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Series Editors’ Foreword

Discussions of educational leadership research are always discussions about theory.
Sometimes matters of ontology, epistemological, and axiology are made explicit,
other times they are not, but we cannot undertake, dialogue, and debate research
without theory. What counts as theory and/or quality research in educational lead-
ership has changed over time. From the influence of sociology and behavioural
science in the establishment of university departments of educational administration
(as it was known then) through to the rise of the theory movement in the mid-
twentieth century and subsequent interventions such as Thomas Barr Greenfield’s
humanistic science, the Critical Theory of Richard Bates and William Foster, and
Colin Evers and Gabriele Lakomski’s naturalistic coherentism, tensions in educa-
tional leadership theory have shaped what work is conducted, legitimised, published,
and ultimately advanced. This is all set in a field of inquiry where questions of
relevance and/or practical significance remain dominant and enduring. The desire for
immediacy and direct translation of research into practice, especially for the
improvement of outcomes, means that matters of theory are often seen as peripheral
at best and more often marginalised or silenced. Theory, which can unsettle
assumptions, ask questions of the status quo, and recast our ways of thinking, seeing
and doing, is perceived as getting in the way of instrumentalist and/or functional
prescriptions of how things ought to be.

The Educational Leadership Theory book series is explicitly designed to address
what we see happening in educational leadership scholarship. That is, an aversion to
rigorous, robust, and most importantly, enduring dialogue and debate on matters
of theoretical and methodological advancement. To that end, this series provides a
forum for internationally renowned and emerging scholars whose ongoing schol-
arship is seriously and consequentially engaged in theoretical and methodological
developments in educational leadership, management, and administration. Its pri-
mary aim is to deliver an innovative and provocative dialogue whose coherence
comes not from the adoption of a single paradigmatic lens but rather in an
engagement with the theoretical and methodological preliminaries of scholarship.
Importantly, Educational Leadership Theory is not simply a critique of the field—
something that is already too frequent—instead, attention is devoted to sketching
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possible alternatives for advancing scholarship. The choice of the plural “alterna-
tives” is deliberate, and its use is to evoke the message that there is more than one
way to advance knowledge. The books published in Educational Leadership
Theory come from scholars working at the forefront of contemporary thought and
analysis in educational leadership, management, and administration. In doing so,
the contributions stimulate dialogue and debate in the interest of advancing
scholarship. Specifically, we aim to:

• Foreground the theoretical/methodological preliminaries of educational leader-
ship research;

• Sketch areas of relevance and possible theoretical/methodological developments
that serve to extend current debates on leadership in education.

We interpret these aims widely, consistent with our goal of promoting dialogue and
debate in the field. Importantly, we ask our contributors to respond to the following
guiding questions:

1. What are the theoretical/methodological problems from which educational
leadership is based and/or have implications for educational leadership?

2. How can we engage them?

These questions, we believe, are vital as the field of educational leadership faces
increasing questions of its relevance and status within education research, and as
education research itself faces increasing challenges from beyond in the audit
culture of the contemporary academy. Our goal is not to bring a series of
like-minded contributors together to outline the virtues of a particular research
tradition. Such an undertaking would do little more than provide legitimation of
existing theorisations and negate theoretical pluralism. Instead, we seek to bring a
diverse group of scholars together to engage in rigorous dialogue and debate around
important matters for educational leadership research and practice. This is a sig-
nificant move, as instead of surrendering our thoughts to a singular, stable, and
standardised knowledge base we explicitly seek to interrogate the dynamism of
contradictions, multiplicities, and antinomies of a vibrant field of theories and
practices.

Most importantly, we want the Educational Leadership Theory book series to
stimulate dialogue and debate. We are broad in our meaning of the label “theory”.
The analytical dualism of explanation and description is a poor and weak distinction
between what is and is not theory. We too are not against the absence of practical
application. However, what we seek are contributions that take matters of theory
and methodology (as in theory as method) serious. In short, we are more inclusive
than exclusive. This also goes for what is meant by “educational leadership”. We do
not limit our interpretation to schools or higher education but are instead open to
work discussing education in its broadest possible sense. A focus on theory travels
well across geographic and disciplinary boundaries. In taking matters of theory
serious, we see the Educational Leadership Theory book series as a key outlet for
stimulating dialogue and debate by recognising the problems and possibilities of
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existing knowledge in the field and pushing that further. This is an undertaking that
we hope you will join us on—be that as a contributor, reader, or critique—all in the
interests of advancing knowledge.

Scott Eacott
Richard Niesche

Series Editors
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Preface

This book is an exploration of what it means to teach educational administration and
leadership in a Muslim context, based on the experiences of the editors, one of whom
is a Westerner experienced in international and comparative studies who became
immersed in the Islamic and local culture of her doctoral students, and the other born
and raised in a Muslim country and living and working in another who studied for a
number of years mostly Western management and leadership studies. We met in a
doctoral programme, while the former was beginning to gain an understanding and
experience in a new environment (and rapidly modifying the curriculum to achieve a
more appropriate and relevant course of studies) and the latter finding ways to bring
Islamic values and practices to a field dominated under globalisation by mostly
Anglo-American literature. Given the convergence of our views, we co-authored an
article on ethics in Islamic leadership for public administration, finding the experi-
ence mutually beneficial and much easier to do than one might think given cultural
and religious differences (ElKaleh and Samier 2013).

What united our visions was the field as properly a human and humane pursuit,
in a religious framework with a long humanistic tradition, highly successful his-
torically, and one of the sources of the Renaissance and Enlightenment in Europe,
therefore sharing many fundamental values with some of the Western schools of
thought. In other words, approached in this manner, the bridge to cross from both
directions was not insurmountable. In fact, focussed on foundational values and
philosophy, it turned out to be only a few short steps, although significant ones. The
common ground, we found, was much greater than what separated us. A lesson I
continued to learn as the first editor increased her immersion into authentic Arab
and Islamic culture, and leaving behind the (mis-)constructed polarised views that
have infected much of the international discourse.

Despite the developing field of international and comparative educational
leadership and administration in the last two decades, little attention has been paid
to the teaching of educational administration and leadership in Muslim countries
and communities that take into account the jurisdictional characteristics, culture,
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social system and traditions of administration, leadership, and education. What
many scholars, like Ahmad (2009), have observed is that many of those in lead-
ership positions in Islamic countries perpetuate the use of foreign and often
incompatible models of leadership. In addition, education sets conceptual bound-
aries privileging Anglo-American knowledge (Hourani et al. 2011), a literature that
is predominantly ethnocentric, although slowly evolving into a more diverse and
global representation. A globalised education, according to Asfour (2006), asserts a
hegemony that tends towards a conformity, which in the Middle East means to
extra-Arab and non-Islamic values, negatively affecting identity and culture, often
causing social institution disruption and leading to practices that fail due to their
lack of societal integration. These globalisation critiques in the Middle East are also
influenced by Said’s (2006) critical concept of “Orientalism” which includes
transplanted education curricular models, tests, teaching staff, and those from the
region educated in the West who transmit that education, often unmodified, when
they return to the Middle East.

This volume is designed to explore the Islamic tradition and Muslim contexts for
educational administration and leadership focussing on postgraduate curriculum and
pedagogy drawing on a range of theoretical foundations and approaches that are
more culturally and jurisdictionally appropriate in a number of Muslim countries.
The inspiration, in part, comes from authors in general management studies like Ali
(1992) and Alatas (2006) who have argued for more nationally and culturally rel-
evant teaching and research in Arab and Muslim countries that respect the values and
traditions of these countries and also take into consideration their developing and
nation-building challenges (Henry and Springborg 2001). This requires a modifi-
cation and adjustment of Western curricula and pedagogy in all fields (Numan 2015)
including postgraduate educational administration and leadership programmes that
meet the values and aims of Islamic education that are intellectual, moral, and
physical that serve families, communities, and humankind in a balance between the
individual and society (Ahmed 1990; Shah and Baporikar 2011).

The aims of this volume contribute to an emerging specialisation in international
and comparative educational administration and leadership oriented towards a
broader and more diverse set of perspectives where few books exist on teaching at
the postgraduate level in non-Western contexts. It also raises issues of globalised
educational administration and leadership teaching, as it applies in Muslim con-
texts, proposes alternative approaches, and demonstrates that Islamic traditions
have a strong foundation upon which to build in the field and are compatible with
many aspects of Western theory and practices provided that sufficient modifications
and adaptations are made. Additionally, the volume is intended to contribute to the
international and comparative literature, to a greater internationalisation of uni-
versity curriculum discussion, and an understanding of educational administration
and leadership in Muslim countries and communities that too often have been
presented through negative stereotypes, or which have required homogenisation
that compromise culture, social structures, and social institutions in the developing
world (Maringe and Foskett 2012).
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This collection is dedicated to the many friends and colleagues in the field in the
United Arab Emirates with whom we debated and discussed and from whom we
learned, as well as colleagues in many Muslim countries and communities who are
on the same voyage.

Glasgow, UK Eugenie A. Samier
Dubai, United Arab Emirates Eman S. ElKaleh
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Chapter 1
Editors’ Introduction: An Overview
of the Educational Administration
and Leadership Curriculum: Traditions
of Islamic Educational Administration
and Leadership in Higher Education

Eugenie A. Samier and Eman S. ElKaleh

Abstract This chapter provides an overview of several topics relevant to construct-
ing an approach to teaching educational administration and leadership in Muslim
countries. First, it places the topic in the context of the changing nature and critiques
of the field that argue for a greater internationalisation to both resist some of the
negative aspects of globalisation and to represent countries’ traditions in the profes-
sional curriculum. Then, it identifies literature that presents the underlying principles
and values of Islamic education that guide curriculum and pedagogy and shape its
administration and leadership including the Qur’an and Sunnah and the classical
educational literature which focuses on aims, values and goals of education as well
as character development upon which a ‘good’ society is built. This is followed by
a section on the Islamic administration and leadership traditions that are relevant to
education, including the values of educational organisations and how they should
be administered, identifying literature on the distinctive Islamic traditions of lead-
ership and administrator education and training as it applies to education from the
establishment of Islam and early classical scholars and senior administrators in the
medieval period who laid a strong foundation for a highly sophisticated preparation
and practice of administration in philosophical writings and the Mirrors of Princes
writings, and subsequent authors who have built upon it up to the contemporary
period. The final section provides an overview of the chapters in this collection.

E. A. Samier (B)
University of Strathclyde, Glasgow, UK
e-mail: eugenie.samier@gmail.com

E. S. ElKaleh
Zayed University, Dubai, United Arab Emirates
e-mail: eman.salah2@gmail.com
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2 E. A. Samier and E. S. ElKaleh

Introduction

Despite the developing field of international and comparative educational leadership
and administration in the last two decades (e.g. Dimmock and Walker 2005), a
significant body of literature from the developing and indigenous worlds, outside
the Anglo-American dominant literature, has only emerged in the last decade, one
region of which is the Arab world (Hammad andHallinger 2017). Among the articles
surveyed by Hammad and Hallinger, few specifically focused on teaching at the
graduate level and many of those in school administration and leadership tend to
use Anglo-American sources in their writings. What many scholars like Sulaiman
(1985) have observed for some time is that many of those in leadership positions
in Islamic countries perpetuate the use of foreign and often incompatible models of
leadership that produce studentswho are ‘deluded hybrids’ (p. 32), and set conceptual
boundaries privilegingAnglo-American knowledge (Hourani et al. 2011), a literature
that is predominantly ethnocentric (Shah 2006), although slowly evolving into amore
diverse and global representation, an argumentmade byDimmock andWalker (1998)
since one of their earliest articles on comparative studies focussed on cross-cultural
factors.

Two notable collections that do closely explore educational administration
and leadership in their jurisdictional, cultural, political and social conditions are
Wiseman’s (2009) Educational Leadership: Global Contexts and International
Comparisons and Miller’s (2017) Cultures of Educational Leadership: Global and
Intercultural Perspectives, as well as a small number of articles like Brooks and
Mutohar’s (2018) examination of Islamic values that can inform a school leadership
model, Saleemad’s (2015) study of Islamic school leadership competencies, and
du Plessis’ (2017) examination of diverse student voices in curriculum design and
delivery in the field. What is needed for accuracy in the field, as well as preparing
professionals to function appropriately in their own countries, is an educational
administration and leadership that is much more internationalised, taking into
consideration not only contextual, but also personal and interactional, factors
that shape ideas and values of education, the roles constructed, and the structure
and dynamics of the social institutions of society, including the interdependent
relationships of educational organisations with those in other sectors which vary
considerably internationally, for example, the economy and the security sectors.

This argument has been made in related fields, for example, in general man-
agement studies (Ali 1992; Alatas 2006; Jabnoun 2008), in public administration
(Beekun and Badawi 1999; Farazmand and Pinkowski 2006; Gulrajani andMoloney
2012), and organisation studies (Branine 2011) that have begun to develop a modern
Islamic administration and leadership tradition as well as postcolonial authors who
have argued for more nationally and culturally relevant teaching and research in Arab
and Muslim countries that respect the values and traditions of these countries and
also take into consideration their developing and nation-building challenges (Henry
and Springborg 2001). In education, generally, a body of literature has expanded
on Islamic education (Zia 2006) that does provide important contextual information
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and underlying values, but very few sources have addressed the postgraduate teach-
ing of educational administration and leadership in Islamic contexts. This requires a
modification and adjustment of Western curricula and pedagogy in all fields (Numan
2015) while drawing on very long, complex and developed Islamic traditions, includ-
ing postgraduate educational administration and leadership programmes that meet
the values and aims of Islamic education that are intellectual, moral and physical
that serve families, communities and humankind in a balance between the individual
and society (Ahmed 1990; Shah and Baporikar 2011), while appreciating that there
are many differences among Muslim states and communities through political and
cultural practices and the conditions in which they operate.

The aims of this volume are to raise issues of globalised educational administra-
tion and leadership teaching as they apply in Muslim contexts, propose alternative
approaches and demonstrate that Islamic educational traditions have a strong foun-
dation upon which to build and are compatible with many principles of Western
theory and practices while often taking different forms through cultural expression.
It is also intended to contribute to the internationalisation literature providing a more
accurate representation of educational administration and leadership in non-Western
traditions such as the Islamic that have often been presented through negative stereo-
types. In the Islamic, in particular, a ‘clash’ of civilisations’ view has been promoted
by some governments and scholars (e.g. Huntington 1996), but has also been criti-
cised through a ‘clash of barbarisms’ by Achcar (2006) and a clash of ‘ignorance’
by Eid and Karim (2014) and Karim and Eid (2014) who argue that a long history of
collaboration and constructive influences in many sectors including education have
been overshadowed by conflict and hostility. As one of the first volumes to explore the
teaching of the Islamic tradition and Muslim contexts for educational administration
and leadership, the focus here is on postgraduate curriculum and pedagogy drawing
on a range of theoretical foundations and approaches culturally and jurisdictionally
appropriate in a number of Muslim countries, drawing on the aspects of the Islamic
tradition that have provided the collaborative and constructive influences.

This chapter provides an overview of several topics relevant to constructing an
approach to teaching educational administration and leadership inMuslim countries.
The first section places the topic of the book in the context of the changing nature
and critiques of the field that argue for a greater internationalisation to both resist
some of the negative aspects of globalisation like homogenisation that compromises
culture, social structures and social institutions in the developingworld (Maringe and
Foskett 2012), and to represent countries’ traditions in the professional curriculum.
The second section identifies the literature that presents the underlying principles
and values of Islamic education that guide curriculum and pedagogy and also shape
its administration and leadership including the Qur’an and Sunnah and the classical
educational literature which focuses on aims, values and goals of education as well
as character development upon which a ‘good’ society is built. This is followed by
a section on the Islamic administration and leadership traditions that are relevant to
education, including the values of educational organisations and how they should be
administered, identifying literature on the distinctive Islamic traditions of leadership
and administrator education and training as it applies to education from the establish-
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ment of Islam and early classical scholars and senior administrators in the medieval
period who laid a strong foundation for a highly sophisticated preparation and prac-
tice of administration in philosophical writings and the Mirrors of Princes writings,
and subsequent authors who have built upon it up to the contemporary period. The
rationale for examining this tradition is threefold: first, to present traditions that are
more consistent with and have embedded in them important societal values in Mus-
lim contexts; to address the lack of theoretical foundation for the field in non-Western
countries (Hallinger and Hammad 2017); and finally, to address concerns raised by a
number of scholars about how educational administration and leadership are taught
with an overreliance on Anglo-American ideas and practices are misapplied in very
different contexts (e.g.Dimmock andWalker 2005;Guenther 2006). The final section
provides an overview of the chapters in this collection.

The Changing Nature and Critiques of the Field

Higher education in Muslim countries, as in many parts of the world, has expanded
considerably in recent years, and often, as in the United Arab Emirates and through-
out the Arabian Gulf, is seen to be part of nation-building and modernisation (Fox
2008). At the same time, students from many Muslim countries travel to countries
like Germany, Canada, the UK, Australia and the USA (although this has lessened
significantly in the last couple of years) to acquire degrees that are either not avail-
able in home countries, or which are not considered to be of high enough quality.
Many enter the programmes of Western university branches, the highest propor-
tion in the Middle East (Ahmad and Hussain 2017), that may be low in quality in
terms of learning resources, lack of continuity due to high turnover, poor rates of
research and a questionable quality of faculty (Wilkins 2010), and which can also
cause problems of cultural identity (Haj-Yehia and Erez 2018). This is taking place
during a number of sociopolitical and economic forces that have either encouraged
or pressured the adoption of Western curriculum (Romanowski 2017) and teaching
even if the governance and administration is culturally different, for example, the
top-downmanagement styles typical of Arab and other countries evident in a number
of cross-cultural studies (Chhokar et al. 2007; Trompenaars and Hampden-Turner
2012).

Globalisation, as Farazmand (2006) has explained, means different things in dif-
ferent disciplines, although coalescing around a central ideology of a global system
that reflects Western corporate capitalist values: in economics, it generally means ‘a
fully integrated world market; to political science, the decline of state sovereignty
and the rise of ‘supranational and global governing bodies under a new world order’;
in business, it means a ‘borderless world’ for corporate opportunity; and for others
a world driven by ‘private-sector corporations, not governments’ (p. 13). The results
of globalisation Farazmand (2006) argue to be the following:
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Nomatter what perspective is adopted, the end results have been increasing fiscal crisis of the
state, accompanied by a serious crisis of governability, insecurity in the midst of increased
militarization of the world, and further crises of human insecurity worldwide, a vicious cycle
that only feeds into more crises in the age of globalization and increasing inequality. (p. 11)

Sadly, too, Islamophobia, negative stereotyping of all things Islamic, affects edu-
cational provision in many countries in the West where an increasing rejection of
Islamic values and practices and the segregation of Muslim students is taking place
(Barakat 2018), a view in part influenced by Huntington’s (1996) ‘clash of civi-
lizations’ theory promoting Western hegemony globally, which Farazmand (2006)
argues ‘will produce nothing but a catastrophe for the world’ (p. 7).

The problem of globalisation is essentially an exported form of Western educa-
tion (Burbules and Torres 2000; Donn and AlManthri 2010; Spring 2014), usually of
neoliberal character promoting corporate capitalist economic values and accountabil-
ity regimes imported from the private sector, subjecting national systems, regardless
of character or age to a tyranny of international rankings and Western accreditation
(Altbach 2003). A globalised education, according to Asfour (2006), asserts a hege-
mony that tends towards a conformity, which in theMiddle East means to extra-Arab
and non-Islamic values, negatively affecting identity and culture. As part of the trans-
formations taking place is the need for a large proportion of the younger generations
to acquire a higher education. An additional factor is the common practice of people
from these countries taking postgraduate degrees in Western countries where usu-
ally only Western theories and experiences are studied, and then return to Muslim
countries and teach what they were taught, in many cases without integrating local
knowledge and content into their curriculum (Mullen et al. 2013). The impact of this
on students, in the UAE for example, of a curriculum that promotes Western values
and identity and the English language causes them to increasing behave in aWestern
manner and become detached from Arabic and their culture (Khelifa 2010).

