs that focus on civic and political
empowerment and social entrepreneurship; increase social and academic partnerships
with surrounding communities, especially the underprivileged; fostering social
and academic partnerships across universities and other educational institutions;
provide travel opportunities (nationally and internationally) for study, internships,
and conferences; and promoting social justice orientated research that address
social, political, and economic issues in Egypt and beyond. Failure of universities to
encourage and foster spaces and resources necessary to empower active citizens run
the risk of creating apathetic, passive, and uncritical student-citizenry plagued with
ambitions of leaving Egypt and apprehensive about bettering Egyptian society.

NOTES

Mada Masr, October 31, 2015, Elections commission: There have been lower turnouts,
http://www.madamasr.com/sections/politics/elections-commission-there-have-been-lower- turnouts
The quote was from Article 1 of the 2014 Arab Republic of Egypt Constitution. English translation
retrieved from http://www.sis.gov.eg/Newvr/Dustor-en001.pdf

3 The Arab League is an assembly of states generally unified by the predominant language of Arabic.

These states include: Algeria, Bahrain, Comoros, Djibouti, Egypt, Iraq, Jordan, Kuwait, Lebanon,

Libya, Mauritania, Morocco, Oman, Qatar, Saudi Arabia, Somalia, Sudan, Syria (recently suspended),

Tunisia, the United Arab Emirates, Yemen, and Palestinian.

Government of Egypt (2015). Sustainable Development Strategy: Egypt’s Vision 2030. The

Government of Egypt. http://www.mop.gov.eg/Visionl.pdf

> See the UN Universal Declaration of Human Rights at http://www.un.org/en/documents/udhr/
index.shtml.; See the UN Millennium Declaration at http://www.un.org/millennium/declaration/
ares552e.htm.; See the African Union Youth Charter at http://www.au.int/en/sites/default/files/
AFRICAN_YOUTH_CHARTER.pdf

¢ Political rights generally refer to norms such as free and fair elections for the chief executive and the
legislature; the ability of citizens to organize in multiple political parties and compete in elections free
from interference by the military, religious, or other powerful groups; the absence of discrimination
against cultural, ethnic, religious, or other minority groups; and transparent, accountable, non-
corrupt government. Civil liberties: freedom of expression and belief, freedom of association and
organization, the rule of law, and individual rights (Angrist, 2013, p. 6).

7 Bayat(2010) defines the subaltern in Egypt as “the urban dispossessed, Muslim women, the globalizing
youth, and other urban grass roots” groups who strive to affect change in Egypt “by refusing to exit
from the social and political stage controlled by the authoritarian state, moral authority, and neoliberal
economy, discovering and generating new space within which they can voice their dissent and assert
their presence in pursuit of bettering their lives” (p. ix).

8 Faour, M. (2013). Education for citizenship in the Arab World: Key to social transformation. Keynote,

Education for Citizenship in the Arab World, The AUC Graduate School of Education, Cairo, Egypt,

December 3, 2013, http://www.aucegypt.edu/GSE/Documents/EdforCitizenshipDec2013(1).pdf
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®  The findings of The Economist Intelligence Unit report were posted in the Middles East Monitor,
December 15, 2013, https://www.middleeastmonitor.com/news/africa/8824

10 Selective Reading Approach: after reading the text several times, particularly revealing or essential
statements and phrases of the phenomenon are highlighted (Van Manen, 2014, p. 320).

' Wholistic Reading Approach: the anecdote is taken as a whole, and the main significance emerges.
The meaning of the whole anecdote is express in a phrase (Van Manen, 2014, p. 321).

12 The Supreme Council of the Armed Forces (SCAF), headed by Field Marshal Tantawi, ruled Egypt
from the ousting of Mubarak on February 11, 2011 to June 30, 2012 when Mohamed Morsi was
elected President.

13 Al Ahram, October 22, 2013, Al-Aswany weaves threads through Egypt’s Revolutions,
http://english.ahram.org.eg/News/84488.aspx
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SHEREEN ALY

3. EGYPTIAN YOUTH BUILDING A
PEACEFUL COMMUNITY

The Selmiyah Movement

INTRODUCTION

Focusing on youth movement in Egypt during the time of unrest and revolts, this
chapter is based on my research that explores the potential insights and lessons that
can be deduced from the case of Se/miyah (peaceful), a grass-roots movement that is
aiming to spread the culture of peace through different dimensions and channels. This
movement includes over 40 initiatives, whose founders and participants are primarily
youth, illustrating collaborative efforts across various civil society organizations
(CSOs) in Egypt, where there are a few movements working together on the ground
(CIVICUS, 2005). Most of the initiatives within Selmiyah are undertaken within the
non-formal sector, while some of them are working in collaboration with educational
institutions such as schools or universities. This research offers a description of
15 initiatives within the Selmiyah movement that were selected to demonstrate a
comprehensive example of youth contribution to development in Egypt during the
period of transition and unrest. Of particular interest is understanding the motives
for creating these initiatives, their structure, the framework and methodology they
follow, and the organizational and financial sustainability. The research questions
the dynamics of creating this movement; why the different civil societies’ initiatives
chose to join the Selmiyah movement and what are the benefits of being part of
its network? I use a peace education model developed by lan Harris to analyse the
comprehensive nature of the initiatives within Selmiyah; the Harris model will be
explained later in this chapter. This research offers insights to all CSOs who are
interested in the field of peace education, to educators who would like to reflect on
how to integrate such concepts within educational institutions, and policy makers
who can think of ways to integrate this work into school reforms.

This research adopts a qualitative approach, where 23 in-depth interviews were
conducted with founders of initiatives and coordinators of the Selmiyah network.
The purpose of using qualitative methods is to understand in depth youth-led
initiatives and to gain insight on their motives and target goals. It is of essential
importance to this research to document and present the views of the youth, who
are involved in these initiatives, about the community, their role and the targets
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they hope to achieve, i.e., hearing their voice. In the field of youth research, there
is availability of quantitative research in the form of reports (see Abdelhay, 2005;
El-Rouby, 2007; Handoussa, 2010; Population Council, 2011), and while these
reports provide valuable data, they lack the quality of in-depth analysis that is needed
to complete the picture. This research is an attempt to fill in the missing gaps within
the total picture of how youth can contribute to the development of Egyptian society.
This research is an attempt to fill the gap within the existing literature, by showing
a clear example and successful model of youth contribution to the development of
Egyptian society, at a time where many reports view that youth do not participate
in civil society and are not heard from policy and decision makers (see Abdelhay,
2005; El-Rouby, 2007; Handoussa, 2010; Population Council, 2011; Mahgoub &
Morsi, 2013).

What Is Peace Education?

Peace education is a notion that began in the Western hemisphere and is slowly
finding its way towards the Arab region. Peace Education is defined differently
in the reviewed literature, yet there are common dimensions or levels mentioned.
Peace education has to do with changing the mindset or perception, with gaining the
skills needed for peace building, and with the ability to practice these skills through
providing channels and alternatives (Danesh, 2006, p. 56). Another important
dimension is to provide successful models, as this is a new culture that is being
promoted. Peace education is seen by researchers as essential to build a new holistic
non-discriminating worldview that can contribute into bettering humanity’s approach
to life, “peace education is the only route to true civilization and true civilization is
both peaceful and peace creating” (Danesh, 2006, p. 57). Based on this vision, the
UNICEF considers peace education as an essential component of basic education,
and thus is not only necessary in countries where there is conflict but everywhere
(Fountain, 1999).

“Youth” a Transition Phase

What is “Youth” Phase? Youth by definition is an intermediate or transition phase
between childhood and adulthood, from dependence to independence (UNESCO,
n.d.). UNSECO identifies the age group of “youth” to be from 15 to 24, for statistics
and research purposes. The African Youth Charter (UNDESA) identifies the youth
age group to be from 15 to 35 years (UNDESA, n.d.).

In the 1980s, there was a shift in the “youth” narrative in the US influenced by
the new youth development movement. One of the key concepts that contributed to
a more positive image of youth by viewing them as an asset is the concept of human
capital, a neoliberal approach that dominated literature for some time, producing
several policies aiming at maximizing the utilization of youth as a resource in the
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global economy (Sukarieh & Tannock, 2011). This approach translated into focusing
on education, health, and employment as the key issues related to youth so that they
become productive members of the society.

Overview of Egyptian Youth Status

Egyptian youth are facing several challenges on several levels. On the social level,
youth suffer from poverty, unemployment, access to education and high dropout
rate, and differentiation in the quality of services based on location, where around
60% of young people live in rural areas and the rest in urban or informal urban
areas (Population Council, 2011). When it comes to basic education, it is reported
that “27% of young people aged 18-29 have not completed basic education”
(Handoussa, 2010, p. 4), and access to education does not necessarily mean access
to equal quality of education. It is also worth noting that 90% of the unemployed in
Egypt are aged less than 30 years (Handoussa, 2010).

On the institution level, there hasn’t been consistency in terms of the governing
body that addresses youth issues; responsibilities have alternated between a national
council and the Ministry of Youth for almost two decades now (Abdelhay, 2005),
and currently there is a Ministry of Youth and Sports (MoYS). In addition, there
is not currently a declared national policy for youth and development; the current
MoYS website does not state a common vision that would provide a framework for
the legislations and policies related to youth.

On the legislative level, there has been contradicting legislations that confuse
the definition of youth (in terms of their age group) in Egypt and confuse it partly
with children (Abdelhay, 2005). A publicly issued plan of how youth are expected
to contribute to societal development remains missing. Abdelhay (2005) concludes
that there is a dire need to issue a “youth law” similar to the “child law”, which
defines clearly the jurisdiction of all governing bodies and the overlapping of all
ministries involved, and facilitates addressing all youth issues from a comprehensive
perspective (p. 7). On a participatory level, some reports show that youth in Egypt
did not fully participate in public life, and did not actively engage in volunteer
activities or other form of civic engagement activities (Handoussa, 2010; Population
Council, 2011). This narrative changed slightly after the January 25th revolution,
recording a spike in the engagement of youth in all forms of public life (UNV, 2013;
British Council & Gerhart Center, 2013).

However, there is a lack of representation of youth in the management of
NGOs and especially in decision making positions, which contributes to the small
participation levels that are reported (El-Rouby, 2007). According to El-Rouby
(2007), the World Bank 2007 report, “Mapping Organizations Working with and for
Youth in Egypt”, defines what is considered a youth organization or initiative; this
definition is adopted in this research. Youth organization or initiative is described as
matching the following four criteria:
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(1) Number of youth in the board exceeds 60%; (2) The programs/services
of the organization are directed mainly to youth and children; (3) Number
of employees under 35 exceeds 70%; and (4) The organization depends on
youth volunteers in planning and implementing its activities. (El-Rouby, 2007,
pp. 8-9)

It is important at this stage to further understand the notion of civil society and
CSOs and the role they play in youth related issues, especially that civil society
organizations are the main vehicle for social and political participation for youth.

ROLE OF CIVIL SOCIETY IN PEACEBUILDING
Definition of Civil Society and It’s Role in Peacebuilding

Civil society is a complex term that has several definitions that try to define its
form, whether it is a subsystem in society or a crosscutting system (Barnes, 2005;
Rucht, 2014), its role in society, and the values that govern it. Definitions explore
as well which organizations are within civil society framework; some say that civil
society includes all the entities and organizations and communities that are not
state governed, that civil society comprises of all the non-governmental and not-
for profit organizations (Rucht, 2014). Other scholars see that it is difficult to set
the boundaries between civil society and the state due to the complex relations and
dynamics of today’s world (Kopecky & Mudde, 2010).

Another way to define civil society is through its function within society, some see
that its function is “cultivating civic values and practices” (Barnes, 2005, p. 8), others
see that it has a political role in providing the space for citizens to engage in public
life and voice their interests through certain channels of communication with the
state. Another perspective is based on the wider view of society and the sub-systems
that operate within it, where civil society with the social dimension it represents can
balance the power of the capitalist market-based economies and the authoritarian
sates (Rucht, 2014). Within this framework, the idea of “civil” raises questions, where
scholars have debated the part that civility plays in this scope, and what to do with
uncivil societies or groups (Rucht, 2014). Here Rucht invites scholars to adopt a
paradigm shift, “a shift from the concept of civil society (defined as a distinct space
or sub-system) to practices of civility in society as a whole” (Rucht, 2014, p. 18).

With the notion of “practices of civility”, civil society organizations (CSOs) can
play a role during conflict times and can contribute to the peacebuilding process.
Choosing to handle any conflict, whether internal or external, in a peaceful or
violent way is partially the responsibility of civil society, and sometimes is led by
civil society groups. Its role is essentially related to structural prevention, which
is working within the community to eradicate all the causes of structural violence,
such as unequal distribution of resources, human rights issues, discrimination, and
prejudice. The remaining stages of peace building include escalation of violence
where the CSOs’ role is to highlight this (early warning) and lobby for support to
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prevent it. During the conflict where the role is related to negotiations and providing
safe spaces for conflicting parties; and towards the end of conflict, the role becomes
more about consolidating peace efforts and putting measures to prevent reoccurrence
of war or violence.

While CSOs have a viable role in peacebuilding, it is important to remember
that they cannot achieve peace on their own since there are other players, like
governments, politicians, and military leaders, who need to be on board for the
process to reach positive outcomes. CSOs need to be able to persuade these parties
to come to the table and negotiate, and need to ensure people support all the time to
maintain power balance. From here comes the importance of forming partnerships
and networks on a local, regional, and global level (Serbin, 2005, p. 52). Serbin
(2005) is inviting structured partnerships that are planned and done strategically
rather than ad-hoc partnerships or collaborations that might not be as effective.

Overview of Civil Society in Egypt

In 2011, it was indicated in the CSO sustainability index that there are over 45,000
CSOs registered with the Ministry of Social Solidarity (MoSS) (USAID, 2011), a
Ministry that is in charge of managing non-governmental organizations (NGOs)
in Egypt and ensuring that they abide by the governing law number 84 of 2002
(Khallaf, 2010). Some research shows that the organizational capacity of NGOs
in Egypt is not high. There are variations between the urban and rural capacities,
and between NGOs in Cairo and Upper Egypt with regards to the caliber of who
can handle operations and management capacities. Most of the time, NGOs cannot
maintain full-time employees due to irregularity and fluctuation in funds.

Regarding financial capabilities, most CSOs receive funding from International
non-governmental organizations (INGOs), international agencies, local and
international corporations and community members. The funds are inconsistent
and short-term which leads to many challenges and obstacles. Overall, the Law
84 of 2002 prohibits any organization from receiving any money from foreign
organizations without prior approval from the MoSS (USAID, 2011), however the
process of approval is a very long and can take years, which poses a threat on the
financial resources of some CSOs.

With regards to creating relations and bonds among CSOs, there were several
federations, councils, and unions formed, although their effectiveness is under
question, and cross-sectorial cooperation is not high. Moreover, the cooperation
between CSOs and the business sector is increasing due to the rise of the concept of
corporate social responsibility (CSR) in Egypt (CIVICUS, 2005).

When it comes to public image, many small and medium size CSOs do not have
the capability or resources to manage media campaigns or any other marketing
campaigns, while the big local CSOs have been able to sustain a rather good image
in Egypt (USAID, 2011). Towards the end of 2011, the government launched an
aggressive campaign against NGOs in general with accusations of foreign agendas
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and treason, an act that confused the Egyptian community about the whole sector and
raised many questions on the corruption level within civil society (USAID, 2011).

OVERVIEW OF PEACE EDUCATION
Definition of Peace Education

Peace education has several definitions. One category of definitions stipulates
that there are different layers or levels within peace education. These include
understanding the roots of the conflict, understanding the alternatives to conflict
and learning new skills of conflict resolution and dialogue, and learning more about
human rights, international, and local laws and environment friendly approaches to
promote a more peaceful approach to life in general (Danesh, 2006; Fountain, 1999).
Another categorization of peace education is related to how peace is perceived
whether it is inner peace, which is mainly individual and is more of a state of mind,
or outer peace, which is more of practices and attitudes that affect the society, culture,
and the larger community (Harris, 2007).

Peace education mainly combines knowledge that is constructed with the
participation of the students, skills that are needed to progress through life without
violence, and attitudes that are a natural product of the interactive and contextualized
process that students undergo. This requires a pedagogical shift from teacher-
centered approaches to student-centered approaches, which would have great impact
on how curricula are developed and practices within the classroom (Ashton, 2007;
Fountain, 1999).

UNICEF considers peace education as an essential component of basic education,
and thus is not only necessary in countries undergoing armed conflicts or social
emergencies but is needed everywhere. It also recommends that peace education
is integrated within the education system rather than becoming a separate subject.
The main reason is the belief that instilling peace values within a given society is a
long-term process, and it requires the whole community to be involved (Fountain,
1999). To explore this idea further, some scholars and international agencies created
models of peace education introducing the framework that could be the foundation
of a curriculum. Among these models is lan Harris Model which is used to form
the theoretical framework employed in the analysis of this case study of Selmiyah
movement.

lan Harris Model of Peace Education

Several scholars and international agencies created models of peace education based
on the ideas mentioned above. lan Harris (2007) developed a model that includes
five key components or pillars within peace education: international education,
human rights education, development education, environmental education, and
conflict resolution education (Harris, 2007). More details about each component
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will be demonstrated in the below table. The reason behind choosing this model is
the level of detail Harris reached in clarifying the components and creating links
between them. The main components of peace education in the Harris model are
further explained in Table 1.

Table 1. lan Harris’ peace education model

Pillar Core concepts/skills Why is it important?
International 1. Understanding international and e Understand how wars start
Education state laws. over territory divisions and
2. Understanding the positive imaginary man-made borders.
and negative dimensions e Construct a new narrative
of globalization and how it of the “other”.
impacts nation states. e Realizing that globalization is

a key factor of the spread of
Peace education; however it

is also playing a major role in
increasing religious extremism,
violence and discrimination.

Human Rights Understanding commonalities Reduce all ethnic, religious,

Education and differences among people, political, ideological and gender-
engaging in dialogue, sharing based forms of discrimination.
human experiences and creating
new solutions for co-existence.

Development 1. Understanding the components e To eliminate all forms of

Education of social injustice and creating social injustice, through active

new development strategies to citizenry and participation

eliminate these components. within the community.

. Focusing mainly on positive e To include the people

peace,' the root causes of its suffering from social

absence and how it can be injustice in the planning and

achieved. implementation process,
to avoid issues of social
marginalization and monopoly
of resources by the “elites”.

Environmental . Understanding the issues facing To create a culture of

Education the environment. environmental and ecological

Conflict Resolution
Education

. Developing personal conviction

towards saving the environment.

. Building needed skills to

promote peaceful resolutions
to conflict.

awareness.

To provide peaceful effective
alternatives for students, teachers
and the community in general

to the normal violent techniques
used to resolve conflicts.
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From the above table, it is clear that Harris model includes several aspects, some
that might not even be categorized within peace education, such as environmental
education. However, this model offers a comprehensive approach towards all issues
related to countering structural and cultural violence, thus helps educators plan for
peace education from an integrated and multi-disciplinary perspective. It is also
important to note that this model integrates several levels of education (awareness,
attitude, skills and actions), which makes it more of a holistic approach in the
teaching and learning of peace for diverse students.

RESEARCH DESIGN AND METHODOLOGY

This research is exploring the potential benefits and challenges to developing a peace
education model that is suitable to Egyptian context in an informal set-up. It uses
the case study design, to examine a specific movement in Egypt called “Selmiyah”
that is working towards spreading the culture of peace. Case studies have several
definitions; for the sake of this research the definition proposed by John Gerring
(2004) is used where a case study is defined as,

An intensive study of a single unit for the purpose of understanding a larger
class of (similar) units. A unit connotes a spatially bounded phenomenon—
e.g., a nation-state, revolution, political party, election, or person observed at
a single point in time or over some delimited period of time (Although the
temporal boundaries of a unit are not always explicit, they are at least implicit).
(Gerring, 2004, p. 342)

In its essence, this case study is a critical-constructivist piece, where I designed
the research tools and constantly modified and revisited throughout the research,
while maintaining focus on social change and the impact of the work being done on
society. This approach is, thus appropriate to the topic and nature of the research,
having done the field work with people who are categorized as social activists and
who are striving towards social transformation (Carspecken, 1996).

Case Selection

This research focuses on a network and movement in Egypt called “Selmiyah” as a
case or single unit as per above definition. “Selmiyah” as a movement includes over
40 initiatives, a network of partner civil society organizations, and more than one-
thousand individuals. To achieve a deep understanding of the initiatives undertaken
by this movement, 15 initiatives were selected for examination in this study, as
further explained below. Participants included the co-founders of the Selmiyah
movement and active members who were/are involved in the coordination of the
movement since its launch, but also who are engaged in undertaking the selected
initiatives. The sample included 23 participants, 43% of whom were women and the
average age was 32, ranging between 21 to 50 years of age.?
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Selmiyah was officially launched in June 2012; many of the initiatives that joined
had started long before the movement launch. Furthermore, the initiatives involved
in the network are diverse in terms of scope, structure, age groups, etc. Therefore,
the selection criteria of the initiatives were designed to maintain a balance between:
(a) old and new initiatives in terms of the time of launching their activities and when
they joined the movement; (b) different structures that exist within the movement’s
initiatives; (c) different age group included in these initiatives; and (d) the fields of
work or focus areas of the initiatives and projects.

The last criterion was added during the course of the research, as I tried to categorize
initiatives similar to the components of the Harris model to make the process of the
analysis easier. The final sample of peace education initiatives is shown in Table 2.

Table 2. Summary of peace education initiatives included in the study

Name of Type Year of Registration date  Categorization according
group/initiative establishment  in selmiyah to lan Harris model
Initiative A Informal 2002 Sep-13 Art for Social change
Group
Initiative B Company 2004 Sep-13 Conflict Resolution
Education/Human Rights
Education
Initiative C NGO 2007 Sep-13 Development Education
Initiative D NGO 2008 Sep-13 Conflict Resolution
Education
Initiative E Company 2009 Sep-13 IT integration
Initiative F NGO 2011 Dec-13 Cultural Exchange
Initiative G Company 2012 Sep-13 Development Education/
Human Rights Education
Initiative H Informal 2012 Sep-13 Development Education/
Group Human Rights Education
Initiative | NGO 2005 May-14 Art for Social change
Initiative J Informal 2011 NA Environmental
Group Education
Initiative K Company 2009 Sep-13 Development Education/
Art for Social Change
Initiative L NGO 2007 Sep-13 Development Education
Initiative M Company 2007 Sep-13 Art for Social change
Initiative N NGO 2005 Sep-13 Development Education
Initiative O Informal 2011 Sep-13 Development Education/
Group Human Rights Education
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Data Collection

For this study, data was collected in the forms of semi-structured interviews, non-
participant observation and documents’ review. Interviews were carried out with one
founding member of each selected initiative, co-founders of “Selmiyah” movement,
and the coordinators of the movement. Two interview protocols were developed
for this study. The first is the version for the initiative founders, and the second for
the founders and coordinators of the movement. The interview with the initiative
members asked about the experience of the initiative in developing their idea and
structuring their interventions. The interview protocol for the movement co-founders
and coordination team asked about the experience of creating the movement,
sustaining it, and developing it further.

In addition, Participant Observation was conducted to gain additional insight
into the implementation process in the organization and to see some workshops
or trainings implemented by the selected initiatives. Main points of focus were
the relationship between team members as facilitators during preparation and
facilitation, their relationship with the participants throughout the workshops and
camps, and the methods of delivering the content. Moreover, available documents
that describe the activities, purposes, targets, and/or curriculum of the selected
initiatives were gathered and reviewed. It is important to note that I am a part of the
Selmiyah network, and have volunteered to assist in coordination and maintaining
coherence within the network. This made accessibility to many of the participants
easier, even though I personally did not know almost 35% of the sample involved in
the study. However, I was able to access them through contacts within the network.
Being in the same network had an impact on the trust factor, and thus participants
may have been willing to share more insights and reflections during interviews.
Some of ideas that were suggested by participants in the interviews were used to
enhance the coordination of the network, and some processes are being developed
currently based on the feedback the participants shared.

Data Analysis and Validation

The typological technique for analysis and coding was used, which means that the
researcher was “dividing everything observed into groups or categories on the basis
of some canon for disaggregating the whole phenomenon under study” (Hatch,
2002, p. 152). Credibility for this study was achieved using the validation strategies
of triangulation. The data was triangulated with the various forms of data that were
collected in this study; i.e., interviews, observations, documents, and field notes.

FINDINGS

The richness of data collected and the sample chosen to include different and
common characteristics (age group, interests, etc.) reveal different aspects of the
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Selmiyah movement (and its network of initiatives). Focusing on the purpose stated
earlier for this case study, I focus my discussion of the research findings on the
following themes:

* Motivation of youth in developing initiatives within the field of Peace Education
and its context.

» Structure of initiatives and projects.

* Methodology of Developing Frameworks.

» Harris Model vs. Selmiyah Model.

* The Movement Dynamics.

MOTIVATION AND CONTEXT

The trigger to start the examined initiatives differed. For some the trigger was a
phenomenon in society that indicated intolerance and prejudice. Incidents were
related to religious discrimination and led to physical and verbal violence within
the community. Founders of these initiatives were able to identify that these were
indicators of societal issues that needed to be addressed. Some initiatives were part
of an already existing network or project, so the teams did not develop the idea but
they made it more relevant to the emerging needs, changing context or developed
their own approach. For instance, a participant states, “when there are events, when
there is a project that we can offer, for example during the constitution voting period,
we did a seminar about the constitution, without any political orientation towards
a certain party” Many initiatives share the feature of developing their ideas across
time, based on the experiences they gain from working on the ground, and on their
constant readings and observations.

The January 25th revolution had impact on the founders and their initiatives.
For some participants, it was an eye-opener on the reactions of people towards
the old regime; for others it was more eye-opening on the youth movement. Some
initiatives had to slow down their activities because they could not cope with the
fast changes and the dynamics that were occurring during the first period of the
revolution. For some, these same dynamics were the force that gave birth to the idea
and pushed the people to work, such as initiative H. The participants also shared
some core differences between the times before and after the revolution related to
freedoms, mobility, awareness of society, and position towards civil society. Below
is a summary of the points they raised.

Before the Revolution

People did not want to talk or to discover their differences, so it was very hard
getting people to engage in dialogue or finding people who request that.

People did not see the need to work on coexistence and conflict resolution.
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“Peace” had a political connotation and it meant normalization with Israel,
now people understand that it can be societal peace.

Terms like non-violence and alternatives to violence did not have any meaning
or relevance to reality.

The access to public spaces and government-owned spaces was limited. People
were not used to seeing street performances and public spaces weren’t open for
use, either by artists or anyone else.

After the Revolution

People saw the need for dialogue in the community and the awareness was
much higher, so requests increased for dialogue, consensus building, dealing
with difference, and conflict resolution. After the 30th of June events in 2013,
people don’t want to engage in dialogue again especially after the political
polarization that occurred.

As people experienced both violence and non-violence, the terms became
familiar.

The revolution deepened the idea of public ownership, so people started using
the public spaces, especially activists and artists.

The revolution events brought together groups who were working on the
ground, which led to the growth of networks and connections among them. This
had huge impact on the collaboration and outreach levels among initiatives.
Right after the revolution, the Egyptian society was supportive of civil society
and there were a lot of donations and volunteers.

After the 30th of June events in 2013, there was a lot of attack on NGOs,
accusations of foreign funding and treason, and this impacted the way the
community looks at civil society in general and youth groups specifically.

STRUCTURE OF INITIATIVES
Goals and Framework

During the interviews, each participant shared the goals of their initiative; these goals
were grouped and categorized to include: (a) goals related to achieving peace on
an individual level, (b) goals related to achieving peace on a community level, and
(c) goals related to achieving peace on a societal level. On an individual level, some
initiatives aimed at creating spaces for communication and deep understanding of
oneself and the others. They wanted people who engaged in their activities to know
what peaceful coexistence is, that there is this option, and to have the skills and tools
to practice it.

48



EGYPTIAN YOUTH BUILDING A PEACEFUL COMMUNITY

On a community level, there were goals related to spreading the culture of
dialogue within youth groups and among them. Some projects strived to create
enabling spaces for people to discover themselves and meet one another, through that
they achieve forgiveness, creativity, and peace. Within that goal, providing models
of non-violent conflict resolution, such as mediation is important. Some aimed at
enabling the marginalized communities in solving their own problems, helping them
to build upon the human resources who exist in the area to make their lives better,
and thus increasing their participation in decision-making. One initiative saw that
the main goal was to have real coordination and collaboration among people who
are working on the ground, to build on what has been done already, and benefit from
other people’s experience in this field or in this location.

On a societal level, part of the goals of some projects was focused on creating
an alternative community for people who want to live according to peaceful values,
through building partnerships between different communities and creating spaces
for working together towards a common goal. And through raising awareness, for
example on the importance of art for social change, and how arts can contribute
to the community’s prospering; and providing art services that speak to the people
which help in bringing art to the street.

For some initiatives, they developed these goals after a few years of working on
the ground; assessing actual needs based on first-hand experience in the field, and
choosing which area they will focus on. Others knew their area of focus from the
beginning and they worked on refining their articulation of it throughout the years.

Legal and Organizational Structure

Regarding the legal status, the Selmiyah initiatives choose different levels of
legalization, depending on their conditions and scope of their work (see Table 3).
Some choose to be Limited Liability Companies, others choose to register as NGOs,
and others choose to be unregistered. This choice has an impact on the financial and
organizational sustainability. Some initiatives depend on team contributions whether
monetary or voluntary, while others depend on funds, services, income generating
activities, and strategic partnerships with donors or INGOs. In the meantime,
for activities and services targeted students, these specific initiatives depend on
membership fees. On the other hand, some initiatives rely on donations from the
local community and connections. These initiatives needed to build trust with their
donors through their work. A participant explains, “we were able to build trust and
good reputation ...our reputation is good, people know we do real work on the
ground, even if it is on small scale, and this is what I tried to really focus on.”

The initiatives also varied in their organizational structures. Unregistered initiatives
depend mainly on volunteers while companies have part-time staff, a few full-time
staff, and consultants who are hired for certain tasks along with volunteers and
interns. Some NGOs have trainers and animators who only conduct workshops and
are not considered staff. One NGO has a flat management system with no hierarchy

49



S. ALY
where decision-making process is done collectively, and another includes their young

volunteers in all phases of planning and execution. A summary of the legal and
financial resources for all initiatives within this case study is shown in Table 3.

Table 3. Summary of legal status and financial model of initiatives within study

Name of group  Year of Legal status  Financial model
establishing

Initiative A 2002 Initiative Minimum Costs

Initiative H 2012 Initiative No need for money, self-funded

Initiative J 2011 Initiative No need for money, self-funded

Initiative O 2011 Initiative No need for money, self-funded

Initiative C 2007 NGO Donations from community members

Initiative D 2008 NGO Providing Services and local Partnerships —
Facing difficulty in receiving any foreign
funds

Initiative F 2011 NGO Fund by local NGO for part of the project

Initiative | 2005 NGO Funds, donations and provide paid services

Initiative L 2007 NGO Member fees

Initiative N 2005 NGO Donations from community members

Initiative B 2004 Company Service-based model, no funds accepted

Initiative E 2009 Company Based on human capital: mostly all work is
done by volunteers

Initiative G 2012 Company Key partners with some international
NGOs that have offices in Egypt

Initiative K 2009 Company Service-based model

Initiative M 2007 Company Mostly self-funded — Received one grant
through a local NGO

METHODOLOGY OF DEVELOPING FRAMEWORKS

Many of the initiatives have developed documents that explain the principles, vision
and mission that guides their work and the different activities or steps they follow. Most
of them have developed these documents across time based on research, experiences
on the ground, and readings. Some initiatives focused on producing materials (i.e.,
handbooks, books, documentaries, and videos) for a wider dissemination of their
work and for their interest in encouraging people to reapply their model.