This ideology can be seen in those Westerners, for example, who teach a com-
pletely foreign curriculum in countries with distinctively different societal traditions
and arrangements, eschewing any opportunities to learn from the new countries they
are in, essentially violating the human rights of their students to their own culture, and
using a curriculumwhich carries a hidden curriculum (Giroux 1983) ofWesternising
colonisation, a not-so-well masked ‘orientalism’ in Said’s sense (1978) of attributing
to only one tradition the values of civilisation and knowledge. Even the attempts to
internationalise curriculum often do not authentically represent diverse traditions, by
making ‘add-ons’ to a predominantly Western, or Anglo-American, curricular the-
oretical structure and foundation. If educational administration and leadership also
have to prepare professionals to administer and lead in their own countries, they need
a grounding in knowledge, skills and role construction that has cultural, organisa-
tional and legal integrity, is comprehensive and demonstrates how their knowledge
traditions can ‘stand independent’ in the sense of not having to be propped up by
foreign knowledge systems, except in cases where they are engaged in multicultural
and international affairs (Samier 2014a, b).

Globalisation critiques in many parts of the world reflect a growing and more
diversified postcolonial literature, most initially influenced by Said’s (1978) critical



6 E. A. Samier and E. S. ElKaleh

concept of ‘Orientalism’ which includes transplanted education curricular models,
tests, teaching staff and those from the region educated in theWest who transmit that
education, often unmodified, when they return to the Middle East. These include a
broad range of psychological, social, cultural and political approaches: cultural impe-
rialism by Satterthwaite and Atkinson (2005), Mignolo (2011) and Naidoo (2007);
neocolonisation by Memmi (2003), Quist (2001) and Nkrumah (2009); colonisa-
tion of mind by Thiong’o (1986); epistemicide by Hall and Tandon (2017), Gandhi
(1998) and de Sousa Santos (2007) who views it as a cognitive injustice; subaltern
identities by Gramsci| (1971), Guha (1982) and Spivak (1992); symbolic violence
by Bourdieu and Wacquant (1992); necrocapitalism by Banerjee (2008); and a cul-
tural security problem by Samier (2015). Applied to educational administration and
leadership, these critiques emphasise the neglect of both the conditions, values and
culture of societies and communities (e.g. aboriginal) and their valuable intellectual
traditions which themselves carry knowledge of leadership, administration and edu-
cation, due in part to the heritage of colonisation, and more recently, a neoliberal
style globalisation.

The remedies have been in development for a number of years now including a
number of approaches that examine educational and deeper societal efforts such as
decolonisation by Mignolo (2007, 2011) and Saffari et al. (2017) including in edu-
cation (Barongo-Muweke 2016), and actionable postcolonial theory in education by
Andreotti (2011) and Stein and Andreotti (2016). A broader inclusive approach has
also been pursued through internationalising the field (Dimmock and Walker 2005;
Vavrus and Bartlett 2009) and conducting comparative and cross-cultural studies
(Miller 2017; Wiseman 2009; Zajda et al. 2009) that extend well beyond Western
borders and that examine education in its societal context and through its contri-
butions to national development. Relevant to this discussion is a body of literature
on internationalising higher education curriculum that has been evolving since the
1990s, broadening its scope and advocates an incorporation of content reflecting
many more countries’ knowledge and practice traditions (Larsen 2016), particularly
important for branch campuses of Western universities.

Being more inclusive and representative internationally has also affected the
research methods literature. While some forms of research already took into account
context and the participant’s perspective such as hermeneutics and phenomenology
(e.g. Glesne 2011; Van Manen 1990), since the early 1990s a movement within
research methods to contextualise research practices that are more appropriate to
social, political and cultural conditions has been taking shape, as well as examining
risk levels in some countries where the laws are restrictive. This includes a large
body of aboriginal research methods, mostly originating in Canada, Australia, New
Zealand and theUSA (e.g. Graveline 2000; Haig-Brown andArchibald 1996; Rigney
1999; Smith 1999), and culturally sensitive researchmethods literature that has global
representation now (e.g. Johnstone 2019; Silverman 2017; Wilson 2003), including
historiography important in examining the development of educational systems in
transcultural context (Herren et al. 2012). Many of these issues and principles also
apply to minorities where culture and identity are different and where colonisation
has occurred (e.g. Tillman 2002).
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There are a few other bodies of literature that are not used as extensively as
they could be for curricular and pedagogical use, for example, international public
administration (Farazmand 2002), policy transfer literature in public administra-
tion (Dolowitz and Marsh 2000; Hadjiisky et al. 2017; Ventriss 1989), now being
researched in education (Scott et al. 2016), and sometimes referred to as policy
borrowing (Portnoi 2016; Steiner-Khamsi 2004) where major modifications and
adjustments should be made when using policy precedents from other countries;
multiple modernities (Sachsenmaier et al. 2002) and that demonstrate how a local
and indigenous form of educational administration and leadership would be far more
effective (Minthorn and Chavez 2015), and organisation studies that examine cross-
culturalism, interculturalism and transculturalism (e.g. Dimmock andWalker 2005).
This does not mean an utter rejection of any Western research principles and prac-
tices, but there are better ways to conduct research that preserves the integrity, dignity
and traditions of other countries.

Education in the Islamic Traditions

An examination of educational administration and leadership teaching has to be
done within the context of Islamic education. This includes an understanding of the
foundational philosophies and principles for relevant curriculum and pedagogy in
the Qur’an and Sunnah and those developed by classical scholars, as well as an
understanding of the nature of education and its role in society. The aim of education
established in its primary sources is both practical and fulfils religious values and
requirements of Islam which requires education that produces good people in the
virtue tradition. This requires a balanced growth in personality by holistically edu-
cating and training the spirit, intellect, rationality, feelings and body to serve Allah,
the community and humankind (Yasin and Jani 2013) with the emphasis being on
character-centred leadership that Beekun (2012) argues reflects the concept of ‘prac-
tical wisdom,’ defined by Nonaka and Takeuchi (2011) as ‘tacit knowledge acquired
from experience that enables people to make prudent judgments and take actions
based on the actual situation, guided by values and morals’ (p. 60).

Al-Attas (1980) emphasises this wholistic nature of Islamic education that
includes reasoning, meaning-making, heart, intellect andmind, and aiming at a prop-
erly ordered society. Sarwar (1996) also presents an Islamic philosophy of education
that is wholistic and which should prepare for adult responsibilities in society and
preparation to participate in its social institutions. The results from a number of inter-
national conferences are relatively consistent with moderate Muslim scholars who
trace their theories of education and its management and leadership to the primary
texts and practices of Islam including the ‘articulation of Islamic values, Qur’an and
Hadith as foundational texts, promotion of science for the good of mankind, pro-
motion of Islamic theories in economics, politics, sociology and philosophy, making
sharia the core, and establishing a provisional body ofMuslim thinkers and educators
to monitor and drive education’ (Erfan and Zahid 1995, p. 62).
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Islamic education is also oriented towards one’s civil rights and civic responsi-
bilities (Merry 2007). It is these fundamental values of education that also have to
inform educational administration and leadership with responsibilities for evaluation
andmonitoring of educational organisation and practices as well as professional staff
development and an oversight of curriculum.

While there has been a continuous tradition in scholarship of the Islamic educa-
tional tradition since its medieval development by authors like Ibn Sina, Ibn Rushd
and Al-Farabi, there is renewed interest appearing in a number of countries that are
either Muslim or have largeMuslimminorities where independent or private schools
have been established by these communities aimed at improving the quality of educa-
tion, reasserting its traditional values, and addressing identity and citizenship issues
(e.g. Abbas 2011; Abdalla et al. 2006; Al Zeera 2001; Sahin 2013) and providing a
foundation for the development of educational administration and leadership for a
modern world. An important dimension of Islamic education is the growing number
ofMuslim schools in non-Muslim countries, for example, in the UK (Scott-Baumann
and Cheruvallil-Contractor 2015), France (Bourget 2019), and Europe generally and
South Africa (Tayob et al. 2011). Some of this literature also tackles Islamophobic
problems they are encountering in countries like the UK (Breen 2018), and more
broadly (Van Driel 2004).

Administration and Leadership in the Islamic Traditions

Adiscussion in the Islamic tradition of administration and leadership begins with rel-
evant passages in the Qur’an. There are several that present the Prophet Muhammad
as a role model for leadership, to which people should strive to follow that include
an emphasis on ‘an exalted standard of character’ using the term khuluq which con-
notes the acquisition of custom or habits rather that inborn qualities, his suitability
as an excellent model and one from whom wisdom can be learned (Beekun 2012).
Those qualities associatedwith an exemplary character suitable for leadership include
truthfulness and the integrity associated with not lying, trustworthiness in not com-
promising values and not cheating others, being just towards all, being benevolent
towards all even those who have behaved unjustly or unfairly towards one, exhibit-
ing humility and kindness and exercising patience. Such individuals need to be able
to inspire others, demonstrate relevant competences and be willing to authentically
engage in consultation. What is notable in this tradition is that leadership depends
upon the voluntary participation of followers and cannot issue from compelling oth-
ers to act against their will issuing from an understanding of leadership as both a
servant to one’s people and a protector or guardian from tyranny and oppression
(Beekun and Badawi 1999; ElKaleh and Samier 2013).

Part of character is in themotivation for being a leader—those who are enamoured
with it and pursue it out of self-interest should not be leaders nor should those who
enjoy the exercise of power and who are not willing or capable of continuous self-
improvement. These kinds of requirements mean that anyone qualified for leadership
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must have a high level of self-awareness, self-reflection and self-critique. These are
necessary for the accountabilities that have to be met and the quality and rigour of
one’s intentions. For Beekun (2012), many of the character traits correspond to those
of a servant leadership model as well as how Burns defined transforming leadership
in helping others strive to be better people and providing them the guidance and
support they need to do so.

Based on these principles, and the Sunnah, the speech and actions of the Prophet
Muhammad, the Islamic classical tradition evolved through several centuries in the
medieval period through scholarship and practice that also incorporated many pre-
Islamic practices that were not in conflict with Islamic values. The scholars include
such figures as Ibn Khaldun (1969) who created a sociological tradition that exam-
ined roles and structures in Arab societies, Al-Farabi (1997), who recommended an
integrated curriculum of foreign and Islamic content in higher education aimed at
developing the active intellect as the cause of existence emphasising comprehension
and conceptualisation and taught with imagination, Ibn Rushd (Davidson 1992), al-
Kindi and al-Ghazali who focussed on the development of ‘heart’ in students aimed
at higher-order values and happiness in their acquisition of theoretical and practi-
cal knowledge (Giladi 1987). These principles translate into educational leadership
as a role modelling position from which one ensures that knowledge is respected
and used for the public good, in teachers and students working towards a higher
level of self-characterisation by moral principle and emulating the Islamic virtues of
character (see ElKaleh and Samier 2013; Shah 2016).

There are many classical sources that inform teaching practices, professionalism,
a culture of learning, the necessary conditions for learning including constructive
relationships among teacher, student and parent, and the responsibilities of the state
in providing and governing education. Guenther (2005) provides a detailed discus-
sion of many of the most important authors in these respects such as Ibn-Sahnun
who wrote the first handbook for teachers from the Maliki school of jurisprudence
emphasising the just and fair treatment of students and challenging their minds.
Al-Jahiz emphasised student-centred learning, teacher professionalism and dynamic
interpretive learning over rote memorisation and Al-Mawardi from the Umayyad
Caliphate who promoted scholarship and books as necessary to learning. Al-Qabisi
wrote on the conditions that teachers and students need for effective education aswell
as al-Tusi, a philosopher–vizier, who focussed on education as a process-involving
teacher, student and parents as a cohesive dynamic aimed at the enjoyable acquisition
of knowledge leading to happiness. Finally, the role of the state in governing and
managing the emerging educational systems in the first centuries of Islam was a con-
cern for many scholars and administrators in shaping this social institution (Makdisi
1961; Rosenthal 1962; Talbani 1996).

For most countries in the Middle East, this heritage changed significantly starting
in the seventeenth century with the beginnings of the colonial period which advanced
a secular education to prepare colonial bureaucrats (Talbani 1996), often at odds with
Islamic principles (Cook 1999), and postcolonial periods in which reconstituting the
Islamic education tradition that also meets the needs of modernisation (Merry 2007)
and nation- and institution-building.
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One of the most significant bodies of literature in the Islamic administrative tradi-
tion is the ‘Mirror of Princes’ literature written by scholars and senior administrative
officials which served not only rulers and their viziers but all leadership and admin-
istrative posts. These writings that identify not only personal qualities, knowledge,
skills and character traits, and the values that underpin them, but also the type of
education and training needed to fulfil these roles including those responsible for
educational organisations. The main aim of this literature was to translate the princi-
ples in theQur’an andSunnah into character requirements,ways ofmakingdecisions,
who to recruit as staff and how to work with them and the population in providing
effective organisations for the public good. In this sense also, the Prophet Muham-
mad (p) through the Hadith and Sunnah provides a role model, his essential purpose
in Islam to emulate the Qur’an, in this interpretive process and in constructing the
model for leaders and administrators. Beekun (2012) argues that his example pro-
vides virtues and moral alternative to two of the dominant approaches which have
in part led to problems of corruption: the transactional, which is self-centred, the
transformational, value-neutral, and the responsible model that is unidimensional
and incomplete, focussing on one virtue only.

This body of writings is very large, leadership and administration being critical
to nation and empire building as well as principles guiding the evolution of social
institutions. However, the use of this literature to inform contemporary practice is not
well developed and only emerging as a main factor in internationalising leadership
and administration fields with examples like Boroujerdi (2013). The main relevant
texts of contemporary interest are the following: the eleventh-century Qābūs-nāma
(A Mirror for Princes) by ibn Qābūs and ibn Washmgı̄r (1951); the eleventh-century
The Ordinances of Government (al-Ahkam as-Sultaniyyah) by Abu’l-Hasan Al-
Mawardi (2002); the eleventh-century The Book of Government or Rules for Kings
(Siyar al-Mulūk or Siyāsat-nāma) by Nizām· A-Mulk (2002); the eleventh-century
Turko-IslamicWisdom of Royal Glory (Kutadgu Bilig) by Yusuf Khass Hajib (1983);
the anonymously authored mid-twelfth-century Persian The Sea of Precious Virtues
(Bahr · al-Favā’id) (1991); and ibn Zafar al-Siqilli’s (2005) twelfth-century Conso-
lation for the Ruler During the Hostility of Subjects (Sulwan al-Muta’ fi “Udwan
al-Atba”) in The Just Prince.

Many of these texts were intended to be used as trainingmanuals and as guidelines
for practice much in the same sense that modern policies, regulations and procedures
are used. For example, the eight-century Abdullah Ibn al-Muqaffa, in his rules for
the court, the al-Adab al-Kabir, stressed values of friendship, cooperation and soli-
darity with others, and the ability to assume responsibility reflecting both religious
values and reason derived in part from his use of Aristotle’s Nicomachean Ethics,
that should govern the relations between those with power and position and those
who are governed or led (Daiber 2013). Also emphasised in this text is the impor-
tance of learning, including the acquisition of foreign knowledge, that produces the
moral dispositions and social responsibilities producing administrative and leader-
ship ability from which rulers in the caliphates of the medieval period recruited their
viziers and other administrative staff a theme that runs through many of the later, and
more famousmirrors of princes. Some of these authors, like Al-Mawardi, established
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training programmes and schools for the public sector, including those responsible
for the education sector. An additional importance to this literature for educational
administration is that it is during the Islamic classical period that one of the earliest
university systems was created (Rosenthal 1962).

A close reading of this literature contains many similarities with particularly
humanistically oriented Western theories that emphasise the roles of higher-order
values, community service, kinds of sources that are valuable, such as biographies
(English 1995) and the importance of rolemodelling for principled, collaborative and
visionary leadership for the common good (see Jubran 2015). This is not surprising
given the close relationships intellectually between Europe and the Islamic world
and the strong influence the latter’s tradition had on scholarship (Huff 2003; Watt
1982) and the rise of universities (Makdisi 1981). Some authors like Beekun (2012)
look to the Islamic tradition as a way of improving leadership since so many of the
models that have been used are deficient in a number of ways particularly morally
and in character development. His argument is that even in non-Muslim contexts,
the Islamic model has aspects that are transferable.

Chapter Overviews

While the field of educational administration has grown remarkably over the last few
decades, Anglo-American perspectives have still been dominating the field, although
there have been increasing requests (e.g. Alatas 2006; Ali 1992; Mullen et al. 2013)
to developmore nationally and culturally relevant curricula that represent and respect
the traditional knowledge and values of Muslim and other countries. This volume
responds to these requests by investigating the development of the educational admin-
istration and leadership field in a number ofMuslim countries and proposing different
approaches and theoretical foundations to integrate indigenous knowledge, culture
and values into its curricula. To this end, chapters included in this volume examine
various approaches to and issues in teaching educational administration and leader-
ship in Muslim countries and in the Muslim world generally, including contextual
and conceptual factors and relevant curricular and pedagogical theories and practices.

The first section, ‘Foundational Theories and Models’, offers theoretical founda-
tions for developing educational administration and leadership curricula in Muslim
countries. It starts with Samier’s examination of the Islamic humanist tradition and
its application to the teaching of educational administration and leadership inMuslim
countries. She first compares the basic principles of the Islamic humanist tradition
with the classical to the contemporary times and the Western humanist tradition,
explaining how both traditions relate to conceptions of the good, ethics, and higher-
order values that are grounded in human qualities such as autonomy, freedom and
emancipation. Then, she discusses the principles of ideal leadership and administra-
tion that humanism aims at in its preparation of leaders and official administrators.
Finally, she concludes with an argument of how the Islamic humanist tradition can
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contribute to intercultural and transcultural graduate teaching in international edu-
cational administration.

In the following chapter, ElKaleh proposes a theoreticalmodel that offers a critical
and holistic approach to leadership teaching using Habermas’ theories of commu-
nicative action and knowledge and human interests. Themodel adopts an intercultural
and interdisciplinary approach to learning that can be used for developing culturally
relevant and critically reflective leadership curricula in Muslim and other countries.
The chapter starts with a critical review of Habermas’ account of critical theory,
focussing on his theories of communicative action and knowledge and human inter-
ests in particular, and then provides a critical discussion of the theoretical model
including the content and teaching practices recommended by leadership scholars
and leadership literature worldwide to provide students with a balanced and plu-
ralistic learning experience that addresses both spiritual and intellectual aspects of
knowledge. ElKaleh concludes the chapter with a critical reflection of her own expe-
rience in using the model with Muslim students.

This section ends with Harold and Stephenson’s discussion on the develop-
ment and implementation of an educational leadership graduate programme in a
Middle Eastern tertiary institution and its theoretical foundation using the social-
constructivist perspective and Habermas’ theory of communicative action. Using a
Bourdieuian framework, they first provide a contextual overview of the nature of
neoliberal policy enactments and their impact on teaching and learning in Middle
Eastern higher education. Then, they discuss an educational leadership programme
that they have developed and implemented for postgraduate Emirati students using
content fromWestern and Islamic research and literature and pedagogical approaches
informed by a social-constructivist perspective and Habermas’ theory of commu-
nicative action. The chapter concludes with the successes and challenges of this pro-
gramme and lessons learned through the development and implementation phases.

In the second section, ‘Current Controversies and Challenges’, Karami-Akkary
andHammad investigate the challenges and opportunities that educational leadership
and management scholars face in Arab societies to establish an indigenous knowl-
edge base that is connected to the global international scholarly discourse and their
implications for leadership development in Arab countries. They argue that devel-
oping effective educational leadership programmes in the Arab countries must be
based on a solid knowledge base that is well connected to international literature
and research but also sensitive to traditional cultural values and responsive to the
needs of indigenous practitioners. The first part of this chapter discusses the impor-
tance of research in leadership preparation programmes and highlights the major
research themes found in the existing international literature. The second section
investigates the current indigenous knowledge available on educational leadership
and management literature in the Arab societies. In the final section, Karami-Akkary
and Hammad discuss the implications of the current state of indigenous knowledge
for educational leadership preparation and propose some future directions for edu-
cational leadership research and practice in the Arab region.

This is followed by Samier and Elkaleh’s discussion on educational leadership for
nation building inMuslim countries. They argue that there are no inherent conflicts or
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contradictions, as claimed by some scholars, between Islam and modernisation and
those Muslim countries, using the conception of multiple modernities, can find their
own path to modernisation—one that is based on Islamic values and principles with
Shura as a political ideology. They discuss the leadership characteristics and qualities
that Muslim leaders need to contribute effectively to economic development, social
cohesion, cultural appropriateness and national solidarity. The conclusion suggests
that nation-building efforts should involve an extensive use of historical events, tra-
ditional narratives and literature that aim to explain and convey cultural values and
national ideologies to the new generations. This can be achieved through a hybrid
curriculum model where international literature can be combined with material in
the field reflecting the nature and character of Muslim countries, particularly if one
is presenting the field in an interpretive and critical manner and taking into account
the collective nature of Muslim societies.

The final chapter in this section by Tok and D’Alessandro argues that embed-
dedness and local cultures and contexts are key elements that should be included
in entrepreneurship education, training and curricula. It contends that entrepreneurs
should be able to understand and translate values and culture as well as territories
knowledge into their work and practices. In this chapter, Tok and D’Alessandro
investigate the entrepreneurial training and teaching in Qatar as an example of how
leadership and policymay have a great role in designing and sustaining entrepreneur-
ship education in line with national needs and aspiration. They start with an overview
of entrepreneurship education and discuss embeddedness as a theoretical framework
for the study. Then, they discuss entrepreneurship as an embedded process and its
implications inQatar. They conclude the chapter with lessons learned from theQatari
experience.

The third and final sections of country cases discuss educational administration
and leadership in three Muslim countries, Turkey, Iran and Saudi Arabia. The first
chapter by Beycioğlu, Cağatay Kılınç and Polatcan discusses the historical devel-
opment of the educational administration and leadership in Turkey including the
dominant leadership preparation approaches and practices. It presents the various
factors that inhibit the development of educational administration as a professional
field in Turkey and use Hofstede’s cultural dimensions to investigate the behaviour
of school administrators and the extent to which cultural values influence leadership
preparation and practices in Turkey. The authors start with a historical overview of
the development of educational administration in Turkey followed by a discussion
on the preparation and appointment processes of school leaders. Then, they use Hof-
stede’s cultural dimensions to investigate the behaviour of school leaders in Turkey
and examine the extent to which culture and values of society affect the preparation
of educational leaders.

In the next chapter, Rastehmoghadam uses the analytical-critical method to
review the teaching status of educational administration in Iran and to analyse the
constraints governing this process. He starts with an overview of the history of
the traditional and modern education systems in Iran including the formation of
educational studies and educational administration. Then, he discusses the factors
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that hinder the development of the field at the macro (historical and sociopolitical)
and micro (research and curricula) levels.

Finally, Alsaleh investigates the waves of K-12 education reform in Saudi Arabia
using Rogers’ (2003) and Ely’s (1990, 1999)Models of innovation and proposes cur-
riculum outlines for leadership preparation in Saudi Arabia. The chapter discusses
the various challenges that educational administrators face during the implementa-
tion processes and attributes the shortcomings to a lack of change management and
leadership that failed to address the internal and external innovation factors during
the implementation stages. The chapter starts with an overview of the Saudi edu-
cation system and the Tatweer education reform project followed by an overview
of Rogers (2003) and Ely’s (1990, 1999) proposed frameworks. Next, it critically
reviews Saudi education reforms and proposes curriculum outlines in change man-
agement and leadership for the preparation of future educational leaders at Saudi
universities.
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Chapter 2
The Humanist Roots of Islamic
Administration and Leadership
for Education: Philosophical
Foundations for Intercultural
and Transcultural Teaching

Eugenie A. Samier

Abstract This chapter examines the Islamic humanist tradition as it relates to the
teaching of educational administration and leadership in a Muslim context, with
implications for intercultural and transcultural use and to show correspondences
with Western humanism. The initial section is a comparison of the central principles
of the Islamic humanist tradition from the classical through to contemporary times
with the Western humanist tradition as they relate to conceptions of the good, ethics,
the construction of meaning and a set of higher order values predicated upon human
dignity, integrity, empathy, well-being and the public good. In both, professions
are viewed as meaningful work that allow for large measures of decision-making,
and are grounded in human qualities and needs including autonomy, freedom and
emancipation balanced with responsibilities, obligations and duties to society. These
are compared with principles of knowledge in Western humanism. Secondly, the
chapter examines the principles of good or ideal leadership and administration that
humanism aims at in its preparation of officials, including those in the educational
sector in the classical Islamic tradition. The chapter concludes with a discussion of
how the Islamic humanist tradition can contribute to intercultural and transcultural
graduate teaching in international educational administration.

Introduction

For a number of decades, humanism has been a minor but persistent approach in the
Western field of administrative and leadership studies, and only recently has broad-
ened to include other international humanist traditions (Dierksmeier et al. 2011).
However, the development in education, particularly in non-Western contexts (e.g.
Arar and Haj-Yehia 2018), is not as developed as humanism in business manage-
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ment, which has produced a number of books that provide a comprehensive approach
(e.g. Spitzeck et al. 2009; Von Kimakowitz et al. 2011) including management and
leadership education (Amann et al. 2011). There are humanist texts in educational
studies relevant to administration and leadership such as early theoretical foundations
(Greenfield and Ribbins 1993; Samier 2005), humanisation as a necessary precondi-
tion for peace education often associated with critical perspectives like that of Freire
(Gill and Niens 2014), in McLaren and Jamillo’s (2007) promotion of a critical
humanistic approach to the effects of global capitalism on education, and recently
in the critique of neoliberal managerial administration of education that undermines
humanistic foundations (Plum 2012). There are also international and comparative
educational leadership arguments like those of Wong (1998) that moral humanism is
a central feature of other cultures like Chinese which do not receive enough attention
in the field in the West. A fuller exploration of humanism’s effect on pedagogy and
curriculum needs both a broader development in the contemporary world and a more
comprehensive appreciation of several historical traditions—here its Islamic roots
are explored.

Arguments for a return to humanism include the lack of intellectual depth and
domination by a market-based business model (Niesche 2018). Another comes from
the critique of neoliberalism and its internationalisation through globalised education
where all but economic values are held as a priority and even serve as the underlying
foundation for management and leadership models (Mullen et al. 2013), which also
account for damaging effects on indigenous systems of belief critiqued in the post-
colonial literatures, for example, the marginalisation of humanist Ubuntuism in a
number of African communities (Barongo-Muweke 2016). Beekun (2012, p. 1003)
sees, for example, the Islamic emphasis on character, morality and related values as a
more valuable foundation for management than the current business(-derived) mod-
els that are predicated upon ‘self-serving, individualistic and narcissistic tendencies’.
Humanism has been a foundational philosophy from which other theories of educa-
tion and its management have derived in many parts of the world, some of which still
have influence in their communities like Confucianism and Islam which have given
rise to intellectual traditions, research, the formation of educational systems and from
which we can learn in an increasingly diversified world (Samier forthcoming).

The focus in this chapter is on the Islamic humanist tradition as it relates to the
teaching of educational administration and leadership in a Muslim context, with
implications for intercultural and transcultural use. As a number of scholars are
beginning to point out, educational administration and leadership is not solely an
Anglo-American topic as it has tended to be framed for the last few decades, but
has many historical and international antecedents (Arar and Haj-Yehia 2018). The
second purpose of the chapter is to show the correspondences that exist between the
Islamic and Western humanist traditions in terms of human values, knowledge and
educational ideal, which in this chapter are argued to be close in many ways to the
Western Idealist tradition and the German Bildung conception of education, despite
significant differences that may provide avenues of understanding in multicultural
environments.
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Humanistic Principles in Islam and the West

The purpose of this section is to identify the core values and principles of humanism
in the West and Islam, including their historical relationship, and to discuss in more
detail the forms it takes in Islamic leadership and administration. Although the tra-
ditions in the West and Islam are related, through similar ideas of the good, ethics,
the construction of meaning and a set of higher order values predicated upon human
dignity, integrity, empathy, well-being and the public good (Goodman 2003), they do
differ in a few significant ways. But in both, professions are viewed as meaningful
work that allow for large measures of decision-making, and are grounded in human
qualities and needs including autonomy, freedom and emancipation balanced with
responsibilities, obligations and duties to society.

Humanism in the West

The concept of humanism in the West refers primarily to the Renaissance movement
of valuing human beings and the culture and values that place humanity in the centre
of considerations, coming to mean a non-religious or secular perspective by the
modern period, although by the mid-twentieth century, took on a broader view that
reflected interest internationally in systems of thought as a recognition that the values
associated with Western humanism were shared by other traditions (Copson 2015).
What is shared is a moral and political concern for the welfare of human beings, their
ability to use reason, express their views and concerns, and work to construct a world
in which individuals can reach their full human potential. The degree to which this
rests on a ‘scientific’ approach to reality has been disputed by interpretive and critical
approaches that distinguish between science as a value and method for knowing the
natural world and understanding that is used to learn about human life and whether
humanism is necessarily secular andnon-religious (seeNasr 2006;Oldmeadow2004)
is a contentious point, with which some have taken issue, particularly in humanism’s
development historically within religious systems of thought (Zimmerman 2012).
However, the view taken here is that early humanism and continuing as a tradition
within the field is that humanistic knowledge can be grounded in direct spiritual
experience. The historical relationship of Western and Islamic scholarship (e.g. Al-
Rodhan 2012; Essa 2010) is a close shared tradition through humanist and liberal arts
traditions where the influence is strongest with respect to conceptions of peace and
cosmopolitanism (Küng 2008;March 2009; Said 2004; Tampio 2012) with respect to
conceptions of peace and cosmopolitanism, and in principles of public policy (Karim
and Eid 2014).

Depending on the form of humanism, a variety of character and personality traits
as well as styles of social interaction are considered in the human interest. The main
values of humanism focus on the human condition as they relate to peace, justice,
equality and human rights alongwith tolerance and personal responsibility in a world
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that is humanly created at least on a sociopolitical and cultural level. This necessitates
the cultivation of human reason, awareness, decision-making and choice in order for
people to achieve their ideals and aspirations, create meaning and cultivate virtues
of character. What is also closely associated with this approach are capacities of
sympathy and empathy as well as a critical and interpretive understanding of society
and its social institutions (Grayling 2015).

Humanism, as it is interpreted for application to leadership and management
studies, focuses on a few key principles: respect for the dignity of each person to
prevent exploitation and abuse (Pirson and Kostera 2017); ethical decision-making
as the foundation of business practices that derives from a Kantian-type view that
people are ends in themselves rather than means to goals, an approach that char-
acterises many management models; and normative legitimacy in business for con-
tributing positively to society and meeting corporate responsibilities rather than the
self-interest that often dominates corporate culture (Von Kimakowitz et al. 2011).
The shift in perspective is one from the market, efficiency and exchange values to
human and societal well-being as intrinsic values focused on human rights, the ele-
vation of ethics to a position of primacy and the use of the humanities in education
and research in constructing knowledge and achieving cultural sensitivity. Amann
and Stachowicz-Stanusch (2013) emphasise integrity as a core humanistic value that
should govern organisations in achieving dignity, through three means that affect
social interaction particularly affecting leadership roles: overcoming organisational
inconsistencies in ‘actions, values, methods, measure, principles, expectations, and
outcomes’ in humanism; closing gaps that exist between behaviour and appropri-
ate societal norms; and overcoming the incompatibilities between the organisation’s
structures and practices that compromise moral principles (p. 3).

A humanistic approach initially developed in manyWestern countries as an inves-
tigation of their administrative systems focused on the (quasi-humanistic) human
relationsmovement followed by organisational humanism (Kaplan andTausky 1977)
and subsequently by more participatory forms of leadership, debureaucratising to
humanise public agencies (Gagliardi and Czarniawska 2006), and managing with
integrity (Amann and Stachowicz-Stanusch 2013) while emphasising interpretivism,
hermeneutic and phenomenological approaches as well as emancipatory critical the-
ory (Box 2005) and using the humanities in teaching management fields (e.g. Brown
1994; Czarniawska-Joerges and Guillet de Monthoux 1994). Similar concepts have
been explored in educational administration (Greenfield and Ribbins 1993; Samier
2005). While it is common in the literature to find humanism associated with the
‘Western’ tradition (Antweiler 2012), there are other humanisms in addition to the
Islamic which also have relevance for administrative studies, such as African, Indian
and Chinese societies (e.g. Copson and Grayling 2015; Dierksmeier et al. 2011;
Leoussi 2000; Schiele 1990).

Humanism in educational administration and leadership in theWest rest partly on
the foundationof the literature onhumanism in educationgenerally, such asVeugelers
(Veugelers 2011; see also Aloni 2007; Steiner 2004) for whom autonomy combined
with humanity in education allows one to have agency and assume personal respon-
sibility guided by moral principle, developing one’s capacity and contributing to the
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welfare of others. In more politically radical form, it is aimed at emancipation in
Freire (Roberts 2000). In educational administration, the first major scholar to open
the door theoretically and practically to humanism was Thom Greenfield (Green-
field and Ribbins 1993) who began his transformation from the dominant structural
functionalism towards a humanistic perspective in the 1970s developing towards
an existential view grounded in classical thought and mostly the idealist intellec-
tual tradition, followed by a few authors like Maxcy and Liberty (1983) and Ribbins
(2003).While the field has not engaged in detail in humanism, it has produced a body
of the literature that strives for a ‘humane’ model (e.g. Aloni and Weintrob 2017;
Giancola andHutchison 2005), is associatedwith neo-Marxist (Smyth 1989) and crit-
ical theory (Foster 1986) humanism through feminist critiques (Blackmore 1999),
social justice (Lumby and Coleman 2007), and a broad range of critical perspectives
like Bourdieu (Thomson 2017), Foucault (Gillies 2013) and Arendt (Gunter 2014),
and is reflected in many postcolonial approaches (e.g. Rhea 2015) encompassing the
main values of humanism regarding dignity, freedom, peace, tolerance, equality and
a sensitivity to human qualities, both positive and negative.

Humanism in Islam

Humanism’s relevance to leadership and management is not new to the Islamic
tradition. Many passages in the Qur’an and Hadith were intended to apply to the eco-
nomic sector by seeking to ground business practices in morality as an application of
fundamental principles of rights, justice and equity, tolerance and harmoniousness
for society. The texts are specific in their application itemising guidelines for con-
tracts, transactions, jurisprudential guidelines and procedures, and identifying forms
of business that were morally desirable as well as character traits that met these
standards (Mohammed 2013). One can also infer from the Prophet Muhammad’s
actions and speech that his purpose of inviting others to the good and right, provides
a model of appropriate leadership in others, which in an organisational context can
be understood as creating a culture and work that allows others to develop into their
full potential within a moral framework. A broad range of behaviour was itemised
as undesirable and therefore immoral (haram) such as greed, the misuse of wealth
in damaging others and the community, using violence and maligning others, all
of which are inconsistent with the Qur’anic conception of good character consist-
ing of goodness, righteousness, equity, harmony and justice, the truth and the right,
and piety (Mohammed 2013). Those in leadership positions should be governed by
integrity and honesty with a duty to compassion and protecting others (ElKaleh and
Samier 2013).

Social justice is at the heart of this tradition, observed by Mir (2010) to consist
of a vision for leadership of shaping a society that is just, egalitarian, and welfare-
oriented and free from oppression and discrimination. Mir compares the Islamic
leadership model consisting of the attributes of piety, humility, social responsibility,
self-development and mutual consultation, as most closely related to Burns’ (1978)



28 E. A. Samier

conception of transforming leadership since its primary responsibility is that of rais-
ing others to higher moral and motivational levels.

These central humanistic Islamic concepts were expressed by a large number of
scholars beginning in the earliest years of the Islamic medieval intellectual tradition,
among the best known being Al-Farabi, Al-Ghazali, Ibn Khaldun, Al-Kindi, Ibn
Miskawayh, Ibn Sina and Ibn Rushd (Goodman 2003; Pormann 2010) reflecting a
constructivist view of reality (Makdisi 1990; Morgan 1980), and heavily grounded
in classical philosophy, particularly Plato and Aristotle. The religious philosophy
of Al-Farabi and Ibn Sina, for example, was influenced heavily by the work of
Aquinas, Augustine, Spinoza and Leibniz and the scientific writing in turn of Ibn
Sina influenced Bacon among many others (Al-Khalili 2010; Lyons 2009; Masood
2009; Morgan 2007) particularly from the ninth through to the thirteenth centuries in
what is referred to as the European Renaissance. During this period, many Christian,
Jewish and Muslim scholars and monks visited centres of learning like Baghdad,
Basra, Isfahan and in Al Andalus for whom knowledge was regarded as belonging to
all of humanity (Leaman 1996; Ljamai 2015). It was a scholarly tradition that formed
mostly in the Abbasid caliphate where rulers and senior officials heavily patronised
education, the establishment of research centres and universities, and a community
of scholars during which the major disciplines and scholarly schools formed and
whose work translated classical philosophy and built upon its foundation. In the
midst of this explosion of research and thought, the humanistic character of Islam
was expanded on and formed the basis of the humanities and social sciences as well
as some of the legal and religious commentary traditions.

What unites them, to varying degrees in their emphases, is the role of reason in
producing knowledge and morality (Kraemer 1984) (although there was and still
is controversy within Islamic scholarship on the relationship been rationality and
religious doctrine of revelation), a concentration on the nature of humanity and
its capacities, and the possibilities of education in producing the cultured, enlight-
ened and knowledgeable human being, as well as a tradition of ‘perennial wisdom’
(Leaman 1996). What also distinguished them was their understanding of education
and its essential role in producing a good and moral society through shaping indi-
viduals in education morally and intellectually as well as acquiring the knowledge
and skills to participate fruitfully in society (Kraemer 1984).

The Humanistic Ideal of Islamic Educational Administration
and Leadership

The central concept of ‘adib’—what education and experience is necessary in pro-
ducing refined and cultured individuals—is roughly equivalent to the Greek notion of
‘paideia’ and the later German concept of ‘Bildung’, regarded as a necessary prepa-
ration in the Abbasid caliphate for the civil servants who served the empire (Leaman
1996). The main difference between the two Leaman argues is not significant, with
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the Greek oriented towards the state, and the Muslim towards service to Allah in
community and societal forms. What unites the two is the belief that reason is a path
to morality and the social good, requiring an educational process that provides the
capabilities and knowledge to perfect oneself in a union of theory and practice, and
is a lifelong pursuit that in Islam is a religious obligation in both the Qur’an and
the Hadith (Günther 2006). It is in this tradition, producing a number of mirrors of
princes that defined good rulership and public servant that Islamic humanisticmodels
of leadership and administration are formed. It is during this period as well that Aris-
totle’s work among other classical writers on the nature and relationship of various
bodies of knowledge were built upon in forming the disciplines and curriculum.