Values and principles are key terms that are used in the documents of all the
initiatives. Based on these values and principles the framework is built and this forms
the foundation for the activities and practices within the workshops. It also defines
how the team members themselves would interact with one another. For example,
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one of the initiatives, which focused on dialogue, published a handbook for anyone
who is interested to learn more about the topic or to organize dialogue workshops.
As stated in its introduction: “In this book, you can read about the principles for
dialogue and get ideas for planning. You can also get inspiration for exercises that
create dialogue. And you gain understanding of the role of the workshop leader
and facilitator.” The handbook addresses in the beginning the values or principles
of dialogue (trust, openness, honesty, and equality) and defines them. A participant
during the interview explained the process of creating this handbook:

The process by which this handbook was written is completely dialogical. We
could have done it in three months ... it took above a year because we had to
make sure that it was a dialogical process that integrates everyone and that we
all kind of reach some level of consensus on everything that was written ... |
am super proud of how this handbook was written, because it was more about
the process rather than the content.

The activities included in the handbook are interactive; they are inviting participants
to think critically, to revisit their ideals and habits, and to reflect on their experiences.

Experience through Practice

It was a common feedback among the interviewed participants that many of their work
and their concepts developed over time and with practice, whether working in training
and workshops, community organizing and participation, arts for social change,
activities with children, environmental mobilization, and remote or marginalized areas.
This experiential approach to developing the curricula promotes further flexibility and
ability to adapt to the context and the audience, and this addresses a core concept in
curricula development, that Dewey talks about when he says, “the essence of education
is the continual reforming and reshaping of activities, and this requires plasticity — the
ability to reach new and more complex adjustments” (Dewey, 1899, pp. 32-33).

For one initiative that works mainly on many aspects of peace education, there
was a document that explains the theoretical framework and methodology that their
curriculum is based upon, which are mainly:

* The relevance of the content to the lives of the participants and their experiences;

» Activities are diverse, interactive and strongly based on participants’ experience,
whether simulated on site or borrowed from real life events;

* The knowledge is built-rather than transmitted—through the awareness, sharing,
and evaluation of the participants’ experiences and their exposure to new or
different ones;

» Emphasis is put on the process of learning together and through each other in a
climate of openness and respect;

e Individual differences in learning, experiences, opinions and values are
acknowledged and respected.
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Research-Based Approach

Another common feedback among groups was the factor of research, readings, and
trainings that had an impact on developing their framework and curricula. For some
initiatives, members joined graduate studies related to the field, for others they
were looking for available training related to their field. One initiative had several
university professors involved in their work and mentoring the team on different
aspects. This passion for learning and developing ideas shows a commitment to
the value of openness, which is one of the underlying values of peace. Another
dimension that was mentioned by some participants was reflections, that there were
organized and periodic sessions for reflection. This develops the cognitive skills
of the members and also helps them articulate the experiences and lessons learnt.
The combination between research and experiences on the ground and reflections
is powerful, and this is why the documents that have been developed so far are very
rich and comprehensive.

HARRIS MODEL VS SELMIYAH MODEL

When it comes to compatibility between the lan Harris model and the initiatives within
Selmiyah, some interesting points arise. First, regarding International Education and
Human Rights Education, there are not any initiatives within Selmiyah working
mainly on these components. However, several initiatives do address these topics
within their work. One participant saw that diversity as a concept is missing from
Harris” model and she saw it as a core concept with regards to viewing the “other”.
She explains: “I feel what is really missing is diversity which is not just international
education so I know who is outside, I need to first understand who is inside... we
[the group who works on this initiative] have a concept called social dynamics which
most probably we invented, inside the community how the different groups deal
with each other and why ... dealing with diversity within society and the dynamics
of diversity within society.”

There are many initiatives within Selmiyah that are operating within the pillar
of Development Education; in fact, they are the majority of the initiatives. The
scope of these initiatives varies, as shown before, from raising awareness to actual
interventions. Initiatives combine addressing structural violence and encouraging
people to participate in resolving their own problems. Most of the initiatives within
Selmiyah did not have an environmental approach to their work, except for one
initiative (initiative J). Even for this initiative, their work was more related to
campaigning and mobilizing people to support environmental issues. It included
a dimension of raising the awareness of people about the importance of the
environmental issues and their direct impact on their daily lives.

Many of the initiatives within Selmiyah are working within conflict resolution
pillar. Many participants shared that they saw this as a crucial area to work in,
because Egyptian society needs to see alternatives to violent resolution of issues, as
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one of the participants explains, it is important for citizens “to see how to resolve
conflicts through mediation instead of resolving it through fighting or vengeance or
through courts that decide that you are right and you are wrong, [and] how mediation
will help us reconcile instead of the courts that will make us fight.” Here the idea
is not just finding a solution, it is in reaching a state of satisfaction from both sides,
otherwise the conflict will continually resurface, and one day it might explode into
extreme violent acts.

WHY DID INITATIVES CHOOSE TO BELONG TO SELMIYA MOVEMENT?

What are the reasons behind joining the Selmiyah network and what are the added
and contributing values by joining this movement? The answers of these questions
are discussed in this section based on the interviewees’ perspectives, supplemented
by the perception of the co-founders and coordinators of the movement.

When asked why they decided to join the Selmiyah network, participants who
lead the examined initiatives expressed the following reasons:

* Finding common values between Selmiyah and the initiative, such as promoting
culture of peace, coexistence and accepting diversity;

» Supporting the idea of collaboration and believing in it strongly;

* Being trustful of the community due to the group of people within Selmiyah
community;

» Sharing the goal of creating a network but didn’t know how to do it;

* Working with some partners within Selmiyah was comfortable, thus decided to
join;

» Seeing the added-value that the initiative can bring to Selmiyah and that Selmiyah
can bring to the initiative;

* Wanting to be part of this network because it includes many initiatives and
projects that are rich in terms of experience and content.

Mutual Added Value

All interviewed participants were asked to identify the added value that they
think they bring to the network and that they gain from Selmiyah. In response,
the interviewees perceived their contribution in relation to the goals and activities
of their respective initiative, such as dialogue, creating a values-oriented culture,
creating opportunities for practicing on the ground with different communities, etc.

On the other hand, the added value of Selmiyah to the joined initiatives was highly
recognized, as it created a channel through which people can collaborate to overcome
some of the challenges they face during implementation of activities, it also created
a support system, especially to the new initiatives who might get frustrated at the
beginning of their road and might give up. Another key added value is that each of
these initiatives on its own doesn’t have enough resources to work on some of the key
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challenges, like raising awareness of the idea of conflict management and coexistence,
or changing the image of the development field to attract new talents or donors, or even
challenging the current perceptions of the term “peace education” in the Middle East
and North Africa region. Therefore, being together with a readiness to collaborate and
partner, and a commitment to support each other is a substantial asset that might help
each initiative maintaining its sustainability and further develop and expand their scope.

CONCLUSION

Selmiyah network offers a unique model of association between CSOs in Egypt,
this collaboration and partnership model has generated common goals for peace
education on the ground, which would motivate other CSOs to develop a similar
joint structure. Such bonds within civil society are highly needed to improve
(a) coordination among different initiatives, (b) minimize redundancy, (c) maximize
the benefit of resources, and (d) undertake activities and produce materials that
would have a better impact and sustainability. The findings of this study revealed
that the Selmiyah movement with its joint network of different initiatives for peace
building is a needed bottom-up movement of collaborative efforts towards promoting
a culture of peace among Egyptians. Despite challenges confronted, Selmiyah has
a pool of resources and the potential for expanding its partnerships and cooperation
between Selmiyah and other similar local and global movements.

The initiatives within Selmiyah offer several lessons from the structure of their
framework to the methodology of practice. All the examined initiatives adopt a
participatory experiential approach, whether working with children, youth, adults,
and communities or working within a learning framework, community organizing
framework, or arts for social change framework. Developing these frameworks
and their related curricula depends on well-thought and clearly articulated values,
practice and experience as well as on extensive research. The idea of involving the
target groups in the initiatives of peace building in order to engage them in the
learning process from its planning to implementation is particularly in line with
Freire’s ideology of education for liberation. In his words,

education as the practice of freedom—as opposed to education as the practice of
domination—denies that man is abstract, isolated, independent, and unattached
to the world. Authentic reflection considers neither abstract man nor the world
without people, but people in their relations with the world. In these relations
consciousness and world are simultaneous: consciousness neither precedes the
world nor follows it. (Freire, 1921, p. 81)

An interesting finding of this study is the unintentional organic way in which
Selmiyah movement was created and the fact that all the initiatives within the
movement address different aspects of peace education in society, these aspects
integrate and form a comprehensive model comparable with the model designed by
Ian Harris.? The added value of Selmiyah network was found to be offering the needed
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collaboration and supportive system that would contribute to the dissemination and
sustainability of the initiatives and projects within the network.

In the post-revolution Egypt, it became obvious that there is a need within
Egyptian society for the frameworks, values, and materials that are being introduced
and produced by the Selmiyabh initiatives for promoting peace education. On the same
note, even though there is exclusion and marginalization of certain sects of Egyptian
society such as youth (Population Council, 2011), this did not stop these young
people from engaging actively in their community, and developing ideas that are
desperately needed within the society. The Selmiyah movement offers demonstrated
examples of initiatives for peace education that encourage marginalized groups to
engage back in society and to adopt a constructive approach, through a mindset shift
of how they are perceived and what they can contribute to the development of their
society.
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NOTES

Johan Galtung, a Norwegian peace researcher who started the intellectual work done in this field in
the 1960s, defines positive peace as: “a condition where non-violence, ecological sustainability and
social justice remove the causes of violence. Positive peace requires both the adoption of a set of
beliefs by individuals and the presence of social institutions that provide for an equitable distribution
of resources and peaceful resolution of conflicts” (Harris, 2007, p. 12).

The database of the Selmiyah network was used as reference and the official registrations were
shared with the researcher by the coordinator, along with the database updates until end of November
2014.

> Tan Harris explains the key components that should be included in a peace education model while
Selmiyah Model offers a demonstrated example of a youth-led movement to form a network of CSOs’
initiatives for peace education.
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4. CITIZENSHIP EDUCATION

A Critical Content Analysis of the Egyptian Citizenship
Education Textbooks after the Revolution

INTRODUCTION

Citizenship education is the means to develop individuals, who can act as effective
citizens in their societies. Many scholars and politicians have written about the
importance of viewing citizenship as a priority for achieving social/national
cohesion. Dewey (1915), an educational reformer, stated that the school should
reflect what is happening in society in order to achieve its educational purpose
towards the community. It is the school’s role since it is the only formal learning
institution that gathers young citizens of all categories and segments of a democratic
society, for extended periods of time. The school is an entity that comprises school
culture, curricula, teachers, pedagogy and other activities.

With the unrest that Egypt has been experiencing since the January 25th, 2011
revolution, concerns have been raised by youth about the meanings of citizenship
promoted through and by the Egyptian educational system. This research examines
how the Egyptian authorities through the Ministry of Education (MOE) have
approached these concerns through curricula development, in order to raise
generations who would hold and understand the meaning of being a ‘good Egyptian
citizen.” Special attention is given to Citizenship Education textbooks for secondary
stage students, particularly those textbooks that have been produced during the
aftermath of the revolution, since 2011 to 2014. This research analyzes the content
of these textbooks and intends to propose recommendations to enhance citizenship
education curricula in Egypt, questioning; to what extent have the curricula of
citizenship education (as presented in the MOE textbooks) changed in terms of
the meaning of citizenship to be constructed among Egyptian youth? And, how far
did the political regime, after the January 25th revolution, influence the content of
citizenship education to accommodate the national revolutionary status of being
optimistic and enthusiastic for change and better general conditions?

This research intends to clarify how far the information given in the Egyptian
citizenship education textbooks is relevant to the common goals and principles of
education for citizenship as identified in scholarly publications. Through literature
review focusing on the purposes and goals of citizenship education, indicators
are then developed for analyzing the content of citizenship education textbooks.

N. Megahed (Ed.), Education during the Time of the Revolution in Egypt, 59—79.
© 2017 Sense Publishers. All rights reserved.
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Therefore, the research and its findings could help educational policy makers and
curricula developers in improving citizenship education offered to secondary stage
students in Egypt. In addition, it would promote a better understanding of how the
national discourse of citizenship, constructed through schooling, could be preserved
or changed during the time of political transition and social unrest.

CONCEPT AND CONTEXT OF CITIZENSHIP EDUCATION

With its long history prior to and post colonialism, Egypt presents a case where
the meaning and characteristics of citizenship are worth examining. After being
part of the Ottoman Empire, Egypt was colonized by the British for several
decades (1882—1952). Since gaining its full independence by the 1952 revolution,
the country has been trying to define its own identity and restore its sovereignty.
With the building of nation-state in Egypt, similar to other countries, the concept
of citizenship constitutes a basic foundation to attain and maintain a democratic
society. One may argue that Egypt has hybrid social and political perceptions of
citizenship, which was developed and accumulated throughout its history. Egypt
has been subjected to Western citizenship perceptions and influences under Roman,
French, and British colonialism and has also been influenced by Islamic citizenship
perceptions under the Islamic caliphate.

Although understanding the construction and meaning of citizenship in Egypt
may appear contested, as it has been influenced by various and diverse constituents,
the January 25th, 2011 revolution and its aftermath magnified the importance
of respecting civic rights and duties in nation-building. Lee and Fouts (2005) in
agreement with Ian Lister, who noted that politics and education are intimately and
profoundly connected. Both aim to influence how the society is structured. They
pointed out that oftentimes writers on politics are also great writers on education.
Hence, schools are usually made responsible for producing good citizens, which is
quite difficult when there isn’t a clear definition of the term (Lee & Fouts, 2005).

Before examining citizenship education in Egypt, it is important to address the
purpose and goals of citizenship education in general to establish the conceptual
basis needed to critically analyze the content of citizenship education textbooks in
the Egyptian context.

Citizenship Education Purpose and Goals

Asserting that becoming a citizen is a process, Gongalves e Silva specified that it is
imperative that education plays a role in developing “civic consciousness and agency”
within students. Hence, education has specific goals towards citizenship, the most
important is to help students acquire knowledge, attitude, and skills needed to create
a democratic multicultural active citizen. In addition, citizenship education should
help students understand their global citizenship, acquire and develop attitudes
and commitments towards global justice and equality (Banks, 2004). Researchers
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and activists assert that citizenship education plays an important role in shaping
students’ characters and perceptions, as it is inspiring and motivational for young
people due to its relevancy to the concerns of their everyday lives (Faour & Muasher,
2011).

However, some educators express their concern about the discrepancy of
citizenship education in theory versus practice. They argue that there is a lack of
connection between what is being offered in textbooks and what students experience
in reality. From this perspective, effective citizenship education should be attained
through experience and interactions in real life and during the daily ritual in schools.
This would enable students to understand and practice the concepts of democracy
and citizenship where they engage in observation and analysis of the context in
which they live, then identify what is lacking and actively seek justice and equality
(Banks, 2004). Yet, Banks (2004) explains that among the challenges for citizenship
education is embedded in its definition and goal, as being the process of constructing
an “inclusive pluralistic nation-state” (p. 12) that respects common values as well as
diverse cultures, and perceives them as legitimate to all.

From an Egyptian perspective, many scholars have tackled the definition of
citizenship and the history of the concept. Focusing on the role of education and
how it could add to the concept of citizenship. In their analysis of the definition of
citizenship education by Egyptian scholars, Rifai and Abuzayd (2005) and Qasim
(2006) explain that several Egyptian scholars agree with El-Bielawy (2005) that
citizenship education is a back-and-forth, give-and-take relationship between school
and society. They argued that citizenship is a sense of identity, which incorporates
citizens’ rights and duties. It is a process where students are prepared to becoming
actively involved in the development of society through economic, political, and
democratic participation. Moreover, El-Bielawy (2005) adds that citizenship is a set
of core values that create a community; through these common values individuals
feel belonging to the wider community, rather than only to their families and friends.

The purpose and goals of citizenship education are further defined in relation
to lifelong learning and the knowledge and skills of the 21st century. According to
Faour and Muasher (2011), education for citizenship plays a key role in promoting
most of the 21st century skills and lifelong learning, by which students can acquire
opportunities to practice civic skills such as problem solving, persuasive writing,
collaboration, and consensus building, as well as developing dialogues with public
officials about issues of concern. To achieve these learning outcomes, a teaching
and learning approach that emphasizes open discussions and active learning is
proven to be far more effective than the didactic lecture-based approach. From
their perspective, Faour and Muasher (2011) explain what they term ‘education for
citizenship’ to incorporate two notions; ‘education about citizenship’ and ‘education
through citizenship.” The former provides knowledge and understanding of history
and politics. The latter enhances students’ learning through involvement in civic
activities inside the school, such as voting for the school council, and outside the
school, such as joining an environmental group in the community.
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The above two notions associated with ‘education for citizenship’ are further
clarified by Qasim (2006) in his explanation of six dimensions of citizenship
education, which include the following: (1) Active Citizenship, defined as a sense
of belonging to a state and performing the rights and duties identified by the
state law and its constitution; (2) Public Interest, focuses on developing citizens’
perceptions and knowledge about public matter and political issues to be able to
observe and demand rights for the common good; (3) Community Service, aims at
not only engaging citizens in collaborative activities and services to enhance their
societal interaction skills, but also raising their awareness of the needs and rights
of their local communities to prevent abuse of power by government officials;
(4) Pluralism and Diversity, seek the development of citizens who accept and
respect multiculturalism and support pluralism to achieve coexistence, through
discussions and evaluation of common values and ethics as well as through
pedagogies for diverse learners; (5) Cultural Identity, identifies the common
heritage and characteristics of citizens in a given society based on shared customs,
traditions, beliefs and history, as all these elements together constitute the nation’s
s distinguished identity that presents and integrates its diverse citizens in the global
society; and (6) Political Literacy, entails the required theoretical knowledge and
interactional social capital that citizens should acquire to be able to engage in and
pursue political participation.

Citizenship Education and Curriculum

Educators discuss different approaches for the inclusion of citizenship education in
the school curriculum. Some approaches tend to favor the integration of citizenship
education in traditional courses that are regularly taught at schools while others
prefer to introduce it as a separate course or activity. Kjellin, Stier, Einarson, Davies,
and Asunta (2010) introduce three approaches for teaching citizenship. Firstly, the
content-focused approach, which focuses on the content being taught to students.
This approach uses typical, traditional teaching method that relies on the knowledge-
content of different subjects and assesses student learning outcomes based on
quantitative measures through test scores. Secondly the result-focused approach,
which focuses on the intended learning outcomes and uses the knowledge-content
to achieve these outcomes. Hence, students’ achievements are evaluated by using
different assessment techniques during the learning experience and not only test
scores. And thirdly, the process and development-focused approach that focuses
on the learning experience of students and engage them in activities and hands-on
experience to develop citizenship values and skills, such as using problem solving
and project-based strategy to enable student acquiring critical thinking skills. Hence,
choosing which pedagogical approach would depend on the expected political
consciousness that the government wants for its citizens. In other words, whether the
government wants to develop passive citizens who are disengaged in public interests
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or active citizens who are aware of their rights and duties, thus able to address and
serve public interests and issues.

In his analysis of Richard Pring’s work, Crick (2001) argued that citizenship
education in formal schooling is influenced or shaped by the government’s political
agenda and interests in a given society. Thus, the discussion about ‘Citizenship
and Schools’ solidifies the argument about how important ‘political literacy’ is
in building and enhancing students’ civic skills, understanding and knowledge,
which in turn enable them to participate in fostering democracy in their society.
However, he posed some questions in order to critically think about how to construct
the curricula of citizenship education and how to assess its learning outcomes. He
questioned if moral or social qualities could be objectively measured, and assessed
according to what?

In addition, Crick (2001) considered citizenship education as a humanities
discipline, accordingly, he argued that the structure of its subject content should
be a mixture of history, philosophy, anthropology, and other humanities subjects.
With this interdisciplinary nature of citizenship education, it cannot really achieve
its objectives and learning outcomes unless it is enriched with discussions and
dialogues about life experiences, incidents and situations. This leads to another
point, which is the attitude to deliberation. The Crick (2001) discussion questions the
challenge that might face an open democratic society when dealing with consensus
and disagreements among diverse groups, in which both are built on rationales and
evidences. He raised this query to point out the manner by which students need to
learn how to use logic to acquire, understand, and deal with reliable and factual
information but also to have the tendency to respect differences and value diversity.
In that, the reliability of assessing Citizenship Education is also questionable, as it is
a subject that aims to develop students’ characters for a lifetime, not only for school.

Parallel to the previous point and in relation to the development-focused approach
in teaching citizenship, service learning is examined as a teaching strategy that
would foster citizenship values. In his case study, Rhoads (1998) found that service
learning enabled students to: (1) develop a better understanding of the theoretical
knowledge covered in classrooms, (2) connect theoretical knowledge to actual
experience, (3) interact with diverse groups in local communities, and (4) provide an
opportunity for real experience of tackling certain social problems and find solutions
for these problems. Soutphommasane (2011) added another teaching strategy
following the developmental approach to develop ‘Patriotic Thinking.’ This strategy
focuses on engaging diverse groups of students in discussions and debates about
national problems.

Education for Citizenship in Egypt

Infocus ofthe Egyptian case, Baraka (2008) discussed the gap existing within students’
social and political awareness in Egypt, and how schooling could narrow this gap
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if policy makers could appreciate the significance of curricula reform; asserting the
interrelation of education and politics. This can be illustrated by examining how the
purpose of citizenship education differed during different political administrations
in recent Egyptian history. A historical overview of education for citizenship in
Egypt offered by El-Naggar and Krugly-Smolska (2009) explains this difference
and variation.

According to El-Naggar and Krugly-Smolska (2009), in the beginning of
Egypt’s modern history, some educational developments were made by the rulers
like Mohamed Ali and Khedive Ismail to initiate a national sense of belonging.
Afterwards under the British colonial rule, the curriculum and textbooks in general
expressed the superiority of the imperial British culture. In 1919, the Egyptians
united for the first nationalist revolution against the British occupation. Four years
later the first Egyptian constitution was written. During this period, the educational
syllabi for Citizenship Education was drafted to promote an Egyptian-centered
national identity countering the previous curriculum developed by the occupiers.
Decades later and after the 1952 revolution and under Nasser’s administration,
curricula were modified to include social justice, equity, and socialist democratic
values (El-Naggar & Krugly-Smolska, 2009). Nonetheless, this major change is
described to be a doctrinaire fashion. It intentionally neglected different viewpoints
that oppose socialism, and even falsified them to establish a socialist democratic
ideology (Baraka, 2008). In addition, Arab nationalism was developed during
Nasser’s period, yet it was more of a sentiment than an achieved citizenship. In this
regard, the Egyptian curricula focused on promoting Egyptian ties with the Arab
world (El-Naggar & Krugly-Smolska, 2009).

Later on, Sadat succeeded Nasser but with a different perspective. Sadat’s regime
was working towards political, economic, and social liberalism. He aimed to achieve
democracy through political plurality and freedom of speech. During Sadat, curricula
were more open asserting the values of unity and the role of Egypt in the Middle
East. Values of patriotism, pride, and identity were stressed with the focus on the
6th of October 1973 victory and Camp David Peace Accords. Also under Sadat, the
Islamic discourse was pretty much developed in textbooks and formal education
(Baraka, 2008; El-Naggar & Krugly-Smolska, 2009).

Finally, under the regime of Mubarak and during the 1980s, education reform
prioritized quantitative expansion by building more schools over funding quality
education; consequently, less attention was given to curricula development, including
citizenship education (Baraka, 2008). While attention was given to improving
educational quality during the 1990s and the 2000s, national efforts supported
by international organizations focused on teacher professional development and
standardization rather than curricular reform and development (Megahed, 2008;
Megahed et al., 2012). Thus, despite educational reform efforts, public criticism of
the poor quality of education prevailed in Egypt and marked the era of Mubarak’s
regime (Faour & Muasher, 2011).
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Explaining how education for citizenship is shaped by and contributes to shape
political, economic and social dynamics, El-Naggar and Krugly-Smolska (2009)
touched on the influences that negatively affect citizenship and accordingly
citizenship education in Egypt. They described Mubarak’s rule coming after Nasser
and Sadat as a combination of nationalism and liberalism that was neither clearly
perceived by the public nor correctly implemented by the government. This along
with poor institutional structures and poor performance in many public sectors led
Egyptian citizens to lose trust in public institutions and officials, and in turn felt
discouraged. For example, although citizenship principles and values are identified
in the Ministry of Education publications, teachers were left under-informed about,
lack understanding of, and do not grasp the meaning of these principles in practice.
Therefore, they lacked the competency needed for teaching citizenship education
offered in schools at all grades (Baraka, 2008).

During the 1980s, the purpose of education focused on developing knowledgeable,
skilled and productive citizens who are capable to serve their local communities. As
El-Naggar and Krugly-Smolska (2009) mentioned, the Egyptian state law no. 139
issued in 1981, article 16 states that:

The purpose of basic education is developing the students’ abilities and
readiness, and providing them with the necessary and sufficient values,
knowledge, and scientific, vocational skills that are suitable for different local
environments. Furthermore, enabling the pupils who complete basic education
to pursue education in a higher stage, or after intensive vocational training.
This is required in order to prepare the individual to become a productive
citizen within their environment and community. (cited in El-Naggar &
Krugly-Smolska, 2009, p. 46)

In the 2000s, emphasis on the Egyptian identity, values and heritage was reinforced.
Baraka (2008) explains that a policy document from the MOE published in 2000
asserts that:

The potential dominance of technology over culture and civilization will
necessitate strenuous efforts to deepen the values of loyalty and belonging
among Egyptian citizens, to affirm Egyptian identity and reinforce all which
pertains to our civilization and cultural heritage; thus, we cannot discard
ethical values such as appreciation of beauty, happiness, peace and stability
originating from family life or noble human values such as friendship, respect
for others. (cited in Baraka, 2008, pp. 46—47)

According to Baraka (2008), the same document also clarified the importance of
extracurricular activities in achieving a comprehensive education reform strategy
that supports students’ application of democracy. In another document issued by the
Ministry of Education in 2003, the characteristics of citizenship were highlighted
in the purpose of education. Moreover, topics and areas of education for citizenship
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were identified to include: (1) “Civic Education” (duties and rights); (2) “Life Skills”
(the ability to negotiate, to cooperate, to be tolerant with others, and to have diversity
in opinions); (3) “Government System” (democracy, constitution, People’s Council,
elections, citizens’ role in elections); (4) “Preserving Heritage” (Arab and Egyptian
heritage, Islamic and Coptic heritage, Arab and Egyptian values and traditions);
(5) “Egypt’s Relations” with other countries (on the Arab, Islamic level, African,
and the global levels); (6) “Non-Government Organizations” (conditions to establish
NGOs, the role of NGOs); (7) “Arab Organizations and Institutions” (League of
Arab States, Arab Common Market, Islamic Conference Organization, African Unity
Organization); (8) “International Organizations and Institutions” (United Nations,
World Health Organization, and International Labor Organization) (Baraka, 2008).

On the contrary, the most recent policy document published by MOE for pre-
university education strategic plan 2014-2030 slightly touched on citizenship
education principles as part of the general objective of grades 7, 8 and 9 (known in
Egypt as the preparatory stage. Ironically, while in the post-revolution the Ministry
of Education focused on developing and issuing new textbooks for citizenship
education, its strategic plan for secondary education does not elaborate on the
principles and purposes of citizenship education for students in secondary schools
(Ministry of Education, 2014).

In their examination of citizenship education in Egypt, some scholars explain
problems in the educational system and practice that affects citizenship education,
making it a marginalized subject. Citizenship education is offered in Egyptian
schools as a separate subject, which is obliged for all Egyptian students to take
in all grade levels. Students are assessed through a final test and should pass this
test in order to move to a higher-grade level. Nonetheless, the student test score
is not counted as part of his/her accumulative, final score of all subjects. Taking
into consideration what Qasim (2006) asserted about Egyptian students who tend
to study only what would enable them to gain high score in their final exams, this
explains the marginalization of citizenship education in Egypt as students would not
give it the proper attention, thus will not locate or recall information about topics that
are not counted towards their accumulative final exam score. Therefore, countering
the marginalization of citizenship education could be by its integration in the school
curricular and extracurricular activities rather than being offered as a separate,
marginalized subject. Banks (2004) highlights the importance of school activities for
teaching citizenship values focusing on co-curricular and extracurricular activities
(i.e., students’ associations). The interaction with school administration and teachers
through discussing school’s problems and assigning responsibilities to students,
in addition to community services outside the school, would help build students’
democratic values and civic personalities.

Further criticism on the teaching practice and knowledge-content of citizenship
education at Egyptian schools is addressed from El-Naggar and Kurgly-Smolska’s
perspective (2009) that sheds light on textbook content as an element that weakens
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achieving the goals of citizenship education in Egypt. For them, the citizenship
education curriculum in Egypt suffers at all stages from being a rhetoric information
to a major lack of teaching aids and supporting materials and activities. For example,
the content does not emphasize the concepts of liberty, equality, cooperation,
responsibility, and critical thinking. These concepts are taught from a shallow
perspective that would not enable achieving the desired objectives, learning
outcomes, stated in textbooks. In addition, the values of citizenship are not better
off on the cognitive and behavioral levels, as they are not clearly demonstrated in
the school’s culture and practice. They added that some studies showed curriculum
deficiency in developing political literacy. In that, it does not clarify the political
system, governance approach, and political parties, and has scarce information related
to the formal and informal political institutions. Accordingly, citizenship education
curriculum would not be able to achieve its main objective of preparing citizens for
a democratic society, but also it would not encourage political participation, freedom
of opinion, and opposition. On the contrary, it would promote values of compliance,
subservience and obedience. Thus, “educational institutions in Egypt do not yet
include the culture of civic society through the curricula” (El-Naggar & Krugly-
Smolska, 2009, p. 47).

The criticism of citizenship education in Egypt prior to the January 25th,
2011 revolution raises the question of the extent citizenship education has changed
after the revolution. This research addresses this question, yet it focuses only on the
content of textbooks issued for secondary school students.

RESEARCH METHODS
Textbooks of Citizenship Education Issued after the Revolution

As mentioned earlier, this research critically analyzes the content of newly developed
textbooks of citizenship education, termed in Egypt ‘National Education.” During
only four school years from 2011 to 2015, the Ministry of Education changed and
issued six new textbooks of citizenship education for students (aged 14—17) in the
secondary education stage (taught at grade 10, 11, or 12). The differences and changes
of these textbooks were due to changes occurred in the political administration of
Egypt during the aftermath of the revolution. This research focuses on the six newly
developed textbooks. The textbooks under examination are classified below by its
related political administration and grade level. They are labeled by alphabet letters
(A through F) for differentiation and easy referencing.

First — During the rule of the Supreme Council of the Armed Forces (SCAF):
Between the step down of President Mubarak in February 11, 2011 till the presidential
election in June 2012, Egypt was governed by the Supreme Council of the Armed
Forces (SCAF). This period included one newly developed textbook of citizenship
education (Book A), taught in the school-year 2011-2012. Book A is titled ‘“National
Education’ for Grade 10.
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Second — During the rule of Former President Mohammad Morsi: After the first
presidential election following the revolution, two new textbooks of citizenship
education were issued in the school-year 2012-2013, for grade 10 and grade 11 of
secondary schools. These included Book B, titled ‘National Education’ for Grade 10,
and Book C, titled ‘Citizenship and Human Rights’ for Grade 11.

Third — During the rule of Interim President Adly Mansour who was assigned to
the position for another transitional period after the uprising of June 30th, 2013 that
called for the step-down of President Morsi, Two new textbooks for the school-year
2013-2014 were issued and taught for grade 10 and grade 12 while the textbook
for grade 11 was republished as a second edition, with minor modifications. In that,
the new textbooks issued for this school-year included Book D, titled ‘National
Education: I’m the Egyptian’ for Grade 10 and Book E, titled ‘National Education’
for Grade 12.