The close humanistic correspondence between Islamic and Western humanism is
also evident in education through key concepts, approaches to fundamental human
values, the construction of knowledge and educational ideal as well as the kind
of teaching practices that distinguish these traditions (Daiber 2013; Dossett 2014;
Makdisi 1990) as they apply to humanistically oriented educational administration
and leadership. This tradition is still evident in contemporary scholars who advocate
a humanistic educational ideal (Afsaruddin 2016; Al-Attas 1980; Halstead 2004;
Yasin and Jani 2013).

These principles were synthesised into a large body of curricular and pedagogical
literature as scholarship expanded and an Islamic philosophy of education formed
which discussed not only the aims and goals of education, but also teaching methods,
how learning takes place, and the requisite actions and behaviour of students and
teachers, particularly moral principles, which was understood to apply to all of those
involved with education (Günther 2006) including those we would now identify as
educational administrators and leaders. For example, Ibn Sahnun, whose influential
‘Rules of Conduct for Teachers’ (Adab al-mu’allimin) in the ninth century, specifies
practices that overlap heavily into the educational administration role:

Ibn Sahnun provides to (medieval) elementary-school teachers a number of specific instruc-
tions and rules that range from aspects of the curriculum and examinations to practical legal
advice in such matters as the appointment and payment of the teacher, the organization of
teaching and the teacher’s work with the pupils at school, the supervision of pupils at school
and the teacher’s responsibilities when the pupils are on their way home, the just treatment
of pupils (including, e.g., how to handle trouble between pupils), classroom and teaching
equipment, and the pupils’ graduation. (Günther 2006, p. 370)

The principles of good or ideal leadership and administration that humanism
aims at in its preparation of officials discussed above apply equally to those in the
educational sector. The classical Islamic tradition has been explored for its role in
schools connected to the leadership of the governing powers and their administrators
including the role of humanist texts and the style of education used such as the
‘work–study course’ practice (Hassi 2012; Kashif et al. 2015; Makdisi 1990).

Arar andHaj-Yehia (2018) have investigated conceptions of Islamicmedieval edu-
cational leadership and its potential value to contemporary multiculturalism. While
the goals in Islamic education are not only for this life, but for the Day of Judg-
ment, there are other values and concerns that are consistent with values one finds
in a humanism that can be more broadly shared: ethical education, the influence on
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personality, supporting tolerance and diversity aimed at the social good, and moral
behaviour. In general, leaders in the tradition of Muslim communities should be ori-
ented towards improving society and bringing cohesion to communities, including
educational organisations, aswell as practicing a formof praxis—in part derived from
Aristotle in the classical Islamic tradition. Arar and Haj-Yehia (2018) have identified
how in education, as in other spheres of life, howMuslim leaders should be governed
by a set of values and characteristics: practice collaboration, and encourage coop-
eration and collective responsibility; operate in accordance with Islamic values and
Shari’ah law, including equality and justice; serve responsibly (derived from faith)
and as a role model for the educational community; exhibit compassion, honesty,
integrity and modesty, avoid deceit and discrimination, and other harmful practices;
use hope and support to motivate teachers; and carry out administrative duties such
as setting goals and putting into motion implementation through appropriate means,
while using the principle of appointing the suitable person to the appropriate position.
The character and disposition embedded in the conception of leader in the Islamic
tradition have very high andmultiple standards consisting of courage, durability, reli-
ability, determination, stability, a scholarly orientation and have patience and inner
peace with a well-developed ability in rhetoric.

Of most importance to this chapter are the principles of tolerance and pluralism
embedded in Islam, and codified in the Shurūt. ‘Umar or the pact of Umar, which
established the security and rights of minorities in an Islamic state, considered to be
part of good governance (Krämer 2013). Even though its observance varied under
individual regimes, many of the caliphs not only protected the rights of non-Muslims
but appointed non-Muslims to very high positions in the bureaucracy (Sirry 2011)
and later the Ottoman Empire maintained comparatively high levels of tolerance
(Barkey 2005). Maintaining these principles in government and society are central
responsibilities of those in political or institutional leadership positions.

Conclusion

There are a number of ways in which knowledge of the Islamic humanist tradition’s
view of educational administration and leadership can contribute to both the schol-
arship and knowledge in the field as well as valuable practice-based understanding.
On a more theoretical level, the Islamic tradition, along with many other traditions
internationally and historically, can not only demonstrate that the field is contextually
shaped, but also that some core conceptions and values, like humanistic ones, can
transcend cultural and historical boundaries. Secondly, it contributes to our under-
standing of other cultures and systems of thought and values, and intercultural and
transnational knowledge fromwhichwe can learn. This can provide an important pro-
phylaxis against ethnocentrism, bias and even bigotry in both knowledge and value
construction and in how this applies to shaping others’ conceptions and practices in
teaching the field, hopefully informing governance and policy-making actors. It is
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a way in which a society can achieve the most fundamental rights of social justice;
recognising other knowledge traditions is, I would argue, essential to respecting the
dignity and integrity of others.

One way in which this can be done is to remember that the ‘Western’ tradition
did not arise in isolation but rests upon foundations built by other parts of the world
in intellectual history and is continually influenced by other traditions and scholars.
This included a heavy debt to the classical period of Islamic scholarship, which not
only conveyed large bodies of knowledge from classical Greek and Roman literature,
their own advances in knowledge built upon this base and others, for example, India
and China (Nasr 2001), but also the structure and organisation of the university as
a social institution (Makdisi 1981) to Europe beginning in the late medieval period
and continued through into the modern period. Given this foundational character
of Western knowledge, it is argued here that some Islamic and Western traditions
should be seen as related, or, as Apostolov (2004) argues, zones of contact. It is
this that allows for Islamic humanistic values to also serve as lessons in pursuing
intercultural and transcultural practices and provide human commonality and bridges
of understanding and cooperation.

This understanding can also help inform how the many critiques from other parts
of the world than the West, and, mostly, Anglo-American scholarship in educational
administration and leadership, in recognising them as valid, relevant and legitimate
concerns under historical and contemporary imperialism and globalisation: Orien-
talism, postcolonialism, subalternity, epistemicide, neo-imperialism, colonisation of
mind, cultural imperialism, necrocapitalism, decolonisation, cultural security and
symbolic violence (Samier and Milley unpublished paper). It is to these ruptures of
neo-imperialism, aided by the reduction of all things to economic values in neolib-
eralism and seemingly the current world order, that inter- and transculturalism can
speak. Even more of concern is the rising populist nationalism in many countries
that builds walls, shuts down academic programmes and shuts out many groups of
people, erecting exclusions that compromise social justice and contribute to violence
(López-Alves and Johnson 2018).

One can see that the humanistic dimension of the Islamic tradition provides the
necessary values, knowledge and abilities for interculturalism and transculturalism
to form in social relationships, and within professional roles and responsibilities.
Interculturalism and transculturalism are two related but different phenomena.While
definitions vary across the literature in the field, in general terms, ‘interculturalism’
means having the values, knowledge and attitudes enabling people to engage in
dialogue, exchange and interaction while maintaining their own cultural heritages,
argued by many to reduce conflict and prejudice while increasing positive attitudes
and evolve into solidarity (Loobuyck et al. 2016)—in other words producing what
Portera (2011) calls a ‘new synthesis’ that allows one to interact morally across
differences and can enter relationships on equal terms without having to sacrifice
parts of their cultural identity. In effect, it is the ability for those of different cultures to
engage in Habermasean (1984–1989) communicative action by equally exchanging
ideas. However, as Cantle (2012) points out, intercultural dialogue by itself does
not necessarily produce interculturality of community relations. The implications
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for educational administration and leadership are that knowledge and ability, as
well as large measures of understanding and empathy, associated with humanism
are required to engage interculturally with diverse colleagues, staff, students and
parents. The measure of one’s interculturality is not just an ability to be civil and
tolerate other’s views, but to engage in a formational relationship, even mentorship,
with those from other cultural backgrounds, requiring a sense of common humanity
and the cultural literacy and competencies (Cantle 2012) to do so. The record of the
Islamic administrative tradition in its more humanistic phases, such as that of many
periods in the Abbasid Caliphate, is evidence of a very high degree of intercultural
cooperation and collaboration, as populations with the caliphate had the rights and
protections for their national cultures and living alongside neighbours from other
backgrounds, as well as the highly diverse senior bureaucracy drawn from many
cultures and religious backgrounds who worked effectively together at high levels of
administrative and leadership ability (Afsaruddin 2007; Samier 2017; Sirry 2011).

‘Transculturalism’, instead, refers to those elements of culture that travel across
cultural boundaries, such as values like respect, honesty, peace and justice—in other
words, values like those associated with humanism. But transculturalism also takes
other forms of more materialist and anti-humanistic values that connect some cul-
tures, and more recently populist nationalism. However, as Éigeartaigh and Berg
(2010) argue, transculturalists who are able to adapt to new cultures and transcend
their own by being able to function well within other cultures may be requirements
for educational administration and leadership in increasingly diverse societies and in
amore globalised world. And they needmore than the popular ‘intercultural commu-
nication’ skills; engaging in meaningful social relationships interculturally requires
a much deeper understanding and facility with values, attitudes, behaviour, mores
and standards.

Because culture plays a large part in the construction of our personal and profes-
sional identities affecting our dispositions and behaviour (Grant and Brueck 2011),
being confronted with other ways of being can be disruptive, and needing to respond
in other cultural forms can be regarded as threatening to identity. At this point,
the notion of ‘cosmopolitan’ comes into play. On a global level, there are degrees
of ‘cosmopolitanisation’ taking place on individual and societal levels, and often
including materialistic, individualistically self-centred, and pleasure fulfilment ori-
entations (Portera 2011), not always welcome, consciously aware of, nor warranted
due to globalisation effects and neo-colonisation, but there is also the ‘cosmopoli-
tanism’ phenomenon of the conscious individual or groupwho intentionally interacts
and participates in more than one culture and which may be a position adopted that
carries a moral position of our obligations to others and valuing these differences,
while not needing to achieve a consensus on principles and practices (Grant and
Brueck 2011). It also, of course, can refer to someonewho is able to easily participate
in more than one culture—with significant differences in family structures and roles,
notions of friendship, authority and obedience, and boundaries of behaviour—and
has senses of attachment and belongingness to them—certainly abilities and states
of being that historically the senior administrators within the Islamic empires had to
be able to do.
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In practical or applied terms, understanding of theMuslim communities that make
up a large proportion of the world’s population both in Muslim states and as minor-
ity groups in diverse societies can contribute to multiculturalism and the complex
practices and dynamics in intercultural social interactions and relations (Arrar and
Haj-Yehia 2018). Its values andpractices can contribute to better achieving inclusivity
and diversity, which can help resolve educational problems of dropout, marginalisa-
tion (such as helping refugee groups integrate, not assimilate) into their new coun-
tries and shaping citizens for a multicultural world in which people feel engaged
and socially responsible for others regardless of their differences. Integrating the
Islamic humanist tradition can also, as Tibi (2009) argues, contribute to intercultural
and transcultural graduate teaching in international educational administration. One
possible pedagogical means is in aiming to achieve the fusion of horizons possible
as Gadamer (1989) and Ricoeur (2004) have explained (themselves the result of a
long tradition that predates its European forms).

On a larger, political scale, there is potential benefit in internationalising educa-
tional administration and leadership so that it is more inclusive and tolerant, and sees
value in practices fromother parts of theworld thatmay contribute to the field’s devel-
opment in ways in which historically, knowledge and skills have previously travelled
enriching their host societies. In the contemporary period, plagued with problems of
‘post-truth’ politics (e.g. Kavanagh and Rich 2018; Levitin 2017) and in the current
context of Islamophobia in the ‘West’ (Allan 2010; Esposito and Kalin 2011; Lean
2012; Sayyid and Vakil 2011; Zempi and Chakraborti 2014), there are many books
that benefit from and have contributed to the development of misconceptions, mis-
representations and negative stereotyping of Islam, its principles, contributions to
the intellectual history of the ‘West’ and its current practices for the vast majority of
Muslims (Badran 2001; Shaheed 1999). In contrast, it is a long tradition of peaceful
relations that issued from the Islamic humanistic period in thewritings ofAl-Ghazali,
Ibn Khaldun and Ibn Rushd as well as the cosmopolitan and multicultural fabric of
early periods of Islamic history during which a broad global view and appreciation
of cultural differences were a valued source of knowledge and understanding (Euben
2006; Samier 2018), still evident in the work of contemporary Muslim scholars who
emphasise this dimension of Islam in the Qur’an and Sunna (e.g. Abu-Nimer 2003;
Esposito and Yilmaz 2010; Hashmi 2002; Sashedina 2007).
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187–204.

Smyth, J. (Ed.). (1989). Critical perspectives on educational leadership. New York: Routledge-
Falmer.

Spitzeck, H., Pirson, M., Amann, W., Kahn, S., & Kimakowitz, E. (Eds.). (2009). Humanism in
business. Cambridge: Cambridge University Press.

Steiner, R. (2004). Human values in education. Great Barrington, MA: Anthroposophic Press.
Tampio, N. (2012). Kantian courage: Advancing the Enlightenment in contemporary political the-

ory. Bronx, NY: Fordham University Press.
Thomson, P. (2017). Educational leadership and Pierre Bourdieu. Abingdon: Routledge.
Tibi, B. (2009). Bridging the heterogeneity of civilisations: reviving the grammar of Islamic human-
ism. Theoria, 56(120), 65–80.

Veugelers,W. (Ed.). (2011).Education and humanism: Linking autonomy and humanity. Rotterdam:
Sense Publishers.

Wong, K.-C. (1998). Culture and moral leadership in education. Peabody Journal of Education,
73(2), 106–125.

Yasin,R.,& Jani,M. (2013). Islamic education: the philosophy, aim, andmain features. International
Journal of Education and Research, 1(10), 1–18.

Zempi, I.,&Chakraborti, N. (2014). Islamophobia, victimization and the veil. Basingstoke: Palgrave
Macmillan.

Zimmerman, J. (2012). Humanism and religion. Oxford: Oxford University Press.
Éigeartaigh, A., & Berg, W. (2010). Editors’ introduction: Exploring transculturalism. In W. Berg
& A. Éigeartaigh (Eds.), Exploring transculturalism (pp. 7–16). Wiesbaden: Springer.

Eugenie A. Samier is Reader in Educational Management and Leadership at the University of
Strathclyde, Glasgow. Her research concentrates on administrative philosophy and theory, inter-
disciplinary foundations of administration, theories and models of educational leadership and
comparative educational administration. She has frequently been Guest Researcher at the Hum-
boldt University of Berlin, was Visiting Professor in the Department of Administrative Studies at



38 E. A. Samier

the University of Tartu, Estonia (2003), was Visiting Fellow at Oxford Brookes University and has
been Guest Lecturer at universities and institutes in the USA, Germany, Estonia, Russia, Norway,
Lithuania, Finland, Qatar, Bahrain and the UAE. Her publications include chapters and articles on
organisational culture and values, the New Public Management, the role of history and biography
in educational administration, the role of humanities, aesthetics and literary analysis in adminis-
tration, and Weberian foundations of administrative theory and ethics in a number of international
book collections and many leading journals in the USA, Australia, the UK, Germany, the Baltic
region and Canada. She is Founding Board Member of Administrative Culture journal and is Edi-
tor of several book collections with Routledge on ethics, aesthetics, politics, emotions, trust and
betrayal, ideologies and maladministration in educational administration. She is also Associate
Editor of the four-volume Master Works Educational Leadership and Administration (Sage 2009),
a contributor on authority, bureaucracy, critical theory to Encyclopaedia of Education Law (Sage
2008), on aesthetics and human agency to the Handbook of Educational Leadership (Sage, 2011),
aesthetics of leadership and bureaucratic theory to the Handbook of Educational Theory (Informa-
tion Age Publishing, 2013). She has also written a number of articles on topics like toxic leader-
ship, passive evil, kitschification of educational leadership, the avant-garde, postcolonial educa-
tional administration, and Islamic ethics, social justice, global governance, administrative tradi-
tion, and educational change in the Middle East for several journals and book collections. She
also worked as Management Consultant in Canada to the public sector for a number of years on a
broad variety of projects including legislation development, organisational reviews, board devel-
opment and government department restructuring and redesign.



Chapter 3
A Critical Approach to Developing
Culturally Relevant Leadership
Curricula for Muslim Students

Eman S. ElKaleh

Abstract The secular andmaterialistic values imported toMuslim countries through
globalisation and the uncritical application ofWesternmodels and theories are chang-
ing societies from being Muslim towards a materialistic and secular one where eco-
nomic value is the most critical factor that drives people’s behaviour and decisions.
The real challenge for Muslim countries, then, is to develop and implement higher
education curricula that reflect Islamic and cultural values while incorporating global
knowledge developed by Western and other scholars. This chapter aims to achieve
this balance by proposing a theoretical model that can be used for developing cul-
turally relevant and critically reflective leadership curricula. The model is derived
from Habermas’ account of critical theory and offers a critical and holistic approach
to leadership teaching. It adopts an intercultural and interdisciplinary approach to
learning and aims to start a dialogue between Western and indigenous sources of
knowledge. The model also proposes the content and teaching practices recom-
mended by leadership scholars and leadership development literature internationally
to provide students with a balanced and pluralistic learning experience that addresses
both the spiritual and the intellectual aspects of knowledge.

Introduction

The main role of higher education worldwide traditionally was to maintain cultural
values while providing students with valuable knowledge that enables them to reach
their full potential and make remarkable contributions to their society. However, the
increasing influence of neoliberalism and globalisation on higher education, with
their greater emphasis on commercial values, private interests, and competition over
moral and sacred values, has resulted in a shift of educational goals from being
humanistic, where the focus is on students’ intellectual, cultural, and moral develop-
ment, to becoming socio-economic where the focus is on economic benefits, career
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advancement, and private interests (Cesari 2004; Donn andAl-Manthri 2010; Giroux
2002; Lipman 2011). This raises cultural security issues for Muslim nations and acts
as a threat to Islamic and national identity mainly because the secular, commer-
cial and materialistic values imported to Muslim countries through globalisation
are contradictory to Islamic values that promote collectivism, dedication, self-denial
and working for the well-being of society as a form of worship. Cultural security,
as defined by Tehranian (2004, p. 7), is ‘the freedom to negotiate one’s identity’.
However, this is not possible to achieve when one’s cultural and religious values are
excluded from higher education through the intensive use ofWestern knowledge and
staff who are mostly secular oriented and use predominantly secular curricular mate-
rial. Such a domination by Western knowledge and practices is changing societies
from being Muslim, where Islam is a wholistic way of life, towards a materialistic
and secular one where economic value is God.

A good example of how Western education can change one’s soul and identity
can be seen in Blanks’ (1998) reflection on his teaching experience at the American
University in Cairo. He noticed that the more his students were involved in liberal
arts and Western education, the more they move away from their original identity as
Egyptians. Eventually, he admits that globalisation, although driven by good inten-
tions, is a form of cultural imperialism because ‘there is something in the project that
affirms Western values and undermines local cultural autonomy’ (p. 5). Similarly,
Adams (1958) concludes, from his teaching experience at the American University
of Beirut, that the main problems that professors may face when teaching American
curricula in foreign contexts are: a lack of knowledge and use of local traditions and
practices; a lack of a common language and cultural heritage that hinder effective
communication with students; and a natural antagonism of students to foreign cur-
ricula due to the textbooks that frequently refer to the American experiences which
are of little help to foreign students who are not familiar with American life. This,
according to Adams, runs the risk of imported curricula to be either misinterpreted
or meaningless. He believes that for such knowledge to be meaningful to students, it
must be linked to their own experiences. Stenberg (2004) also argues that Islam has
an epistemology derived from the belief that God created the world and humans as
his followers have the duty of studying it, and this is what makes seeking knowledge
and science discovery a form of worship; therefore, Islamic principles and values
cannot be left out of any curricula.