Fourth — During the rule of current President Abdel Fattah ElSisi who came to
power through the presidential elections held after the June 30th, 2013 uprising:
One textbook was newly issued and taught in the school year 2014-2015, Book F
titled ‘Citizenship and Human Rights’ for Grade 11. During this school year, the
same textbook issued in the previous year for grade 10 was republished as a second
edition with minor revisions. As for the textbook for grade 12, the researcher could
not find a new or a reissued copy at the Ministry of Education’s online depository,
thus cannot confirm if the citizenship education textbook for grade 12 in the school
year 20142015 was a new version or the same textbook taught in the previous year.

Analysis Tool

The critical content analysis of the textbooks is conducted qualitatively. The text of
each book was first reviewed for overall “consistency” and “repetition” (Collins &
Levy, 2007). In addition, content analysis is used based on six criteria defined by
Marsh and White, (2006) to include:

(1) Coherence (the text has meaning, often established through relationships
that may not be linguistically evident, and draws on frameworks within the
recipient for understanding); (2) Intentionality (the writer or speaker of the
text intends for it to convey meaning related to his attitude and purpose);
(3) Acceptability (recipients of the message understand the text as a message
they expect it to be useful or relevant); (4) Informatively (the text may
contain new or expected information, allow for judgments about its quality
of informing); (5) Situationality (the situation surrounding the text affects
its production and determines what is appropriate for the situation and the
culture); and (6) Intertextuality (the text is often related to what precedes and
follows it, as in a conversation). (pp. 27-28)

The seven criteria have been adapted to accommodate the nature of the content
analyzed as follows.
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Table 1. Text analysis criteria

Text assessment criterion Adaptation to text

Consistency and Repetition Identifying the choice of words related to citizenship,
their repetition as an educational context.

Coherence Clarifying if the chapters’ content and goals help
students learn Citizenship Education.

Intentionality The content relates to the goals of teaching
citizenship in creating an active citizen who
is aware of his rights and responsibilities
on the political, economic, and social
levels.

Acceptability Recipients of the message understand the text as a
message; they expect it to be useful or relevant.

Informatively The content includes the dimensions of
Citizenship Education (Active Citizenship —
Public Interest — Community Service — Pluralism
and diversity — Cultural Identity — Political
literacy)

Situationality The content relates to reality, addresses the current
political and social conditions in Egypt.

Intertextuality The information in the textbook is related to its
context and is connected in sequence.

Source: Adapted from Collins and Levy (2007) and Marsh and White (2006).

The content of the textbooks was analyzed through the above-mentioned adapted
criteria to assess to what extent the content is relevant to the goals and dimensions
of citizenship education. These goals and dimensions are defined based on eight
parameters mentioned in Baraka (2008) and Qasim (2006), which are adapted in this
research as shown in Table 2.

Validity

The tool of this research is validated by what is defined in Kohlbacher (2006),
The Use of Qualitative Content Analysis, to include “construct validity relates”
and “sampling validity”. “Construct validity relates” means using previous
constructs, established models and theories, or representative interpretations, and
“sampling validity” refers to the usual criteria for precise sampling (p. 16). The
tool of this research is designed based on the adaptation of previous constructs
and representative interpretations. In addition, the researcher carefully quoted
text samples to provide evidences for each of the Citizenship Education
parameters.
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Table 2. Citizenship education parameters

Citizenship education assessment
parameter

Citizenship education aspects

Civic Education (duties and rights)

Life Skills (ability to negotiate, to
cooperate, tolerate with others, and
to have diversity in opinions)

Government System (democracy,
constitution, People’s Council,
elections, citizens’ role in elections)

Preserving Heritage (Arab and
Egyptian heritage, Islamic and
Coptic heritage, Arab and Egyptian
values and traditions)

Egypt’s Relations with Other
Countries (as Arabs, on the Islamic,
African, and the global levels)

Non-Government Organizations
(conditions to establish NGOs, the
role of NGOs)

Arab Organizations and Institutions
(League of Arab States, Arab
Common Market, Islamic
Conference Organization, and
African Unity Organization)

International Organizations and
Institutions (United Nations,
World Health Organization, and
International Labor Organization).

Active Citizenship, defined as a sense of belonging to a
state and performing the rights and duties identified by
the state law and its constitution.

Public Interest, focuses on developing citizens’
perceptions and knowledge about public matter and
political issues to be able to observe and demand
rights for the common good.

Pluralism and Diversity, seek the development of
citizens who accept and respect multiculturalism and
support pluralism to achieve coexistence, through
discussions and evaluation of common values and ethics
as well as through pedagogies for diverse learners.

Political Literacy, entails the required theoretical
knowledge and interactional social capital that citizens
should acquire to be able to engage in and pursue
political participation.

Cultural Identity, identifies the common heritage and
characteristics of citizens in a given society based

on shared customs, traditions, beliefs and history,

as all these elements together constitute the nation’s
distinguished identity that presents and integrates its
diverse citizens in the global society.

Community Service/Engagement, aims at not only
engaging citizens in collaborative activities and
services to enhance their social interaction skills, but
also raising their awareness of the needs and rights of
their local communities to prevent abuse of power by
government officials.

Source: Adapted from Baraka (2008) and Qasim (2006).
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CITIZENSHIP EDUCATION IN THE POST-REVOLUTION

In this section, I present the main findings of the content analysis of the six citizenship
education textbooks and provide a general description of the most significant points
in the content of each textbook using the criteria mentioned in Tables 1 and 2. Before
presenting the content of each textbook, it is worth mentioning that the language and
terminology used in the six textbooks is the simple, modern Arabic that can be easily
understood by students in the targeted age range (14—17 years old). In addition, the
organization of the text included a lot of information presented in specific points and
bullets, which appears to be more convenient for the students to understand and follow.
The colors and the pictures used and the overall design are all conceived. Yet, the
textbooks are printed in a poor quality, which might be due to budget constraints.

Citizenship Education during the Rule of the Supreme Council of the
Armed Forces (SCAF) — Book A (2011-2012)

Book A titled “National Education’ — Grade 10 — includes an introduction stating that
national education aims at (a) promoting a sense of belonging and an understanding
of the nation’s history and the role of individuals in their modern society and
(b) preserving human rights that will ultimately support democracy and ‘Shura’
(Advisory). These points are also presented as the objectives of this textbook. Out
of the eight parameters used for analyzing the content of citizenship education, this
book reflects on Preserving Heritage and Cultural Identity, mostly within its first and
second chapters. The book also covers parameters such as, Life Skills, Pluralism,
Diversity, and Active Citizenship though they are presented briefly in the third
chapter without supporting examples from real life experiences.

The first chapter presents geographical and historical information about Egypt,
mostly about after the 1952 “revolution.” The most recent event mentioned in
this chapter was in 1960 — Suez Canal nationalization. Furthermore, there might
be an implicit meaning of Diversity in the first chapter, where it is asserted that
“Christian minority is an unbreakable part of the Egyptian human body”. Moreover,
the chapter emphasized the importance of The Nile River, stating that; “The Nile
River transformed Egypt and its society into a river community [all Egyptians reside
around the Nile]. There is a need for enormous collective efforts to repair the Nile
basin soil... the government established a central entity to regulate the relationship
between the environment and the individuals” (p. 10).

With the same geo-historical approach, the second chapter addresses the history
of Ancient and Islamic Egypt. Although parts of the lessons mention some political
and social information like the role of the Egyptian rulers in Ancient and Islamic
Egypt, it is questionable to what extent would this promote “Political Literacy” and
“Active Citizenship” as all this information is obsolete. Yet, the content cannot be
described as being subjective. On the other hand, the chapter content includes some
aspects of the cultural heritage of Egypt during the Pharaohs era. Nonetheless, it
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misses other important aspects of Egyptian cultural heritage like the Coptic and
Roman history in Egypt.

As for the third chapter, the content analysis reveals that it is the most informative
part of this textbook as related to the citizenship dimensions of Cultural Diversity,
Active Citizenship, Pluralism and Diversity and Public Interest. These dimensions
are clearly demonstrated through the biography of male and female Egyptian role
models like: Makram Ebied, Ahmad Lotfy ElSayed and Aaisha’ AbdelRahman.
As mentioned in the text, each figure had his/her own specialization that he/she
contributed to the building of the Egyptian nation through remarkable achievements.
Although all the chosen characters are deceased, I find the role model approach of
teaching citizenship through real individuals’ life journeys might make it easier for
the students to embrace citizenship values and behaviors.

The content analysis of this textbook indicates that Egyptian citizenship is
portrayed through geographical and historical approach, where nationalism is
articulated in the context of the 1952 revolution and ancient heritage. In addition,
national unity among diverse citizens is presented through the role model approach
that took into consideration gender and religious diversity. Nonetheless, some aspects
of the Egyptian cultural heritage that contribute to national identity were magnified
(ancient and Islamic eras) on the expense of others (Roman and Coptic eras).

Citizenship Education during the Rule of Former President Mohammad
Morsi — Book B and C (2012-2013)

Book B titled ‘National Education’ for Grade 10 was issued for general and vocational
secondary schools. Thus, it is not surprising that one of the book’s four chapters
is devoted for work skills (such as management, communication ...etc.). The first
and third chapters of this book address conceptual knowledge about citizenship,
such as the characteristics of a good citizen. These include topics on “Nationalism”,
“Identity”, “Democracy”, “Citizenship Values”, and “National Unity”. Although all
these topics are directly related to the concept of citizenship, they provide cognitive
knowledge while lack demonstrated examples or suggested activities that would
enable students to gain the related values and skills of each topic. The other two
chapters are about “Human Development” and “Work Skills”. Both chapters focus
on the importance of preparing citizens who are capable to participate in societal
development. They highlight some of the 21st century skills such as collaboration,
and communication skills. Hence, the book content offers basic information on the
concept of citizenship and some of its related skills, which touches on the eight
parameters identified for citizenship education. Yet, examples or activities that
would demonstrate the conceptual knowledge in practice were absence.

Similarly, Book C titled ‘Citizenship and Human Rights for Grade 11 includes
four chapters. However, it differs in terms of approaching the four chapters in
relation to political, economic, and social aspects when discussing specific topics
of citizenship. As clear from its title, the entire book is informative on the “Political
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Literacy” dimension. The first chapter covers the meaning of being a citizen and
presents many rights and duties related to “Civic Education.” The following two
chapters clearly demonstrate some aspects of political awareness and civil society,
which enliven the dimensions of “Active Citizenship” and “Public Interest”. For
example, it highlights the role of local community in promoting political awareness,
stating that “active political awareness of the community enlightens citizens’ insights
of civil/legal rights, and constitutional obligations” (p. 20). The two chapters also
provide knowledge about social, economic, and political opportunities for youth and
the importance of their contribution to social changes and decision-making.

The final chapter focuses entirely on one society segment, that of women, which
is needed in the Egyptian society to develop Social Literacy. The chapter gains its
importance in the beginning when it mentions the custom distort perception about
women’s role and discrimination against. It also emphasizes equal rights for women,
as stated “Women’s right to citizenship, personal freedoms and the acceptance of free
participation of all individuals as equal citizens are needed to lay the foundations of
democracy” (p. 52). Furthermore, this chapter covers the dimensions of “Political
Literacy”, “Active Citizenship”, “Diversity” and “Cultural Identity” as related to
women’s rights, trying to restore the image of women as equal citizens (one of the
main citizenship values). I would recommend similar chapters on different minority
and disadvantaged groups in Egypt.

It is worth mentioning that despite the objectivity and importance of the issues
discussed in these two textbooks, there are very few sections in their text where the
word Egypt or Egyptian was mentioned. I think that the use of such words should
have been made more frequent as the content is addressed within the Egyptian
context and for Egyptian students.

Citizenship Education during the Rule of Interim President Adly
Mansour — Book D and E (2013-2014)

Book D, titled ‘National Education: I’'m the Egyptian’ for Grade 10 and as stated in
its text, is directed to youth and aims at developing their citizenship/national identity.
The book content covers the dimensions of “Preserving Heritage” and “Cultural
Identity”. It starts with demonstrating the “Egyptian” character — this word choice
makes the material more relevant to its context, as it describes the Egyptian individual
(citizen) throughout the history till today, emphasizing “Diversity and Pluralism” by
mentioning different races that lived in Egypt. However, some of the adjectives used
tend to be a bit overstated. For example, the text describes the location of Egypt to
be ‘genius’ (p. 14) and the Egyptian people to be ‘religious’ (p. 19). This contradicts
the need to avoid exaggeration in the content of educational textbooks.

On another level, the first two chapters are informative on the “Political Literacy”
level. Both introduce the three main authorities of the state (Legislature, Executive
and Judiciary), which are essential in understanding the hierarchy and the structure
of the government. This is in addition to introducing the “Islamic” perspective of
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state governance by describing what is called in Arabic ‘Sahifat Al-Madina’ — the
first written constitution that was developed during the first Islamic century to govern
the city of Madina in the Arabian Peninsula (Tahir-ul-Qadri, 2012) — which is further
discussed in Book E. The second chapter addresses the basic concepts of citizenship
in an informative approach that serves as an introduction for the preceding year’s
textbook. This chapter sheds light on citizenship values such as Equality and Identity.
It states directly and clearly that “Citizenship is values and virtues; it is a culture that
achieves social cohesion and establishes a common identity. It is the cornerstone of
building the state because of it has profound effects on the attainment of national
unity” (p. 29). In addition, the chapter covers the historical and regional (Arab)
aspects of the Egyptian identity, showing how the different races and civilizations that
lived in Egypt along the history affected and created the current Egyptian personality.

The final two chapters focus solely on Egyptian youth. They present youth as
being the future investment for any nation. Then, the national policies for youth
and their role in the society are discussed. In addition, examples of activities and
contributions done by young Egyptian figures are introduced in the final part. This
part demonstrates the means and images of Active Citizenship. Moreover, both
chapters try to connect students to the concept of “Public Interest” by tackling
policies offered by the state like mentioning the minimum age for running for
the Parliament (35 years old) and for City Council (21 years old) as identified by
the Egyptian Constitution. Finally, choosing young Egyptian role models and the
frequent mention of the 2011 revolution, strengthen the relevance and connection
of the material to the real-life experience of students, which in turn would achieves
better results (learning outcomes) for citizenship education.

Book E titled ‘National Education’ for Grade 12 includes direct informative
messages on clearly identified topics and aspects. The content’s structure aligns
with the goals and principles of education for citizenship in terms of creating a
‘good citizen’ through understanding how democracy relates to political, social,
and economic conditions. The content thoroughly discusses four specific important
topics; Democracy, Constitutions, Political Parties, and Human Rights. These four
topics were being discussed and debated in the Egyptian society at the same time as
this textbook was published. This book was published at the same time as the new
2013 constitution was being written. A referendum took place in January of the same
year, which was followed by parliamentary elections. The civic knowledge offered
in this textbook was thus aligned with the political transition occurred in this school-
year which gave students who were over the age 16 and can vote, the opportunity
to practice political participation as active citizens while they are studying about it.
For example, the text explains that

The parliament uses its authorities, including craft the public policy of the state,
question the government ministers, and constitute commissions of inquiry and
financial monitoring ... Also, it decides upon ministerial responsibility through
a vote of confidence. The parliament has full authority regarding the issuance,
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cancellation, or ratification of legislation and laws. In other words, it has the
general right of final determination of the matters within its competence, as
determined by the Constitution. (p. 6)

It is crucial for students to acquire this information, in order to be able seriously
assess the political situation that Egypt was going through.

In addition, the chapters about “Democracy” and “Human Rights” include
concepts on both, including how they are presented by religions, specifically Islam.
Moreover, the last chapter is totally focused on revolutions, specially the very latest
one in 2011. For example, it states that “A revolution is a holistic, sudden and drastic
change of existing structures and intellectual notions of the political, social, and
economic systems. It happens with means..., usually associated with violence and
rage for achieving victory for the oppressed over the oppressor” (p. 76). However,
including the 2011 revolution as part of this chapter would help in relating students
to recent political transition and social unrest that they have been experiencing. This
is a noteworthy and positive step from the Ministry of Education to devotes a chapter
on revolutions in terms of the history and reasons in Egypt. This approach signals
an official intention, guided by the current political will, to teach young citizens that
vigorously opposing an unfair regime/government is an accepted attitude. On the
same sequence, the final part of the book puts further focus on the 2011 revolution,
its causes, demands, and results. This is regarded not only as documentation for
a national significant recent dynamic that all Egyptians consider as a national
historical event, but also it means a great appreciation of the active role of youth in
this revolution, who are of the same age as the students studying this material. This is
to say that this last part of the chapter about the 2011 revolution creates a direct link
between the content and the students because it addresses an incident that they have
already experienced. The overall content of this textbook succeeds in covering the
citizenship education dimensions of Pluralism, Active Citizenship, Civic Education,
Public Interest and informative on the Political Literacy level.

Citizenship Education during the Rule of Current President Abdel Fattah
EISisi — Book F (2014-2015)

This textbook titled ‘Citizenship and Human Rights’ for Grade 11 is newly developed,
yet it includes some of the topics covered in previously published textbooks (Book
C, Book D and Book E). The first two chapters focus on “Political Literacy” and
provide information about citizenship values and citizens’ rights and duties as well
as human rights and related international agreements and organizations. The third
chapter focuses solely on women. It discusses the development of women’s social and
political conditions throughout the Egyptian history and addresses the international
agreements that aim to preserve women’s rights. The final chapter is about “Civil
Society and Volunteer Work.” The content of this chapter touches on citizenship
education dimensions of Active Citizenship, Public Interest and Community Service.
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Most of the information in this textbook is theoretical content and definitions. For
example, the text offers a description of volunteer work and its importance, stating
that “Volunteer work became a basic pillar in building the community, spreading
peace and social coherence, and that’s because it offers different positive results
on social, political and economic levels which in turn serves both the individuals
and the community” (p. 42). This textbook does not include any information about
revolutions or constitutions. This might be due to the inclusion of these issues in the
textbook for Grade 12 issued in the previous year as discussed above.

Common Findings

As a general analysis, only five citizenship parameters were recognized in the six
textbooks, which are Civic Education, Life Skills, Government System, Preserving
Heritage and Non-Governmental Organizations. However, none of the following
topics were mentioned: Egypt’s relations with other countries (as Arabs, the Islamic,
African, and global levels); Arab organizations and institutions (League of Arab
States, Arab Common Market, Islamic Conference Organization, and African Unity
Organization); and International organizations and institutions (United Nations,
World Health Organization, and International Labor Organization).

DISCUSSION

I will begin with a personal note; the 2011 revolution was a dream come true, not
only for me, but also for many Egyptians who participated in the 18-days sit-in in
Tahrir square. It was the first time in Egypt that masses of people, from all walks
of life and with different political views, could talk and discuss issues for hours and
days without being scrutinized by security. The desire to remove a tyrannical regime
that had always divided people was the driving force at that time. Unfortunately,
after the first demand was met (which was the stepping down of Mubarak), we found
ourselves unable to unite again for other similar causes. Egyptians, to a very large
extent, are in urgent need for an education that promotes applicable understanding
of coexistence, acceptance of diversity and respect for civic freedoms. Egyptians
need to understand and learn more about Active Citizenship, in order for a cohesive
democratic Egyptian society to emerge. This cannot be imposed on people. This is a
glimpse of one of the reasons that motivated me to analyze the information that are
being taught to youth after the revolution that aimed for building a democratic society.
Citizens of my generation, who had not received an adequate level of citizenship
education, participated in the 2011 revolution demanding a change in citizenship
values, yet failed to reach a societal change towards these values. I believe if young
generations receive better Citizenship Education now, they will be able to change the
distorted values and perceptions into more democratic and just ones.

The findings of the content analysis clarify the picture of the progress made
to citizenship education in Egypt after the 2011 revolution. It is obvious that the
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Ministry of Education, guided by a political will, has given more attention to the
content of citizenship education offered in secondary schools. After the revolution,
Egyptians were discovering their potential as citizens in a new atmosphere,
especially youth. Most of this potential could be invested to unite commonalities
and respect differences between different segments of the population. It is the
formal educational institutions (such as schools) that could influence direct
citizens’ perceptions and attitudes to achieve the revolution demands, social justice
and freedom for all through better understanding of the meaning and practice of
citizenship values.

The academic year 2013-2014 included three newly developed or reissued
textbooks for grades 10, 11, and 12 (a newly developed textbook for Grade 10,
a second edition textbook for Grade 11, and a newly developed textbook for
Grade 12). The content of these altered textbooks, present a sequential body of
information intends to acquire students with knowledge about citizenship. The two
textbooks for grade 11 and 12 offer detailed information on Political Literacy and
Active Citizenship through participation. Moreover, the content employs a role
model approach to demonstrate the dimensions and values of citizenship as defined
in literature. In many parts of these three textbooks, the concepts of citizens’ rights,
freedoms and duties are all defined and emphasized, in addition to the role of the
government, civil society and the constitution in governing and securing them. It is
very significant that the content also referrers to the Islamic thoughts and principles,
and sheds light on human rights in the Islamic history but also in modern time as
supported by international organizations and declarations.

The three textbooks portray the concepts and values of citizenship in relation to
the current political, social, and economic conditions in Egypt, which is one of the
goals of education for citizenship. Yet, this imposes questions such as, how far is
the gap between the stated objective and theoretical content offered in the textbooks
and the real-life experiences of students? How this gap affects the authenticity of the
content of the textbooks? And how it affects students’ reaction to the information
presented in these textbooks? Such questions deserve to be examined by future
research.

On the other hand, although understanding the principles of citizenship need
theoretical knowledge, especially those related to Political Literacy and Civic
Education, citizenship values are demonstrated by individual and collective behaviors
and actions. According to literature, citizenship education is a humanistic discipline,
which means that acquiring its related values and skills can hardly be measured by
written exams. In this regard, the textbooks do include instructions for activities and
problem-based exercises to help students embrace citizenship values and attitudes
but are they practiced as instructed? Do students embrace or able to demonstrate
citizenship values after studying these textbooks? Is there a different strategy rather
than a written exam to assess whether students achieved the objectives mentioned
in the textbooks and the extent to which these are demonstrated by their activities
and actions?
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On another level, some scholars described Egyptian education in general to be
didactic and school subjects such as citizenship education to be marginalized, simply
because they are not included in the total accumulative score (GPA). Hence, all
the positive progress that has been made to the content of citizenship education
textbooks can be jeopardized by intended neglect, as it continues to offered as a
separate subject with a marginal — pass/fail — assessment. Nowadays, the Egyptian
educational system, like many other systems, gives more attention to teaching
applied sciences than to humanities and social sciences (Faour & Muasher, 2011).
A new educational approach is needed to give humanities and social sciences their
proper attention. The Egyptian political will and the Ministry of Education need to
consider initiating a curriculum reform that would integrate citizenship education
(National Education)in different school subjects and activities through pedagogies
of interdisciplinary and active learning.

CONCLUSION

As I examined the content of citizenship education textbooks in the Egyptian
secondary schools after the 2011 revolution. My research reveals the main
concepts and topics discussed in these textbooks under the rule of four different
political administrations. The content analysis of six textbooks was conducted
using two adapted criteria for text assessment (Collins & Levy, 2007; Marsh &
White, 2006) and content parameters (Baraka, 2008; Qasim, 2006). The findings
showed noteworthy progress in the content, yet this research did not investigate
the pedagogy used in teaching these textbooks, which needs further research. The
Ministry of Education needs to sustain this improvement, which I consider one
of the 2011 revolution gains as it demonstrates a ‘positive change’ that Egyptians
have been struggling to achieve. Thus, there is a need for continuous improvement
of textbook content but also to give more attention to pedagogical approaches
and teaching methods through a long-term educational investment in building
student characters and developing citizenship values that are demonstrated in
students’ behaviors and actions..Equally important, Egyptians as active citizens and
educators as active professionals should contribute to and demand the integration
of citizenship education across school subjects and activities along with the use
of active learning pedagogy as a strategy towards a better quality of the Egyptian
educational system.
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SHAIMAA MOSTAFA AWAD

5. GLOBAL CITIZENSHIP EDUCATION
AND CIVIL SOCIETY IN EGYPT

A Case Study of a Character Education Program

INTRODUCTION

With the rise of globalization and the need to have a set of universal values
respected by all humanity regardless of differences in cultures or religious beliefs,
the importance of global citizenship education has emerged. All aspects of our lives,
from our jobs to even the food we eat are connected and impacted by the global
growth (Zahabioun, Yousefy, Yarmohammadian, & Keshtiaray, 2013). Therefore, it
is becoming profoundly necessary to develop a generation of people who are fully
aware of and able to meet the current (global) problems that confront humanity.
It is greatly acknowledged that education plays an important role in transforming
the lives of children and youth, and thus helps in developing their values, attitudes
and personal behaviors. It is through the young people’s capacity and positive
contribution to their societies that individual, economic, and social lives can be
improved (Education Above All, 2012). According to Oxfam (2006), education has
the power to change the whole world, since it works on today’s children who will
be tomorrow’s adults. The more people become aware of the interconnectedness and
interdependence of the world, the more there is a need for having some universal
values like tolerance, fairness, acceptance, compassion, and respect for diversity that
help in stimulating a sense of universal belonging and oneness with the humanity.
Therefore, these universal values of global interdependence have been constituted as
basic values for global citizenship (Gibson & Landwehr-Brown, 2009).

The Egyptian context has gone through a lot of changes that resulted from
the political unrest in the past few years especially after the January 25th 2011,
revolution and the subsequent uprising of June 30th 2013, that led to a change in
the Egyptian character in particular and society in general. There became a state of
societal tensions and conflict between people and a tendency for revenge, aggression,
disrespect and unacceptance for other’s opinions. Throughout this period, Egyptians
have been exposed to many new notions that they are not used to like democracy,
freedom of expression and the privilege of having a voice that they can use freely to
express their opinions and choices. In order to get the best out of this, the upcoming
generations need to learn how to interact and deal with the new dynamics the
Egyptian society is going through whether socially or politically; they need to learn
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how to respect the law and the rules of their country, to get their rights and fulfil
their duties towards their society and to understand the true meaning of democracy,
diversity and acceptance. This is in addition to the need to be provided with different
social skills like cooperation, respect, responsibility, honesty and conflict resolution
which would enhance and promote social cohesion in the Egyptian society.

All the previous factors highlight the importance of having a kind of education that
prepares the Egyptian children to become well rounded and active citizens in a globalized
world. In support of this belief, civil society organizations in Egypt thatact as volunteer
and not-for-profit entities exert an effort and play an important role in providing support
to the educational sector. In this research, I focus on a case study of a character-building
initiative created by The Human Foundation, an Egyptian NGO through its character
building program “True Me: Focused, Free and Fulfilled” that has been implemented
in some Egyptian schools. Following a qualitative approach, I resorted to document
review of the program and my fieldwork included individual, focus group interviews
and a survey with open-ended questions with the program designer, trainers and public
school representatives. In addition, observation of the program implementation was
conducted in two different classrooms in one private school.

The study seeks to reveal the important role of civil society in supporting education
in Egypt during the post-revolution time by examining the character building
program developed and offered by the Human Foundation. It investigates the extent
to which the values promoted through this program provides an introduction for ideas
connected to global citizenship and the discourses on global citizenship education.
The case study is conceptualized in the international and national discourses on
global citizenship education which would enable a better understanding of the
challenges this NGO confronted and the opportunities of implementing similar
character building programs for promoting global citizenship values on a wider scale
in the Egyptian schools.

INTERNATIONAL DISCOURSE ON GLOBAL CITIZENSHIP

“Global Citizenship” seems to be a term that lacks consent on its definition. It might
give the meaning of surpassing ethnic, religious, or racial differences (Zahabioun
et al., 2013). According to UNESCO (2013), global citizenship has been called
by some as “citizenship beyond borders” or “citizenship beyond the nation state.”
Others suggested that the term “cosmopolitanism” might act as a broader term.
There is also a suggestion for calling it “planetary citizenship” as it strongly relates
to preserving the planet Earth (UNESCO, 2013).

Global citizenship emerged as a new way to define rights and responsibilities and
above all a sense of social belonging to the whole world (Zahabioun et al., 2013); it
does not refer to a legal state; however, it is more related to:

A sense of belonging to the global community and common humanity, with
its presumed members experiencing solidarity and collective identity among
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themselves and collective responsibility at the global level. Global citizenship
can be seen as an ethos/metaphor rather than a formal membership. (UNESCO,
2013, p. 3)

Due to the rapid and dramatic global changes that have been taking place on the
social, cultural, economic, and technological levels, there is a significant need for
developing a universal code of ethics, in which the world becomes a moral concept
(Zahabioun et al., 2013). Accordingly, people should feel their moral or ethical
responsibilities towards others (Feature Report on citizenship, 2008). As the term
“global citizenship” is strongly connected and linked to ethics, it might constitute an
implication for an ethically motivated action on global problems (Feature Report on
citizenship, 2008).

On another level, the new technological facilities of the 21st century contributed
to the development of the ordinary citizens and transformed them into “global
citizens” through creating virtual spaces and changing the way they communicate
with each other and thus, affecting their sense of belonging to the community both
nationally and globally (Gibson & Landwehr-Brown, 2009). As a member in the
global community, a “global citizen” needs to receive an education that would help
him/her to develop a sense of responsibility and connectivity towards others not only
on the local level but on the global level as well; an education that would help them
acquire all the necessary values, skills, and knowledge to enable him/her to deal with
a world of diverse religions, nationalities, ideologies, races and to qualifies him/her
to deal with the challenges that they might confront (Zahabioun et al., 2013).

In support of this belief, “The Global Education First Initiative” that was launched
by the UN Secretary-General in 2012 has global citizenship education as its third
priority, in addition to putting every child in school and improving the quality of
learning as its first two priorities (UNESCO, 2013). According to UNICEF (2013),
good quality education is supposed to equip people with the skills, knowledge, and
attitudes needed to enable them to learn to live together as active citizens both on
the national and the global levels. Most of the consultations done by the UNICEF
highlighted the need for an education agenda, which would help in preparing
children, youth and even adults to become active citizens who would participate
and engage in transforming their societies and the whole world at large. This point
affirms the goals of the UN Secretary General’s Education First Initiative (UNICEEF,
2013). Education for global citizenship “means embracing a more holistic view of
what kind of skills and attitudes are needed in our world today. While skills for
jobs are important, so are skills for living together” (Carolyn Medel-Anonuevo,
participant in online consultations on Education as quoted in UNICEEF, 2013, p. 26).
In a recent report, UNESCO defined global citizenship education as “a framing
paradigm which encapsulates how education can develop the knowledge, skills,
values and attitudes learners need for securing a world which is more just, peaceful,
tolerant, inclusive, secure and sustainable” (UNESCO, 2014, p. 9).The goal behind
citizenship education has been observed as to prepare students to play active roles
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in their schools, families, and societies as well as on the global level. This is in
addition to their active participation and responsibility towards other human beings
and the planet Earth at large (Education above All, 2012). However, the goal behind
global citizenship education is to empower learners to engage actively, playing
active roles on both the local and global levels in order to participate in solving
the global challenges and to succeed in having a more just, tolerant, and inclusive
world (UNESCO, 2013, 2014). According to Oxfam (2006), “Education for Global
Citizenship” enables children to think critically about global matters and qualifies
them with the abilities to express their own values while listening to and respecting
others’ views.

Furthermore, there are numerous and different approaches and programs through
which global citizenship can be promoted, such as those offered by civil society
(UNICEEF, 2013). Global citizenship education can be delivered either in formal,
non-formal, or informal education modes and venues. However, if it is delivered in
a formal system, it still needs to be complemented by both non-formal and informal
systems (UNESCO, 2013). A curriculum for global citizenship needs to stress the
following goals and learning objectives: to develop global citizens in relation to
culture, language and learning to live together, and to instill and develop in students
a set of universal values (Zahabioun et al., 2013). As advised in Education Above All
(2012), there are various ways through which education for global citizenship can
be inserted into the school program, both explicitly and implicitly. For example, the
active engagement and participation of students throughout the learning experience
is highly encouraged. In order for this “compound learning” process to take place
there are some activities that can be used like a “stimulus activity,” which engages
the student personally and is then followed by discussion to link the activity to the
key values and behavioral learning objectives (Education above All, 2012). These
stimulus activities can be in the form of stories, games and role playing, or through
expressive activities like art, drama, creative writing, music, and dance which
stimulate students’ emotions and involve their personal identities. It also encounters
the psychological needs of students and helps them to freely express their feelings
and emotions (Education above All, 2012).