The real challenge forMuslim countries and higher education institutions, then, is
to develop and implement a hybrid curriculum that reflects Islamic and cultural val-
ues while incorporating global knowledge established byWestern and other scholars.
This chapter attempts to achieve this balance by proposing a theoretical model that
can be used for developing culturally relevant and critically reflective leadership cur-
ricula. Thismodelmayhelp higher education institutions inMuslimcountries achieve
their strategic goal of equipping students with the latest international knowledge that
enables them to compete effectively in the global market without sacrificing or being
alienated from their cultural and Islamic identity. The model adopts a holistic and
interdisciplinary approach to knowledge and uses Habermas’ (1971, 1984) account
of critical theory as a theoretical foundation, focusing on his theories of knowledge
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and human interests and communicative action in particular, due to its wide applica-
tions in higher and adult education (Brookfield 2005a; Murphy and Fleming 2010).
The first section of the chapter discusses Habermas’s work and how his account of
critical theory offers a holistic and pluralistic approach to knowledge in which all
sources and forms of information are regarded as complementary with equal impor-
tance and respect. The second section discusses how the planning and designing of
the curriculum should be informed by a deep understanding of how people create
knowledge through three cognitive interests: technical, practical, and emancipatory.
The third section of the chapter discusses Habermas’ theory of communicative action
and how it contributes to developing people’s communicative competencies. Finally,
the chapter concludes with a discussion of the proposed theoretical model that can be
used as a foundation for developing value oriented and culturally relevant leadership
curricula and the author’s own experience in using the model.

Habermas’ Critical Theory

Critical theory is an intellectual tradition developed with an emancipatory and social
justice goal by a group of scholars from the Institute of Social Research at University
of Frankfurt. It was developed in response to the economic challenges, instability
and the rise of Fascism that Germany was facing. Critical theory investigates social
problems by combining a range of disciplines such as philosophy, social psychology,
sociology, political economy and science (Murphy 2010). A critical theory for adult
learning, according to Brookfield (2005b), will increase student awareness of social
and political phenomena and help them challenge dominant ideology, power, and
hegemony and reclaim reason by emphasising critical approaches to learning and
deemphasising instrumental and technical learning. One distinction of the German
philosopher and sociologist Jürgen Habermas’ work is that it combines philosophy
with science to bridge the gap between theory and practice (values and facts). He is
a strong advocator of the Enlightenment tradition and the modernity project to the
extent that he has been called the theorist or philosopher of democracy (Brookfield
2005a; Fleming 2010). Habermas’ account of critical theory offers a holistic and
pluralistic approach to knowledge in which all sources and forms of information
(Western vs. indigenous, objective vs. subjective) are regarded as complementary
with equal importance and respect. He explains that scientific and practical knowl-
edge are ‘connected by the common form of critical enquiry’ (1970, p. 10). His
approach appreciates different perspectives and perceives diversity as an opportunity
for developing a deep and comprehensive understanding of a certain phenomenon.
Habermas’ work has significantly contributed to our understanding of social change
and social conflict. His work encourages us to challenge our own assumptions and
make genuine efforts to understand other perspectives with tolerance and respect.

Habermas’ (1970, 1987b) theories of knowledge and human interests and com-
municative action can provide a powerful framework for developing critically reflec-
tive curricula that leads to holistic learning experiences and positive social changes.
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Englund (2010) argues that the implications of Habermas’ work for education pro-
vide a solid framework for analysing the relationship between education and society.
Adult education, according to Habermas (1970, 1987b), should help people realise
their emancipatory cognitive interest in their professional and personal lives (see
also Brookfield 2005a), and this, while achieved through the involvement of com-
municative action, may lead to significant positive changes in society. Habermas’
(1970, 1979, 1987b) ideas have been of great influence in developing critical adult
education discourses and in encouraging educators to critically reflect on their edu-
cational practices (Gouthro 2006). For example, Brookfield (2005b) points out that
teaching from a critical theory perspective involves a social transformation intent.
He believes that critical teaching is concerned with helping students realise their
emancipatory cognitive interest, embrace self-criticism, and establish a more just,
liberal, and ethical society. Critical teaching should also help in reclaiming reason by
involving people in ideology and hegemony critique. Many authors like Brookfield
(2005a), Endres (2006), Ewert (1991), Gouthro (2006), Heslep (2001), and Welton
(1991) discuss the use of Habermas’ theories in adult learning and adult educa-
tion. Mezirow (1981) also developed his transformational learning theory based on
Habermas’ ideas. This chapter adds to this body of literature by using his theories
of knowledge and human interests (1971, 2005) and communicative action (1984,
1987a, 2001) as a theoretical foundation for developing culturally relevant leadership
curricula within a Muslim context. Following is a discussion of both theories.

Knowledge and Human Interests

Habermas’ theory of knowledge and human interests (1971) has been frequently cited
in adult and higher education literature. In this theory, Habermas suggests a model of
three cognitive interests (technical, practical and emancipatory) that constitute how
human knowledge is generated. According toHabermas (1971), the technical interest
addresses the scientific aspect of knowledge and is concerned with the knowledge
we need to predict, control and manipulate our environment. Such knowledge finds
its roots in the empirical-analytic sciences where there is great emphasis on experi-
mentation, hypothesis, and deduction and can be gained through empirical research,
instrumental reasoning (finding the best techniques to achieve objectives), cognition
(developing intellectual capacity) and skills. As discussed by Romanowski (2014),
this interest assumes that science is neutral and objective. Therefore, human actions
are informed by universal laws with less concern for the moral and ethical aspects
of knowledge since decisions are based on empirical data rather than moral values.

The practical interest addresses the moral aspect of knowledge and is concerned
with the knowledgewe need to communicate with others in just and reasonable ways.
This knowledge is rooted in the historical-hermeneutic ‘sciences’ and can be gained
through interpretive research, moral reasoning, and ethical judgment. This approach
does not aim to manipulate the environment but rather to understand and interpret
social phenomena and to attain possible consensus among social actors. According
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to this interest, ethical judgment and decisions are made through dialogue and dis-
cussion rather than proved rules or laws (Habermas 1971;Milley 2004; Romanowski
2014).

Finally, the emancipatory interest is concernedwith the knowledgewe need to free
ourselves from domination and taken-for-granted assumptions. This knowledge is
rooted in critical social sciences and can be gained through critical self-reflection that
examines how past experiences may inform current ones (Butler 1997; Milley 2004;
Romanowski 2014). According to Habermas (1971), ‘In self-reflection knowledge
for the sake of knowledge attains congruence with the interest in autonomy and
responsibility. The emancipatory cognitive interest aims at the pursuit of reflection
as such’ (p. 314). Therefore, the emancipatory interest is considered to be the highest
formof knowledge that higher education institutions and adult educationprogrammes
should aim for (Butler 1997; Habermas 1971).

As suggested by Brookfield (2001), a critical theory for adult education should
start with understanding howpeople learn to free themselves from ideologicalmanip-
ulation. Understanding how people learn helps us make informed decisions when
planning and designing curricula. A balanced educational programme is expected
to address those three cognitive interests proposed by Habermas in order to cre-
ate a balanced human experience that leads to social evolution. Habermas (1971)
points out that modern societies put a great emphasis on developing the scientific
and technical aspect of knowledge to accelerate their economic development, at the
expense of moral and reflection aspects. This creates imbalanced learning experi-
ences that eventually result in losing one’s capacity for making moral choices and
expressing oneself in an authentic manner (Milley 2004). Consequently, a good and
balanced leadership curriculum would contain sophisticated scientific knowledge,
moral and cultural values, and opportunities for self-reflection and self-discovery.
Such a curriculum would provide a balanced learning experience leading to social
evolution, as indicated by Habermas (1979). For Habermas (1984), social evolution
means that people live in harmony despite their cultural and ideological differences
(cultural rationalisation) where they work towards establishing productive economic
and administrative systems (social modernisation).

Communicative Action

The theory of communicative action (Habermas 1984, 1987a, 2001) is another impor-
tant theory that has been extensively cited and used in adult education (e.g. Brook-
field 2005a; Gouthro 2006; Milley 2004; Murphy and Fleming 2010) as it provides
a comprehensive framework for developing critical and participatory approaches to
learning (Gouthro 2006). For Habermas (1984), communicative action is the action
or activity taken by two or more individuals to reach mutual understanding or agree-
ment that leads to consensual decisions. He believes that mutual understanding lies
at the heart of human speech. According to him, ‘reaching mutual understanding is
the inherent telos of human speech’ (p. 287) and this understanding allows people to
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enjoy ‘the intersubjective mutuality of reciprocal understanding, shared knowledge,
mutual trust, and accordance with one another’ (1979, p. 3). He further explains that
for communicative action to happen, three validity claims have to be satisfied: ‘com-
municative action can continue undisturbed only as long as participants suppose that
the validity claims they reciprocally raise are justified’ (1979, p. 3). Validity claims
are the assumptions people make about the truth and sincerity of speech. The three
validity claims identified by Habermas are: truth as the ‘obligation to provide certain
grounds’; rightness as the ‘obligation to provide justification’; and truthfulness as
the ‘obligation to provide trustworthy’ (1979, p. 65). Habermas argues that when
people engage in conversation, they learn to assess those validity claims. Therefore,
dialogic teaching and collective creation of knowledge should be central pedagogical
practices in adult learning.

Habermas (1970) asserts that universities have amoral responsibility to bring back
to ‘consciousness, through reflection, the relation of living generations to active cul-
tural traditions’ (p. 9). For him, the main mission of higher education is to help
learners develop the critical reasoning and communicative competency required for
democracy (Fleming 2010). Habermas (1984) also argues that capitalism distorted
learning to reason because it gives priority to instrumental rationality at the expense
of communicative rationality by emphasising market values over socialisation and
cultural reproduction. He also argues that capitalism invaded the lifeworld and con-
tributed to the collapse of the public sphere. The public sphere is the common area
where people gather to discuss their issues, problems or concerns (e.g.Majlis in Arab
Muslim countries) while lifeworld is the basic assumptions and beliefs that frame
our understanding and interpretation of the world (e.g. moral and cultural values).
In Habermas’ (1987a) view, lifeworld ‘forms a horizon and at the same time offers
a store of things taken for granted’ (p. 298). As capitalism encourages self-interest
and pursuing private goals with little consideration of how this would affect others, a
colonisation of lifeworld by system took place through the great emphasis on money,
power, and technical rationality (which what globalisation is doing in Muslim coun-
tries). As people become involved in communicative action, lifeworld is recreated
and renewed. Thus, he argues that colonisation processes of lifeworld can be resisted
through the re-cultivation of ethical, democratic and caring values in system (Haber-
mas 1987a; Murphy and Fleming 2010), which can be achieved through the practice
of communicative action. According toGouthro (2006), communicative action offers
a mechanism for developing critical and participatory approaches to learning, which
can take place in higher education.

Habermas (1984) also points out that when people communicate, new meanings
and concepts emerge leading to change in perspectives and the creation of new
ideas. Thus, communicative action serves as a medium for reproducing lifeworld
(p. 337). He argues that we should think of societies as a combination of systems and
lifeworlds. Colonisation of lifeworld by administrative and economic systems takes
place when instrumental and strategic communication (technical rationality) take
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priority over communicative action (communicative rationality). Therefore, when
people develop their rational communicative competences through communicative
action, they will be able to disrupt the repressive structures of system (Gouthro
2006; Habermas 1987a). He also argues that colonisation processes of lifeworld can
be resisted through the re-cultivation of ethical, democratic and caring values in the
system (Murphy andFleming 2010). This colonisation of lifeworld is currently taking
place through the neoliberalisation and commodification of higher education where
knowledge is being treated as a commodity or service for thosewhocan afford it rather
than a developmental process that enriches one’s life (Gibbs 2010). Neoliberalism
was identified byGiroux (2002) as themost dangerous ideology of our time because it
promotesmarket and commercial values over sacred and social justice values leading
to ‘self-interested individuals’ (p. 425). Consequently, Habermas (1987b) argues that
universities should foster discourse and communicative action as higher education
is an important context for developing people’s communicative competences and
ethical values that help them achieve progressive social evolution (Milley 2004).
Habermas’ theory ismore concernedwith undistorted communication throughwhich
equality, willing to accept better arguments, and free dialogue are needed more than
transparent communication.

Morrow (2010) argues that Habermas’ theory of communicative action provides a
reasonable and practical framework that distinguishes between strategic and rational
communication and allows for dialogical negotiation between indigenous knowl-
edge and technical rationality embedded in Western science. Also, Habermas’ the-
ory offers an ethical and just form of discourse that recognises diverse and different
forms of life allowing it to transcend gender differences and cultural differences.
Similarly, Gouthro (2006) claims that Habermas’ account provides a comprehensive
and proactive analytical approach that should inform critical discourses in adult edu-
cation. Furthermore, Habermas’ account of critical theory is congruent with Islamic
principles and practices, which make it very applicable at Muslim countries. For
example, Shura (consultation) is a form of communicative action as both aim to
achieve mutual understanding and consensual decisions. New ideas and knowledge
are produced through the practice of both Shura and communicative action as both
processes lead to higher levels of critical thinking. Khalifa Omar Ibn Abdul Aziz
has argued that ‘Both the ability to consult and debate leads to enlightenment and
are the keys to intellectual clarity’ (in Ali 2005, p. 118). Therefore, Habermas’ work
provides an excellent framework for developing culturally relevant curricula that
offer balanced learning experiences between Western and indigenous knowledge
and materialistic and moral values, and this balance is realised through critical think-
ing and self-reflection ofwhatworks best in certain societies or cultures. These values
and practices are inherent to the Islamic intellectual tradition, found in the work of
great scholars like Ibn Khaldun, Ibn Sina, and Ibn Rushd.
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A Critical Theory Model for Developing Culturally Relevant
Curricula

Themodel proposed below in Fig. (3.1) offers a critical approach to leadership educa-
tion and aims to serve as a foundation for developing culturally relevant and critically
reflective leadership curricula. It is based on Habermas’ theories of communicative
action and knowledge and human interest and aims to look for content and teaching
practices that broaden ‘the meaning of learning beyond the acquisition of knowledge
and skills’ (Petriglieri et al. 2011, p. 446). The model adopts an intercultural and
interdisciplinary perspective and attempts to start a dialogue between Western and
indigenous sources of knowledge to show how different perspectives may interact
to deepen our understanding of social phenomena including educational administra-
tion and leadership. As Brookfield (2005a) points out, teaching from a critical theory
perspective is not only about how we teach but also about what we teach. There-
fore, the model was designed to propose the content and teaching practices that are
recommended by leadership scholars and leadership development literature world-
wide. For example, Hotho and Dowling (2010) argue that leadership development
programmes should move away from emphasising the technical aspect of knowledge
and provide more opportunities for interaction and critical discourses. The model,
through its four dimensions, addresses this point and aims to provide students with a
balanced and pluralistic learning experience that includes the universal and the par-
ticular, the feeling and the intellect, the spiritual and material needs of human being
(Nash and Scott 2009). As shown in Fig. (3.1), the first three sections of the model
address the technical, practical and emancipatory aspects of knowledge as identified
by Habermas’ (1971) while the fourth refers to the practice of communicative action
(Habermas 1984, 1987a) through which students develop their communicative com-
petency and fully realise the emancipatory interest. The technical dimension of the
model includes the scientific knowledge of leadership such as the most dominant
theories and models from global, indigenous, and Islamic/religious perspectives,
current research on leadership, emotional intelligence, motivation, effective com-
munication and conflict resolution. This aspect should allow students develop a solid
and universal understanding of leadership literature.

The practical part deals with the moral and practical or applied aspects of knowl-
edge by discussing the ethics of leadership, selecting topics from history and philos-
ophy and discussing how they would benefit students as leaders, conducting inter-
pretive research to understand effective leadership practices in their country, inviting
business and educational leaders as guest lectures to speak about their experiences,
inviting Muslim scholars to speak about leadership from an Islamic perspective, and
conducting community service projects through which students can develop their
leadership skills and experience the value of living for higher goals. This section fol-
lows scholars’ recommendations to complement head learning with ‘heart’ learning.
According to Nash and Scott (2009) and Samier (2009), leadership is an interdisci-
plinary field that is strongly connected to psychology, philosophy, history, literature,
art, and religion studies. Those subjects foster heart learning more than head learning
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Fig. 3.1 A critical theory model for developing culturally relevant curricula

(Nash andScott 2009),which is essential for developing aholistic learning experience
and more complete leadership. Small (2004) also argues that teaching philosophy in
leadership programmes develops students’ critical thinking capacity which allows
them to deal with uncertain situations, rapid changes, and the increasing challenges
in the workplace. It also helps them find innovative and creative solutions to work
problems. Similarly, Olivares (2011) argues that the use of autobiographies in lead-
ership programmes informs student behaviour for a long time because they include
personalmemories andmomentous events that are specific, detailed, and emotionally
charged. He also believes that reflecting on those historical events, which has been
addressed in the third and fourth dimensions of the model, will allow students to
make sense of themselves and others because the inferences we make from real-life
experiences are influenced by the assumptions, images, and stories we have in mind
about ourselves and others (Petriglieri et al. 2011). Reflection and critical teach-
ing techniques help students draw meaning from past and current experiences and
become more conscious of those assumptions and images.

The third dimension of the model represents the emancipatory interest, which can
be realised through reflective and critical thinking of the knowledge and information
obtained by the technical and practical aspects as well as the practice of communica-
tive action. Activities such as class debates, role-play, simulations, group discussions,
online forums, group presentation, and reflective writing that includes students’ life
stories will help students question assumptions and think of their own leadership
strategies. According to Reynolds (1999), critical reflection techniques help students
question the taken-for-granted assumptions and raise moral questions about the ends
as well as the means. This can be realised through the use of literature, role-play,
simulations, and experiential learning. Finally, the practice of communicative action,
which is the fourth dimension of themodel,will develop student communicative com-
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petences, help them to be open to new ideas and practices, and help them realise the
emancipatory interest ‘by steering the discussion toward the meaning making that
underpins leaders’ decisions and actions’ (Petriglieri et al. 2011, p. 446).

Since the model aims to start a dialogue between different sources of knowledge
and to select the practices that work best in a certain society given its unique cul-
tural and religious values, it can also be used as a theoretical framework in Muslim
and other countries worldwide to develop culturally relevant and critically reflective
curricula that incorporate indigenous and Western perspectives of leadership.

Author’s Own Experience in Using the Model

In Spring 2015, I was asked to teach two business leadership classes for 4th-year
undergraduate male students at one of the United Arab Emirate’s (UAE) higher edu-
cation institutions. It was a great opportunity to test themodel since I had the freedom
to design the course content and to select materials that would support this design
as long as they achieve the course outcomes required in the course common syl-
labus. The design of the model allowed me to combine Western models and theories
of leadership with indigenous and Islamic perspectives. Under the technical aspect,
I used Northouse (2013) and Zehndorfer (2014) as the core textbooks in addition
to articles that address leadership from an Islamic perspective such as Ali (2009),
Beekun (2012) and ElKaleh and Samier (2013). Also, during class discussions and
presentations, I summarised the work of Ibn Khaldun (1967) and Ibn Taymiyyah
(2005) on the Islamic perspective of leadership. Those teaching materials included
the dominant theories of leadership from Western and Islamic perspectives and dis-
cussed other topics that are related to leadership development such as emotional
intelligence, motivation, giving feedback, effective communication, and conflict res-
olution. Under the practical aspect, I used articles that discuss the ethical and moral
values of leadership such as Abeng (1997), Ali and Al-Owaihan (2008), and Beekun
and Badawi (2005). Also, to incorporate the current and indigenous practices of lead-
ership, I invited an Emirati leader to speak about her leadership experience and the
leadership challenges Emirati leaders may go through. Students enjoyed this activity
a lot because they had the opportunity to interview a local leader and to analyse her
leadership style based on the theories we discussed in class.