There are many ways in which we can divide the approaches to global citizenship
education. Among which is the distinction between “soft” and “critical” global
citizenship education. In the ‘soft’ approach, morals act as the starting point for
global citizenship education and it is centered on the moral and ethical notion of the
oneness of humanity and the need for universal ethics (Tawil, 2013). On the other
hand, the ‘critical’ approach has to deal more with the concepts of social justice
and human rights. This study focuses on the ‘soft” approach as it emphasizes the
importance of morals and values and the role they play in developing the characters
of citizens. Accordingly, character education can play a pivotal role in constructing
and developing students’ characters. In a study that was conducted by Althof and
Berkowitz (2006) the interrelations between the roles of educating for character,
including moral and character education, and educating for citizenship, including
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civic education and citizenship skills and dispositions, were explored. The study
also highlights the role of schools in developing students’ characters to become
moral citizens in democratic societies and this necessitates a great focus on moral
development, character development, and the teaching of civics and citizenship
skills. The researchers conclude that integrating these kinds of education are very
important to have a liberal democratic society. According to Althof and Berkowitz
(2006), both character education and citizenship education share many dispositions
of personality traits, values and motives, such as: “social justice, honesty, personal
and social responsibility, equality... Of course, there are some character dispositions
that are less central to citizenship and vice versa, but the overall set has great overlap”
(pp. 512-513). This overlap between character education and citizenship education
lead us to describe a “civic character.” Boston (2005) describes a civic character as
“responsible moral action that serves the common good” (p. 5).

However, global citizenship education is facing many tensions and challenges
among which is that of the human resources and how to develop a strong cadre of
teachers who are capable of transmitting the values of global citizenship and are not
affected to the traditional ideas and methods of teaching and are not open-minded
(Education Above All, 2012). Another major challenge is the tension between the
national and the global identities; this is a main issue especially in the countries where
identity is a very sensitive issue and attaining the national identity itself is a problem
and considered a challenge (UNESCO, 2013). The problem in many nations when
developing curricula for citizenship education is that they work only on developing
citizens who can function within the nation borders and not globally. However, the
fact is that “globalization and nationalism are contradictory but coexisting trends
and forces in the world today” (Banks, 2004, p. 6). It is acknowledged that “the
increasing importance of cross-border flows and networks undermines the principles
ofthe nation-state as the predominant site for organizing economic, political, cultural,
and social life” (Banks, 2004, p. 18). That’s why there is an essential need to develop
a kind of civic education that enables students to live and act within their national
context as well as abroad. According to Banks (2004), citizenship education has to
strengthen students’ relation and sense of belonging to their cultural attachments
as well as their ability to praise and respect other cultures and identities. It also has
to qualify them to be able to live in other cultural communities through helping
them develop the needed skills and attitudes. Banks (2004) believed that individuals
can endorse “multiple identifications and attachments, including attachments to
their cultural community, their nation, and to (the world and humanity in general)”
(Banks, 2004, p. 8).

THE NATION-STATE AND THE “EGYPTIAN IDENTITY":
SETTING-UP THE CONTEXT

Identity is about belonging; it is about what one has in common with some and
what distinguishes oneself from other people. Identity is about relationships and
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involvements with one’s forefathers, which in modern societies are very complex;
it is about contradictions and values we share with others. At its best, identity gives
us a sense of personal location, a sense of a stable core to one’s individuality. On a
societal level, the notion of identity is a key for social integration. It holds a society
together or tears it apart (Taha, 2011, p. 2). The Egyptian identity is believed to have
been affected after the revolution of 1952 and under the rule of President Gamal
Abdel Nasser who believed in the unity of the Arab States and Arab nationalism.
This is a time when “Egypt’s official name became the Arab Republic of Egypt-as
opposed to simply the Republic of Egypt... [This] was a short push to an Islamic
identity” (Ibrahim, 2011, p. 1). For years, the Muslim Brotherhood tried to impact
the Egyptian society with their beliefs and conservative values. Thus, it was their
chance after Egypt’s second revolution in 2011, and electing one of their leaders,
Former President Mohamed Morsi, the first elected president for Egypt in the post-
revolution when they officially started to impose their social values on society. This
was clear through the constitution that was passed by the fundamentalists, which
contained many restrictions on freedom of faith and expression. They also used
education to impose the same conservative values using the appointed Brotherhood
members who worked in the Ministry of Education. Those members tried to change
and remove sections from the national curricula which described their violent history
(Nawara, 2013).

It was obvious that “the Muslim Brotherhood ideology didn’t acknowledge
the concept of the nation-state and calls instead for a monolithic Islamic nation
[Al Ummah Al-Islamiya] that ignores national borders” (Nawara, 2013, p. 2).
Accordingly, Egyptians rose up against Morsi and his government in June 30th
revolution as they felt the threat that might affect Egypt’s future as a nation and
their identity as Egyptians. Many people (Muslims and non-Muslims) were very
angry and protective of their culture and their way of living that they refused to
change. So, “if the January 25th revolution was about freedom, justice and dignity,
the protests of June 30th were about Egyptians salvaging their Egyptian identity”
(Nawara, 2013, p. 2).

However, it is becoming currently difficult to identify the values that characterize
the Egyptian identity. The Egyptian society is becoming more contradictory
than ever as it is claimed to be religious and conservative while at the same time
sexual harassment and violence are prevailing. Unfortunately, it is obvious that
there is deterioration of values and that “Egypt has experienced a major setback
in some of the moral values that used to constitute an integral part of society, such
as honour, dignity, trust, and respect.” (Nosseir, 2014, p. 3). Moreover, identity, as
stated by Nosseir (2014), “should reflect the behavior of mainstream Egyptians,
habits and traditions that they have been practicing for centuries and that will
serve to unite society, instead of discriminating among its members or polarizing
them” (p. 4).

How the “Egyptian identity” is perceived by young Egyptians is another main
point. In a study that was conducted on young Egyptians to find their perceptions
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about what being an Egyptian means to them, there were a variety of responses. Some
of them believed that being Egyptian included different dimensions as Egyptian,
African, Arab, and Muslim. On the other hand, some identified themselves as being
Muslims as they see that one’s identification with his/her religion is superior than
being Egyptian. This perception was not restricted to religious people only but with
others who are not religiously committed too. Another group identified themselves
as Egyptians and expressed that they are proud to be. They related this to the fact
that they were “born, raised, educated, and having their families and their friends in
the country” (Taha, 2011, p. 6). One of the participants believed that “the Egyptian
identity is older and more developed than the Arab, Muslim, or other related
identities” (Taha, 2011, p. 6). One of the most interesting findings in this study is that
a big portion of the sample identified themselves as being “human and belonging
to humanity.” But this mostly related to the fact that they were unsatisfied with the
political and socioeconomic conditions in Egypt.

In the same study, young Egyptians were asked about the relationship between
identity and belonging. The findings showed that “there are degrees of loyalty to
Egypt among Egyptian youth” (Taha, 2011, p. 8). There are those who, out of their
love for Egypt are willing to work so hard in order to help improve the country’s
situation and others have been critical but out of their concern on wishing to see
the country in a better position. On the other hand, there were those whose sense of
belonging have weakened and they have blamed this on the deteriorating political
and socioeconomic conditions that caused Egypt to retreat into a degraded position
among other countries. This resulted in Egyptians being treated in a disrespectful
manner by others (Taha, 2011).

As a consequence, “preserving the national identity” of Egyptians has been the
focus of attention in the Egyptian society especially after the one-year rule of the
Muslim Brotherhood and their trials to transform the Egyptian identity (Makar,
2013). Thus, it was very important to include it in the amended constitution under
the main aim behind education which can be achieved through building the Egyptian
character.

Article (19) Every citizen has the right to education. The goals of education
are to build the Egyptian character, preserve the national identity, root the
scientific method of thinking, develop talents and promote innovation, establish
cultural and spiritual values, and found the concepts of citizenship, tolerance
and non-discrimination. The State shall observe the goals of education in the
educational curricula and methods, and provide education in accordance with
international quality standards. (Amended Constitution, 2014)

The higher purpose of education in this constitution is to “build the Egyptian
character (and to) preserve the national identity” and this is what makes the aim
behind education in this constitution really unique and distinguished from the
previous constitutions that only stated that education was a right for all Egyptians.
Developing 21st century skills like creativity and innovation, in addition to values of
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citizenship, tolerance, and non-discrimination were also highlighted and prioritized
as they were given special significance in the same article.

Accordingly, the Ministry of Education (MOE) in this transitional period
reinforced the urgent need for change in order to confront the social challenges
and fulfill the demands of the revolution. Thus, education has to play an important
role in this critical period through developing the political awareness, building
the capabilities of citizens for political participation, and enhancing the values of
democracy, freedom, citizenship, tolerance, and acceptance of others (MOE, 2014).
According to the Ministry of Education (2014), the Egyptian society has suffered
lately from many social transformations that drastically affected its culture and
values. This created problems and challenges for social institutions such as the
family, the school and the whole education system. Examples of these challenges
and problems include the weakening of the impact of education on culture and the
collapse of moral and ethical values (MOE, 2014). Currently, the Egyptian society
and its culture are described to be suffering from losing its unity and national identity.
This is caused through the weakness that hit its political and social institutions due
to the uprisings and social unrest. In addition, it is worth mentioning that during the
previous years, the political systems didn’t pay much attention to strengthening and
preserving the societal values and culture. In addition, the Ministry of Education
(2014) highlights that among the reasons of Egypt’s cultural crisis is the lagging
behind from the contemporary world’s needs and demands.

In the above-mentioned context, the Ministry of Education set a new strategic
plan for pre-university education (2014-2030) while taking into consideration the
different contexts that affect and are affected by education such as the national and
the global contexts as well as the economic, cultural and political contexts, which
are the most relevant for the focus of this research. According to the Ministry of
Education (2014), culture plays a major role in determining the future and the societal
interactions between people in any country. It is believed that the contemporary world
goes through radical transformations that constitute a Cultural Revolution, which has
long-term effects on societies, and cause a deep gap between what has been achieved
through technology and the cultural beliefs in some conservative communities. The
progress in technology and means of communication eliminated distances between
people globally and put the future in the hands of the more developed countries,
which through these communication means can export their knowledge, culture, and
values. The Ministry of Education believes that this constitutes a huge challenge
that Egypt has to confront through education (MOE, 2014). It is believed that if the
culture of the society in the receiving country is strong enough, it can easily absorb
these intruding cultural aspects without being affected itself and without losing its
identity. However, if the culture is weak, it will be affected by whatever it receives
(MOE, 2014).

From here emerges the importance of “citizenship education” in supporting the
vision of the government in the previously mentioned documents by working on
developing the Egyptian character and conserving their local identity as Egyptians,
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while at the same time helping them become more tolerant, open-minded and
accepting to differences and diversity in a globalized world.

CITIZENSHIP EDUCATIONAND CIVIL SOCIETY IN EGYPT

The main concern about citizenship education implemented in public schools in
Egypt is that it is basically theoretical depending on textbooks and thus lacks the
practical and experiential part. In a study that was conducted to get the perceptions
about citizenship education, participants were asked about the appropriate approach
for teaching citizenship and the suggested topics they think are important to be taught.
The participants were divided into four categories: students, parents, teachers, and
school administrators, and education activists (Omar, 2012). Most of the respondents
articulated that teaching citizenship education has to be “skill-based.” Teachers and
administrators believed that non-formal and informal approach is the most suitable
and successful one but they expressed that it needs readiness and skills from the
teachers, thus they preferred the formal approach that they are familiar to. However,
teachers showed interest in learning about the non-formal approach (Omar, 2012).

When asked about the topics that need to be included in the curriculum of citizenship
education, almost all the respondents stressed the importance of focusing on morals
as a basis for citizenship. Students emphasized that “they need to learn how to build
their personality... (and that) no one can be a good citizen unless he is a balanced,
confident person” (Omar, 2012, p. 22). Parents also suggested teaching morals as
conscience and honesty. Teachers’ support for teaching morals is highlighted by one
of the study’s respondents, who said that “morals is prior to citizenship. Morals are
the main motivator for citizenship.” They also emphasized that “building a confident
personality of students is prior to citizenship education” (Omar, 2012, p. 24). Last but
not least, education activists believed that “building self-esteem of the students is also
prior to constructing citizenship” (Omar, 2012, p. 27).

Civil Society Organizations (CSOs)

Civil society organizations are “autonomous, voluntary, not-for-profit associations
that have a structured governance and organizational framework. They operate
within boundaries defined by legislation and defend the public interest outside of
the political realm” (Egypt Human Development Report, 2008, p. 5). They include
“non-state and non-market bodies” and they vary according to their “purpose,
philosophy, expertise and scope of activities.” They comprise of organizations
with “a philanthropic or services orientation, community associations, associations
reflecting special interests such as business, advocacy groups to defend the ‘collective
benefit’ and professional groups such as syndicates” (EHDR, 2008, p. 5). There are
a variety of factors and conditions that affect the nature of a society and thus the
nature of CSOs such as political values, privatization, the percentage of women’s
participation in the labor force, young population, and globalization (EHDR, 2008).
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Civil Society’s Support to Education in Egypt

A brief history of NGOs in Egypt: Since their establishment in Egypt, NGOs played
a great role in providing many services in the fields of health care, social assistance,
and educational services. Continually, in the past three decades, they paid attention
to local development, women’s and children’s issues and problems, human rights,
and protecting the environment. They also had many projects through which they
tried to contribute in solving problems like combating poverty and unemployment
(Ministry of Education Portal). They also had projects that supported both formal
and informal education.

The role of NGOs in supporting education in Egypt: Based on the vision of the
Ministry of Education, the community participation is one of the main themes of the
pre-university education and NGOs working in the domain of education is one of
the main means for achieving this. The activities of those NGOs vary but they have
to be in accordance with the policy and the strategic plan of the Ministry. The role
of NGOs and civil society institutions is illustrated through projects that support
the educational process through three main domains. Firstly, to support educational
function like raising the efficiency of the educational process, technological support,
environmental services, literacy, community schools, one classroom schools and
child-friendly schools. Secondly, to support education profession through offering
seminars, lectures and conferences, caring for special needs and stressing the idea of
inclusion. Thirdly, to support the link between school and family through tackling the
problem of leakage; spreading social, cultural, health and environmental awareness,
and offering social assistance (Ministry of Education Portal).

Table 1. Number of Egyptian NGOs and their funding, target audience, and projects

Theme Funding  Target audience  No. of projects  No. of NGOs
Support the Learning 368 851 2183985 86029360
function of school

Support the educational 192 445 469353 37456849
function of school

Support school-community 293 571 560016 27767441
relationship

Total 853 1867 3213354 151253650

Source: Ministry of Education Portal, accessed 15 December 2014

On the other hand, the Ministry of Youth (MOY) is the one responsible for
offering citizenship education through forming partnerships with different NGOs
and CSOs. This is done in the form of extra-curricular activities and camps and is
mainly targeting youth aged (18-35). However, in this study, [ focus on the effort of
an NGO which is The Human Foundation in offering a character building program
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for young children in some Egyptian public and private schools in order to provide
them with the needed values and skills to help them develop their characters and
become well-rounded citizens.

THE HUMAN FOUNDATION ORGANIZATION

The Human Foundation, is a non-profit Egyptian organization that was founded
and registered with the Ministry of Social Solidarity in 2011. The vision of the
organization is to have “a Society where citizens have an equal opportunity to bring
forth their human potential by contributing positively to their human and natural
environments”. Their main mission is to “work to foster human values that cherish
freedom, maintain equality and justice, respect diversities, cultivate gender balance,
and secure human rights... [they] are guided by the belief that such values are
intrinsically related to fulfillment of human potential” (Human Foundation, n.d.).
The organization contributes to the development of the social life in Egypt
through offering different services and carrying out different projects that help
in establishing and founding the concept of knowledge based society. Among the
organization’s programs is the “Be Yourself” program which is a group of personal
growth programs that are built on one philosophical background based on the belief
that the life of every individual is valuable and that it is through our consciousness
and the connection to the innate divine spark inside us that we can discover the
higher value of our lives. According to the program’s philosophy, “to ‘be oneself’
is to manifest all one’s potentials; spiritual, emotional, mental and physical.”
Accordingly, this collective consciousness of the higher value of life would lead a
whole society to reach spiritual, psychological and physical balance (Be Yourself
Program Presentation, n.d.).

The “True Me: Focused, Free and Fulfilled” is one of these sub-programs
and it is the main focus of this study. This program is designed for children and
it is implemented either in Arabic or in English. The program is mainly a moral
development and a character building program with the aim of fulfilling the
following mission:

To raise young souls who are conscious of the honour of being human, and
work for making our planet a safe environment for all to realize that high
state of being-ness.” The program vision is founded on how to cultivate “each
child’s unique character that s/he was born with.

Tools and course duration: There are diverse tools used through the implementation
of this program. They can be divided into four categories, the first of which is mind
mastery, which is done using silence exercises like concentration, relaxation, stillness;
or through movement exercises like stretching, dancing or walking. The healing
storytelling uses stories in the form of fiction, real situations or about great figures.
Stories are used because they are believed to cause fun, help in communication and
self-discovery. It exposes the students to high values, help them understand the
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world around them and thus enrich their experience. The self-expression activities
are in the form drawing and painting, role playing and games. Last but not least is
the group singing where the children stand in a circle and start singing together in a
circle of love (Be Yourself Program Proposal).

As for the course duration, it is normally done in sixteen sessions. Each session
lasts for 90 minutes. The number of children per session is preferred not to exceed
twelve children. The environment or the setting where the session is being taken has
to be quiet whether outdoors or indoors (Be Yourself Program Proposal).

RESEARCH METHODS

To conduct my research, I adopted a qualitative research approach; it is a case
study that focuses on the contribution of The Human Foundation Organization and
the effect of its program, “True ME: Focused, Free & Fulfilled” on building the
Egyptian children’s characters. The research depends mainly on document review
of the organization and the program, individual and focus group interviews and a
survey with open-ended questions with the program designer, trainers and public
school representatives. In addition, observation of the program implementation
was conducted in two classrooms in a private school which would enable the
“triangulation” and the validation of the research findings (Patton, 2002).

The research sample is a purposeful sample that included a total of 19 participants:
the program designer, 12 program trainers, 3 social counselors who work in
three public schools and attended the program as observers and evaluators of its
implementation, 3 trainers whom the researcher observed during the implementation
of the program in two classrooms, each classroom included 15 students in grade one.

The research instruments and fieldwork included interviews that were conducted
to get in-depth data from the participants in order to understand their perceptions,
experiences, and feelings about the program. The interviews consisted of a one-
time session with the participants who were interviewed individually. The interview
questions were in the form of open-ended questions (Gay, Mills, & Airasian, 2009).
There was also a focus group discussion that was conducted with the program trainers,
all 12 of them, in order to get a deeper understanding of their shared perspectives
about the program. This is in addition to an online survey with open-ended questions
that was sent to a group of the participants. Document review was also undertaken
to allow for knowing the required information about the organization, its foundation
history and the different services it offers. I also conducted a non-participant
observation of the program implementation where I was not involved in the situation
that is being observed. An observation guide was used, which helped in taking field
notes and thus organizing and categorizing the data (Gay, Mills, & Airasian, 2009).
Last but not least, I resorted to taking some field notes that included both descriptive
and reflective information which record the researcher’s personal reactions, thoughts
and experiences during the observation.
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Data Analysis

Interview and focus group data were transcribed and developed in Arabic then
translated into English. Thematic analysis was conducted to the survey responses
along with the qualitative transcript. Most powerful, expressive and representative
quotes were identified then integrated in the research findings. Field notes were
reviewed and organized systematically in alignment with the qualitative data
thematic analysis. The findings of observation were used to support and validate
other collected data. Triangulation was ensured based on using several tools for
data collection (interviews, focus group, survey with open-ended questions, and
observation). In addition, participants in the study included the program designer,
trainers and social counselors, in addition to observation of the implementation of
the program inside classrooms helped the validation of research findings.

FINDINGS
The Program Impact on Building a Cadre of Trainers

The very first step towards becoming a trainer for the “True Me” program is to
undergo training in another training course which is “Awakening Our Inner Child”
that is another sub-program of the “Be Yourself” program to enable the trainers to
learn how to deal with the problems that confront them and how to heal them in order
to get prepared to deal with the children they will later on teach. This training helps
building a cadre of trainers capable of delivering the values of the program among
Egyptian children; the theoretical part it is complemented by practice through their
teaching the children’s program, “True Me: Focused, Free and Fulfilled”.

Almost all the trainers agreed that the program had a very deep impact on their
characters and personalities and caused a drastic change in the way they see, react,
and behave towards different issues in their lives. They mentioned that the program
had a healing effect on their characters. For example, respondents believed it cured
their feeling of fear of committing a mistake and made them confront their flaws and
shortages in their characters, making them able to express their feelings more than
before. They asserted that the program provided them with the tools to deal with
their inner problems and solve them in order to be able to deal with the children and
their problems. After going through this process, they became more self-confident,
more accepting of themselves and others, and more aware of their needs whether
emotional or spiritual. They became more capable of dealing with their negative
feelings and develop them to give them power to decide on their goals and decisions.

One of the trainers mentioned that “the journey to self-healing and self-
actualization starts with acceptance and love...Yes, we all make mistakes, yet we
never deserve to be unloved or de-humanized for those mistakes.” This sense of
acceptance was the way that led them to “start a journey towards happiness.” They
agreed that happiness comes from within oneself when one is more accepting of
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her/his flaws and those of others. This developed another very important trait in the
trainers’ characters, which is that of not being judgmental towards other people’s
characters or reactions. This is obvious in one of the trainer’s words, who “learned
to criticize people’s ideas and not the people themselves.” They learned to see what’s
behind the actions and see things from other people’s perspectives.

Another important impact of the program on the trainers’ personalities is that it
helped them to develop a sense of inner peace and to get rid of the wrong beliefs
and traditions. From their perspective, this sense of inner peace is automatically
reflected upon their relationships with others and thus the whole society. Quoting
one of the trainers: “I believe that inner peace is a first step towards changing the
whole society.”

The Program Impact on Developing the Children's Characters

Values promoted through the program: The participants stressed the point the
program is mainly a moral program that focuses on the implantation of some
very important moral values, which are not imposed on the children; however, the
children get to grasp the moral message and the intended value after listening to the
story and after doing the activities. From the respondents’ perspective, the program
helps the children know that “the value of a human being lies inside his/her soul and
in the abilities that God bestowed him with,” which when discovered leads him/her
to happiness. They also added:

The values in this program are not imposed on the children from outside but
they are rather implanted in their hearts and they just acquire the skill of how
to discriminate between right and wrong.

They stressed the point that the trainers do not impose their opinion on the child
but only provide their experience in an indirect way. The children get to know
that they are not followers and thus cannot be deceived by any fake or superficial
religious, social, or cultural factors. They also emphasized that the program
enables the child to know the deep meanings of forgiveness, acceptance, honesty,
self-confidence, self-appreciation, respect for diversity and freedom. One of the
participants mentioned that “the program promotes for the uniqueness of every
individual, but at the same time it pushes them to seek integration and cooperation
with others.”

As for the effect on the children’s characters, the trainers expressed that the
children developed a sense of self-appreciation and self-confidence by being
provided with the tools that helped them discover their own potentials and
capabilities. The children also developed a sense of control over their nerves and
aggression. Through the use of stories, they identified with the characters and were
able to learn how to act and react in different situations. They learned to control
their outbursts and think carefully before reacting to any situation as one of the
trainers responded:
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The children got to understand that they can impact the quality of their lives
by simply choosing to react and act differently towards daily events...they
discover that they can have a say in their happiness and their lives.

Thus, the children develop a sense of acceptance of their flaws and they love
themselves for what they are and they find the light and goodness and right decisions
from deep inside. This is not imposed on them through certain direct values that are
stressed but rather the moral message is delivered through the different stories and the
various activities of the program that help the children develop this moral obligation
towards themselves and in their different relationships with others. Instead of being
very rude at the beginning and they refused to listen to the trainers as they were used
to always listen and not being listened to, they developed an ability to listen to others
and accept their opinions. They became less aggressive and they developed the skill
of peacefully resolving their conflicts and problems.

The same effect and changes were also stressed by the social counsellors (public
school representatives) who when asked about the impact of the program on the
children answered that it had a great impact on controlling the children’s nerves
and reactions. One of them explained that “there was a spirit of forgiveness and
acceptance among the children; even brothers, but unfortunately this had changed
after the program had stopped.” Another social counsellor who works in another
school said that the program helped in knowing students’ tendencies, beliefs and
thoughts and that it also helped in behavior regulation and taught the students how
to freely express themselves and their views. The third social counsellor mentioned
that the program affected the students’ relationships with their colleagues and with
their teachers. It also affected the relationship of the child with his/her parents. All
the previous affected the whole school atmosphere.

Safe and free environment: The program also proposes that the core of education
is to create a safe and free environment through which the child is encouraged to
discover his/her full potential and the world around them where they can freely
express their fears, feelings, and problems. This was one of the most recurrent
privileges of the program that was highly stressed by most of the trainers. It also
provides the tools by which they can discover their hidden potentials. This safe
environment in addition to the needed tools allow for a space where the children
become themselves; to become more creative and to discover their inner beauty
which is automatically reflected on their outer character. One of the trainers said:

The child feels that he is a human being who deserves to be loved and respected
and that he has got all the abilities that he needs to reach his goals and dreams.

Another trainer confirmed:

Through the program, the child finds a safe environment where there are no
threats, no fear and no humiliation where s/he is able to express her/himself
and create.
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In that way, the child feels his/her own value, which is considered as the key
towards any other change without being obligated to follow a certain role model
or being molded into a certain form. As mentioned by one of the trainers, the
children at the beginning of the program “would copy each other’s answers in
any discussion; they would even copy each other’s drawings and they drew with
aruler.” However, after a while this had changed and they were able to talk freely
and to be creative in their drawings as they were encouraged by the trainer who
met anything they did with great appreciation and admiration which gave them a
high sense of self-confidence.

Challenges and Constraints of the Program Implementation

The participants were asked about the challenges and constraints that confronted
them while implementing the program and the possibility of implementing it on the
whole school level. In their responses, they stated some of the different obstacles
that they faced. In addition, their views varied upon the possibility of implementing
it on the whole school level.

As for the challenges and constraints, they expressed that the main obstacles are
the culture and the traditional mentality of some officials in schools, some teachers
and parents. From the designer’s point of view that the main challenge is:

The culture of parents and teachers and the whole community because children
are taught something and then they go home and are confronted with a
completely opposite culture and attitude; they are maltreated by their parents at
home and the same with their teachers in schools; I believe that when children
are treated with love and respect, they respond positively.

Other respondents asserted the previous point by saying that many teachers
in schools are neither helpful nor cooperative as they are not convinced with the
importance of the program. But this changes if it happened that the teachers go
through training or a workshop that would help them treat the children in a different
way and find alternatives for the traditional punishment/reward method.

Other obstacles that were mentioned by the respondents were the failure to
provide a suitable place for the trainers to work in with the children especially in
public schools. Furthermore, another obstacle is having some children amongst the
group who have a complex background due to being exposed to abuse or aggression,
which is reflected on their behaviour and relationships with others. Those children
need special treatment and a longer time to respond as they need first to feel that they
are accepted and to be provided with love and kind feelings. This might affect the
rest of the group in an indirect way.

Another challenge that came up through the responses was that in public schools
there is no desire for transformation or change. In addition to the previous point,
they added that the fact that teachers are overloaded with workloads strengthens this
rejection for the idea of the program. The respondents perceive the importance of the
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teachers taking the training as a cornerstone for maintaining the sustainability of the
program’s effect on students.

When the participants were asked about the possibility of implementing the
program on the whole-school level, most of them emphasized the importance of
having a kind of partnership with the Ministry of Education in order for this to
be possible, especially in public schools. This partnership would help most of the
constraints met during the implementation as providing a suitable place, trying to
take off some of the workloads of the teachers who are attending the training. One
of the respondents talked about a previous experience of training some teachers,
but unfortunately it failed because “of the workloads and the harshness of their
schedules as the number of teachers was fewer compared to the number of classes
and periods.” She added that “even through the summer vacation, they go through
professional development trainings.” It is also through the Ministry of Education
that teachers can be given incentives in order for them to feel that their contribution
is appreciated.

Alignment with the International Discourse on “Global Citizenship”

The definition and traits of a “Global Citizen.” When the participants were asked
about the definition of a global citizen and the traits that s/he needs to possess,
their responses showed a great consensus and alignment with the international
discourse on defining a “global citizen.”As for the definition of a “global citizen”,
the respondents’ answers varied according to how they perceived the meaning of
a “global citizen” and how they understood his/her qualities and responsibilities
should be. As defined by the program designer:

A global citizen is the one who knows or whose objective in life is to
be human in the deeper sense of the word; to be growing spiritually and
manifesting this development in the concept of being in service. On another
level, s/he is the one who is open to knowledge and to new experiences; who
can integrate and not compete with others; who can embrace differences and
be able to see the oneness beyond it; who seeks knowledge forever; who
respects scientific methods and who has the moral values which are part of
being human.

Another respondent added that:

A global citizen is the one who knows her/his value and capabilities as an
individual, but at the same time can integrate and cooperate with others in
having one unified goal, which is building a new civilization. S/He accepts
diversity and appreciates the value of life and respects the environment. S/He
has the ability of accepting her/his own mistakes in order to be able to accept
and forgive others and thus spreads the peace inside her/his soul, which is
reflected on her/his relationships with others.

99



S. M. AWAD

Among the traits that they agreed upon were acceptance of self and others,
tolerance, respect for diversity, to be non-judgmental, to respect science and
scientific methods and be creative, to be self-confident, to accept criticism, to know
how to deal with the feelings of both anger and joy in a balanced way, to think
positively and be able to deal with whoever contravenes his/her ideas and beliefs, to
appreciate the value of a human being and feel the sense of belonging to humanity
at large, to be aware and caring of what goes on and happens all around the world
and to be a servant for humanity. They also added that a global citizen must be non-
discriminative of race, skin color, religion, and culture.

According to the participants, a global citizen needs also to be responsible for
making the world a better place and s/he is the one in whom the meaning of humanity
is achieved. They also added that a global citizen is the one who is open to the world
and who knows that his views and perspectives are not sacred; but can be changed
if there is a better view. S/he is the one who appreciates his/her cultural heritage
but is open to other cultures and accepts and learns from them. They believe that a
global citizen is the one who carries love and peace in his/her heart and who tries to
find common things with others to cooperate and build a future that encompasses all
humans. One of the respondents expressed that:

Global feels like belonging to the world and the world is my home and home
is the self; when we reach the point of belonging to our own selves that is the
point where we are really united with the globe and the whole universe.

Teaching Strategies of “Global Citizenship Education”

According to the document review and the interviews with the trainers about the
session plan and its sequence, the session starts with exercises for concentration,
visualization and mindfulness. They are done through silence and movement and
help children get rid of their distracting thoughts and communicate with their inner
part where all the values exist. The second thing is the storytelling and discussion
where stories are used because of the healing effect they have. They help children
reflect upon their own experiences when they unify the story characters. The after-
story discussions enrich the students’ experience and help them grasp the moral
message behind the story. There are different types of stories like those about birds
and animals, daily life situations, biographies of famous figures from diverse cultures,
scientific fiction, traditional fables and myths that include universal wisdom, and
other stories about different Messengers and Prophets of God. Moreover, there are
activities; which help students to express themselves in an artistic way and help
develop their creativity. Activities include: Free drawing, role playing, games, and
coloring. Last but not least, children sing in a Circle of Love and this is done at the
beginning of the session and at the end where students stand in a circle in a state
of harmony. The song shall represent the theme or the value conveyed during the
session.
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The Importance of This Program and Similar Ones to Egypt

According to the participants, the program provides children with the tools and the
methodology by which they can achieve their full potentials so that the social and
cultural factors and influences might not hinder the development of their characters.
The children acquire different psychological and behavioural skills that enable them
to serve their society and be creative; rather than becoming an imitator or a follower,
they become able to set their own goals and take the responsibility of achieving
them. Children also acquire the skills of conflict resolution and team-work.
Participants also believe that the program helps the children to develop and build
their character and not to be molded by others’ thoughts and society’s requirements,
where the children recognize their uniqueness and at the same time not to become
discriminative or judgmental towards others.

The participants were asked about the importance of and the need for such
programs in Egypt and how they would help in constructing the characters of
Egyptian citizens. The responses made it clear that Egypt deeply needs such
programs especially in such a transitional period where people are moving from the
state of being for long governed by an authoritarian rule into a democratic one. This
transition led to a state of chaos as people used to obey the rules out of fear and not
out of the desire of being good and conscious. One of the participants, a trainer, said:

There is a great need as people have become very fixed in their ideas and
intolerant of anything and anyone who is different. Moral behaviour is not
something that stems from inside them; they do it out of fear or out of keeping
up appearances.

They agreed that such programs are needed as they would help in constructing a
new generation who can unify around one ethical goal, which is building a civilization
with humans at its core. This civilization will be based on moral values like acceptance,
forgiveness, and respect for diversity and others. They believe that when those children
are equipped with the right tools and a safe environment where they can act, interact,
and freely express themselves and their views, they can get rid of the mistaken and
superficial traditions and beliefs and thus be able to act in the right way consciously
and not out of fear. From the respondents’ point of view, another striking phenomenon
that started to prevail among Egyptians especially after the January 25th revolution is
aggression and a misconception of the true meaning of freedom. So, such programs
would help in adjusting people’s wrong behaviours and attitudes.

These programs would also work on adjusting the attitudes of the parents who
abuse their children. They also agreed that the program helps the children discover
their points of strengths and how to become decision makers. They learn how to
peacefully resolve their problems and to accept constructive criticism. According to
almost all the respondents, the program also helps the children to become creative
and unique, something which is not highly stressed by the Egyptian education system
and curricula, making such programs important. As mentioned by one of the trainers:
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In Egypt, the education system doesn’t address all levels of thinking within
the students. It only focuses on memorization. However, creativity which
is the highest thinking level is rarely addressed. That’s why such programs
that address imagination and creativity within children are highly needed to
compensate for the deficiency within the education system.

Another participant confirmed the previous view saying:

The Egyptian curricula focus on theories and passive learning. The “Be
Yourself” program is about active interaction and a lot of reflective questions
which gives the child the opportunity to tune into his own creativity and be
himself.

Global versus Local Identities

When asked about how the program develops a sense of belonging to Egypt, they
replied that the program helps the children to develop a sense of belonging to human
moral values in general, which they consider a way to feel the sense of belonging to
homeland and the whole universe. They believe that it is through the program that the
child learns to value everything in her/his life and thus learns to value the meaning
of her/his homeland and the whole world. They also added that the program works
on developing the individual’s sense of her/himself and hence of her/his country
and the world as it helps the individual to accept her/himself and those around him.
A respondent replied:

The program has some shared values among all humans, no matter what their
religions are; it is only by being aware of their value as human beings and
developing a sense of belonging to humanity.

According to the participants, the program helps the human being to discover
his/her unique individual capabilities and talents which allow him/her to cooperate
and integrate with other members in his/her society. This would help in constructing
well-rounded characters that can appreciate everything in life and thus appreciate the
value of homeland. One of the participants said:

All the values and techniques, the eye-openers that the program offers help
in constructing a healthy human being who can function positively and in a
balanced way and thus becomes a productive part of society.

The main aim behind the program is to build a “stable well-rounded person
who is accepting of himself and others and who can reach his full potential.” The
designer of the program mentioned that there is nothing special in the program
that addresses strengthening the sense of belonging to Egypt in specific, but
she believes that the child connects to the light inside him/her, a part which is
free from bias, superiority, jealousy, rigidness and other things that differentiate
people. She said:
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The main idea of the program is that the child by nature possesses all the good
values and when this part is vivid inside him/her, s/he has no inclination or
cultural molding and barriers.

In their responses, the participants emphasized a main effect of the program that
can deeply help Egyptians become “global citizens” which is that of acceptance and
celebrating differences. One respondent said:

Acceptance and celebration of differences and diversity are values that the
program promotes and which help children and adults who participate in the
program realize through the constant self-reflection, exposure to stories and
activities that we are all different and see how that is a blessing...diversity is a
divine law encrypted in the DNA of this universe.

They also added that the program helps children to be positive, interactive and
accepting of other cultures but at the same time proud of their identity and heritage
and to become a well-rounded person and this is what the world needs.

As for the part of how the program can help spreading peace and harmony in the
Egyptian society and the world, the participants believed that the seed of peace lies
inside every individual, so when the human being develops this sense of inner peace
it is reflected on his/her outer relationships with others. They emphasized that the
program helps in healing the spiritual side of the human being and helps him/her to
reach a sense of safety and that this safety comes only from God. This is how the
sense of inner peace is achieved through solving the inner struggle and developing a
better understanding of the person’s inner feelings, the person gets to know his/her
“True Me.” One of the respondents said:

The program trains the child to use different tools that would enable her/him
to transform all the challenges s/he meets into opportunities for moral and
personal development and growth. This helps in building a well-rounded
character who can live in peace and harmony with her/himself and spread it in
her/his relationships with members of his little family in Egypt and those of his
bigger family in the whole world.

The participants believed that when both adults and children are helped to discover
the moral values in themselves, there will be no conflict, no discrimination which
help in eliminating the power of struggle amongst people and even governments.
Another respondent explained that, “outer peace can never be achieved unless inner
peace is achieved. This program’s main target is to help all individuals achieve inner
peace and thus happiness in their lives.”

DISCUSSION

This study was initially conducted to explore the efforts of civil society in support to
education as represented in the initiative undertaken by the “The Human Foundation”
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in order to implement a character building and moral development program in
Egyptian schools. Moreover, it sought to explore to what extent character education
can help in constructing the characters of Egyptian students thus helping them to
develop into well-rounded characters who acquire the global values of citizenship.

Results from the participants’ responses about common features and stressed
values of the program showed much consensus to the international discourse on
the values stressed through global citizenship education. From the perspective of
the trainers, their responses showed that the program had deep impact on both the
trainers and the students. It helped to change the way they value themselves and life
around them. It helped them develop many skills and morals and be able to manifest
them in their relationships with other people. They asserted that they became more
tolerant and accepting of others’ diversities. They also emphasized that they gained
a set of universal moral values that would help them develop a sense of cooperation
and feeling for others. According to the program designer the core of the program
is to enhance the sense of belonging to humanity. All the aforementioned qualities
reflect the international discourse for global citizenship and the required skills and
values that need to be stressed in order to promote for global citizenship. This aligns
with what has been mentioned in (Zahabioun et al., 2013) about global citizenship
as being belonging to a global community and the world social family. It also aligns
with the UNESCQ’s definition of global citizenship education as “belonging to the
global community and common humanity” (UNESCO, 2013, p. 3).

Participants’ responses reflected a deep sense of awareness of the definition and
the traits of a “global citizen.” The definition that was given by the program designer
echoed her deep belief in the concept of a “global citizen.” Through her definition,
she highlighted some of the traits that a “global citizen” should have like to feel
the deep sense of being a human, to love being in service to others, to be open to
knowledge and embrace differences and diversities. This aligns with the definition
of a global citizen as having a state of open-mindedness and to develop a sense of
belonging to the bigger community (Zahabioun et al., 2013).

The program goals and pedagogies also showed similarity with those suggested
for global citizenship education in the sense that both stress the importance of
developing the ability of learning to live together and instilling in students a set of
universal values (Zahabioun et al., 2013). There are also the methods of teaching like
using “stimulus activity” that engage the student personally and is then followed by
discussion to link the activity to the key values and behavioral learning objectives
(Education Above All, 2012). These stimulus activities vary between using stories,
game-like, role-playing, expressive activities, and cultural and religious references
(Education Above All, 2012). The program uses almost the same teaching methods
and stimulus activities.

Although the literature on the conflict between local and global identities support
having a kind of citizenship education that would work on developing both the
national attachment and the global sense of belonging (Banks, 2004), when asked
about whether the program enrich the Egyptians’ sense of belonging to Egypt, most
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of the responses were in favour of belonging to morals which would reflect on one’s
character and thus reflect on society in general. The designer responded that there
is no special part in the program that tackles this point in specif. According to the
literature reviewed this doesn’t support the higher purpose of education as set in
the amended constitution in article (19) which is that of “building the Egyptian
character... [and to] preserve the national identity.”

As for the challenges and the possibility of implementation in schools, findings
showed that the program implementation met many challenges like high group
capacity, providing a suitable setting for the sessions. Moreover, the teachers’
traditional mentality and culture caused a great resistance to the idea of the program
and its goals. It was also mentioned by one of the respondents that those teachers had
many workloads, which prevent them from accepting any new ideas or approaches.
According to the participants’ perspectives, the previously mentioned challenges
might affect the implementation process. This aligns with the challenges and
constraints for implementing global citizenship education stated in the “Education
Above All” (2012).

CONCLUSION

My study intended to reveal the important role of civil society in supporting education
in Egypt during the post-revolution time by examining the character building
program developed and offered by the Human Foundation. It investigated the extent
to which the values promoted through this program provide an introduction for ideas
connected to global citizenship and the discourses on global citizenship education.
The case study is conceptualized in the international and national discourses on
global citizenship education which would enable a better understanding of the
challenges this NGO confronted and the opportunities of implementing similar
character building programs for promoting global citizenship values on a wider scale
in the Egyptian schools.

The program’s importance to Egypt lies in the fact that Egypt is experiencing
many changes on both the political and the social levels in this transitional period.
Thus, the Egyptian children are in a need for similar character building programs to
help them develop into well-rounded characters, capable of preserving their local
identities, while at same time possess the values of tolerance, respect and acceptance
to diversity that would enable them to fit in the global world. This can be done
through encouraging more partnerships and cooperation between the Ministry of
Education and similar NGOs that can provide similar programs. Such programs can
act as a complementary part to the theoretical curriculum of national citizenship
education, where it can compensate for the practical and interactive part that is
missing from the national curriculum.

Thus, this study acts as a first step towards introducing the notion of “Global
Citizenship” through a character building program and calls for its implementation
on a wider scale in the Egyptian schools.
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NOTE

' Some public schools function in the form of shifts, for example a “morning shift” and an “afternoon
shift,” where different groups of students attend school in different times of the day; this is to overcome
the high capacity in those schools.
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OLA HOSNY

6. YOUNG RURAL WOMEN’S PERSPECTIVES
ON THE IMPACT OF EDUCATION SUPPORTED
DEVELOPMENT PROJECTS

INTRODUCTION

Prior to the January 25th, 2011 revolution, there was a proved negligence of social
and ethical responsibility and ignorance of the rightful interests of Egyptians
(Rennick, 2015). The overall persistent high level of poverty in Egypt suggests that
poverty is primarily the consequence of the way society is organized and resources
are used, both of which promote inequality (Verme et al., 2014). Causes of poverty
and approached actions to hinder its repercussions were areas of interest for many
studies. Yet, the results show that the poverty issue was never handled holistically
(Mossallem, 2013). The level of improved outcomes compared to the exerted inputs
revealed clear absence of consistent strides to deal with poverty from its grass-
root. Sustainable plans to secure the attained improvements were missed between
scattered efforts by the private sector and different governmental interests (Kassem,
2013). Ultimately, the high risk the poor lived in showed meager progress on all
levels, with no premium solid actions (Mossallem, 2013).

Post-revolution, Egypt gained political awareness. Millions spoke-up and a force
of public dialogue was initiated which was never seen before, with a strong wave
of anti-authoritarian engagements toward social rectification (Kassem, 2013). The
majority of Egyptians, from different socio-economic backgrounds, gained the
experience of articulating their problems and the courage of drawing attention to
different unacceptable living, working and economic conditions. Eventually, the
voice of Egyptians became an issue of consideration for the government (Abdou &
ZaaZou, 2013).

The Egyptian uprising and the call for social justice invited the researcher to
examine young rural women’s perspectives on the impact of educational supported
development projects on their lives post the January 25th, 2011 revolution. It was
important to gauge women’s views on the extent to which the efforts exerted to
lift up their lives had sounding effect or not. It was also important to measure the
level of impact of education-supported development projects on rural women’s
surrounding environment, and articulate the effect of the Egyptian alarm to adopt
new philosophies that allow the private as well the public sectors to support the
improvement of the poor on multiple levels.

N. Megahed (Ed.), Education during the Time of the Revolution in Egypt, 109—132.
© 2017 Sense Publishers. All rights reserved.
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Contextually, Egypt used to have around twenty-five percent of the population
under the poverty line (Central Agency for Public Mobilization and Statistics, 2011),
i.e., an income of less than $1.25/day (United Nations, 2009). The poor are mostly
located in rural areas in Upper Egypt governorates as shown in Figure 1 (Central
Agency for Public Mobilization and Statistics, 2011). They stand at a critical point;
failure in facing different social, cultural, economic and financial barriers deprive
them from accessing the education, employment, and health services in their country
(The Global Monitoring Report Team, 2010).
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Figure 1. Percentage of poor in Egypt, by location and years (2000-2010)

Among the poor, as mentioned in the Population Council’s (2010) report,
“young people are important catalysts for development and change...investment
in this crucial group provides an unprecedented opportunity to accelerate growth
and reduce poverty” (p. 1). To help young people improve their social efficiency
and economically contribute to their societies they need to be either educated and/
or trained to fit certain jobs and act as active members inside their communities
(Labaree, 1997).

Unfortunately, public schools in Egypt lack the capacity to make young people’s
fulfillment possible (Hurn, 1985). Low quality education has been dominating
many public schools particularly in low-income areas (Assaad & Barsoum, 2007).
Advantaged families were able, to an extent, overcome the gap of equal opportunities
for educational quality; however, the poor remain trapped by the deficiencies of the
system and became in most cases socially excluded (Assaad & Barsoum, 2007).
Since 1970s, non-formal education in Egypt was born to fulfill the formal education
gap and support the poor on the social, financial or cultural levels (Loveluck, 2012;
Sabri, 2007; The Global Monitoring Report Team, 2010). Thus far, despite the efforts
exerted in helping the young poor in rural areas to improve their living conditions,
not all segments were well served (Sabri, 2007).
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As illustrated in the 2006 Egyptian census, there is a remarkable increase in young
rural women’s illiterate and unemployment rates in comparison to young rural men.
Young rural women, as shown in Figure 2 proved to be the most deprived segment
of the education services in Egypt, and the second highest deprived segment from
entering the labor market force as shown in Figure 3 (EBRD, 2012; Assaad, 2007).
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Figure 2. Education status aged 15—-64 by location and gender (Census, 2006)
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Figure 3. Unemployment rates aged 15—-64 by location and gender (Census, 2006)

Other than domestic and field work, these young rural women have virtually
no opportunities for mobility, inspiration, or participation in their community’s
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activities. Despite the fact that many of them work in farms, they are considered to
be part of the informal economy, defined to be economic activities that do not meet
the formal arrangements, which are not yet properly covered in Egypt’s statistical
data (International Labor Organization, 2012). Ultimately, a helpful approach
for this deprived segment might be to create a new blend of already-existing
developmental strategies to attempt to compensate for the defects of certain models,
and to ameliorate the outcomes of others.

Why Rural Women in Egypt?

Young rural women’s vulnerability to the social and economic conditions became
recently the focus of literature concerning development (El Laithy, n.d.). Current
studies show that women’s capacities to participate in the development processes
of their communities have been jammed with unequal gender, socio-economic, and
power relations (Kabeer, 2012). The Millennium Development Goals have lately
integrated new goal concerning women’s right to have decent jobs (Kabeer, 2012),
urging the necessity of developing programs that can reach women from different
socio-economic backgrounds, specifically those in deprived areas, educate or train
them, build their capacities, and prepare them for the labor market.

In recent times, several development projects in Egypt have been directing much
of their funds and efforts towards achieving the above-mentioned goal (USAID,
2013). Nonetheless, while most projects’ reports show satisfaction of projects’ results
(Center for Development Services, 2005), it was evident that there is dearth of data
on beneficiaries’ perspectives and the articulation of their experiences towards such
projects. Hence, this research contributes to fill such gap in literature by addressing
the following main question: what are young rural women’s perspectives of the
impact of the education supported development projects implemented in Upper
Egypt governorates on their lives?

The objective of this study is to critically examine the perspectives of young rural
women (in Upper Egypt governorates) on the impact of the education supported
development projects on their lives post the revolution, and update the state of
knowledge of the effect of development projects on specific areas such as: women
empowerment, gender equity, civil society enhancement, and the integration of
social stratification in such underprivileged communities. The study captures young
rural women’s perspectives using the OECD/DAC projects’ assessment criteria,
which will be further explained (Chianca, 2008). It intends to address young
rural women’s projected needs that would enhance their economic, social, and
cultural contribution within their societies. In addition, it seeks to promote a better
understanding of development projects, especially those devoted to enhance young
rural women’s skills and serve their needs, and to identify proposed modifications
in the current designs and policies that better address the needs of young women in
local communities.
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Education and Development Projects

In the context of educational development projects, Klosters (2014) explains that
anticipated outcomes, staff capacity, and learning environments are crucial factors
for any project’s success. In addition to, the importance of the monitoring and
evaluation role in supporting any project’s implementation process (Kabeer, 2012).

In the past years, the majority of development projects’ outcomes focused on
“Universal Youth Literacy” (UYL), which worked on increasing literacy rates
among youth (UNESCO-UIS/Brookings Institution, 2013). The UYL movement as
seen by most countries allowed better chances of preparing qualified candidates for
their vital role in development in different sectors, in an attempt to make crucial
changes to their economic and social status. Brazil, China, Indonesia, Iran, and
Mexico were successfully able to reach near 100% literacy rates (UNESCO Institute
for Statistics, 2012); evidencing the fact that improving the education sector is a
channel for improving other sectors in any country.

However, given diversified contexts of different countries, there was a global
transformation from ‘universal youth literacy’ to the “universal youth learning’ (Youth
Led Development Agency, 2012), updating the targeted aim from just reading and
writing to being trained to act and participate (UNESCO-UIS/Brookings Institution,
2013). Universal youth learning enrapt the engagement of every citizen into the
building of their country’s economy, being the infinite action for success (Youth Led
Development Agency, 2012). Consequently, general tendencies took place for local
initiatives, aided programs, and government movements to support the underserved
youth to play different roles inside their communities. These initiatives aimed to
provide youth with quality learning, making them visible to the community, and
involving them in sustaining their countries’ economic growth. Most importantly,
these initiatives worked on shrinking any possibilities of losing youth’s energy
towards efficiently and effectively utilizing countries’ resources, while preparing
them to be civic actors (EQUIP2, 2004).

Nevertheless, as argued by Hammond, Austin, Orcutt and Rosso (2001), it is not
only about designing education initiatives activities, it is also about contextualizing
these activities to consider beneficiaries’ nurturing, parenting, and social and
economic conditions, contributing to beneficiaries’ learning capacities. An important
perspective to be deliberated is the rarefied application of relevant components,
activities and anticipated outcomes to the intervened communities (EQUIP2,
2004). Recent studies indicate immense admonition towards beneficiaries’ needs,
communities’ challenges and the contextual frameworks to make good sense of
relevant needed outcomes.

Emphasizing on individual accountability and ingenuity, student-centered
became the dominating learning scheme (The 21st Century Learning Initiative,
1997). To adopt this new learning scheme, projects’ designers and implementers
revealed their need to walk their beneficiaries through consequential stages in order
to support them in developing themselves and appraising their beliefs and thoughts
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(International Institute for Educational Planning, 2006). The core idea of these stages
is “skills’ transformation’, through which beneficiaries are inspired to discover new
experiences, witness them, think thoroughly of them, and finally update their state
of knowledge and action (Passarelli & Kolb, 2011). Beneficiaries’ transferable
skills help them get engaged from interdisciplinary perspectives, deepen their
understandings, and make quality of links and reasons to the knowledge they gain,
rather than making no use of the quantity of knowledge they have (The 21st Century
Learning Initiative, 1997; Martin, 1981). Arguably, provoking beneficiaries’ skills
evolve the relationship between theirnature and nurture, placing learning as an on-
going process. Perceptibly, the success of this transformation cycle depends much
on many factors, among which is the existence of trained teachers or promoters,
the latter refers to selected individuals who are usually the highest educated in the
intervention areas who would be trained and hired to act as teachers in development
projects (International Institute for Educational Planning, 2006).

Lessons from rural projects in India and Mexico show that teachers/promoters’
understanding of community needs, intention of resolving problems, and ability to
engage everyone in a participatory approach help significantly in providing a quality
learning environment (Fox & Gershman, 2001). Ultimately, as argued by Prendiville
(2008), teachers’/promoters’ styles of facilitation have great impact on the quality of
outcomes of any project.

Facilitation is not an easy process, given the tendency of people who associate
their achievements to their capacities and failure to outside conditions (Jordan,
Carlile & Stack, 2008; Prendiville, 2008). In non-formal education development
projects, blame of students’ failures are mostly directed towards teachers/promoters’
lack of capacities (VSO, 2009). In fact, big percentage of teachers/promoters lack
many cognitive skills (Church Educational System, 2001), yet they are still seen as
role models. Subsequently, to resolve this contradictory setting, the international
interventions supplemented their projects with promoters’ professional development
trainings as an essential component, whereas no intervention could start without the
completion of such activities to intensify the likelihood of reaching the quality of
learning planned (Jordan, Carlile & Stack, 2008).

Leadership, critical thinking, and life skills are on the top priorities for building
promoters’ professional competencies, helping them to understand students’
determinations and visions (European Union, 2011; Goetzman, 2012). As proved
in many studies focusing on promoters’ performances; promoters who act as leaders
inside their classes can easily ingrain real changes to their students by doing the
right action through the right rational (Teach for America, 2011; Freire, 1998). This
understanding was endorsed by the global context where educational reforms worked
on the improvement of promoters’ standards rather than the improvement of the aims
of teaching (Zhou, n.d.). The impact of such reforms, as shown in China, encouraged
education’s adjustments, and strengthened promoters’ abilities to stimulate students’
attention (Zhou, n.d.). Yet, promoters’ level of power remained an issue for urgent
consideration.
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While giving attention to building promoters’ leadership, critical thinking, and
life skills, it is very important to pay good attention to the sense of power promoters
may have over their students. Since education is seen as the process of building
an end product, it was essential for projects’ designers to determine promoters’
level of power inside class, and make sure that it does not go beyond acceptable
borders (Martin, 1981). Through development projects, students’ characters are
shaped, values are added, and students start developing their own personal plans.
Accordingly, promoters’ level of power inside the class needed to be well monitored to
promote for building dynamic rather than fruitless community members. Eventually,
power became one of the important issues that need to be considered while building
promoters’ competencies to further advance an active learning environment.

Projects’ learning environments also play an essential role in promoting the quality
of their outcomes. Dewey, the well-known education philosopher, defined education
as a social practice that should magnify the integration of students’ capacities into
a meaningful output (as cited in Hammond et al., 2001). Notwithstanding to the
social, economic, behavioral, physical, and mental conditions, the educational
global transformation assured the right of all students to socially practice education
(Banks, 2004). Yet, Labaree (1997) argued that failure to make students’ social
practice of learning possible refers to projects’ political deficiencies, which is the
lack of devising clear projects’ goals and outcomes, and/or, the deprived methods
used in developing such goals, which apparently build detrimental learning
environment. Evidently, development projects became in a long-lasting assessment
status, where methods of building productive and proactive learning environments
needed to be invincible, supporting students to be unparalleled to others (Herrara
& Torres, 2006).

The association between social cohesiveness and building active learning
environment is worrisome given the evidence that an active learning environment
is associated with the existence of universal goals and values, an issue that is
not guaranteed in underprivileged communities where complexities are widely
diversified (Friedkin, 2004). Schunk (2012) argued that locating long-term goals
inside any learning environment, developed by students and schools/projects’
staff cooperatively, enhance both groups’ self-efficacies, increase their level of
commitment to achieve such goals, and to some extent build the learning environment
attempted. However, Prendiville (2008) believed that projects’ cohesiveness is
vulnerable to many conditions. Alteration in factors such as; teaching methodologies,
staff’s structure, project’s components, and others factors may force cohesive group
members to change their beliefs, with no guaranteed performances or reactions.
Durkheim, being the first sociologist calling for social cohesion, reasoned this
transitory action to defects in shared dispositions i.e. values, commitments and
challenges, increasing disparities, and weakening social bonds that may have already
been established among groups’ members (Berger-Schmitt, 2000). Hence, social
cohesion is an essential aspect for mounting stakeholders’ inputs towards desired
outputs and intended outcomes.
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In the context of the above discussion, this study seeks to capturing perceptions
that reflect and update the existing knowledge of the effect of the education-
supported development projects on young rural women'’s lives in Egypt. Perceptions
are categorized according to the OECD/DAC assessment criteria (Chianca, 2008),
which are defined as:

Relevance: measure of the extent to which the aid activity is suited to the
priorities and policies of the target group i.e., beneficiaries...Efficiency:
measure of the outputs—qualitative and quantitative—versus the inputs...
Effectiveness: measure of the extent to which an aid activity attains its
objectives...Impact: measure of the positive and negative changes produced
by a development intervention, directly or indirectly, intended or unintended. ..
Sustainability: measure of the extent to which the benefits of an activity are
likely to continue after donor funding has been withdrawn. (p. 43)

METHODS AND DATA ANALYSIS
Research Design and Tools

The study drew its sample from three development projects in the Sohag
governorate (seven villages), and Qena governorate (three villages); both are
located in south of Egypt, known as Upper Egypt governorates. Sohag governorate
is considered to be one of the poorest governorates in Upper Egypt (World Food
Programme, 2013), while Qena is the most conservative (Brady et al., 2007).
Both governorates, according to the 2010 Egypt Human Development Report,
are ranked to be among the bottom five governorates of the human development
indicators (UNDP, 2010), comprising the poorest villages in Egypt (UNDP, 2010).
Several development projects have been undertaken in these two governorates.
For the purpose of this study, the perceptions of rural women were examined in
relation to three development projects that intend to empower Egyptian women in
rural areas.

First, the Population Council’s project, “Successful Transition to Work”, known
on the ground, in Arabic as Negdar Nesharek, aimed at empowering young rural
Egyptian women economically through the provision of trainings in business,
vocational, and life skills. The trainings were planned to support and enable young
women to either joining an existing business or starting their own business. It
targeted four thousand and five hundred (4,500) young rural women aged 16-29 in
thirty villages in Sohag, Qena and Fayoum governorates (Population Council,
2013). Second, the CARE’s project, “Banking on Change”, known among Egyptian
participants as Idkhar. This project aimed to economically empower young rural
women and men in Upper Egypt by teaching them the savings’ techniques, guiding
them to build their funds, and accomplish their personal goals. Through implanting
the saving skill into the communities, people were able to group in an average of
15-25 members and build their own fund, decide on their shares of savings, set
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their fund’s regulations, manage their funds and sustain their accomplishments.
According to the 2014 project plan, the project focuses on increasing beneficiaries’
awareness, contributing to their empowerment and supporting their solidarity. And
third, the Misr El-Kheir’s (an Egyptian NGO) project, “Community Schools”, is
an expansion of the UNICEF’s initiative of community schools. The project is
built on the idea of introducing active learning in primary and preparatory schools.
The project is implemented in Sohag, Assuit, Aswan and Qena governorates. In
collaboration with the Ministry of Education, the project works on providing quality
educational opportunities for children, especially girls, who have not been enrolled
in primary education or who have dropped out, in the age group of 6 to 14 years in
disadvantaged areas. Age bracket is expanded to 18 years to ensure full inclusion
of marginalized girls. The project targets thirteen thousand five hundred girls. It
is important to clarify that while focusing on young women’s perceptions of and
experiences with these three projects, the evaluation of the overall quality and
outcomes of the selected projects is beyond the scope and purpose of this study.

The researcher employed mixed research methods, relying primarily on a
qualitative tool supplemented by a quantitative questionnaire. Qualitative data was
collected through in-depth interviews (IDI) and focus group discussions (FGD).
The interview guide aimed to gauge projects beneficiaries’ views and identify their
perceptions on the projects of this study in terms of the five main themes used.
In addition, it measured the barriers beneficiaries faced during intervention, and
major outcomes they possessed. The interview guide also allowed beneficiaries
to provide their vision on projects’ management schemes, influential projects’
components, and social and economic contributions these projects affected on their
lives. As for the quantitative data, it was collected through a questionnaire with
three main sections; personal information, educational background, and perceptions
of development projects. This quantitative research aimed to provide an account
of community members’ and non-project young rural women’s perceptions on
development projects in terms of relevance, efficiency, effectiveness, impact, and
sustainability.

It is worth noting that the researcher is a former staff of one of the projects of this
study. Thus, to preserve work ethics and keep the same level of accessibility equal
in all three projects, the researcher used only public accessible documents for the
projects under examination.

Research Sample

A purposive sample was used to select 101 interviewees for the qualitative data, while
a snowball strategy was employed to select 156 respondents for the quantitative data.
The qualitative sample is divided into five targeted groups as follows:

* Thirty-one (31) young rural women project’s beneficiaries
* Twenty (20) young rural women projects’ promoters/facilitators

117



O. HOSNY

» Eight (8) community development associations’ project staff

* Eleven (11) beneficiaries’ mothers

* Thirty-one (31) male guardians (10 fathers, 11 community leaders and 10 religious
leaders)

As for the quantitative sample, it included the following groups who represented the
surrounding community of beneficiaries:

» Thirty-seven (37) women over 45 years old

» Thirty-seven (37) Men over 45 years old

* Thirty-seven (37) Male youth aged 18-29 years old

» Thirty-seven (37) Non-projects young rural women aged 18-29 year old

Research Tools

The qualitative interview guide aimed to gauge projects beneficiaries’ views and
identify their perceptions regarding: barriers they face during intervention, major
outcomes they possess, management schemes they see effective, influential projects’
components, and social and economic contributions these projects affect. Same
interview guide was used for all groups, after tailoring the language to specific needs.
The quantitative questionnaire aimed to provide an account of community members’
and non-project young rural women’s perceptions of development projects and the
extent to which they shape the surrounding environment.

Research Data Analysis

Using the thematic analysis, data was categorized under the OECD/DAC assessment
criteria. From an ontology paradigm lens, the research methods were designed to
gather data from different angles. The thematic analysis method best suited the
analysis process, allowing a wide spectrum of details and interpretations (Braun &
Clarke, 2006). By comparing the similarities and differences among perceptions,
data was synthesized under new captured sub-themes, articulating the key content of
each theme in terms of its significance to the research questions.

The following discussions and interpretations connect the findings to the context
and concepts examined earlier in order to fulfill the purpose of this research. Under
this mandate, the researcher will answer the main research question and its sub-
questions, highlighting proposed/identified needs, and necessarily requirements
of development projects. Then based on this discussion, recommendations will be
offered in the concluding section. The findings will be categorized under the five main
themes of the OECD/DAC criteria. Perceptions of interviewees and respondents are
displayed revealing their perspectives and experiences with development projects in
rural areas during the transitional time in Egypt, and the extent to which some areas
are needed to be improved.
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FINDINGS AND DISCUSSIONS
Perceived Relevance

Data revealed that a crucial aspect to accomplish relevancy of any project is the
consideration of the contribution of communities’ members in developing the learning
goals of any project, which in turn would increase their commitment to accomplish
the intended results, and raise the potential of affecting necessary changes. Among
the interviewed sample, views confirmed lack of ‘social accountability’, which is
defined to be the action of setting an atmosphere that enables stakeholders to have a
strong say in: planning and managing interventions they are exposed to, making sure
that any proposed intervention is drawn upon their needs, and deploying all available
resources inside their communities (World Bank Group, 2012). Findings of this study
marked that the examined development projects under this research did not fully
address young rural women’s life-related activities that respond to their direct needs.