Course assignments were also designed to facilitate more learning about leader-
ship in the UAE and Islam. I asked students to select one of these options: create
a short video (8–10 min) on a work or leadership issue/problem (e.g. lack of moti-
vation, coming late to work, ineffective use of resources) and how leadership can
contribute to solving this problem; select a Muslim leader and analyse his/her lead-
ership behaviours based on the theories and concepts discussed in class; or interview
two or three leaders and analyse what effective leadership means to them and com-
pare this with class theories and concepts. This assignment was group work where
each group had to prepare a presentation and towrite a research paper on their project.
Most students selected Muslim leaders such as the Prophet Muhammad, Abu Bakr,
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and Sheikh Zayed to write about. This assignment actually helped them to realise the
practical and emancipatory aspects of knowledge by interpreting leaders’ behaviours,
linking them to class concepts and reflecting on what lessons they have learned from
them. Also, a few of the students (7 out of 42) were working and that helped in
bringing real cases to class discussions and to compare between current and past
practices of leadership.

Since the students and I agreed from the beginning to practice leadership, rather
than learning about leadership, students were expected to behave as leaders who act
as responsible professionals, contributing effectively to class discussions, respecting
other opinions and being open to learning from others. We also agreed to practice
Shura (consultation) since it is central to leadership in Islam. Following the principles
of Shura, I discussed with them the course outline, listened to their ideas and tried
to accommodate their requests. Throughout the course, students were actively con-
tributing to course content by suggesting new ideas and/or topics. The significance
of listening to students’ ideas and trying to accommodate their requests is that they
had ownership in the course, and they were happy that their voices were being heard
as long as they had good arguments to support their points and adhered to the basic
requirements of the course and sound principles for quality and type of readings and
work at the expected senior university level. Throughout the course, I also realised
that students became more motivated and participative when we either worked on
one of their ideas or discussed a local video or work issue in class. Being bilingual
has been a privilege because I can watch and analyse videos of local leaders with
them (however, other instructors may find these videos with English subtitles or ask
for budget to get them translated). At the end of the course, students were grateful for
being treated as professional leaders and for their ideas and opinions being listened
to, which was a good opportunity to discuss that this is what leaders do, they involve
followers, listen to their ideas, and act on them.

Community service was another important practice to use in helping students
build their leadership skills and experience the value of serving and living for higher
goals. We organised an open day for high school students in order to introduce them
to university life. Most of leadership class students participated in this day where
they talked to high school students about their own experiences and took them on
tours around the campus. In reflecting on this activity, one of the students said, ‘it was
a great experience, I felt that I can make a difference and add value to their future.
When I was a high school student nobody did that with me so I did many mistakes’.
Other students were happy with this leadership experience and recognised how good
leadership, even on a simple level, can really make a difference.

The third and fourth aspects of themodel allowedme to use interactive and critical
teaching techniques that help students think critically of the leadership concepts and
what they mean to them as leaders. Using interactive methods such as class debates,
role-play, and simulations keep students motivated and help them think critically
about the different approaches to leadership and select the ones that work best in their
local environment. While students sometimes resist any ideas that contradict their
own views, I found that using critical and reflective practices broadens their minds
and helps them bemore open to new ideas and becomemore tolerant to contradictory
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perspectives. For example, at the beginning of the course we conducted a debate on
whether leaders are born or made. Before the class, I asked them to read broadly
about the topic and come prepared to defend both perspectives. In the beginning,
they were very resistant to this proposal. They believed that they should stick to only
one perspective, which they believe is the right one. I asked them to try it just for fun
and promised that they would enjoy the experience. On the debate day, they came
motivated and excited. They were less concerned about which perspective was right
and more concerned to win the debate. We divided the class into two groups, and
each selected a leader to represent them. Then, we conducted a draw based upon
which the winning group selected the perspective they wanted to defend. I gave them
a few minutes to work together as a group to organise their ideas before starting the
debate. In the beginning, they were not sure how to do it and they were not listening
to each other with many students speaking at the same time. However, by the end of
the first session they learned gradually how to defend their ideas and how to listen
to others and respond to them.

In the second half of the class, we switched group roles—the group that was
defending the leaders are born argument had to defend the position that they are
made. This is the part of the activity that some students found very challenging.
However, one group did a very impressive job in bringing evidence from research
that supports ideas from both perspectives. Since they provided good justifications
for each view, students learned a lot from their arguments and became more open
to new ideas. After the debate, we spent some time reflecting on this experience.
Some students pointed out that they had learned how to defend their ideas and bring
evidence to support their views. Others believed that this activity helped them to
realise that their views are not always right and that they should listen to others
because they may have a more valid point. While this activity helped in increasing
student motivation, curiosity, and interest in the topic, it also helped them to be more
open and flexible in learning from each other. Furthermore, it resulted in more trust
and harmony within the group. In each following class, students used to ask me
whether leaders are born or made and my response was that ‘this is what we are
going to discover throughout the semester’. The debate actually sets the ground for
an ongoing research journey and created a context and purpose to course readings and
critique. Also, the class sizes (17 and 25) were suitable for effective application of
the model because it allowed for communicative action and reflection to take place.

Finally, reflectivewriting that includes student stories and life experiences allowed
them to analyse their own style of leadership and to think of themselves as leaders
and how this learning experience may inform their current and future behaviour.
Throughout the course, students were involved in different reflective writing assign-
ments, in addition to the final exam where they were asked to develop their own
approach to leadership using all the knowledge they gained from this class. That
is, an approach that they believe would work well in UAE business organisations.
That exam helped them think critically about the leadership concepts we discussed
throughout the semester and how to combine the most useful ideas into one theory.
Students’ answers really impressed me. Most of them discussed very important and
critical leadership issues in their theories. They were able to process and combine
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different sources of information to create their own approaches to leadership. In their
final comments on the course, many mentioned that this was one of the best courses
they had in the university since it was about them and allowed them to think and act
as leaders.
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Chapter 4
Leadership Development in the UAE:
Critical Perspectives on Intercultural
Pedagogies in a Graduate Education
Programme

Barbara Harold and Lauren Stephenson

Abstract Perspectives on the interaction between people of different cultures has
changed considerably over recent decades alongside significant changes in higher
education worldwide as the policies of globalisation and internationalisation have
become widespread and neoliberalism has become prevalent in higher education,
characterised by economic imperatives and a trend towards standardised curricula
and pedagogy. Responding to the call of Mullen et al. (Interchange 43:181–186,
2013) for a ‘re-centering of [the] field towards orienting leadership practice…around
issues of pedagogy as opposed to those of management’ (p. 183), this chapter crit-
ically analyses the application of theoretical perspectives to the development and
implementation of elements of an actual graduate leadership programme in a Mid-
dle Eastern tertiary institution. Using a Bourdieuian framework, it first provides a
contextual overview of the nature of neoliberal policy enactments and their impact
on teaching and learning in that higher education setting. It then discusses how the
authors developed and implemented courses within the leadership programme with
Emirati students, drawing on content fromWestern and Arabic and Islamic research
and based on a social-constructivist perspective and a Habermasian ‘communicative
action’ standpoint where it was important for the students to engage in critical con-
versations and discussions to compare and contrast ideas and to adapt them to their
own leadership context. Finally, the chapter reviews the successes and challenges of
the graduate coursework drawing on theoretical views of cultural difference, inter-
cultural education and communicative action, to examine the ‘fit’ between theory
and pedagogical practice in leadership development.
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Introduction

Perspectives on the interaction between people of different cultures have changed
considerably over recent decades from that of multi-culturalism (referring to
exchanges amongst two or more cultures within a nation state) to what is now termed
‘interculturalism’ referring to exchange and dialogue between cultures outside the
nation state (Besley and Peters 2015). Other terminology has been used, sometimes
interchangeably, including cross-cultural and transcultural to reflect shifts in cultural
patterns arising from increased globalisation and population movements. One out-
come of these cultural ‘shifts’ particularly in the last two to three decades has been
significant changes in education worldwide as the policies and practices of neoliber-
alism have been ‘unleashed’ on education systems (Mullen et al. 2013, p. 182). There
has been a corresponding process of internationalisation particularly in higher edu-
cation (HE) (Altbach and Knight 2007). On the one hand, this has resulted in greater
student diversity in classrooms following the outflow of students moving freely from
their own countries of origin to the ‘market’ of universities elsewhere in the world.
On the other, rapidly developing nation states such as the United Arab Emirates and
other Gulf nations have also seen inflows of international expatriate faculty (Kirk
2010). These faculties are seen as helping tomake their universitiesmore competitive
in relation to their international counterparts and/or to develop a market for branch
campuses of well-known universities from elsewhere. In both these contexts, how-
ever, student and faculty cultural diversity can run counter to the prevalent neoliberal
project in HE characterised by a push for increasingly standardised and convergent
curricula and pedagogy.

Recent studies attest to a ‘cultural divide’ that occurs when pedagogies reflect
the dominant culture and policy environment and students’ own cultural perspec-
tives are ignored, misunderstood or undervalued (see Hatherley-Green 2012). Jiang
(2011), for example, writing about the experiences of Chinese students at New
Zealand universities, discusses the ‘intercultural incompatibility’ that occurs in atti-
tudes to knowledge, learning strategies and student/faculty expectations. Her views
are echoed in Hamdan’s (2014) study of expatriate teachers in Saudi Arabian higher
education. The very concept of ‘intercultural education’ is rife with semantic com-
plexities, practical pitfalls and thorny theoretical problems (Coulby 2006) within
which the advancement of understandings of theory and practice can take a range of
analytical pathways.

Mullen et al. (2013) have recently called for a ‘re-centering of [the] field towards
orienting leadership practice and teacher preparation around issues of pedagogy as
opposed to those of management’ (p. 183). This chapter is a response to their call but
rather than offering suggestions about how thismight be done it will critically analyse
the application of theoretical perspectives to the development and implementation
of elements of an actual graduate leadership programme in a Middle Eastern tertiary
institution. Using a Bourdieuian framework, it first provides a contextual overview of
the nature of neoliberal policy enactments and their impact on teaching and learning in
aMiddleEastern higher education setting.The second sectionof the chapter discusses
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how the authors (two Australasian expatriate faculty) developed and implemented
courses within a graduate leadership programme with Emirati students, drawing
on content from western (e.g. Crippen 2005; Fullan 2004) and Arabic and Islamic
(e.g. Al Hinai and Rutherford 2002; Sarayrah 2004; Shah 2006, 2010) research and
literature.

McLoughlin’s (2001) view that ‘culture pervades learning and in designing
instructional environments there needs to be serious debate about issues concern-
ing the social and cultural dimensions of task design, communication channels and
structuring of information if the needs of culturally diverse learners are to be met’
(p. 9) informed the planning of the programme. The pedagogical approaches evolved
from a social-constructivist perspective exemplified in Lave and Wenger’s (1991)
view of learning as a social phenomenon and characterised as ‘active, constructive,
collaborative, intentional, conversational, contextual and reflective’ (Jonasson and
Peck 1999, cited in McLoughlin 2001, p. 14). The authors brought a significant level
of intercultural competence (Deardoff 2009) to their work with graduates, having
taught in an Arab/Emirati context for several years prior. The graduate programme
was based on a Habermasian perspective where it was important for the students to
engage in critical conversations and discussions to compare and contrast ideas and
to adapt them to their own leadership context. What was important was the nature
of the dialogue or what Habermas (1984) termed ‘communicative action’ between
the western teachers and Emirati students that served to ‘transmit and renew cultural
knowledge in a process of achievingmutual understandings’ (Besley andPeters 2011,
p. 8). Dialogue alone is not sufficient for intercultural education; it needs to occur in
an affective context where attitudes such as empathy, curiosity and respect are evi-
dent (Perry and Southwell 2011). A further element in the pedagogical approach was
the integration of technology in a blended face-to-face and online design drawing on
Seimens’ (2004) notion of ‘connectivism’.

The third section of the chapter reviews the successes and challenges of the grad-
uate programme and draws on theoretical views of cultural difference (Trompenaars
and Hampden-Turner 1998), intercultural education (Coulby 2006) and Habermas’s
concept of communicative action, to examine the ‘fit’ between theory and pedagog-
ical practice in leadership development in a Middle Eastern context.

Neoliberal Impact on Higher Education in the Middle East

In this section of the chapter, we provide a contextual overview of the nature of
neoliberal policy enactments and their impact on teaching and learning in Middle
Eastern higher education, specifically in the UAE context and then use a Bourdieuian
framework to analyse some apparent contradictions.

Although the land now known as the United Arab Emirates has been inhabited
for centuries by Bedouin tribes and itinerant traders and merchants its birth and
development as a federation of seven emirate entities has been recent and rapid.
Population growth reflects this; in just over 40 years, the population has grown from
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approximately a half million (mostly Emirati nationals) to the current nine and a half
million, of which 1.4 million are Emirati nationals (Dubai Online n.d.). This growth
has been fuelled by the wealth generated by the export of oil beginning in 1962which
led a change from a largely subsistence economy based on agriculture, pearl diving
and fishing to its current basis of commerce and trade, oil and gas, financial and
business services, real estate, construction and manufacturing, and tourism. During
the latter half of the twentieth century, sons (mainly) of the ruling elites typically
completed higher education at prestigious Western institutions, bringing those ideas
and perspectives with them on their return to the UAE and their movement into
positions of influence within commerce and government. The rapidity of growth
has impacted all sectors of Emirati society and in particular the education system.
Here, we will examine policy activity in this field, specifically in relation to higher
education.

It was during this latter part of the twentieth century that the emergence of an eco-
nomic orthodoxy and political ideology known as neoliberalism occurred. Although
its roots can be traced to the nineteenth century concept of classical liberalism, this
revised idea ran rampant throughout governments around theworld, particularly from
the 1970s, in response to social and economic ‘crises’ (both real and manufactured).
At its core, the ideology of the free market was paramount characterised by minimal
intervention from government, including the privatisation of state-owned enterprises
(e.g. transport and utilities). Checks and balances such as unionised labour and social
welfarewereminimised. By the 1990s,many negative results of the neoliberal project
became evident including increased disparity between high and low socioeconomic
sectors, increased unemployment and poverty, reductions in wages, and fraud and
inefficiencies across institutions (Harvey 2007).

The academic literature dealing with the concept of neoliberalism is replete with
examples and critique, much of which highlights the negative impact of neoliberal
policy and practice. Bourdieu himself was particularly critical of neoliberalism call-
ing it a ‘new type of conservative revolution that claims connection with progress,
reason and science… [that] ratifies and glorifies the rule of what we call the finan-
cial markets, a return to a sort of radical capitalism answering to no law except
that of maximum profit; an undisguised, unrestrained capitalism’ (Bourdieu 1998,
p. 125). Its impact on education policy has also been referred to as ‘social Darwinism’
(Tienken 2013)where certain policy implementations that appear to be objective (e.g.
standardised testing) may actually discriminate against certain groups of students.
On the other hand, Rowlands and Rawolle (2013) warn that while the term is men-
tioned frequently in academic literature, its ‘complex and multifaceted nature makes
it difficult to define and describe’ (p. 1) and that other more nuanced explanations
are needed for economic and political influences on education policy.

During the last two decades of growth and expansion, significant changes have
occurred in the higher education sector in the UAE and it was impacted by sev-
eral factors where the influence of neoliberal ideology became apparent in specific
ways. First, within the government sector, was the rapid growth of international con-
sultancies involving ‘policy borrowing’ from predominantly Western perspectives
and curricula. The higher education national sector was modelled largely on North
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American structure and curriculum content and during the late 1990s and the initial
decade of the new century the consultation ‘industry’ was very active. Consultants
were also brought in from theUnitedKingdom andAustralia. A key driver behind the
adoption of international structures and curricula was the desire of the government
to join the international movement for educational reform and to raise the status of
local universities in world ranking systems. Despite the volume of consultancies, the
process was not uncontested and concerns about its impact emerged from early on.
For example, a prominent tertiary educator warned that:

All higher education colleges and universities are following curriculum of foreign univer-
sities. Instead of following foreign universities, UAE institutions should adopt a local cur-
riculum, ideally suited for the country’s environment. (Nazzal 2001)

This view alignswith Bourdieu’s concern about how ‘globalisation’ and uncritical
policy borrowing can lead to policy and practice disassociated from its original
cultural and socio-historical milieu:

… these commonplaces of the great new global vulgate that endless media repetition pro-
gressively transforms into universal common sense manage in the end to make one forget
that they have their roots in the complex and controversial realities of a particular historical
society, now tacitly constituted as a model for every other and a yardstick for all things.
(Bourdieu and Wacquant 1999, p. 42)

Their view is echoed inmore recent commentary by Samier (2013, inMullen et al.
2013) who notes that external neoliberal and modernisation forces impacting on the
UAE society have led to a shift from traditional social values such as hospitality,
loyalty and tolerance (alongside moral and religious ones) to those such as material-
ism and secularism associated with neoliberal-related practices of industrialisation,
urbanisation and technologisation (p. 216). Samier’s view has been reaffirmed more
recently by Warner and Burton (2017) who note the inherent challenges to, and
potential undermining of local/indigenous forms of knowledge by what they term
‘Western-oriented modernization’ (p. 10) undertaken throughout the wider region.

Currently, there are three government-funded federal HE institutions; UAE Uni-
versity, Zayed University and the Higher Colleges of Technology, but a secondmajor
neoliberal impact on higher education was the rapid entry of branch campuses of
private international universities and other tertiary institutions. Ahmed and Abdalla
Alfaki (2013), for example, note that in a ten-year period from 1997 to 2008, the
number of licensed higher education institutions increased from 5 to 58, including
some branch campuses of foreign universities, attracted by the high economic growth
and private sector investments in higher education. This figure had increased to 71
by 2013 (Ashour and Fatima 2016). Accompanying the rapid growth in HE institu-
tions was the influx of Western-educated faculty in both national and international
institutions. The impetus to employ well-qualified international faculty arose from
four original policy pillars in the 1970s (Fox 2007) and was reinforced by the Min-
istry of Higher Education and Scientific Research and underpinned by the economic
imperative to prepare graduates to contribute to economic growth and development
in the expanding globalised position of the UAE.
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In the flux and flow of the UAE economy, what was termed the ‘education gold
rush’ (Ashour and Fatima 2016) resulted, for some institutions, in some unantic-
ipated problems of low enrolment, poorly qualified faculty and inferior curricula
(Wilkins 2010). The immediate outcome of this was a government requirement for
both external international accreditation of public tertiary entities and the develop-
ment of internal accreditation processes to regulate the private institutions (Goodwin
2006). This aligns with Connell’s (2013) view that the neoliberal project underpins
the recent growth of ‘managerialism’ in universities, where the processes for quality
assurance together with an increased focus on compliance with government regula-
tory requirements have led to a reduction in academic democracy, more centralised
decision making, and a view of students as customers (p. 103).