A factor affecting young rural women’s perceptions is the lack of being convinced
to change. This lack of conviction is a result of the scarce links beneficiaries can
build between the kind of services offered by the development projects and the
kind of beneficiaries’ uprising needs (Schunk, 2012). Exemplifications can be seen
in the following quotes; “We need moral support from our community members.
So, I hope the project could have addressed this issue with the community” (IDI, a
beneficiary, 20 years old, vocational diploma, Negdar Nesharek, Sohag). Another
perception mentioned that, “If the project really wants to serve us, they should have
included male youth as well in the program, because they deserve to make use of
these services, and we need to get married to qualified husbands” (IDI, a beneficiary,
18 years old, preparatory education, Neqdar Nesharek, Sohag).

In addition, findings showed that secondary beneficiaries of any project are more
likely to see the relevance of these projects to their needs than primary beneficiaries.
For example, male guardians and in some cases mothers were more likely to
admit the ‘relevancy’ of the project they are related to, more than the beneficiaries
themselves. The findings of this research clarified the deviation in projects’ level
of relevancy admitted by different stakeholders by the level of expectations each
has drawn prior to implementation. Accordingly, the culture and the social needs
play pivotal role in shaping these expectations. For example, a father expressed his
opinion by saying, “If religiously accepted, which is something I’m not sure of yet, I
would look to I/dkhar as a good project that resolves the community’s problems from
its grassroots, providing acknowledged community support to its members”, (FGD,
a father, 72 years old, primary education, /dkhar, Sohag).

Furthermore, although the magnitude of using outside experts exists, the
findings of this research revealed that people may still consider an insider, with
less information, as an expert, as long as he/she can add to their knowledge, even
if it is a minor addition, and provide on-going mentoring to community members.
From young rural women’s perceptions, two privileges are seen for an insider. First,
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he/she is an existing body inside the village, which means that his/her handiness and
readiness are higher than any outsider. Second, deploying an existing caliber inside
the intervened village gives the ownership of the project to community members. In
addition, using existing caliber means investing in improving community members’
capacities and increasing the probability of transferring the capacities the insider has
to younger generations. This finding is best expressed in the following quote, “We
all agree that the technical support is a basic requirement for any project’s success,
however, we believe that the efficiency of such technicians would be much higher
if they were selected from within the same intervened villages or its neighbours. If
done, this technician will be familiar with the contexts of the intervened villages
and would better deal with hidden complications in the community that cannot
be explained but has to be felt” (FGD comprising; a father, 72 years old, primary
education, a community leader, 44 years old, diploma in teaching and a religious
leader, 53 years old, illiterate, Idkhar Sohag).

As indicated from the field work of this study, strengthening civil society and
integrating social stratification into the underprivileged communities are associated
with extending services to the wider possible spectrum of stakeholders, contributing
to the deployment of any possible opportunities existing inside these communities.
Table 1 offers a brief on the perceived relevance of the examined development
projects in Egypt.

Table 1. Brief findings of perceived relevance of development projects

Theme Qualitative data Quantitative data
Sub-themes Brief description
Relevance  Prioritized e Age range, e Only 16% (n =25)
areas for e Inclusion of male youth, of the respondents
improvement e Specialized teachers, participated in
e Financial support, any community
e Community members’ acceptance, assessment surveys,
o Bridging with actual job e Around 93%
opportunities, (n=145) of the
e Extending services to larger whole respondents
number of beneficiaries agreed that the
Pro-poor o Poor usage of parents’ experiences development projects

social capital

e Poor consideration of previous
projects’ achievements

e Poor usage of local villages’
resources

responded to
community needs

e Almost 94.5%
(n=147) believed
in development

Technical e Introducing technical expertise .

. . projects.
expertise 1s a must
and support e Supporting beneficiaries with job

coaching is a must.
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Perceived Efficiency

This research built a correlation between the provision of holistic approaches and
the accomplishment of efficiency. Women’s perceptions under this theme called
development projects for the provision of an inclusive package of services that
may ensure for them a smooth transition from discriminated situations to privileged
situations. Eventually, quotes extracted shed light on the importance of having
‘social resilience’ inside their intervened communities, which is the capacity of
coping, collaborating, and connecting inside the intervened communities. Ultimately,
it was evident that building individuals’ competencies and/or stakeholders’ capacities
to be able to seek any possible interdisciplinary opportunities among different
projects or initiatives is the key for success.

Young rural women’s perceptions shed light on the importance of providing
complementary components under any area of focus of each project, drawing clear
milestones of improvement to beneficiaries and supporting them through till the
end. An expressed opinion said, “The provision of seed money was essential for
this project to make it of real benefit for us, or if it is a matter of distrust, the project
staff could have given us instead sewing machines to start our projects” (IDI, a
beneficiary, 29 years old, illiterate, /dkhar, Sohag).

As for the kind of adaption needed for current projects’ purposes, policies, actions,
activities, decisions, or resource allocations, the focus of young rural women’s
perceptions poured in one bowl; the quick need of identifying and introducing any
communities’ opportunities from different lenses in an intersectional structure. Each
lens should be addressing certain project’s strength that when grouped together
present a meaningful life-related opportunity for beneficiaries, making diverged
opportunities meet together at a converged point that articulates specific outcomes.
An exemplification of this opinion can be seen in the following opinion, “Because
I’m a beneficiary of both Negdar Nesharek and Idkhar projects, I expect to gain
from both projects; Negdar will teach me a skill, and Idkhar will help me generate
funds, so I will be well served on two different levels; education and employment”,
(IDI, a beneficiary, 29 years old, illiterate, Neqdar Nehsarek and Idkhar projects,
Sohag).

At the same time, young rural women’s perspectives revealed that to implement
a successful project, the contextual framework needs to be inviting. That being said,
women highlighted the essentiality of considering other projects’ achievements prior
to deciding a certain new project idea. Not just other projects’ achievements, but also
other contextual considerations, marketing possibilities, capital responsibilities, etc.,
before raising beneficiaries” hopes without paving the road for them to move forward.
Table 2 offers a brief on the perceived efficiency of the examined development
projects in Egypt.
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Table 2. Brief findings of perceived efficiency of development projects

Theme Qualitative data Quantitative data

Sub-themes  Brief description

Efficiency Seed money e Essential to support beneficiaries e Almost 100% (n = 99)

in starting their business measure efficiency as an
e Better be supported by technical aspect of any project’s
assistance success.

o Build trust in beneficiaries
e Must connect beneficiaries to
different funding opportunities

Dual o Allow holistic opportunities
interventions e Make use of each other’s
strengths
o Strengthen beneficiaries
Trust and ¢ Being transparent re-projects’
social bonds resources during launching

events is a must

e Planning realistic outcomes is
a must

¢ Gaining community’s trust is a
perceived as urgently needed.

Perceived Effectiveness

From the analysis, it was seen that the arch ing objectives of any development project
are building the capacity of the intervened communities, working with different
groups, and focusing on different areas of competence. Quote of beneficiary said, “I
felt the change the life skills component made to my personality, now I’m capable of
understanding people, dealing with them, and discussing any concerns they have on
women’s work in a way that suits their mentalities” (IDI, a beneficiary, 28 years old,
holder of diploma of commerce, Negdar Nesharek, Qena). Accordingly, data publicized
‘scaffolding’ as means of effecting change. Based on Qu et al. 1991 (as cited in Zhou,
n.d., p. 8) scaffolding is to, “teach people how to teach.” In brief, the finding under this
theme yields to the reality that every person can affect another, or scaffolds others. What
differs is how this effect is shaped, directed, and applied. Scaffolding is best expressed
in one of the beneficiary’s opinion who said, “I dream of being a promoter to help my
community members to make savings and achieve their plans. I also dream of changing
the community’s perceptions of the old norms regarding women engagement” (IDI, a
beneficiary, 18 years old, secondary vocational education, Idkhar, Sohag).

This research revealed that beneficiaries can hardly detect their shortages and/or
characters’ deficiencies unless they are enrolled in a heavy detailed training. That
is why projects’ implementers reached an evidential need of using the experiential
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learning method to support the development of self-motivated beneficiaries, through
a trust-worthy mutual learning relationship. An exemplification of this evidence can
be seen in the following quote, “The girls watched the efforts we, the promoters,
exerted and the results achieved, so I believe each girl has the wish now to go through
the same experience and be useful to others” (a promoter, 28 years old, diploma in
computer, Neqdar Nesharek, Qena) noting the dreams of girls of being promoters.
The kind of adaptation suggested by young rural women in the three projects were:
adding more activities on narrowing the beliefs gaps, and increasing the acceptance
of others’ decisions and opinions. Harmony among community members was a
contextual issue that found to be a cause of lot of challenges. Thus, as discussed in
carlier themes, including wider spectrum of population in the project’s mandate is
expected by interviewees to narrow the negative effect of the social norms and open
new opportunities for beneficiaries to positively get engaged, as evident by one of
the beneficiaries, “Success of any project depends on the parents’ level of education.
Illiterate people can hardly think, and thus they are not convinced of projects and
they excel to create obstacles for their daughters. However, well educated people
endorse development projects and their related activities all through. Thus, it is
important to include everyone in your projects” (IDI, a beneficiary, 20 years old,
holder of diploma of commerce, Neqdar Nesharek, Qena). Table 3 provides a brief
summary of the perceived effectiveness of the examined development projects.

Perceived Impact

The findings of this study exhibited that the norms and beliefs of local communities
affect the extent of any projects’ impact. Voices of young rural women highlighted
the vicious cycle between the impact of projects’ successions and inherited beliefs,
although it is unclear of which affects the other more. Women’s perceptions
indicated a kind of ‘ideological debate’ inside the intervened communities, which
is defined by Skinner in 1999 as a debate on, “definitions and uses of concepts”
(as cited in Haapanen, 2011, p. 102). The Human Development Report indicated
that on ground, ideological debates in most cases lead to depression which is
initially attributed to, “the vast difference in services and opportunities for youth
in rural and urban areas” (UNDP, 2010, pp. 185-186), this can be displayed in
the following quote, “I don’t care about people’s perceptions and disappointing
comments, because most of them have blocked minds and if I follow them I’ll
never develop” (IDI, a beneficiary, 29 years old, illiterate, Negdar Nehsarek and
Idkhar projects, Sohag). This puts into question the extent to which the ideological
debate emerged between the participating women in development projects and
other members of their communities was taken into consideration in the strategic
planning and management of these projects.

While the majority of interviewed young rural women perceived the development
projects as contributing in developing their ideology and understanding of their
roles, they confirmed that the projects didn’t address the wide spectrum of different
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Table 3. Brief findings of perceived effectiveness of development projects

Themes Qualitative data Quantitative data
Sub-themes Brief description
Effectiveness Life skills e Supports the building of e Around 47% (n = 73)
component beneficiaries’ personalities thought that any
o Awakens beneficiaries’ project’s main aim is
desire of learning to help its beneficiaries
o Strengthens beneficiaries’ to generate income
critical thinking skills e Almost 44% (n = 68)
Intergenerational e Urgency of initiating thought that.p rojects
problem community dialogue about shoulq heavily
old norms and beliefs cqntrlbute to t,he well-
e Urgency of narrowing the fair of the society
gap between the old and the ~ * Around 33%
new generations (n = 52) thought that
projects should help
Parental e [s a significant determinant beneficiaries get
education of the likelihood of educated
beneficiaries continuing e And 29.5% (n = 46)
their education thought that projects

Promoters as
role models

Knowledge
transfer

o Build confusion between
formal and non-formal
education

e Are catalysts of change
inside the community

e Occupy very special social
positions

e Are actual projects’
implementers on the ground

e Lucky to have suitable jobs

e Change community’s
perceptions of women
engagement

e Successful in facing different

financial, social and cultural
barriers.

e Beneficiaries’ capacities of
knowledge transfer heavily
relies on their level of
conviction of their
knowledge

o Successful knowledge
transfer is more common
among younger
generations

are designed to help
beneficiaries start their
business
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social and economic concepts that are inherited into the local communities.
A representation of such opinion signposted that, “This village has around 10,000
populations; the project serves only 150 girls out of them, so how would we say that
the project served our community while it did not even serve 50% of them! To make
real change, the project needs to reach more people and provide more services”
(FGD comprising; a father, 56 years old, diploma in teaching, a religious leader, 34
years old, BA in social services, and a community leader, 48 years old, diploma in
teaching, Negdar Nesharek, Qena).

An important finding of this research exposed the reality that a young rural
woman’s ideological debate can be treated through matching the new beneficiary’s
ideology with the interests of her surrounding community. For example, male
guardians revealed their complete acceptance to young rural women'’s participation,
as long as their participation has direct positive impact on male guardians’ lives.
That being said, if young rural women’s needs intersect with the needs and demands
of their households, the existence of an ideological debate is likely to diminish.
An expressive representation of this opinion can be seen in the following quote,
“The religion belief says ‘work is worship’. So, if our girls and wives contribute
to the increase of our families’ income through these projects, we wouldn’t mind
their participation. In addition, when women work, they better realize how hard
it is to collect money, and thus they become more careful in their consumptions”
(FGD comprising; a father, 72 years old, primary education, a community leader, 44
years old, diploma in teaching and a religious leader, 53 years old, illiterate, /dkhar,
Sohag).

The above findings reprove the need for a monitoring and evaluation system
of project activities with flexible action plans that would enable to take into
consideration the emerging needs of stakeholders as related to the projects’
indicators. In addition, including community members and engaging them, along
with the project’s targeted beneficiaries, in joint activities would help in achieving a
higher positive impact in their community. Furthermore, the inclusion of community
members would allow for their participation in combating any type of resistance or
violence that may occur, and in endorsing civic harmony and peace building inside
their communities. Table 4 offers a brief on the perceived impact of the examined
development projects in Egypt.

Perceived Sustainability

The core discovery of this section relies on the extent and level of existence of
‘social cohesion’ inside intervened communities. As mentioned by Friedkin (2004),
“a cohesive group is one in which there is a uniformly high positive level of
individual membership attitudes and behaviors” (p. 414). Social cohesion is built on
sustaining individuals’ membership within a community, and building long-lasting
descent relation that provides a person with the sense of responsibility towards a
group (Fearon, 1999; Kennedy & Nilson, 2008). This aspect is essential for the
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Table 4. Brief findings of perceived impact of development projects

Theme Qualitative data Quantitative data
Sub-themes  Brief description
Impact On-ground e Maintain community awareness  ® Around 51% (n= 80)
results and conviction of develop. saw literacy as the main
Projects impact

o Grab the interests of beneficiaries o Around 42% (n=66)

o Are well acknowledged if they saw vocational training
meet communities’ personal as the main impact
needs. e Around 38% (n=59)

Early e Grants the authority of women’s saw SMESs as the main
marriage engagement to husbands 1mpact

e Preventing it provides time for * Around 28% (I,F,44)
young women to get engaged saw Erpp%oyablhty as

the main impact
Critical gaps e Lack of engagement of e Around 23% (n=36)
community members in saw Entrepreneurship as
developing projects’ objectives the main impact

e Lack of clear explanation of e Around 21% (n=34)
projects’ outcomes saw Public Awareness

e Projects work in isolated islands as the main impact
focusing on very specific areas e Around 56% (n=88)
with no consideration to other still have gender
areas issues, underestimating

e Projects address very limited women’s roles.
percentages of population, * 82% (n=128) of
leaving the majority with no respondents indicated
services that women should not

Participants’ e Women’s male guardians, stay at home
potential mothers-in-law and grandmothers © 83% (n=130) confirmed
barriers are the main motivators behind their approval of

keeping women away from
education and work
e Domestic work remains the main
barrier behind high drop-out rates
e Fears are still existing from
wasting time in the classes

women’s work.

e Around 95% (n=149)
confirmed that projects
leave positive impact
after they terminate,

e An average of 91%
(n=142) reported that
projects equip women
with various skills

sustainability of development projects’ activities in local communities beyond the
life of the projects. It was evident from the findings that social cohesion exists in the
participated communities, yet the extent to which these projects helped beneficiaries
to culturally assimilate, unfolding inquiries on the expected level of sustainability of
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the projects remains questionable. However, the findingsof this study indicate that
social cohesion and its main determinant of culture assimilation need to be fostered
inside intervened villages in order secure sustainability and make use of available
intakes, while strengthening the outtakes. An expressed opinion said, “I can see
some girls dividing responsibilities and roles between each other to run the classes

Table 5. Brief findings of perceived sustainability of development projects

Themes

Qualitative data

Quantitative data

Sub-themes

Brief'description

Sustainability

Volunteerism

Partnerships

CDAs’
strengthened
status

e [s a common ground aspect in e Around 80%
development projects (n=125) were

e s suggested to be an obligation for interested in
projects’ graduates in an attempt to  working for
foster knowledge transfer development

e Can be a channel to sustain projects to serve
projects and keep faith in them the community.

e Need to be systemized

e Beneficiaries have disquiets and
uncertainties when it comes to
financial peer-to-peer partnership

e Beneficiaries are supportive and
welcoming when it comes to
knowledge peer-to-peer
partnership

e Value chain partnerships are
needed

e The know-how of establishing
‘safe’ partnership is needed

e Partnering with governmental
bodies is needed for the purpose of
institutionalization

e Expected contribution by local
partners needs to be more clear

e See themselves as administrators
rather than implementers

e Lack the capacities of sustaining
any project i.e. need to learn how to
make projects that generates income
to cover at least their running costs,
in order to secure their existence

e Those with wide network can better
survive and serve the community

(Continued)
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Table 5. (Continued)

Themes Qualitative data Quantitative data

Sub-themes Brief description

Dissemination e Lack of well disseminated
and outreach project’s results, and accordingly
lack of, sustainability
e Need to be tailored to address
community leaders who can
incubate the projects after
termination

Implanting e Projects must be community-based
desired changes e Projects must work on narrowing
the social gap between community
members
e Community members must be
involved at an early stage in
designing the activities
e Data evidenced an intertwining
relation between impact and
sustainability

after the project termination, and in my opinion this is a good sign that they can
cooperate in the future” (IDI, a promoter, 21 years old, technical vocational diploma,
Negdar Nesharek, Qena).

Young rural women'’s perceptions proved that beneficiaries and promoters have
a strong intention for sustaining their improved living conditions, and supporting
others. As examples of these intentions were volunteering the delivery of extra
classes, suggesting ways of maintaining the existence of Community Development
Associations (CDAs), and disseminating results to solicit the support of more
leaders to the projects. Nevertheless, data proved that individual efforts that
are scattered with no governing system can hardly achieve the desired level of
sustainability. Thus, preparing young rural women to act as role models inside
their communities should be treated as a top priority action plan for all further
projects.

CONCLUSION

Over the past years prior to the 2011 revolution in Egypt, young rural women’s
capacities to participate in the development processes of their communities have
been faced with hurdles of unequal gender, socio-economic, and power relations.
During the post-revolution, in response to the urgent need of empowering young
rural women and fostering their rights to live and participate, many development
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projects were designed and implemented to prepare women to join the labor market
and contribute to the well-being of their communities.

The extent of designing development projects in the context of targeted
communities is a key factor for affecting real changes. The views of young
women of the development projects’ impact on their lives indicated the need for
engaging local community members in the change process while empowering
women. As discussed in the findings of this study, the change process referred to
establishing social accountability, building social resilience, effecting scaffolding,
resolving ideological debates, and integrating projects’ social cohesion inside
the intervened communities. Accomplishment of these five suggested changes
is expected to better organize the communities’ engagement and the use of their
resources.

The study revealed the emergent need of applying the ‘change management’
which call for deploying the projects’ mechanisms to support community members
with smooth transition of “adoption and realization of change” (Creasey, 2007, p. 3).
In other words, for improving the outcomes of development projects, priority should
be given to engaging community members and stakeholders through stimulating and
supporting their desire and ability of effecting change, then align the ‘activities and
tools’ of the project itself to best suit community members’ needs (Creasey, 2007,
McCarthy & Eastman, 2010).

It is recommended for educators, policy makers and practitioners to set strategic
and management plans that are based on prioritized areas determined through
community or stakeholder’s analysis. In addition, developing constructive policy for
cooperation between institutions working in the same area would provide possibilities
of collaboration and drive projects’ beneficiaries to the maximum possible benefits.
More importantly, policies for young rural women that are demand-driven with
key aspects that are relevant to their lives are needed. Developing strategies (i.c.,
community-based initiatives) that inspire young rural women to share their innovative
suggested changes with the governmental and non-governmental institutions could
be a channel to develop a joint venture strategy that directs different efforts towards
the desired changes.

In the post-revolution Egypt, the engagement of youth in policy making became
more acceptable. Initiating dialogues with youth became a common practice to
identify their needs. Strengthening the managerial capacity of development projects
through the involvement of young rural women in the projects’ planning and
policy formulation would help in developing demand-driven projects. Empowering
and encouraging young rural women to integrate valuable intakes and introduce
new norms and beliefs into their communities would pave the road for the whole
intervening community to change. The inclusion of diverse community members,
along with targeted beneficiaries of development projects, would help significantly
in creating supportive atmosphere, especially in projects that support disadvantaged
groups such as young women in rural communities.
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AMIRA ABDOU

7. SCHOOL-BASED TEACHER PROFESSIONAL
DEVELOPMENT

Examining Policy and Practice in the Egyptian Context

INTRODUCTION

At this momentous time in Egypt’s history, it becomes imperative for the state to
embark on a range of state-wide as well as institutionalized reform initiatives. At
the heart of these reform initiatives comes educational reform with education being
the corner stone of all societal reforms. Since 2007, and with the launching of its
National Strategy for Education Reform, Egypt has realized the pressing need to
shift from the centralized educational system towards a decentralized educational
model. School-based reform, thus, becomes one of the adopted approaches for
reforming education in Egypt. Therefore, this study focuses on school-based teacher
professional development at policy and practice levels towards improving teacher
performance and the quality of education.

The study examines the discourse and practice of school-based teacher professional
development in Egyptian public schools during the aftermath of the 2011 revolution.
It explores teachers’ perceptions and identify the extent to which school-based teacher
professional development approach has been implemented in Egyptian public schools.
Field work was conducted in three national, language urban schools that is known as
experimental schools and include elementary, middle, and high school levels. The
study follows a qualitative approach that includes document review and conducting
individual and focus group interviews, using semi-structured open-ended questions
in addition to the researcher’s observation during the school’s field visits. The paper
intends to identify the gaps between the policy discourse and the practice of teachers
at school level in order to come up with recommendation for bridging the gap. I begin
by presenting some of the main concepts of teacher professional development and
the significance of the school-based approach. This will be followed by the research
design including research setting, sampling strategy, and data collecting tools, then
the perceptions of teachers will be presented and discussed.

CONCEPTUAL FRAMEWORK
In the age of rapid social and political changes, calls on school reform are echoed

across the world. The focus on schooling institutions as the cornerstone of education

N. Megahed (Ed.), Education during the Time of the Revolution in Egypt, 135—154.
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reform is continuously growing. Effective teaching is primarily dependent on high-
quality teachers who are competent enough to prepare students to be life-long and
self-directed learners (OECD, 2005). Parents, along with education experts consider
teachers as one of the most determinant factors of students’ academic performance. In
their rigorous study of 28 such factors, Wei, Darling-Hammond, Andree, Richardson,
and Orphanos (2009) found that the two most prominent factors were directly related
to teachers. Hence, teachers, being the front liners, are key instruments in transforming
their schools into effective learning communities. Building teachers’ capacity,
therefore, drives our attention to the importance of providing effective school-based
professional development for teachers being the link between standards input-driven
movement and student achievement output-driven movement (Wei et al., 2009).

To understand clearly the crucial role of effective school-based professional
development for teachers at the school level, we must first define effective professional
development. In their report published by The National Staff Development
Council (NSDC), Wei et al. (2009) define effective professional development as
“that which results in teachers’ knowledge and instructional practice, as well as,
improve student-learning outcomes.” In this respect, professional development does
not only positively affect students’ learning outcomes, but also reinforces the new
role assigned to teachers as active learners and reflective practitioners at their own
schools, which could be the first building block towards a community of learners
where teachers become generators of knowledge for professional practice.

The last two decades have witnessed a paradigm shift in the research concerned
with professional development. The new paradigm focuses on distinguishing between
high-quality or effective professional development, which aims at offering active
opportunities for teachers’ learning, and traditional professional development that is
criticized in literature for being ineffective (Opfer & Pedder, 2011). The most common
forms of traditional professional development are workshops, conferences, courses,
and institutes. School-based teacher professional development or “reform” activities
of effective professional development take the forms of coaching, mentoring, peer
observation, and study groups (Garet, Porter, Desimone, Birman, & Yoon, 2001; Wei
et al., 2009). Glickman, Gordon, and Ross-Gordon (2010) list other alternative formats
of professional development such as action research, partnerships between schools and
teachers’ universities, teachers’ networks, where teachers from different schools have
access to shared information on concerns and accomplishments, and where teachers can
engage in active learning through computer links, newsletters, etc. Teachers’ networks
could also facilitate the arrangement of teachers’ seminars and conferences. Such
seminars could be held at “teachers’ centers”, which represent another alternative format
for professional development. Teachers’ centers enable teachers from various school
contexts to participate in constructive dialogue and develop new skills in their profession.

Research on effective teacher professional development places emphasis on
significant common characteristics of reformed, or rather, school-based professional
development activities. These features include collective participation, coherence,
content-based, and time-sustained activities, which could be implemented when
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adopting school-based approach (Fishman, Marx, Best, & Tal, 2003; Garet et al.,
2001; Opfer & Pedder, 2011; Wei et al., 2009).

Literature on effective professional development has reached a consensus that
collegial and collective participation of teachers—in the on-going process of
professional development—have strong positive impacts on students’ achievements,
teachers’ teaching practices, in addition to teachers’ beliefs and attitudes (Opfer
& Pedder, 2011). As highlighted by many researchers, collective participation of
teachers within the context of their own school enables teachers to rely on one
another and to engage in professional dialogue and rigorous processes of both
self and students’ assessment. This kind of interdependency of teachers motivates
teachers to carry their practices to a public level, hence, forming a community of
active learners. Teachers then get the opportunity to be generators of knowledge,
rather than being passive recipients of'it. In this respect, the school also fulfils its role
as a learning community (Wei et al., 2009).

The duration period and intensity of professional development activities have
also been determinants of whether these activities are effective or not with respect to
teachers’ learning and students’ achievements. Research findings on time sustained
and more intensive professional and learning development activities, suggest that
teachers are more likely to implement these well-absorbed and reflected-upon
activities into their own daily teaching practices (Garet et al., 2001; Opfer & Pedder,
2011; Wei et al., 2009). Thus, the time-sustained professional development activities
prove to be more effective than the “flavor of the month” or the one-shot workshop
whose impact is minimal on teachers’ learning and students’ achievements (Garet
et al., 2001).

Effective professional development requires activities that are content-based
and job-embedded as well, in order to be of high-quality. The literature divides
the content-based activities into two main categories; the first category is the
knowledge-based content, which includes knowledge of the subject matter taught
and the tools and skills related to deliver that knowledge. The second category is
pedagogical competences that include teaching strategies, classroom management,
and assessment (Fishman et al., 2003). Effective professional development needs to
be rich in both categories in order to be meaningful to teachers. This will guarantee
continuous and consistent implementation as well.

Coherence of teacher professional development is a key component to its success.
Effective professional development aims at activities that are carried out in coherence
within the school context and in alignment with the school’s endeavors toward
reform, rather than patched or fragmented activities that are done in isolation of the
school context (Wei et al., 2009). Coherence of effective school-based professional
development practices calls for collaboration of school leadership and teaching
faculty. In this respect, promoting the concept of distributed leadership becomes
imperative and strongly related to effective teacher professional development.
Coherence, as a concept, could also be expanded to embrace teachers’ individual
goals for growth in addition to the school-wide goals, where each of these two sets of

137



A.ABDOU

goals support and reinforce one another (Glickmanet al., 2010). Lambert (2000) adds
a further dimension to school leadership with respect to effective teacher professional
development when she suggests that school leadership should not be reduced only
the post of school principal; she states that leadership is derived from synergy and
collaboration of all those who want to join the wave and construct collective meaning
and knowledge. Consequently, all stakeholders need to develop a shared sense of
community and work toward achieving collective goals and promoting their school as
a center for knowledge and empowerment. Hence; school leaders become orchestral
leaders who are “skilled in helping large teams produce a coherent sound, while
encouraging soloists to shine” (The Wallace Foundation, 2013, p. 22).

The above discussion on effective teacher professional development suggests
that school-based teacher professional development approach could render better
results in terms of teacher professional learning because it encompasses all the
components of collective participation, coherence, common moral purpose, and time
sustainability. More importantly, school-based teacher professional development
could be regarded as a perfect provision for teachers to examine their perceptions,
attitudes, values, beliefs, and culture that underline their accustomed teaching
approaches, giving teachers the invaluable chance to unlearn and relearn (Butler &
Leahy, 2003).

Implementation of effective school-based professional development mandates
efforts on the policy level to reach the domains of pre-service training, in-service
induction, and on-going school-based teacher professional development activities
and practices. Teachers’ colleges and institutions should collaborate with schools
where teacher candidates’ educators collaborate with practicing teachers in devising
teaching practices, content-based and pedagogy-based knowledge, and curricula that
are compatible with global standards and in alignment to the school-wide goals and
vision for reform. Such partnership must also be sensitive to the specificity of school
context and school culture as well. Veteran and effectively experienced teachers
could be of great help to novice teachers in induction programs through mentoring.
To sum up, effective school-based professional development is an on-going process,
rather than an episode, that can contribute to transforming teachers to the model of
teachers as active learners, decision makers, problem-solvers, and active agents of
change.

INTERNATIONAL DISCOURSE OF SCHOOL-BASED
PROFESSIONAL DEVELOPMENT

The Global Monitoring Report (GMR), 2013-2014, states that more children are
gaining access to schools than ever. International education policies, since the
Dakar World Education Forum held in Senegal in 2000, have been geared toward
providing universal primary education access, which also represents the Second
Millennium Development Goal. In post-2015 global framework, the proposed shift
in focus towards quality learning and teaching becomes a necessity. According to
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the GMR (2013-2014) this could be attributed to the fact that 130 million students
out of 250 million still exhibit the need for better learning opportunities even though
they spent “at least four years” in formal schooling (p. 191). The shift in emphasis
coupled with the immaterialized learning opportunities for enrolled students suggest
that policy discourse and implementation have been preoccupied with quantity
over quality. The GMR (2013-2014) states that national education policies must
prioritize quality learning and teaching; a goal that cannot be achieved without well-
trained quality teachers.

Quality teachers’ features are commonly identified through significant
indicators such as: qualifications, experience, teacher knowledge-base content, and
pedagogical knowledge. Nevertheless, there are other equally significant indictors
to teacher quality that are strongly related to quality learning and harder to capture
such as: the ability to create effective environment for all types of learners, nourish
productive teacher-student relationship, last but not least, the ability to work
effectively and collaboratively with colleagues and parents (Stronge et al., 2012).
Research on constituents of a quality teacher demonstrates common characteristics
of professionalism, passion for teaching, reflective and analytical thinking, and
respect for others (Scwille et al., 2007).

This trend has been examined by OECD since 2005 till present; the OECD (2005)
country background notes indicate that “school-based professional development
activities involving the entire staff, or significant groups of teachers are becoming
more common, and teacher-initiated personal development probably less so” (p. 77).
In parallel, Feiman-Nemser (2001), suggests that establishment of a continuing and
systemized structure for school-based teacher professional development, where
teachers can “talk” about their teaching practice p. 107. Teacher “talk” in this context
is identified more different than the casual informal or personal teacher talk; rather,
it is a professional dialogue that tackles all pertaining issues of the teaching and
learning processes inside the school including: teaching practices and instructional
approaches, and evaluation methods, with the aim of on-going refinement of the end
product, which is enhancing students’ learning outcomes to the fullest potentials.

Teacher policies play a pivotal role in establishing effective school-based teacher
professional development. OECD (2005) encourages the inclusion of teachers in the
design and implementation of policies by which teachers can become empowered
to fulfill their role as active and life-long learners. In this respect, teachers gain
ownership over their learning and teaching. Furthermore, the same report reinforces
the significance of teachers being supported by policy to form “professional learning
communities” within their schools, as well as, beyond (p. 6). This would enable
teachers to analyze their teaching practice according to professional benchmarks and
standards, in addition to, analyzing their students’ learning performance in light of
the student learning standards.

But, teachers cannot shoulder this immense task alone, they need the help,
guidance and support of an enlightened school leadership. It should be noted that
the term “school leadership” does not necessarily refer solely to school principal;
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it is an expandable expression that is school-culture embedded and community-
nurtured. School leadership is a shared vision and goals that encompasses all
forms of leaderships within the school: teacher leadership teams, heads of subject
departments, and individual teacher leaders (Lambert, 2000). OECD (2008) report
“Improving School Leadership: Policy and Practice” indicates that school leadership
is a key playing actor in improving the whole school outcomes including students’
learning outcomes and teacher quality through influencing the school culture and
learning environment, in addition to motivating teachers to build their capacities.
The report suggests “redefining” the roles assignments to school leadership to
foster school-based teacher professional development in relevance to school’s local
context. Furthermore, school leadership is responsible for promoting team work
among teachers (OECD, 2008, p. 8).

SCHOOL-BASED TEACHER PROFESSIONAL DEVELOPMENT
IN REGIONAL POLICY

As an integral member of the international community, the League of Arab States
(LAS) endorses the view that education must be prioritized among all development
endeavors. Hence, a report that included purpose and direction of how education can
be incorporated into all development processes in all areas in the Arab world was
presented to the Arab Summit in Riyadh in March 2007. This report was followed
by the “Plan for Development of Education in the Arab World,” which was adopted
in the Damascus Arab Summit in 2008. The two documents, the report and the plan,
place great emphasis on the role of Arab teachers in the academic, social, and political
education of Arab generations, in addition to helping them acquire foundations of
“citizenship and a civilization-based identity.”

In this respect, the Arab states recognize that they are part of the global system.
Therefore, efforts should be geared towards navigating through the challenges and
opportunities imposed in the increasingly globalized world. The Arab states, thus,
responded to the five most recent and significant initiatives that direct efforts for
education development:

1. The Millennium Development Goals document that sets eight MDG to be reached
by 2015;

2. The Education for All Initiative launched during Dakar Conference in 2000 with

six goals to be achieved in 2015;

. The declaration of Literacy Decade (2003—2013) under the UN umbrella;

. The UN “Education for Sustainable Development Decade Initiative” (2005-2014);

5. The Declaration of the Plan of Education in the Arab World in 2008 (LAS-
UNICEEF, 2010).

W

Committed to the cause of educational reform and providing quality teaching
and learning that is learner-centered, LAS joined with international partners—the

140



SCHOOL-BASED TEACHER PROFESSIONAL DEVELOPMENT

United Nations Children’s Fund (UNICEF), Unified Nations Education, Science
and Culture Organization, along with Arab Education Science and Culture
Organization (AESCO) and Arab Bureau of Education for Gulf States (ABEGS)—
to launch the Guiding Framework of the Performance Standards for Arab Teachers
in 2010. The Guiding Framework is primarily concerned with developing the
capacities of Arab teachers in the areas of teacher education, teacher preparation, and
on-going teacher professional development. The Guiding Framework also targets
the professionalization of teachers where teachers are empowered to issue and
solve practice-related challenges based on decision making processes. This requires
quality teachers who possess professional competencies and constantly work on
improving their performance levels (LAS-UNICEEF, 2010).

To achieve this goal, The Guiding Framework introduced an “Integrated Model”
for Arab teachers. This “Integrated Model” acknowledges the necessity of teacher
professional development, yet, within its humanitarian framework. The “Integrated
Model” rests on major pillars that are aligned with the international policy discourse
with respect to providing quality teaching and learning in addition to placing
teachers at the heart of school-based reform. For example, pillar one recognized
teachers as allies in the education reform process and merely agents of change. It
emphasizes the importance of teacher relations within the school that could enable
teachers to “forge” collaborative activities and form collegial school culture that
fosters teamwork among teachers. Furthermore; pillars four and five advocate the
development of schools as institutional contexts and a space for professional activity
and dialogue where schools practice autonomy in “school-based professional
development for teachers” (LAS-UNICEEF, 2010, pp. 34-35).

The Guiding Framework proposes a bundle of projects and programs that
represent “A Policy Framework for Teachers’ Professional Development.” One
of the proposed projects is Project 6, titled “Professional Development Units in
Schools,” which reinforces the principle of “school-based reform” through the
implementation of school-based professional development for teachers. The project
identifies the effective school system as the system where professional decisions
on professional development are made by those who encounter challenges and
recognize opportunities based on their daily experience in that place, within that
system. Project 6 suggests that school-based professional development units
will reinforce the professional and social interaction of teachers helping them to
identify the gaps in the teaching and learning processes in addition to implementing
professional development programs that address teachers’ as well as students’
leaning needs. In conclusion, Project 6 as proposed by the Guiding Framework
aims at providing a school context that is conducive to professional development
for teachers, monitoring and evaluating teachers’ learning and teaching practices in
action on the ground with the aim of developing teachers’ performance levels, and
on-going development for teacher professional development programs in light of
teachers’ performance (LAS-UNICEF, 2010, pp. 69-70).
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THE EGYPTIAN CASE STUDY

Egypt is the most populous state in the Arab world. According to the 2012 census,
official figures released by the Central Agency for Public Mobilization and Statistics
(CAPMAY) indicate that Egypt’s population has reached 92 million living on just
5.3% of the country’s area. The noticeable feature in the demographics of Egypt is
its huge youth bulge, where 34% of the population is under the age of 15. Around
98% of the population is crowded around the narrow stripes of the Nile valley.
These demographic features place significant value on the role played by the human
capital in Egypt in the process of educational reform. Investment and development
of the human capital, represented in Egyptian teachers, form one of the most critical
challenges that educational reform must deal with in Egypt.

In 2007, Egypt launched its five-year National Strategic Plan for Pre University
Education Reform that marks a paradigm shift in achieving quality education in
Egypt. The plan aimed at achieving three main goals: (1) Higher quality of education;
(2) Enhanced system efficiency, institutionalized decentralization, and community
participation; and (3) Equitable access to education. One of the major pillars in the
five-year plan (2007/2008-2011/2012) is “School-Based Reform,” which rests on
enabling schools to practice autonomy and develop school improvement plans and
quality management systems. In addition, the plan sets the strategy of “building
sustainable professional development systems based on the cascade training model
to provide professional development for teachers at the school level, in addition to
building the capacity of leaders at all levels: district, governorate, and central level”
(National Strategic Plan, 2007, p. 130). The plan further reinforces the same concept
of, the significance of sustainable school-based professional development for
teachers, in the chapter titled “Human Resources and Professional Development.”
In this chapter, the plan acknowledges the dire need for teachers to participate in
school-based professional development programs (National Strategic Plan, 2007,
p. 140).

Despite the 2011 revolution and its aftermath, there has not been a radical shift
in the national planning of education. Egypt’s National Strategic Plan for pre-
university education (2014-2030) builds on its predecessor with respect to school-
based Professional development for teachers. The plan rests on three main pillars:
(1) Access; (2) Quality; and (3) Education Management system. The plan identifies
professional development as crucial in the process of achieving “school-based
reform.” Furthermore, it suggests establishing new and innovative mechanisms
for continuous monitoring and evaluation of teachers’ performance from the
perspective of building teachers’ capacities and enhancing the teaching and learning
competencies of teachers as well as of students.

The establishment of the National Authority for Quality Assurance and
Accreditation, (NAQAAE) in 2007 and the Professional Academy for Teachers
(PAT) (year) came in response to meeting the national needs for the development
and reform of education in Egypt.
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THE NATIONAL AUTHORITY FOR QUALITY ASSURANCE
AND ACCREDITATION (NAQAAE)

The National Authority for Quality Assurance and Accreditation (NAQAAE) is
responsible for disseminating the culture of quality in educational institutions in
Egypt, in addition to developing the national standards in alignment with their
international equivalents. It aims at restructuring educational institutions through
internal and external review systems that would enable these institutions to develop
better quality outcomes. To fulfill its designated role, NAQAAE relies on the two
main domains of: institutional capacities and educational effectiveness. The first
domain comprises five standards: Vision and Mission; Governance and Leadership;
Human and Financial resources; Community Participation; and Quality Assurance
and Accountability. The second domain constitutes four standards, which are:
Learner; Achievements; Teacher Qualifications; Academic Curriculum; and
Educational Environment.

The fourth standard “Quality Assurance and Accountability” mandates the
enactment of a school-based “Training and Quality Unit” to enhance teachers’
performance levels. The school-based Training & Quality Unit is entirely devoted
to the design and implementation of “school-based professional development™ for
teachers based on the on-site teachers’ needs and challenges. One of the recommended
mechanisms to achieve that goal, as set by NAQAAE, is conducting needs
assessment to identify the gaps encountered in the daily practices of teachers. The
unit is also encouraged to include teachers’ input and vision to bridge the identified
gaps in a systemized school-based structure that rests on teachers’ collaboration and
collegial endeavors. The school-based “Training and Quality Unit” coordinates with
the corresponding offices on the district and governorate levels.

The school-based “Training and Quality Unit” is headed by the school deputy for
quality and professional development, sometimes also known as “Internal quality
assurance analyst.” The job description and responsibilities of that position extend
over the domains of: leadership and institutional supervision, teaching and learning
processes, quality assurance and accreditation, professional development, and
community participation.

It is worth mentioning that the core of this position’s responsibilities lies in the
enactment of the school-based quality units through designing on-going professional
programs and plans that address the needs of the local school community. The role
additionally extends to providing guidance, support, and continuous constructive
feedback within a framework of supportive school culture that encourages teachers to
experiment new modes of teaching and learning. Furthermore, the position holder’s
responsibilities extend beyond the school walls with neighboring school clusters
to furnish the exchange of expertise and wider-scope professional dialogue among
teachers of different schools. Finally, the position holder supervises the school-based
accreditation action teams and acts as the liaison between NAQAAE and his/her
school.
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THE PROFESSIONAL ACADEMY FOR TEACHERS (PAT)

The Professional Academy for Teachers (PAT) was established in 2008 as part
of Egypt’s education reform plan. Envisioned to become a regional center of
excellence, the PAT has set several goals to build teachers’ capacities and support
teachers’ empowerment. The goals of PAT include setting standards for teachers’
promotion, setting standards for teachers’ professional development, accrediting
teachers’ certification, granting teachers’ licensures, and supporting educational
research studies

The PAT was able to achieve accomplishments, in partnership with some
donors, in the field of Egyptian education. Some Examples of PAT’s achievements
are (El Kharashy, 2010): The strategic plan for The Professional Academy for
Teachers (PAT); The promotion matrix for teachers; Job description for teachers’
cards; Teachers’ performance evaluation tools; Teachers’ skills and knowledge
matrix; Human resources management system; and a proposed framework for the
professional development of school leadership.

It is worth mentioning that one of the main objectives of The National Reform
Strategy, launched by the Egyptian government in 2007, and of The Professional
Academy for Teachers (PAT), is to enhance and ensure all-inclusive professional
development plans for all Egyptian teachers working in the public sector (MENA-
OECD, 2010). Nevertheless, the existing professional development strategy is
fragmented. It is currently implemented on small scale, rather than covering the
whole public teaching force. One of the attributes of this situation might be that
education reform hasn’t been among the priorities of Egypt’s former regime. Another
attribute is that endeavors that have taken place so far are the results of small-scale
initiatives that are done on the part of donors of worldwide organizations such as the
World Bank and the United Nations Development Program (UNDP), in cooperation
with the Ministry of Education in Egypt (MENA-OECD, 2010).

Some assessment reports claim that PAT has many gaps to fill in the field of
implementing formative professional development strategy and procedures with
respect to initial teaching training, induction programs for veteran teachers, which
are primarily aimed at teacher empowerment and teacher involvement in decision-
making as well as policy-making.

El Kharashy’s (2010) assessment report summarizes the gaps that PAT need to
fill. He states that PAT has accomplished many achievements. However, it still
faces some challenges. Some of the gaps that PAT needs to fill are insufficiency of
qualified human resources and lack of assessment tools to evaluate them, absence
of internal quality system that ensures ongoing performance self-evaluation,
and absence of data base for local and regional professional development needs.
Finally, the report emphasizes the need for PAT to reinforce communication
with professional educators across the Arab region, in addition to, promoting its
programs, mission and vision through various mechanisms locally, regionally, and
internationally.
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The review of policy discourse on the international, regional, and national level
reflects the emphasis on school-based professional development for teachers. It
also provides the contextual framework for examining school-based professional
development as perceived by teachers in public experimental schools in the Cairo
governorate.

RESEARCH METHODS AND DESIGN

The study follows a qualitative approach that includes document review and
conducting individual and focus group interviews using semi-structured open-
ended questions in addition to the researcher’s observation during the school’s field
visits. A purposive sampling strategy was employed. Male and female teachers
from different disciplines, years of experience, and school stages, primary, lower
secondary, and high secondary, were sampled. A total of 32 participant teachers
who fulfilled these characteristics were nominated by the key informant (school
principal), who introduced me to the nominated teacher participants at their work
place.

Semi-structured open-ended questions were used to collect data that explored
teachers’ perceptions and experiences with school-based teacher professional
development in their work place.

Interviews were conducted in Arabic then transcribed and translated. 1 used
thematic analysis where I read the interview transcript, my field notes, and personal
memos several times to extract themes that both represent and reflect participants’
responses. During the process of thematic analysis, 1 recurrently referred to
participants for clarifying some emergent ambiguous points, and/or validating my
analysis of their responses.

SCHOOL PROFILE

School X is a compound school that is located in one of Cairo’s middle class
neighborhoods. It comprises three schools: kindergarten & primary school,
preparatory school, and secondary school. Each school has a deputy principal that
reports to the general principal of all three schools. The compound of school buildings
was founded in 2004 as a donation from one of the Gulf countries’ monarchs to act as
a model language experimental public school compound. Among the 528 language
experimental schools in Cairo governorate, school X is considered among the top
schools in terms of its facilities, infrastructure, and teachers’ academic caliber.
School X currently houses 1708 students placed in 55 classes and 145 teachers, in
addition to 13 personnel and two custodians. Most of the teachers have more than 10
years of teaching experience and about half of the teachers have been appointed at
the school since its foundation.

The school facilities include a language lab that is equipped to serve 28 students,
a multimedia room, library, large theatre, traffic city in the kindergarten building,
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large dining room, kitchen, cafeteria, clinic and two well equipped lecture halls. It is
worth noting that the theatre, cafeteria, dining room and lecture halls appear to be in
need for some maintenance and renovation because, according to the teachers, those
facilities serve not only the school, but also all other public schools located in the
same educational zone.

When the school was founded and for several years after, it was considered a
privilege to join the school either as a student (for his/her parents) or as a teacher. For
parents the school offered good education with affordable fees for the middleclass
families through experienced and well prepared teachers that could compete with
those of private language schools. Furthermore, the teacher: student ratio was 1:25,
which is quite less than the ratio at other public schools that could reach 1:75 (School
Key Informant). Teachers at the school were privileged because they received
200% bonus over their basic salaries, which as per the Egyptian education law, is
the highest among all state public schools. Teachers were appointed after screening
through interviews and written English test. Likewise, students were admitted after
their parents were successfully interviewed. While not abiding to the geographical
zone regulation set by the Ministry of Education, the school would accept students
from any part of Cairo if they are qualified for admission. Since 2011, the school
started accepting a larger number of students, increasing the class capacity to 33,
after a considerable decrease in the school fees, a procedure that wasn’t positively
received by the teachers as they thought that this was leading to a decline in the
quality of the service they are providing.

As with the rest of most of the experimental language schools in Egypt, school
leadership in School X was chosen from the English Language department; except
for the last two years when the school leadership was appointed from the Math
department.

FINDINGS AND DISCUSSION

The overall findings show teachers’ perceptions of their roles and responsibilities
and their experiences with school-based teacher professional development inside
their schools.

Teachers’ Roles and Responsibilities

Teachers as leaders. The majority of participant teachers identify themselves as
leaders but only on the classrooms level. They identify their roles as teachers who
deliver lesson plans, instruct and assess students’ academic performance, proctor
and grade exams, attend weekly department meetings, in addition to, carrying out
some super visional duties in the school playgrounds during break time and on the
school corridors during classes.

During the focus group interviews, I noticed that most teachers refrain from
leadership roles, that are either voluntarily or mandatory, because they think
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leadership roles would make them more accountable before the principal, or more
liable to receive blame and criticism from both the principal and their colleagues,
which they completely reject and did not want to experience .

More importantly, participant teachers view leadership roles as more responsibility
and work load that “will not be appreciated”, the head of the English department
says. He adds that he has around five teachers in his department, plus himself, that
hold the Professional Educator Diploma in educational leadership from the American
University in Cairo which is perceived as “one of the best educational institutions
in Egypt”, he proudly states. Nevertheless, he is struggling to implement some of
the knowledge and techniques that he learnt because the school leadership doesn’t
favor implementing new ideas or initiatives and prefer to “adhere to the known and
experimented, rather than fostering innovative approaches.”

Despite all the above mentioned challenges, the head of the English department
has managed to implement delegation among early career teachers e since “it is
always easier to coach a young group especially if they are homogeneous.” He adds
that teachers in the primary school are more responsive to change and implementing
new approaches in instruction than teachers in the middle or high school. However,
he appreciated having a mixed age group that includes able experienced teachers
as well as novice teachers, the latter for him represents “new blood and thirst for
learning.” When I interviewed this group of teachers, they described themselves
as a family that helps one another. They don’t know how it began, as the most
experienced teacher says, “but it was always the culture here to volunteer to help
one another and to support any new teacher joins, s/he catches on and starts behaving
the same.” Another supporting factor is that those teachers refused and do not give
private lessons, accordingly there exists no rivalry that would negatively affect their
work as a team. In spite of the fact that those teachers are, to some extent, fulfilling
their roles as teacher leaders, they were reluctant to identify themselves as leaders.
From their perspective, they are “unqualified” to become leaders and that they are not
“equipped” enough to benefit and support one another professionally as they would
want. They believe that they need an off-site school expert and coach to teach them
new trends and techniques in teaching and learning, help them grow professionally,
and motivate them to perform their best. The ideal case, as described by one of them,
is to have “professional development that is balanced between an off -site coach and
a school based professional development coordinator because we can’t do it alone.”

Teachers as decision makers. The majority of participant teachers’ responses state
that teachers have no role in the decision making process inside the school whether or
not it pertains to school-based professional development for teachers. The majority
of responses suggest that none of the teachers were involved in the design or delivery
of any workshops or sessions targeting teacher professional development. Many of
the respondent teachers, especially in the foundation and primary stages, did not
know the name of the person in charge of the school-based training unit. It should
be noted that School X as accredited school, similar to all accredited schools in
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Egypt, must have a school-based Quality and Training unit that is responsible for
school-based teacher professional development activities and that is also linked to
the Quality and Training head office in the Directorate of Education.

Two identified exceptions among the interviewees are a high school Arabic
teacher and another high school English teacher. The Arabic high school teacher
states that he has once designed a 30-minute power point presentation for the Arabic
language department. In this context, the Arabic teacher explains that he volunteered
to do the presentation because he had been working for seven years in an American
school in Saudi Arabia where teachers used to do these type of activities for
knowledge sharing periodically. Thus, he wanted to transfer this experience to the
school in Egypt as he found it to be beneficial for teachers. The teacher adds that
he was never approached by his head of department or the head of the school based
training unit to design or deliver any professional development sessions afterwards.
Similarly, the high school English teacher says he has designed a comprehensive
teacher professional development program for the entire high school. He then adds
that the program was never implemented on the grounds but rather it was designed
to fulfill the accreditation dossier requirement set by NAQAAE. Moreover, the vast
majority of respondents have not participated in any “needs assessment” conducted
in their schools. However, most of the participants exhibited knowledge of needs
assessment as a requirement for school accreditation by NAQAAE. A middle school
English teacher describes the Needs Assessment as “perfectly set in the school
accreditation dossier.”

Teachers agreed of their role as “passive recipients of the decisions taken by
the school leadership,” as described by a female primary school Arabic teacher. To
elaborate more on this point, participant teachers said that during the past year of
the revolution aftermath, the school leadership decided to use surveillance cameras
that were placed in the school playground, gates, and corridors. None of the teachers
were consulted by the school leadership before taking this action. In fact, teachers
did not learn about the cameras until they were actually fixed in their places, even
though there is a teacher representative on the school-board. In this respect, it is
worth mentioning that nearly only the English department teachers knew the name
of the elected teacher representative on the school-board because he was their head
of department, whereas the majority of teachers from other disciplines did not know
who their representative on the school-board was. Cameras were purchased by the
parents through the parents’ council. The school leadership introduced the idea to
the parents who regarded the idea as a safety measure given the security conditions
the country was going through.

Lack of professional dialogue. Participant teachers say, they are burdened with
substitute periods almost on a daily basis due to the relatively high-rate of other
colleague teachers’ absence. As a primary school teacher of sciences says, “there is
no time for conducting professional dialogue or discussing any academic problem.”
She adds that the weekly department meetings are mostly devoted to informing
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teachers about new decisions or instructions that have been issued by the school
leadership or the educational district. A high school math teacher adds that he and
colleagues face a challenge in that they cannot attend weekly department meetings
since they are usually teaching primary or middle school at that time to cover the
shortage in teachers at the school. In this respect, teachers are also absent because
they are busy with private lessons and must leave their school during the school day
to deliver private tutoring—a huge source of income especially among teachers of
math, Arabic, English, and sciences in the middle and high school stages. When 1
asked how the school leadership deals with this, as it seems that it was a well-known
information across the whole school, some participant teachers said that those things
could always be worked out or as a geography middle school teacher puts it, “things
are to go smoothly if you are on good terms with the principal, or if you are a math
teacher because the principal used to be the head of the math department and he
treats the math teachers with nepotism.” The other reason behind teachers’ absence
is that some teachers work in more than one school within the same educational
district because of the shortage in the number of teachers teaching certain subjects,
mostly English, math and sciences.

Teachers’ Perceptions on School-Based Professional Development

School leadership as a support base. The majority of participant teachers do not
feel they are supported by the school leadership to fulfill their role as teachers.
They don’t see the school leadership playing an effective role in the professional
growth of teachers. The vast majority suggests that the role of the school leadership
is “managerial more than anything else.” As a high school math teacher puts it,
“they [school administration] all are, our principal is no exception.” The majority of
participant teachers say that the principal is responsible for all administrative issues
that concern teacher attendance, punctuality, and classroom management among
other managerial tasks. With respect to teacher professional development, it is the
responsibility of the district supervisor and the school-based head-of-department or
senior teacher of the subject matter. Most of the teachers don’t think it would be
beneficial if the principal acts as an instructional leader. Only the teachers who hold
a diploma in educational leadership expressed that the school leadership could help
all teachers develop professionally if it adopts the transformational leadership model.
However, all participant teachers agree that the school leadership is not fulfilling
its role in fostering a culture that promotes professional dialogue and exchange of
experience. A primary school French teacher says that she heard about teachers at the
school who hold a professional diploma; although she wants to learn from them how
to develop herself as a teacher and learn about new trend in education, there is no
time devoted to do, thus she holds the school leadership responsible for this matter.
Holders of the same diploma express similar feelings, for example, a middle school
teacher of sciences says, he would appreciate if the school allocates time for teachers
by rotation to exchange knowledge and experience with their fellows and allow them
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to implement the gained knowledge and techniques. “It is very frustrating to look at
my diploma hanging on the wall when I can’t implement what I have learnt even on
my department’s level,” a high school math teacher says.

Nepotism is one of the factors that most of participant teachers identify as
hindering the school leadership to act as a support base for school-based teacher
professional development. Participant teachers, from disciplines other than math,
think that the school leadership favors math teachers over other teachers. In this
context, it is interesting to mention that some math teachers stated that English
teachers used to be favored by the previous school principal who used to be an
English teacher.

Lack of a structured system for school-based teacher professional development. The
majority of participant teachers expressed that they lack a systemized structure for
school-based teacher professional development, as mentioned earlier by one of
the high school teachers. Participant teachers, who have participated in preparing
the school dossier for accreditation, say that such structured system exists but only
on paper. A high school French teacher says that he doesn’t believe that the head of
the School-based Training and Quality Unit (STQU) could help him become a better
teacher. He adds, “that person [head of STQU] was chosen for this position not
because she is competent or qualified, but because she had the least packed schedule
as she teaches an elective subject.” This comment represents a shared view among
many participant teachers who expressed the need for a monitoring and evaluating
process that is transparent in order to ensure that what’s documented is implemented
in practice. It should be mentioned that the Ministry of Education has set a criterion
for the position of the head of STQU that also includes the job description and
responsibilities, nevertheless, participants believed that the announced criterion was
not followed or implemented.

Dominance of the centralized system. Despite the fact that the education system
in Egypt has been trying to shift from the centralized system towards more
decentralized approaches, which is clearly reflected in Egypt strategic plan for
education reform 2005 and the draft issued in 2014, the majority of participant
teachers’ responses suggest that the centralized administering system is still
domineering over new trends of delegation and distributed leadership that aim at
building teachers’ capacities. A middle school science teacher says that “it is futile to
initiate change or development in teachers’ capacities when our seniors or those in
positions hold the same centralized mindsets.”

The majority of participant teachers did not know that the PAT provides professional
development sessions and training for teachers. The few teachers that exhibited
knowledge stated that PAT used to provide the service free of charge, however,
at the present time, teachers who wish to register for professional development
training must pay for it. Teacher professional development is currently managed by
the district supervision. Professional development workshops are designed by the
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district supervisor that gathers teachers of the same subject matter for training, but
according to the majority of participant teachers, this happens once or twice at the
most throughout the entire academic year.

IMPLICATIONS FOR POLICY AND PRACTICE

An education system is good as its teachers. Unlocking their potentials is

essential to enhancing the quality of learning. Education quality improves

when teachers are supported- it deteriorates if they are not. (GMR, 2013/2014,

p- 1)

This study aimed at examining the policy discourse on school-based professional
development for teachers to identify to what extent the government has adopted
school-based professional development for teachers as an approach. In addition,
it intended to identify the extent to which public schools in Egypt implement this
approach through the examination of teachers’ experiences and perceptions on
school-based professional development for teachers in a public language school that
offers elementary and secondary education. The purpose was to better understand if
there is a gap between the policy discourse and the actual practice at school level as
perceived by participant teachers and to uncover the reasons behind this gap.

The results of the study reveal that there exists a gap between policy discourse
and practice at school level with respect to school-based professional development
for teachers. Participant teachers’ responses identify the main impediments that
stand between realizing the policy discourse into practice. School leaders play a key
role in improving school outcomes by influencing the motivations and capacities of
teachers, as well as the school climate and environment, while the policy discourse
in Egypt emphasizes the significant role of the autonomous school leader that can
communicate a vision of shared goals that ultimately improve the learning outcomes
of learners. From the perspective of interviewed teachers, the school leadership
does not support their professional growth or nurture a school culture that is
cooperative, collegial, and conducive to teacher life-long learning. The deeply rooted
bureaucratic system is still dominating school leadership practice that is supposed
to be autonomous. Participant teachers say that the school leadership is burdened
with administrative tasks that are extremely time consuming leaving very little or
no time at all to building their teachers’ capacities in terms of fostering school-
based teacher professional development. Nevertheless, participant teachers state that
they have had three previous individual female school leaders that were initiators,
proactive, innovative, and transformational in their leadership style. In light of this,
school leadership is proposed to be subject to individual differences among school
principals which should not be the case as all school principals should be practicing
through a guiding framework that considers each school’s individual culture and
environment. In this context, the sample responses point blame at the process of
preparing, monitoring, and evaluating the capabilities and leadership practices of
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school leaders. They recommend an air-tight selection process for school leaders
that is based on competency.

Examining the policy discourse, it was found that there are screening tools for
the selection process of school leaders. After potential school leaders have been
accepted as qualified, they receive training and preparation courses, however, most
of the training is devoted to managerial, administrative, and fiscal issues with quite
minor focus on leadership skills and styles in a way that should enable those leaders
to be the catalyst for change at their own schools.

Dominance of the centralized system is also another factor that is hindering
schools to adopt and implement school-based professional development for
teachers. While the school-based Training and Quality unit is responsible for, among
other responsibilities, school-based professional development for teachers, we
find that the district supervision is also primarily responsible for the professional
development for teachers with each subject having its general district supervisor that
is in charge of several schools within his/her district managing teachers with the help
of the senior school based teacher in a clear centralized and cascaded process. In this
context, it is important to have a clear organizational flow chart that demonstrates the
job responsibilities for each of the heads of the school-based Training and Quality
unit, the district supervisor and the school principal with respect to conducting and
fostering school-based professional development for teachers, which could act as
the first building block in establishing professional learning communities. More
importantly, there should be a well-structured system and process for monitoring
and evaluating the performance of all stakeholders that are accountable for teacher
professional learning.

Institutions’ failing to fulfill their designated role represent an obstacle in the
implementation of school-based professional development for teachers. The
Professional Academy for Teachers (PAT), according to some assessment reports, has
many gaps to fill in terms of professional development for teachers. EI Kharashy’s
(2010) assessment report summarizes the gaps that PAT needs to fill. He states that
PAT has accomplished many achievements, however, it still faces some challenges.
Some of the gaps that PAT needs to fill are insufficiency of qualified human resources
and lack of assessment tools to evaluate them, absence of internal quality system that
ensures ongoing performance self-evaluation, and absence of data base for local and
regional professional development needs.

Finally, teachers must be considered as “allies” and not merely “tools” in the
process of school-based reform where school-based professional development for
teachers occupies the central place. The concept of teacher leadership needs to
be emphasized in the policy discourse and this concept must be transferred and
communicated at school level. Policy makers need to understand that maximizing the
learning outcomes for the students comes in parallel with enhancing and maximizing
teacher learning, for if we want to have a generation of life-long learners as students,
we need to cater for a generation of “reflective practitioners” and life-long learners
of teachers as well.
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SARA TARAMAN

8. STUDENTS’ PERCEPTIONS OF THE QUALITY
OF HIGHER EDUCATION

A Case Study of a Remote Public University in Egypt

INTRODUCTION

Higher Education (HE) institutions foster intellectual growth, cultural awareness,
social interaction, and personal change. Besides graduating productive students,
the universities’ role has developed to include the development of the surrounding
community; what the UNESCO called the “Third Mission” (UNESCO, The Role of
Higher Education in Promoting Lifelong Learning, 2015). Consequently, there has
been a high concern about quality and quality assurance measures in educational
institutions, especially in higher education. Speaking of Egypt, since Mohamed
Ali’s era, establishing a higher education system that offers quality education and
professional training has been a priority. Yet, finding the appropriate institutions,
recruiting qualified professors, and preparing competent students have always been
key concerns (Mahmiud & Nas, 2003, p. 31). Currently, there are more than 90
different higher-education institutions(Central Agency for Public Mobilization and
Statistics, 2013). Yet, none of them were included in the 2012—2013 university top
ranking (Thomson Reuters).