A perusal of key policy and strategic planning documents over the last decade
and a half provides clear evidence of the impact of neoliberal thinking in the UAE.
The Office of Higher Education and Planning in the Ministry of Higher Education
and Scientific Research (MOHESR; now subsumed within a broader Ministry of
Education), for example, published two key reports focusing on the importance of
access to higher education by Emirati students (MOHESR 2004a), and on the role of
higher education in the future of the UAE (MOHESR 2004b). Two other key reports
from the Office of Higher Education and Planning followed in 2007, one of which
discussed the status of science and engineering education in the UAE (MOHESR
2007a). Neoliberal perspectives were evident here including a comparative ranking
with other countries, and a focus on the need for a competitiveworkforce, programme
quality consistency with international standards and participation in the global econ-
omy. The second report (MOHESR 2007b) set an ambitious direction for the country,
underpinned again with clear neoliberal perspectives. It sets three goals—to provide
educational opportunity for all Emiratis, to ensure high quality education and to
contribute to the UAE economic development. The report also included two action
items calling for regular programme review at the institutional level and institu-
tional accountability and reporting of student outcomes to the Ministry of Higher
Education. These particular items foreshadowed the more recent quality assurance,
managerialist regime now embedded in federal institutions. During this period, the
UAE government also issued major policy documents outlining key strategic goals
and directions for the country, within which higher education featured strongly.

The most recent government initiative for higher education, entitled the National
Strategy for Higher Education 2030, was launched by the Ministry of Education
in September 2017 (Ministry of Education n.d.). The recurrence of specific termi-
nology clearly identifies its neoliberal underpinnings where the focus is clearly on
development of the kinds of technical and practical skills that will support eco-
nomic growth, the labour market, the knowledge economy and entrepreneurship.
The initiative’s four main pillars—quality, efficiency, innovation and harmonisa-
tion—also reflect a neoliberalist agenda which is evidenced further by the inclusion
of managerialist practices such as assessment-based standards, quality control, clas-
sification of outputs and reports to establish transparency to support achievement of
the initiative.
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It is clear that the neoliberal perspective still underpins higher education policy
development in the UAE. At a recent Leaders Forum in Abu Dhabi, for example,
speakers commented on the need for specialised education courses that aligned with
the needs of the jobmarket, and for partnerships to be formedbetween education insti-
tutions, private sector industries, and government bodies (Zaatari 2017). However,
the degree to which neoliberal policy and practice has been actually implemented
within higher education and wider social and economic sectors remain somewhat
ambivalent.

For example, in a recent analysis of the level of success of neoliberal policies in
transforming the UAE federal bureaucracy into a ‘new public management’ (NPM)
system, Mansour (2017) argues that the government has achieved success in some
economic areas (e.g. privatisation of water and electricity utilities, telecommunica-
tions and public transport). However, social services to UAE citizens (free education,
health care, and social welfare) have resisted privatisation due to the nature of gov-
ernment–citizen relationships in the tribal-based society. In Bourdieuian terms, the
habitus of individual citizens within the field of social services is resistant to a free
market approach to the structure and delivery of those services. What is unique to the
UAE is the co-existence of culturally defined ‘patron–client’ relationships alongside
the NPM tools such as e-government, competition, privatisation and quality assur-
ance (Mansour 2017). The influence of local cultural elements on the neoliberalism
process has been discussed elsewhere. Elyas and Picard (2013), in their discussion
of the Saudi Arabian educational context, suggest that greater scrutiny is needed of
the impact of neoliberal reforms on wider social relations (p. 38). While the concept
of ‘globalisation’ implies and standardisation of policy they observe that a concept
of ‘glocalisation’, where local cultural needs impacts the selection, processing and
consumption of neoliberal policy, provides a better explanation of what is happening
in higher education (p. 38).

The foregoing commentary provides an overview of how a neoliberalist agenda
derived from a globalised policy field has influenced policy and practice in a localised
field of higher education in the UAE. In analysing its origin and progress, a Bour-
dieuian perspective can provide some insights. Lingard et al. (2005),while noting that
Bourdieu did not actually write about education policy, claim that his key concepts of
field, habitus and capitals can provide a useful theoretical framework for understand-
ing policy development and implementation. Lingard (2006) further argues that:

Bourdieu’s theoretical stance and methodological disposition allow a way beyond such spa-
tial and national constraints, a necessary position for analyzing and understanding global
effects in contemporary educational policy and the emergence of a global policy field in
education. (p. 291)

In Bourdieu’s conception, individual social ‘agents’ operate within a particular
habitus of values, beliefs, and dispositions and possess varying levels of economic,
social, cultural and symbolic capital that allows them to interact within the structured
social spaces or fields comprising their own logics, laws of practice, hierarchies and
power relations (Lingard et al. 2005).
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Lingard et al. (2005) posit the global field of educational policy as not only an
economic-related field but also a political projectwithin a process of ‘flows’ of people
and ideas across national borders. They go on to argue that while different nation
states possess greater or lesser levels of power ‘the amount of ‘national capital’
possessed by a given nation within these global fields is a determining factor in
the spaces of resistance and degree of autonomy for policy development within the
nation’ (p. 8). Burden-Leahy (2009) develops this idea further in discussing the
conundrum of higher education in the UAE, a wealthy developing nation which
possesses the economic, social and cultural capital to use its education system to
‘reinforce messages about the region, country and religion’ (p. 540) but has not yet
achieved the higher education success expected from extensive consultancies with
Western ideas. She suggests that other global fields are in play that operate to limit
the UAE and other developing nations from entering the globalised policy discourse.
Lingard et al. (2005) suggest a widening of Bourdieu’s concepts to include a category
of ‘cross-field effects’ that would thus allow investigation of the ways that fields and
sub-fields interconnect and impact each other (e.g. the national education policy field
and the bureaucratic field and the social field and the globalised education policyfield)
to explain the apparent contradictions that can occur.

Pedagogical Approaches to the Teaching of Educational
Leadership in the UAE

In this section, we discuss how we co-constructed and implemented courses within a
graduate leadership programme with Emirati students as we worked together over an
eight-year period. We had observed students who arrived with a willingness to learn,
and yet the educational opportunities presented to them provided an overload of
Western content that was not necessarily relevant to critical application in the UAE.
Conger (2013) describes three critical shortcomings that limit classroom experiences
in leadership education and impede the facilitation and transfer of useful learning and
its application to the day-to-day challenges that leaders face: (1) the reality gap, (2)
the skill-intensive gap, and (3) the application gap. ‘Manyof our leadership constructs
fail to identify leadership as a process that is highly contingent and multidirectional;
instead focusing on models or approaches that offer ‘what ifs’ versus actual action’
(Conger 1992, p. 30).

Our pedagogical approach was based on a Habermasian perspective where it was
important for the students to engage in critical conversations and discussions to com-
pare and contrast ideas and to adapt them to their own leadership context. What was
important was the nature of the dialogue or what Habermas (1984) termed ‘com-
municative action’ between the Western faculty and Emirati students that served to
‘transmit and renew cultural knowledge in a process of achievingmutual understand-
ings’ (Besley and Peters 2011, p. 8). Dialogue alone is not sufficient for intercultural
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education; it needs to occur in an affective context where attitudes such as empathy,
curiosity and respect are evident (Perry and Southwell 2011).

In the first instance, we designed the initial course in the programme, one that
would lay the foundations of leadership theory that would infuse the other courses
across a two-year period. We focused on two key aspects—the learning environment
and the course content. As experienced educators, we understood the importance
of the classroom environment to support learning and discourse. Here, we aligned
with McLoughlin’s (2001) view that ‘culture pervades learning and in designing
instructional environments there needs to be serious debate about issues concern-
ing the social and cultural dimensions of task design, communication channels and
structuring of information if the needs of culturally diverse learners are to be met’
(p. 9). With regard to the social dimension, we used the term ‘colleagues’ rather than
student to address our course participants as we viewed them as our professional
school-based contemporaries. This established a classroom environment of relative
equality and reciprocity.

For the course content, our aim was to have the graduates critically compare and
contrast Western and Arab/Islamic theories of leadership. In doing so, we utilised
a variety of themes and paired them, with one article from each cultural context.
Examples of themes included teamwork (Al Rawi 2008; Barry 1991), servant lead-
ership (Crippen 2005; Sarayrah 2004), ethics (Shah 2006; Starratt 1991), shared and
distributed leadership (Al Hinai and Rutherford 2002; Oduro 2004) and teacher lead-
ership (Stephenson et al. 2012; York-Barr and Duke 2004; Demir 2015). In addition,
we asked course members to critically reflect on their own leadership philosophy and
practice and to identify influences on these. Typically, the Emirati students discussed
being influenced by leadership models from family, workplace, Emirati national
leaders, and the Prophet Muhammad all of which are significant in their culture.
This pedagogical approach allowed further opportunities to draw connections to
leadership in other cultural contexts.

To lead change and advance educational outcomes, graduate students in the UAE
require educational leadership courses that effectively prepare them for their transfor-
mational and transformative roles. As such leadership education necessarily values,
and is inclusive of, both curricular and co-curricular educational contexts (Andenoro
et al. 2013). Curricular content recommended for leadership development in post-
graduate students prepares them with knowledge of leadership concepts, skills, dis-
positions and communication strategies needed for effective and ethical leadership.
Experiential learning that is integrated with curricular content enhances the develop-
ment of leadership and communication skills (Benner et al. 2010). The pedagogical
approaches we used evolved from a social-constructivist perspective exemplified in
Lave and Wenger’s (1991) view of learning as a social phenomenon and charac-
terised as ‘active, constructive, collaborative, intentional, conversational, contextual
and reflective’ (Jonassen and Peck 1999, cited in McLoughlin 2001, p. 14). Students
of educational leadership learn well in what Lave and Wenger (1991) term ‘commu-
nities of practice’ that provide relevant experiences, rich feedback, and opportunities
for reflection, as well as social support (Berry 2011, p. 1).



64 B. Harold and L. Stephenson

The authors brought a significant level of intercultural competence (Deardorff
2009) to our work with graduates, having taught in an Arab/Emirati context for
several years prior. Together with the graduate students, we created an exemplar
community of practice, which represented the type of innovative learning environ-
ment that supports development of leadership competencies in aspirant and practicing
educational leaders in the UAE. We took an interdisciplinary approach to leadership
education (Jenkins and Dugan 2013), promoting application across contexts, expo-
sure to multiple ideas, and the recognition of situational influences, such as what
leadership looks like across disciplines and across different cultural contexts. We
re-evaluated the time devoted to conveying and discussing information on leadership
versus the time spent by students reflecting on their own situations and applying
tools to help them successfully navigate those situations (Conger 2013). The stu-
dents engaged in critical inquiry into their leadership experience and behaviours
which provided a unique opportunity for them to learn to actualise their leadership
practices. To support their learning experiences, we compiled knowledge resources
and made epistemological decisions about the content of the leadership courses,
choosing from textbooks, articles, and videos; websites; and workbooks (see Fink
2013). Through this process, we assembled the essential inputs required to facilitate
educational leadership learning for graduate students in their UAE context.

According to Harvey and Jenkins (2014), knowledge, praxis, and reflection are
the three critical elements in leadership programmes. A focus on knowledge pro-
vides opportunities for students to challenge assumptions, theories, models, and
approaches. We encouraged discussion, analysis of case studies and problem-based
learning, and critical reflection pedagogies to ensure an environment conducive to
teaching and learning leadership in the UAE context. These salient strategies are
practical ways for students to develop leadership knowledge, skills and disposi-
tions. Discussion-based pedagogies are frequently used in leadership education (see
Jenkins 2012, 2013). It was therefore critical that as leadership educators we facili-
tated discussions that were intentional and critical. According to Brookfield (2012),
to make discussion critical, facilitators should: (a) focus on members identifying
assumptions, (b) focus on the degree to which these assumptions are accurate and
valid, (c) attempt to fix the contextual validity of assumptions, (d) uncover evidence
for generalisations, (e) keep a record of the links in an ‘inferential chain,’ (f) gen-
erate multiple perspectives and (g) be alert for groupthink. Additionally, criteria for
evaluating whether a discussion is critical include: (a) structures that are in place
to ensure inclusivity, (b) time limits, (c) mutual respect, (d) foci on similarities and
differences that emerge, (e) a shared power differential and (f) active listening as the
primary goal (Brookfield 2012). We used two broad approaches to discussion. Some
occurred in face-to-face classes either with the whole group that allowed for wider
sharing of ideas or in small group formats for more focused exchanges. The second
format used an online asynchronous discussion forum. The class members individ-
ually contributed questions that were related to the course learning outcomes and to
aspects of their own leadership role. They then analysed and grouped the questions
into themes and for each forum the class was organised into small groups with a
discussion leader and a set of protocols to carry it on over a week. The questions
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were based in their own school contexts, but they were expected to respond using
references to both western and Arab/Islamic material from the course. Both types
of discussion were grounded in a social-constructivist framework (Lave andWenger
1991; McLoughlin 2001) that encouraged a critical analysis of intercultural perspec-
tives. The analysis of western content was constantly underpinned by the question
‘How does this “fit” in an Emirati educational context?’

Scholars have alluded to practicing critical reflection—a behaviour that integrates
personal experiences with new learning and understanding—to engage and mobilise
learners to act on new ideas and to challenge conventional thinking in both theory and
practice (Jones et al. 2000; Reynolds 1999). We created opportunities for the gradu-
ates to practice critical reflection both individually and collectively to encourage and
facilitate the important connection between critical thinking and leadership develop-
ment (see also Guthrie and Jones 2012; Stedman 2009). Our experience resonated
with the views of Brookfield (2012), Dewey (1933), Reynolds (1999) that engaging
in critical reflection can create student discomfort and dissonance. Nonetheless, as
Fink (2013) and others assert, discomfort often means learners are really thinking
and consequently really learning. In leadership education, deep reflective learning
requires learners to consider the underlying dynamics of power in the micro-politics
of organisational contexts and to question basic assumptions and practices. For exam-
ple, learners could be required to reassess the power they use in leadership situations
to achieve their desired results (Jenkins and Cutchens 2011).

A further element in our pedagogical approach was the integration of technology
in a blended face-to-face and online design through both synchronous and asyn-
chronous sessions, drawing on Seimens’ (2004) notion of ‘connectivism’ and its
principles that nurturing and maintaining connections is needed to facilitate contin-
uous learning, knowledge may reside in non-human appliances and that obtaining
accurate up-to-date knowledge is the intent of connectivist learning activities (p. 5).
During the synchronous online classes, faculty were aware of specific cultural beliefs
about privacy that can impact the use of virtual classrooms; for example, the graduate
students were working in their home environment where the women would not be
covered with the traditional shayla (headscarf). Thus, to ensure their privacy, the
webcam option was not used by the students but only by the faculty instructor. The
synchronous online environment allowed for small group discussion similar to the
face-to-face context with the added advantage that material could be recorded and
used for further analysis or as a resource for coursework. In addition, it was regularly
used to set up independent meeting times with groups of students to work collabo-
ratively on class assignments. The faculty instructor could join these if requested to
offer additional support. Evaluative data collected from the course participants sug-
gested that the online model was effective, conducive to learning, enhanced student
satisfaction and development and stimulated leadership learning.

Our intentional approach offered here is deeply rooted in graduate student lead-
ership development, leadership education theories and pedagogical approaches, and
it presents a process that demonstrates practices to empower and engage our emerg-
ing leaders. Further, the process supports a foundation for the creation of leadership
learning in the UAE educational context.
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The ‘Fit’ Between Theory and Practice

A review of our intercultural pedagogies in a graduate leadership programme identi-
fies both successes and challenges. One of the main successes was the establishment
of a classroom learning culture characterised by a community of practice (Lave and
Wenger 1991) with our graduate colleagues. During our class sessions, they were
confident to engage in the kind of Habermasian rational communication necessary
for the sharing and exchange of ideas about leadership. The course participants var-
ied from a small number who had recently graduated from university with fresh
ideas, to experienced educational leaders with extensive professional practice and
thus discussions were rich and productive. Occasionally, as in any critical learning
environment, tensions could occur between members, but we encouraged them to
view these as opportunity to use their leadership skills to find solutions.

The second key success was the level of engagement by course participants with
the intercultural material. The readings, activities and assignments we used allowed
graduates to draw strongly on their own cultural experience, both personal and pro-
fessional, to examine their leadership beliefs and values from an Arab/Islamic per-
spective and then relate them to Western material to identify the ‘fit’ with their UAE
educational context. Class members frequently went beyond the course material to
find additional items to support their work. During communicative exchanges, learn-
ing occurred in reciprocal ways. An example of this arose during the analysis of an
article which was about Islamic approaches to educational leadership but was set in
a different cultural context. One of the class members explained to the others how in
that particular context gender factors played out differently to those experienced in
UAE educational leadership. This exposed the faculty instructor to new ideas also.

Coulby (2006) maintains that while it is probably impossible for most people to
fully understand another culture in a pure sense, nevertheless it is necessary to make
an attempt if ‘gateways are to be made through the barriers of language and distance’
(p. 252). This view resonates with the authors’ experiences. A key challenge within
the implementation of the graduate coursewas that of language. Themajority of grad-
uate participants spoke Arabic as their first language and while the faculty instructors
spoke additional Middle Eastern languages other than their native English, they did
not speak Arabic. Thus, an additional invisible barrier was inevitably in place that
impacted the subtleties of intercultural discourse where imperceptible differences in
meaning and context could impact understanding. We attempted to minimise this
where possible by allowing the graduates to converse in Arabic during group dis-
cussion and to ‘check’ their understandings with the faculty instructors in front of
the whole class. In addition, we would sometimes ask the class for the Arabic term
for a key concept and thus allowed for some negotiation amongst the students them-
selves about the most appropriate term. In this sense, we were attempting to utilise a
Habermasian notion of reciprocity and symmetry in dialogue. One of the successes
of our approach was to first use both oral and written forms of communication to
share, compare and contrast ideas across cultural perspectives and second, to allow
for a more personal form of dialogue between instructor and student where the later
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engaged in individual reflection about content, including their emotional reactions
to new ideas and course material. The dialogue in that instance occurs at a secondary
asynchronous level where written feedback is given by the faculty instructor but at
times was followed by face-to-face dialogue where any linguistic queries could be
clarified.

The use of an online virtual classroom (first using Blackboard Collaborate soft-
ware and then Adobe Connect) offered an alternative pedagogical strategy to engage
graduate students in course content. However, it did present some communication
challenges. First, for cultural and privacy reasons, the participants did not use their
webcams, so the faculty instructor had to speak to a disembodied space and thus, the
normal facial expression cues were absent and student reactions could not always
be gauged. Second, there were occasional technical difficulties with microphone
sound levels, or participants being ‘dropped out’ of the system that slowed the flow
and comprehension of communication in a full-class context. The main challenges
occurred during full-class presentation-type sessions, so these were used less often
and the emphasis was moved to ‘breakout sessions’ where smaller groups could
discuss and analyse content and where the faculty instructor could enter and join in
discussion.

This approach allowed for a much higher level of student engagement in direct
discussion. The participants were comfortable with the faculty member entering and
participating in the small group sessions as a level of trust had been established
in faculty–graduate relationships in the face-to-face classes. The trust component
has been identified as a key factor in successful intercultural interactions in the
information technology context (Zakaria et al. 2003;McLoughlin 2007) and the small
group strategy also aligns with McLoughlin’s (2007) advice to provide opportunities
for students to ‘engage in communication and reflection and develop a repertoire of
cross-cultural skills and competencies’ (p. 24).

While the majority of our graduate students were Emirati nationals, there were
sometimes class members from other cultures including Western and other Gulf
Cooperating Council (GCC) nations. In this sense, Habermas’ notion of commu-
nicative rationality took on a more nuanced meaning. Individual values and social
norms could impact on inter-student communication in sometimes unexpected ways.
An instance of this happened in one class where tensions arose between two students,
ostensibly about responsibility for shared group work, but which the faculty instruc-
tor realised were based on a subtler cultural issue related to religious perspectives,
and one that she did not fully understand herself. Despite sensitive intervention, the
tensionwas not resolved. There is a difference here between the ideal of rational com-
munication and the reality of underlying psychological factors, values and beliefs
(Hillier 2003).