Despite the increase in the number of HE institutions, the quality has been always
questioned. Egypt’s rank, in terms of the quality of higher education, has declined
from 80 out of 114 countries in 2005/2006 to 128 out of 139 in 2010/2011 (Reda,
2012). A product of a dictatorship era, which gave birth to the January 25th uprising,
the current education system has been too centralized and overly dominated by rigid
governmental control. Universities have limited autonomy needed for introducing
new curricula that match the continuously changing market demands. Many of the
Egyptian universities have inadequate incentives to renovate or internationalize their
programs. From 1982 to 2006, the Gross Enrollment Rate (GER) in HE has almost
doubled. It moved from 16% to 28.57% (Strategic Planning Unit, Minsitry of Higher
Education, 2010). Yet, the unemployment rate among university graduates remains
at a high rate of 14% (Strategic Planning Unit, Minsitry of Higher Education, 2010).

In 2012 and as an after-effect of the January 25th Revolution, it was announced
that there is a project for building forty public universities in the upcoming period,
most of them are in remote areas in Egypt where there is a lack of university
graduates who can contribute to the development of their communities (Fathy,
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2012). The current routine for establishing a university in Egypt starts with creating
a branch from an existing one. Once the branch has seven different colleges, the
branch can be turned into a university. One example for that is the Matrouh Branch
affiliated with Alexandria University. While HE institutions were widely spread
by the 1960s in Egypt, the first college introduced to Matrouh' governorate was in
1993. In 2005, only 2% of the total high school students in Matrouh pursued their
higher education degrees; this led the government to introduce five more colleges.
Currently, there are six colleges as well as three different open-education® ones
affiliated to the Alexandria University and located in Matrouh. As part of the reform
development plan, Matrouh branch is expected to be one of the forty promised
universities.

Expected to be a completely separate university with the continuous expansion
of colleges, the current quality of higher education in Matrouh-Branch of
Alexandria University, represents an interesting case. It exemplifies the status of
higher education in remote areas within the Republic. The available colleges at
these branches, are designed and established based on the need of the community.
Consequently, an assessment for the quality of HE in these areas is necessary to
better cater for their needs. The assessment is vital, given the crucial role of higher
education in producing agents of change who can contribute to the development of
their community and can compete globally.

Particularly, this study examines how students as the first beneficiary of the
educational services, in the different colleges available in Matrouh, perceive the
quality of education in terms of:

i.  The educational environment, with a focus on the availability of efficient
educational facilities and the soundness of the organization’s culture.

ii. The quality of teaching and learning experience.

iii. The quality of education outcomes, not only for the job pursuit but also for
community service.

Before exploring the perceptions of Egyptian students in regard to higher
education quality, a discussion of educational quality and the importance of students’
voices, especially in higher education is presented and followed by a description of
Matrouh governorate as the local context of this study.

QUALITY IN HIGHER EDUCATION INSTITUTIONS

Quality is a multidimensional process that cannot be measured by and in itself. Since
quality is a relative term (Harvey & Green, 1993), benchmarks have to be set to
measure it. Based on the UNESCO “Policy Paper for Change and Development
in Higher Education”(UNESCO, 1995) and the World Conference on Higher
Education (UNESCO, 1998), quality of education includes excellent teaching and
non-teaching staff, students, and accreditors; it consists of outstanding academic
programs, funding agencies, research, infrastructure, and community service plans.
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Yet, different groups of stakeholders have a different view of what quality means
given their interest/work in HE. As a result, when talking about quality, defining
whose quality is being investigated is important. Notably, the variables that define
quality change in time and circumstances. In this research, quality is defined by the
transformative definition of quality given by Harvey and Green (1993) as well as
the definition of quality of graduates given by Crombag (1978). The transformative
concept of quality is rooted in the notion of “qualitative change” (Harvey & Green,
1993, p. 24). In that sense, “transformation is not restricted to apparent or physical
transformation but also includes cognitive transcendence” (Harvey & Green, 1993);
“value added” is used to measure quality of education in terms of knowledge,
abilities, and skills of students. Furthermore, Crombag (1978), specifically,
distinguished between quality of education and quality of graduates. He defined
quality of education as a synonym for “efficiency of education” (Crombag, 1978).
He defines it as “the ratio of the average quality of the graduates and the average
costs per graduate — costs incurred by the educational institution as well as by the
student” (Crombag, 1978). On the other hand, he defined quality of graduates as
“the amount of subject matter learned and the depth to which it is mastered by the
students” (Crombag, 1978). Thus, the definition of quality in this research refers to
the quality of education, which equips students with knowledge, abilities, and skills
to be an agent of change in their communities.

Being the main recipients of educational services, students’ perceptions of their
experience and of the quality of education received have been increasingly a concern
for scholars, educators and reformers. In his article entitled “Sound, Presence, and
Power: Student Voice in Educational Research and Reform”, Cook-Sather states that
“young people have unique perspectives on learning, teaching, and schooling; that
their insights warrant not only the attention but also the responses of adults; and
that they should be afforded opportunities to actively shape their education” (Cook-
Sather, 2006). Since they are the direct recipients of education, listening attentively
to student’s opinions and suggestions about their learning empowers the educational
process. Considering students’ voice acknowledges their right as active citizens
within the school. For their voices to be heard, school culture needs to be positively
responsive, friendly, and interactive while addressing student’s problems. Teachers
and administration should tolerate student’s opinion if it was not in their favor and
should not use their power against them. This leads to the importance of examining
the pillars that constitutes a good quality of higher education institutions.

Resources (human, financial or technical) and infrastructure are essential factors
that make up a competitive institution. However, resources alone cannot provide
a performing educational institution. Other essential factors are vital, such as
governance and leadership policies, quality assurance measures, research produced,
community service, the institution’s culture, students’ engagement, professional
development for staff, and student’s employability after graduation. These aspects
all together shape and contribute to students’ experience and their preparation as
change agents and lifelong learners, as follows:
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Governance and Strategic Management

A strategic plan has a crucial role in articulating the institutional mission and
vision, prioritizing resources, and promoting organizational focus. Yet, it usually
lacks information about the effective process through which an institution achieves
them. According to Wu (2012), Douglas Toma, in “Building Organizational
Capacity: Strategic Management in Higher Education”, addressed the framework
of building capacity of an organization. The framework is based on eight main
pillars. The “Institutional Purpose” pillar defines the missions and aspirations
embedded in an institution. The second pillar sets the organizational chart of an
institution. Continually, “Governance” pillar deals with the leadership and decision-
making process, while the “Policies” aspect of the strategic management defines
the regulations for the operations of the organization. Furthermore, there should
be a way for generating information and communicating data. Finally, institutional
“Infrastructure” as well as “Culture” should be defined to constitute the last two
pillars of this strategic planning model (Wu, 2012).

Research

Faculty members, who are researchers, are considered reflective practitioners
(Rowland, Byron, Furedi, Padfield, & Smyth, 1998; Katz & Coleman, 2001).
Research helps identify and solve problems related to teaching and learning.
Although Rowland et al. (1998) believe that there should not be a correlation between
research and teaching. Anderson (2007), in his response to their article, suggests that
collaborative research between students and professors, in higher education, gives
better understanding of the subject, strengthens the relationship between students
and their professors, and fosters the learning for both. Universities that have a high
rate of research have high student enrollment rate and diversified student body
(Katz & Coleman, 2001).

Teaching and Learning

Despite the emphasis on academic teaching staff’s role, professors’ qualifications
usually are not equally emphasized (Coates, 2005); the thing which jeopardizes the
quality assurance of the students’ learning process. The empirical work for Lammers
and Murphy (2002) argues that although lecturers in HE have an essential role in
delivering information, they do not necessarily stimulate student’s thoughts, or
change attitudes. Additionally, an assessment of student’s perceptions in quality of
HE done by Hill, Lomas and MacGregor (2005), students concur that professors who
were encouraging and showed enthusiasm, positively affected the learning process.
Unfortunately, usually, student’s learning is measured by passing an exam. However,
what is being neglected is the authentic knowledge that a student has acquired
throughout the years (Lammers & Murphy, 2002). Notably, learning is relative to
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many factors, some of which are: the student’s interest, the difficulty of the subject
matter being studied, teaching staff qualifications, and whether the student is making
an effort to understand the subject (Coates, 2005).

Community Engagement

Currently, performing institutions of HE expand their role beyond teaching
and research. The new role of higher education institutions involves real social
transformation through community involvement (Bernardo, Butcher, & Howard,
2012). This is what UNESCO (UNESCO, 2015, p. 20) refers to as the “Third
Mission” of higher education. The activities of community engagement change by the
institution/country. For example, in the Australian context, community involvement
is considered as a hands-on experience for what is being studied in class (Bernardo,
Butcher, & Howard, 2012). On the other hand, in the United Kingdom, there are two
models; the first of which is responding to a specific need of the community regardless
of the curriculum and only aims at developing students’ sense of belongingness.
The second model addresses the academic requirements based on benefiting the
community. Hence, community engagement emphasizes the interrelationship
between the university and the community (Bernardo, Butcher, & Howard, 2012).

Employability

Employability gives an indication of the qualifications, skills and experiences that a
university has equipped its students with (Coates, 2005). Although job opportunities
might be considered as an indicator for quality of education, “employment outcomes
can be influenced by a range of non-educational factors, such as institutional reputation,
personal networks, and labor market conditions” (Coates, 2005). The literature on
education and employment is explained through many models, most of which are
based on the human capital theory. Concerning Egyptian employment, El-Hamidi
(2008) proposed two models of employability in relation to education. The first model
advocates the job competition model, which assesses the candidate’s educational level
in respect to the cost of investing on job training. The second model is the assignment
model, where the emphasis is on the ability to accomplish the task efficiently regardless
of the candidate’s academic level or background (El-Hamidi, 2008). In both cases,
there is a mismatch between the graduates’ jobs and their education.

Student Engagement

Since learning is influenced by participating in educationally purposeful activities,
constructivist theory can best explain the importance of student engagement.
Educational institutions (represented in the teaching staff and the administration)
have to set up the conditions, opportunities, and expectations that help students
participate. The set-up might include better teacher-student relationships, sufficient
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places promoting group work and collaboration, the use of active learning, and/or
depending on hands-on experience (Coates, 2005). On the student’s side, learners
have to put quality effort and challenge themselves to learn and interact with new
ideas. Johnstone believes that “we need to focus more on the student and his or her
training, and to be a little less preoccupied with, and critical of, the faculty (and all the
rest of the administrative, professional, and clerical support staff of our colleges and
universities) in our question for more productivity” (Johnstone, 1993, p. 4). In that
sense, learning can be viewed as “a joint proposition” between students and teachers
(Coates, 2005, p. 26). Although the process of quality assurance at universities is
done through collecting data, there is high emphasis on information about institutions
and teaching while less attention is given to what students are actually doing or what
they really think about their institution (Coates, 2005). Besides measuring the real
impact and performance of educational institutions, examining students’ perspectives
on the quality of education acknowledges their right as active citizens within the
school. It empowers them and gives them a sense of belongingness and ownership.
Some of the elements that determine the quality of higher education are: students
being proactive in learning, student-teacher relationship, pedagogy techniques, the
authentic knowledge acquired, social responsibility and community involvement, as
well as internships and job market preparation.

With the ramifications of the January 25th upraising, examining educational
quality as perceived by students at the Matrouh-Branch of Alexandria University
offers a demonstrated example of youth perceptions of educational quality during the
time of political transition and social unrest in Egypt. In addition, given the expected
returns of higher education for societal development, in remote areas catering higher
education for the needs of the marginalized areas and disadvantaged groups could
be a means for empowering youth, developing communities, and providing equal
opportunities to different segments of the society.

HIGHER EDUCATION IN MATROUH

As per the latest available data by the CAPMAS (Central Agency for Public
Mobilization and Statistics, 2013), in 2006, higher education degree holders counted
for only 8.9% of the total population of Matrouh at that time.? Until 2005, Matrouh
had only one college serving its population, which is the College of Education. In
an urge for more university degree holders who can contribute to the development
of the city, in 2005, the governor of Matrouh demanded establishing a university.
Consequently, more colleges, which are financed through the Governorate Central
Office “dewana’am el mohafaza” and supported by teaching staff from Alexandria
University, started to be established in Matrouh. Currently, there are six regular
colleges (Agriculture, Education, Hotel Management, Kindergarten, Nursing,
and Veterinary Medicine) as well as three affiliated “Open University” colleges
(Education, Commerce, and Law. Due to financial constraints, there is no devoted
buildings or one main campus accommodating the different colleges. Currently,
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colleges are occupying other institutions’ buildings. For example, Veterinary Medicine
and Agriculture colleges have been renting and sharing a school in Foka city (about
1.5 hours away from the capital). Before establishing the branch, only 2% of the
ThanawyaAmma* (Egyptian secondary school diploma) holders in Matrouh pursued
their higher education degrees due to the high cost of living in another town, as well
as the conservative nature of the community, which does not encourage traveling for
educational purposes. Currently, with the availability of different colleges in Matrouh,
the number of students who pursue higher education increased from 2% to 13%.

The affiliated branch in Matrouh follows the organizational and educational
structure of Alexandria University—i.e., it follows the same rules and regulations
of the main university. Moreover, the curriculum of a given major taught in both
locations is expected to be the same. Matrouh was no exception in calling for better
living conditions after the January 25th revolution, though it usually went unnoticed
due to being distant from the center of events.® For example, there were some
demands for better infrastructure, enhancement of the facilities in different sectors,
and better quality of education in all levels.

RESEARCH METHODOLOGY

This research is a case study that focuses on examining students’ opinions on the
educational quality of the Matrouh branch of Alexandria University. It intends to
analyze the effectiveness of the educational environment, the pattern of teaching
and learning, and the role of college in empowering students rather than simply
preparing them for a specific job after graduation. A pilot study was the start of this
research, through which the sample of colleges and students were designed.

The research was carried out using mixed method (quantitative/qualitative). In
this research framework, quantitative data is complementary for qualitative data. The
sample in this research included four colleges in the Matrouh branch with regular
student enrollment that have been operating for more than 4 years. The design of the
research strategy included: College of Agriculture, College of Education, College
of Nursing, and College of Veterinary Medicine. The targeted student sample
included the second and third year students who happened to be the cohorts who
joined the different colleges right after the January 25th, 2011 uprising. To make
sure that students’ perceptions of the educational quality were not affected by the
political instability, one focus group discussion per academic year was conducted
with students whose course of study preceded 2011 revolution (fourth and fifth
year students). A total number of 24 focus group discussions were conducted and
lasted on average about 30—35 minutes. Table 1 shows the number of students who
participated in the focus group discussions per academic year and gender.

Semi-structured interviews with some administrators and faculty members were
conducted to get better understanding of the issues addressed by the students.
Finally, a convenient sample was chosen from each of the four colleges to take a
survey. The survey was designed, with adaptation, using the Student’s Handbook for
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Accreditation and Quality designed by the National Authority for Quality Assurance
and Accreditation in Egypt (NAQAAE). While the first part of the survey dealt with
the respondent’s profile, the second part consisted of 17 questions using a 5-degree
Likert scale. A total number of 237 valid surveys was collected with Cronbach’s
Alpha coefficient = 0.838. This sample constitutes about 41% of the total population.
Tables 1 and 2 show the number of students who participated in the focus group
discussions and the survey by gender and academic year. It is important to note that
the total number of female students is higher than male students. This is more likely
because female students, by records, are the dominant gender in these four colleges.

Table 1. Number of students in the focus group discussions by gender

Females Males Total
Second Year 48 25 73
Third Year 55 28 83
Fourth Year 10 8 18
Fifth Year 5 5 10
Total 116 66 184

Table 2. Total collected surveys by gender and acadmic year

Year Total
Second Third

GENDER FEMALE 81 (34%)  68(29%) 149 (63%)

MALES 38(16%)  50(21%) 88 (37%)
TOTAL 119 (50%) 118 (50%) 237 (100%)
FINDINGS

The findings of the research show a general dissatisfaction of the quality provided
to students. To understand students’ perceptions, 1 begin by identifying their
reasons for choosing specific major/college. Then, I discuss their perceptions of
educational quality in terms of institutional facilities/infrastructure, organizational
culture, especially in relation to students’ freedom of speech, teaching and learning
experience, and education for career pursuit and community service.

Students’ Reason for Choosing the College

The reasons behind joining the specific college were addressed in the demographics
question in the survey. Results show that almost 50% of the sample joined
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their respective college because of their score in the High School Certificate
(ThanawyaAmma).® The second reason was attributed to the “Family” and counted
for 32%. Family reasons included: not allowing females to study in another city,
students having to look after their parents, or families were worried about sending
their offspring to study in another city after the January 25th Revolution with the
presence of ongoing protests and demonstrations. Only 14% of the sample had
“Passion for the Future Career.” Furthermore, 18% of the sample had different reasons
including: financial constraints or participants’ health problems, as shown in Table 3.

Table 3. Reasons for choosing the college

Why did you join the college? Gender Total
Female Males

Score 64 (27%) 45(19%) 109 (46%)
Family 64 (27%) 11 (5%) 75 (32%)
Passion to the Future Career 11 (5%)  23(10%) 34 (14%)
Others 10 (4%) 8 (3%) 18 (8%)
Total 149 (63%) 88 (37%) 237 (100%)

Educational Facilities

The findings reveal a general dissatisfaction with educational facilities. About 70%
of the surveyed sample disagreed that the college was providing them with quality
educational resources/facilities (library, laboratories, lecturing halls... etc.). Reasons
for inadequate facilities can be attributed to the fact that the majority of colleges did
not have fixed places for lecturing due to financial constraints that hindered providing
a decent educational venue. As expressed by participant students, this negatively
affected their feeling of belongingness to their respective college. For example,
one of the colleges does not have an independent building. The college operates
by sharing the building of Ras El Hekma Emergency Hospital (70 kilometers away
from the main city). Students confirmed that sharing the place led to many problems
for both the college and the hospital.

In the few colleges that have their devoted buildings, auditorium halls were
described as underequipped. Some lecturing halls are not supported by appropriate
technology (computers and projectors). As one of the students commented
“Although lecturing halls are big enough to accommodate the number of students,
the technology provided does not support the educational process. The projectors
and computers are almost malfunctioned and do not facilitate the professor’s
mission in class.” Further, findings of the fieldwork showed that the laboratories, in
all of the surveyed colleges, were also underequipped, an issue that was perceived as
negatively affecting students’ hands-on, practical experience.
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Based on the focus group discussions, the idea of using different available
buildings for offering classes seems to be a solution for the lack of resources.
However, an efficient HE system is not only limited to providing a meeting space
as it includes the extent to which this space is designed and equipped to serve
educational purposes and enable achieving the intended learning outcomes. This
deteriorated status of facilities was further supported by the survey’s results.

Organization Culture and Freedom of Speech

The focus group discussions revealed that the organization’s culture was mainly centered
on the administration. While 18% of the surveyed sample agreed that the college
provided a democratic atmosphere, about 67% opposed that it did. The centralization of
the decision-making process was reported in the four colleges, but in varying degrees.
Any approval had to be processed by the dean himself. Moreover, students were not
encouraged to voice their opinions. Although the administration was supposed to
discuss decisions with the student union, students were surprised by decisions made
regardless of their opinion on the issue. Moreover, with the current political situation in
Egypt, no political engagement, of any sort, was accepted by the administration. One of
the students sarcastically commented,” In our college, freedom of speech is granted as
long as you are not criticizing the administration or talking about politics.”

Although students were to fill out an evaluation form every semester about the
quality of education, no real change happened in response to such evaluation. “It is
just a routine,” as noted by all the interviewed students. About 70% of the surveyed
sample disagreed about having an effective complaining mechanism, while only
14% agreed. During the focus groups, students agreed that one could approach the
administration easily and voice their demands. However, all groups confirmed that
they were not courage enough to clearly voice their complaints. As stated by a student,
“Clearly, you can complain as much as you want. Yet, the administration has the right
to pretend as if they did not hear anything.” Students feared that if they complained,
the administration would be biased against them and they might fail the academic
year. One of the students commented, “T know some students who have been here for
6 years because they voiced their opinion about the quality of education.”

There was no precise reason for why the administration was not including students
in the decision-making process. Was it about the level of the maturity and proactivity
of students? Was it about the governing body who wanted to exclude them in the
first place? Or was it a combination of both? To varying degrees, students in the
four colleges confirmed that their voices were not taken into consideration. Some
of the focus group discussions indicated that few students had protests against the
administration. Although this gives an indication about students being proactive, it
is important to consider that such protests took place at a time where everyone was
calling for their rights in Egypt. In other words, students’ enthusiasm might not have
been driven by the culture of their educational institution; they were rather timely,
following common public actions during the revolution and its aftermath.
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It was interesting to see how the examined colleges restricted students’ freedom
of speech. How can these colleges empower students if they are oppressing them
in the first place? It might be true that students were not appropriately expressing
themselves and their demands. However, the colleges were not providing venues for
students to express their opinions in a democratic atmosphere. This was supported
by the survey results where about 67% of respondents disagreed that the college
provided a collegial and democratic educational atmosphere.

Teaching and Learning

The majority of students were neutral when it came to the “Formal Teaching and
Learning” experience. The survey results displayed almost a symmetry in student’s
opinions as to the qualifications of the teaching staff (35% of the surveyed sample
agreed on their qualification, while 39% disagreed). However, the focus group
discussion revealed that there was a lack of educational efficacy on both the students’
and the teachers’ sides. All students agreed that the majority of professors mastered
the subject matter. However, they confirmed that a few were not up to the expected
academic level. Sometimes, lecturers assigned materials that they could not easily
deliver. Furthermore, although undergraduates were to be taught the same content
as the main campus of Alexandria University, students concurred that they ended up
having less material than their counterparts. This can give an indication about the
fulfillment of the expected learning outcomes. Students confirmed that professors
were not interested in investing more time to teach because of two reasons. First,
professors believed that students were not competent enough to expand on clarifying
the academic content.” They believed students were looking for the information
to pass the exam. Second, professors came to college, after a three-hour-trip, too
exhausted to stimulate the class.® On the learners’ side, students showed no interest
in the subject matter. As a student noted “the lecturers give us what is important for
the exam and we do not want more than what is provided.”

Moreover, there were different opinions in regards to the use of assessment
strategies as well as involving students in the process of teaching and learning.
Although 31% agreed that professors use different assessment tools, about 47%
disagreed. Based on the discussions, professors used different assessment tools such as
quizzes, midterms, research papers, presentations, and end of term exams. However,
students did not think such assessment reflected their genuine understanding. A
student commented, “Although they might seem different assessment tools, the
largest percentage of the grade is divided among the final and midterm exam. The
weight of the other activities is very minor relative to the written exams.” Moreover,
although part of the grade was assigned to reports and research papers, students
confirmed that they were not taught how to do proper scientific research.

On another note, according to the NAQAAE standards, students are supposed
to be informed about the evaluation of their exam and reflect upon their mistakes.
However, in the focus groups, students confirmed that professors did not discuss
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wrong answers, or grades. As per the survey results, 54% disagreed that professors
discuss with students the evaluation of the student exams while only 27% agreed that
they do. This actually can give an indication about the teacher-student relationship,
and the institution’s understanding of the importance of exam in measuring students’
comprehension.

It might have been justifiable for lecturers to lessen the academic content given
the deteriorated academic level and unwillingness of students; nevertheless, the
authentic knowledge students have accumulated, which will empower them to
achieve the expected learning outcomes and repay this back to the community (the
original goal for which the colleges were built) is very questionable. The problem
involves professors, students, and the educational environment. That is, professors
did not deliver the required material based on the belief that students were not
interested or competitive enough to receive more in-depth information. Yet, as it
was presented in the literature review, an effective professor has the responsibility
for engaging students and fostering their learning. On the students’ side, they did not
exert great effort in understanding the subject. They simply studied in order to pass
exams regardless of their authentic knowledge. This might be attributed to the lack
of efficient educational facilities and the supportive learning environment.

Education for Career Pursuit and Community Service

Since the Matrouh colleges were established mainly to cater for the need of the
community, one would expect that the established colleges are engaging students
in community service activities. However, according to the majority of respondent
students (90%), the colleges did not provide them with academic programs that
develop their skills as relevant to the community needs . This actually can be reflected
in students’ opinions about being equipped with 21st century skills as well as their
readiness to the job market. There was a general disagreement that the examined
colleges enable the development of the 21st century skills including critical thinking
and creativity, communication skills, and collaboration (75%, 54.9%, and 51%
respectively).

In addition, the majority of students, 56% of the surveyed sample disagreed that
their respective college prepares them for the job market. While higher education
should be catering for potential change makers who can contribute to the economic
development of their communities, the survey results and the focus group discussions
reveal that the majority of respondents (54%) believed that they are not ready or
prepared for the job market. Most of the students in the different focus groups did
not feel confident in their level of knowledge or skills. About 55% disagreed that
the education received leads to a job afterwards that is aligned with students’ skills,
passion, and academic knowledge, while only 20% agreed.

As one of the interviewed officials clarified, colleges, by law, should provide
students with different hands-on experience. For example, in the colleges under
review, students in the College of Education have a practicum experience starting
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from the third year as well as a microteaching course’ in the second year. The
College of Veterinary Medicine has a preclinical training in the first three years
and an internship in the fourth year. Additionally, students in the College of
Nursing should serve in a hospital in the summer and have a 12-month-training
(internship) in a hospital after graduation (fakleef). Finally, the College of
Agriculture should have different fieldwork visits throughout the academic year.
However, from students’ perspective, most of the practical experience was not
corresponding to their needs of pre-service training. Unfortunately, focus group
discussions confirmed that, students think they are academically incompetent in
comparison to their counterparts from any other university. This feeling, as they
explained, stemmed from three reasons. First, due to the students’ low scores in
ThanawyaAmma upon their admission, some professors considered and treated
them as low academic achievers, and as a result, this image was reflected upon
how they perceived themselves. Second, since professors assumed that students
did not have profound knowledge, they gave them the minimum required material.
Third, students ended up memorizing the material for the end of term exam without a
genuine understanding of subjects taught due to their concern more about obtaining
high grades than comprehending the materials or because of the lack of equipped
laboratories and efficient teaching strategies.

Since learning experience is a joint effort between the teaching staff, the
administration, and students, it was important to consider learner’s opinions about
the education for community service and engagement and how they are engaged to
achieve such a concept. On the students’ side, there is almost a symmetry between
students who perceived themselves as proactive and those who did not (39%
agreed, 26% neutral while 35% disagreed). Although more than one-third of the
surveyed sample described themselves as proactive, responses in regards to students’
engagement did not support such claim. The majority of students were not engaged in
any extracurricular activities (64%) or decision-making (about 70%).Similarly, there
was lack of activities for student empowerment in the examined colleges. About
58% disagreed that the college encouraged students’ engagement and community
service and provided the necessary setting for that, while only 20% agreed.

Even though there were few social and cultural students’ clubs in the different
colleges, undergraduates confirmed that these activities were not effective nor
profound in transforming their characters or unleashing their talents. Based on the
different group interviews, this was mainly due to the lack of a clear vision in the
different clubs, the absence of an experienced student body, the tedious paperwork,
and the limited available budget offered by the administration. Notably, clubs
recruited only experienced students and were not willing to invest in new members.
When asked about the reason behind recruiting experienced members only, one of
the Heads of student activities noted, “We need students who can efficiently execute
and produce the required job; we do have neither the resources nor the time to train
the members. “In fact, undergraduates pointed out that the limited budget led them
to self-finance their activities most of the time.
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This poses a question on the value added of these colleges. Is opening a higher
education institution, regardless of the quality offered, sufficient for empowering
youth and impacting local communities? The main aim of these colleges was to better
cater for the need of the community. Yet, given the perceptions of their students of
the educational quality offered, achieving this primary goal seems far from reaching.

DISCUSSION AND CONCLUSION

In this study, I examined the quality of higher education as perceived by students
during the time of the post-revolution in Egypt, allowing them to reflect on their
experience at their respective institution. A special attention was given to students’
perceptions of educational quality in terms of institutional facilities/infrastructure;
organizational culture, especially in relation to students’ freedom of speech; teaching
and learning experience; and education for career pursuit and community service.
The examined colleges were established to increase higher education opportunities
and address community needs in Matrouh. Justly, the colleges offer areas of
specializations that are aligned with the needs of local communities. The Marouh-
Branch of Alexandria University witnessed a gradual increase in the number of
colleges over the past years. Nevertheless, the findings of this study indicated that
this quantitative expansion disregarded improving the quality of education provided
in the examined colleges. Among the identified problems are the lack of resources
and inadequate facilities along with organizational culture that restricts students’
freedom of speech and active participation in community services.

Furthermore, employability gives an indication of the qualifications, skills and
experiences that a university has equipped its students with (Coates, 2005). Based
on the findings of this study, higher education in these communities seems to create a
liability on the governorate’s budget, more diploma diseases, and unskilled graduates.
Although the percentage of students who pursued university degree in Matrouh
increased from 2% to 13% during the period of 2006 to 2013, the corresponding
unemployment rate increased as per an interview with an official working at
the cabinet of Matrouh governorate. Scholars and international organizations,
identified several reasons and factors for (un)employment. According to Coates,
“employment outcomes can be influenced by a range of non-educational factors,
such as institutional reputation, personal networks and labor market conditions”
(Coates, 2005, p. 30). On the other hand, unemployment can be attributed to the
fact that higher education degree increases the bar of graduates’ expectations about
their future jobs, refusing to settle for less than what they deserve (World Bank &
OECD, 2010). Given that the economic activity in remote areas is very limited and
depending heavily on governmental jobs, higher education in these areas need to
develop partnerships with local communities and with different public and private
organizations and institutions in order to provide opportunities for students to engage
in internships and trainings that can enhance students readiness for the job market
but also for community service.
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For students to become involved in their learning experience, institutions and
staff have to set up the conditions, opportunities and expectations that help students
participate (Coates, 2005). However, in the case under review, these factors were
perceived as ineffective. Although professors are expected to empower students,
in reality, some professors were referred to as being a reason for students’
discouragement. In the meantime, on the students’ side, it is important to highlight
that some students expressed their lack of interest in the subject matters or in being
proactive and getting engaged in academic or extracurricular activities. Johnstone
claims, learners have to put quality effort to be engaged and challenge themselves
to learn and interact with new ideas. Learning should be viewed as “a joint
proposition” between students and teachers (Coates, 2005, p. 26). Obviously, in the
examined colleges, the teaching and learning experience as a “joint proposition”
was limited.

It was suggested that the new role of higher education institutions involves real
social transformation through community involvement (Bernardo, Butcher, &
Howard, 2012). This is what UNESCO refers to as the “Third Mission” of higher
education. Yet, 80% of the respondent students in this study were not involved in
any community service activity. In addition, they were not instructed to undertake
group projects related to the needs of their local communities. Considering that
colleges/higher education institutions in remote areas, similar to the examined case,
are mainly established to serve marginalized groups and contribute to community
development, integrating strategies and designing activities for service learning and
community engagement deserve more attention by educators and officials in order
to enable the contribution of higher education institutions in the development of
marginalized and remote communities.

NOTES

Matrouh is one of the twenty-seven governorates in Egypt. It is located far North West in the boarders

between Egypt and Libya. It has a total population of 380,155 as per the Central Agency for Public

Mobilization and Statistics report in 2011.

Open education system is a system that grants bachelor degrees for interested students who left

education for more than five years; yet, they want to continue their higher education (in case of high

school students) or obtain another bachelor degree (in case of higher education graduates).

> The total population in 2006 was 280,299.

ThanawyaAmma is the final year of the secondary school stage after which a student is expected to

join the higher education system if gained the required score.

> As mentioned before, Matrouh is located in far north west of Egypt. About 6 hours away from the
capital of Cairo.

¢ Matrouh branch accepts students with the lowest scores for HE enrollment comparing to other
Egyptian HE institutions.

7 This stems from the fact that Matrouh’s college accept the lowest enrollment score over the republic.

8 Professors commute daily from Alexandria to Matrouh to deliver their lectures (three-hour-commute).

In the micro teaching course (fadressmosaghar), students are expected to be trained and mock what happens

inside a classroom. Each class, there is a role play where a student become a teacher and his colleagues are

his students. S/he is put in different situations to test and be trained on how to lead a classroom.
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