The topic of cross- or intercultural communication has been extensively addressed
in the literature, and the work of Trompenaars and Hampden-Turner (1998), extend-
ing Hofstede’s (1983) seminal work on cultural dimensions, is an example of this.
However, much of their work is about negotiation and interaction in business or
commercial contexts and based predominantly on the experiences of males. The
intercultural interaction between the authors and our mostly Emirati female students
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occurred in a collaborative rather than a transactional context and thus does not neces-
sarily align with the dual-dimension typology of Trompenaars and Hampden-Turner
(1998). In this case, it is potentially more useful to consider the views of Buda and
Elsayed-Elkhouly (1998) who note that while a particular dimension of collectivism
may be applied to Arabic societies, there may be tendencies towards individualism
within those societies. Rather than dualities of culture, it may be better to think of
a continuum with opposing dimensions clustered towards each end but along which
groups and individuals may fit at differing points. In this respect, Trompenaars and
Hampden-Turner (1998) suggest that cultures ‘dance’ from their preferred point to
the opposite and back again in cross-cultural exchanges (1998, p. 27) thus allow-
ing for reconciliation of seemingly opposing values. We saw evidence of this where
course members explored similarities as well as differences between cultural expla-
nations of leadership and its practice.

In more recent work, Trompenaars and Voerman (2009) have further explored the
notion of values reconciliation using the concept of servant leadership as a vehicle
for doing so, with its fundamental view that ‘beneath all cultural differences, there is
a common basis, namely, being human’ (p. xiv). This perspective resonates strongly
with our coursework where the graduate students compared and contrasted Western
andBedouin concepts of servant leadership and found a strong commonality between
the two in terms of the espoused humanistic values and practices underpinning each.
These include empathy, listening, awareness, building community, stewardship and
commitment to the growth of others.

Fresh perspectives on the complexities of culture are seen in other contexts. As the
fields of information systems, informationmanagement and information and commu-
nications technology have developed and penetrated globalised systems and virtual
organisations the literature has focused more attention on intercultural issues within
these spheres (e.g. Myers and Tan 2002; Karahanna et al. 2005; Srite and Karahanna
2006). Myers and Tan (2002) challenged the then prevailing notion of ‘national’
culture (Hofstede 1983; Trompenaars and Hamden-Turner 1998) to suggest that in
the field of global information systems culture should be seen as ‘contested, tempo-
ral and emergent’ (p. 11) and that studies of a ‘national’ culture are too simplistic
and suffer from theoretical and methodological flaws. This idea was further devel-
oped by Karahanna et al. (2005) who posit that workplaces have fundamentally
changed through increased globalisation, increased immigration, the emergence of
virtual organisations where members communicate via computer technology and the
growth of sophisticated telecommunications systems (p. 1). They suggest that in any
organisational context individuals operate within six interrelated levels of culture
(individual, group, organisational, professional, national and supranational) and that
their behaviour results from the dynamic interaction of these six levels. Karahanna
et al. (2005) go on to argue that two key components in a culture are values and
practices the former of which is mainly influenced by supranational (i.e. ethnic or
religious) and national levels while practices are predominantly influenced by pro-
fessional and organisational cultures (p. 7). Thus, in the context of our graduate
programme that is concerned with leadership practice, the participants’ interactions
with the faculty and with each other would be influenced by professional organi-
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sational and group cultures, but within the framework of their broader Emirati and
Islamic values (or other national cultures for non-Emirati participants). The initial
theoretical framework developed byKarahanna et al. (2005) appears to provide a use-
ful ‘fit’ to analysing the types of interactions we observed in our work with graduate
leadership students.

Conclusion

Our aim in this chapter was to respond to the call of Mullen et al. (2013) for a ‘re-
centering of the field towards orienting leadership practice … around issues of ped-
agogy as opposed to those of management’ (p. 183). In doing so, we have identified
particular pedagogies for the teaching of educational leadership in an Arabic/Islamic
context, grounded in both a Habermasian concept of ‘communicative action’, and a
social-constructivist perspective that views learning as a social phenomenon enacted
in a collaborative, intentional, active and reflective manner. As Western-educated
faculty engaged in the preparation of educational leaders for mainly Emirati schools,
we believed that it was essential to provide intercultural perspectives about leadership
theory and practice that allowed course participants to critically discuss, compare
and contrast material reflecting their own cultural context with that from a Western
viewpoint so that they could adapt leadership practices that were an appropriate fit to
their schools. In addition to suitable course content, we focused on the development
of the kind of affective environment where participants were treated as colleagues
and where they could freely engage in debate, critical reflection and exchange of
ideas as they deepened their understanding of educational leadership. The estab-
lishment of this community of practice was a key success in our approach, together
with the levels of engagement by course members with the intercultural material. We
also faced challenges related to language and the use of technology. Our experience
showed that, despite some occasional issues arising from student personal interac-
tions, the underlying frameworks of communicative action and social constructivism
provide a sound basis for the kinds of engagement we were aiming for. However,
we found that the dual-dimensional view of culture espoused by Trompenaars and
Hampden-Turner (1998) did not provide an adequate explanation for the intercultural
exchanges occurring in our courses (although Trompenaars’ more recent discussion
about servant leadership did resonate). The more complex theoretical framework put
forward by Karahanna et al. (2005) appeared to relate more closely to the nuances
of interaction that we observed between ourselves and the students and between the
students themselves.

Our commentary has provided a practical example of the development and imple-
mentation of an approach to leadership education in the Middle East in an attempt to
examine the ‘fit’ between theory and practice. In doing so, it contributes to an under-
standing of the ways in which theory and practice are linked and opens opportunities
for further examples of approaches to the realities and complexities of leadership
education in Muslim countries.
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Chapter 5
The Knowledge Base on Educational
Leadership and Management in Arab
Countries: Its Current State and Its
Implications for Leadership Development

Rima Karami-Akkary and Waheed Hammad

Abstract This chapter seeks to expose the challenges and promises faced by educa-
tional leadership and management (EDLM) scholars in Arab societies as they strive
to establish an indigenous knowledge base that is connected to the global interna-
tional scholarly discourse. We examine this issue and consider its implications for
leadership development in the Arab context. Given the relative scarcity of Arab-
related EDLM literature published internationally, our intention is to engage our
international colleagues in the dialogue, hence responding to the multiple calls of
international scholars to expand the cultural bases of the existing knowledge base in
the field. In this chapter,we embrace a broad conception of leadership preparation that
goes beyond initial preparation to encompass induction programmes and in-service
training. The chapter engages with current international trends in educational lead-
ership development and proposes future directions for research and practice in the
Arab region.

Introduction

Over the past few decades, there has been a growing recognition among educational
leadership andmanagement scholars of the link between school leadership and school
effectiveness. Evidence suggests that effective school leadership positively affects
teachers’ professional learning as well as student outcomes and that how school lead-
ers are prepared makes a significant difference (Bush and Jackson 2002; McCarthy
2015; Murphy et al. 2008). This has given prominence to leadership preparation as a
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promising area of research. A growing body of research has been conducted on the
preparation and development of school leaders in different contexts (e.g. Asuga et al.
2015; Barnett 2004; Bates and Eacott 2008; Yan and Ehrich 2009; English 2006;
Gurr and Drysdale 2015; Guerra and Pazey 2016; Orr 2006). Studies focused on
the aims, content, and systems of delivery of leadership development programmes.
Some of this research has focused on the context as it relates to leadership prepa-
ration, indicating that the use of imported frameworks in developing leadership can
be problematic. Researchers are increasingly raising questions about the ‘utility of
knowledge across national contexts’ (Hallinger 1995; Asuga et al. 2015), emphasis-
ing the need for a context-specific conceptualisation of educational leadership and
management (Asuga et al. 2016; Beycioglu and Wildy 2015; Bush 2012; Lumby
et al. 2009).

We argue that developing effective educational leadership programmes in Arab
societies poses challenges that are shared with the rest of the international research
community and yet requires additional considerations that are sensitive to cultural
context and responsive to the priorities and needs of indigenous practitioners. At
the root of these considerations is the development of a contextualised knowledge
base to inform the pedagogical approaches to leadership development as well as the
content knowledge and consequently the competencies that the prospective school
leader ought to possess. We claim that aspiring educational leaders in Arab societies
need to be also prepared to face the pressing demands of globalisation and concur
with our international colleagues that educational leaders ought to be prepared to
be part of ‘global epistemic communities’ (Crow et al. 2008 in Bush 2012) and that
they need to have the ability to balance their commitment to be responsive to their
local context with adopting global trends for conceptualising problems and design-
ing solutions. This is particularly important in developing Arab societies, currently
under sensitive sociopolitical conditions, where educators bear the responsibility to
safeguard a national identity with a specific set of values and beliefs (Richardson
2004), values that are frequently misrepresented and undervalued on the global front.

The purpose of this chapter is to expose the challenges and promises faced by
educational leadership and management (EDLM) scholars in Arab societies as they
strive to establish an indigenous knowledge base that is connected to the global
international scholarly discourse.We examine this issue and consider its implications
for leadership development in the Arab region. While the issue is at the heart of
educational scholars’ concerns in theArab region, we realise that the language barrier
in the region will prevent many Arab scholars from accessing this work. Thus, our
primary audience is international. We aim to engage our international colleagues
in the dialogue, hence responding to the multiple calls of international scholars to
expand the cultural bases of the existing knowledge base (Hallinger 1995; Hallinger
and Leithwood 1996; Heck 1996; Bush 2012). Additionally, this chapter is based on a
broad conception of leadership preparation that aligns with Bush’s (2012) invitation
to address leadership development as a continuum going beyond initial preparation,
to encompass induction programmes and in-service training.

The first part of the chapter highlights current directions of research and prac-
tice found in the international literature. In the second part, we present the existing



5 The Knowledge Base on Educational Leadership and Management … 79

knowledge base available in the Arab educational leadership and management liter-
ature that is relevant to leadership preparation drawing upon recent reviews of this
literature. In the last part, we present the implications of the local and global state
of educational leadership development proposing future directions for research and
practice.

Educational Leadership Development: The International
Context

As a field of scholarship and research, educational management and leadership is
still considered worldwide an emergent field characterised by continuous quest to
overcome conceptual turmoil and build a knowledge base (Bridges 1982; Donmoyer
1999). It is often subjected to critique, especially on whether it provides action-
able knowledge that can inform policy and practice (McCarthy 2015; Murphy et al.
2008). However, the impact of leadership on school effectiveness and the critical
contribution of leadership preparation on achieving this effectiveness at all levels
have become solidly established in the international literature (Bush 2012; Foster
1986; Heck and Hallinger 1999; McCarthy 2015, Murphy et al. 2008).

In the twenty-first century, the role of school leaders is expanding because of an
increase in the complexity of schools as organisations and in the social and political
demands placed on schools as socially impactful institutions. Consequently, edu-
cational leadership is broadly accepted as a ‘specialist occupation which requires
specific preparation’ (Bush 2012, p. 665). For the most part, leadership development
has been almost exclusively targeted at preparing individual educators to assume
formal leadership roles in their institutions. In the West, it was historically focused
on initial preparation of those individuals prior to their appointment to their posi-
tion. Nowadays, leadership development is presented as a ‘moral obligation’, where
development is conceived as a continuum that encompasses initial training, induction
programmes, and in-service professional development (Bush 2012).

Though the practice of leadership has been part of the emergence of schools as
social institutions, attempts at inducing it through knowledge acquisition and skill
development in academic settings can only be tracked to the mid-twentieth century
(Bush2012;McCarthy2015;Murphy2002). In theUSA, thefirst schoolmanagement
course was offered in 1881, but formal principal leadership preparation programmes
started in the 1900s (Donmoyer 1999). TheUSAand fewWestern countries pioneered
the efforts of establishing educational leadership as a field of graduate study in fac-
ulties of education, launching accreditation of preparation programmes for quality
control, instituting licensure requirements as entry to the profession, and establishing
professional and research associations to establish and promote a coherent knowl-
edge base aimed at instilling effective leadership practices (McCarthy 2015; Murphy
2002; Murphy et al. 2008). Consequently, a growing knowledge base emerged and
was documented in specialised journals, handbook of research, books and confer-



80 R. Karami-Akkary and W. Hammad

ence proceedings, mainly in English (Murphy 2002; Murphy et al. 2008). Countries
around the world have been following suit offering researchers’ programmatic com-
monalities as well as unique culturally contextualised practices (Bush 2012).

Within this trajectory of growth, the past three decades have witnessed an emerg-
ing trend in EDLM research characterised by concerted, more focused endeavours
to diversify the global knowledge base in the field (Clarke and O’Donoghue 2017;
Hallinger and Bryant 2013; Mertkan et al. 2017). This has led to a dramatic increase
in EDLM scholarship from developing societies as indicative in the publication in
2008 of the first International Handbook on the Preparation and Development of
School Leaders (McCarthy 2015) and the recent surge of reviews of EDLM research
from Asia (Hallinger and Chen 2015), Africa (Hallinger 2018a), and Latin America
(Castillo andHallinger 2018).Much of this scholarship has been grounded in the lim-
itations of ‘Western’ theories of educational leadership (Blunt and Jones 1997) and
the need to examine and understand EDLM practices within the sociocultural, polit-
ical, and economic context of the society (Clarke and O’Donoghue 2017; Hallinger
2018b; Mertkan et al. 2017).

Despite the noted turmoil and uneven growth of the field, EDLM scholars mark
many recent developments as notable achievements. Examples of achievements are
identified in leadership development programmes in the USA. These include a shift
towards the following: a learner-centred mode of delivery; a move from presenting
knowledge to be consumed by learners to collaboratively creating it (Bridges 2012);
introductions of ethics courses; and an emphasis on addressing the cultural founda-
tion and social justice (McCarthy 2015). Improvements are also noted in the delivery
system as follows: establishing partnerships between district and school practitioners
both in research and in teaching (McCarthy 2015), introducing field-based learning
that permeates all offerings of the programme (Murphy et al. 2008), and adopting a
cohort system (Barnett et al. 2000). Many US scholars have reported that underlying
the above achievements is the establishment of the Interstate School Leaders Licen-
sure Consortium (ISLLC) in the mid-1990s under the leadership of Joseph Murphy.
This consortium currently comprises 45 state education agencies and 11 professional
organisations committed to adopt or adapt the ISLLC standards in policy or statute,
leading universities to align their initial licensure programmes with widely accepted
standards (McCarthy 2015).

However, there is major criticism directed to these apparent achievements, mainly
at how leadership development is conceived, researched, and practiced (Hess and
Kelly 2007; Murphy 2002; Murphy et al. 2008; McCarthy 2015; Levine 2005).
Many scholars questioned the coherence and rigour of leadership programmes as
well as their overemphasis on theoretical knowledge at the expense of practice-based
activities. Moreover, in a comprehensive review of initial leadership development
programmes in the USA, McCarthy (2015) critically pointed at the limitations of
using academic tests (like the GRE) as the sole determinant of leadership potential
of applicants to the programmes. She also criticised the lack of alignment between
the announced emphasis on leadership for learning and the existing curriculum con-
tent, noting that the latter remained unchanged with a dominance of discipline-based
courses. A study by Hess and Kelly (2007) analysed in-depth course syllabi to deter-
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mine what is chosen to be taught in principal preparation programmes. The study
revealed that the category with the highest percentage was ‘technical knowledge’
which dealt with school laws, finances, etc., followed by ‘managing for results’ and
‘course category which dealt with school-level program evaluation and implemen-
tation’ (Hess and Kelly 2007, p. 11).

Researchers agree that despite various attempts to reform, the previous period is
characterised by continuity (McCarthy 2015; Murphy 2002; Murphy et al. 2008).
Upon examination of the reform initiative to rebuild programmes in 54 states in six
states in the USA, Murphy et al. (2008) report that most reform attempts remained
in the margin failing to make changes in the underlying values and professional
beliefs. They explain that designers of new programmes lack imaginative capacity
to innovate and are still operating within the confines of institutions that ‘continue
to approach program change as an administrative function to be accomplished with
the least expenditure of time and resources’ (p. 2186). Additionally, Murphy et al.
(2008) suggest that programme designers lack an actionable theory about their work,
defining actionable theory as lacking a ‘set of generallywell-tested propositions about
relevant phenomena that can be applied in the school setting with confidence that the
action will achieve some intended result’ (p. 2187).

As she reviews research on educational leadership development,McCarthy (2015)
expresses her frustration with the failed attempts at improvement and invites her
colleagues to ‘be open to different viewpoints, to take reasonable—and at times
bold—risks, and to question deeply held values and assumptions’ (p. 431). Similarly,
Murphy (2002) proposes to ‘re-culture’ the profession inviting colleagues to take risk
and move away from traditional paradigms that he considered dysfunctional. Both
stressed the need for a paradigmatic shift that challenges deeply rooted practices,
especially in the academic circles of university preparation programmes. Murphy’s
(2002) call to ‘re-culture’ the profession of educational leadership reflects his bold
position for paradigmatic change. He advocates for a synthesising paradigm rooted
in utilitarianism (Donmoyer 1999) where the emphasis favours valued aims over the
narrow focus on technical knowledge and subject matter. Within this paradigm, he
proposes three key concepts to anchor educational leadership as a profession: school
improvement, democratic community, and social justice. The three concepts provide
these valued aims for leadership development as well as for the educational leader-
ship profession as a whole (Murphy 2002). Using the power of metaphors, he also
advances a new definition of leadership that is aligned with the three concepts and
builds on the accumulated knowledge base: leader as a steward, educator, and com-
munity builder (Murphy 2002). Against the backdrop of this proposed paradigmatic
shift, we would like to conclude this overview by endorsing the recommendations
that Murphy et al. (2008) advanced as holding promise to international reformers
targeting the improvement of educational leadership development in their societies:

(1) working from an outcome-based paradigm; (2) creating a strong platform of actionable
theory; (3) establishing a clear, coherent conceptual focus and foundation; (4) recruiting and
selecting candidates through rigorous, value-based admissions; (5) grounding and integrating
learning through practice- anchored learning experiences; (6) providing adequate support
for technical and adaptive change; (7) replacing a culture of autonomy with a culture of
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community; and (8) maintaining quality and continual improvement through outcome based
accountability. (p. 2173)

Research on Educational Leadership and Management
in Arab Societies

Despite apparent discrepancies, many scholars agree that since Arab societies share a
common language, and several historical and sociocultural features that characterise
them, we can address these societies as a distinct unit for study within existing inter-
national scholarship on educational administration (Hallinger and Hammad 2017;
Karami-Akkary and El Saheb forthcoming). There are promising signals of rising
interest in EDLM research in the region, with the volume of internationally pub-
lished research sharply rising in the last two decades (Hallinger and Hammad 2017;
Oplatka and Arar 2017). However, recent reviews of EDLM research conducted in
the Arab region describe the existing literature as ‘in its infancy’, ‘emerging’, ‘highly
diffuse’, ‘decontextualised’, ‘lacking in programmatic inquiry’, and falling short of
addressing issues salient for policy and practice, which makes it far from the aim of
building a knowledge base (Hallinger and Hammad 2017; Hammad and Hallinger
2017; Karami-Akkary and El Sahib forthcoming; Oplatka and Arar 2017).

A number of scholars point out that this emerging nature of existing Arab EDLM
knowledge base in general, and one that is related to leadership preparation, has
serious implications on practice in the region. One key implication is that most
leadership development programmes have been strictly based on non-indigenous
paradigms and modelled after existing programmes, mainly in the USA and Europe
(Al-Dabbagh and Assaad 2010; Hallinger and Leithwood 1996; Kanan and Baker
2006; Romanowski 2017), thus paying little attention to local realities. Al-Dabbagh
and Assaad (2010) explain that this persists even in the case of programmes that are
being ‘tailor made to the needs of the region’ (p. 3).

The Knowledge Base in Educational Leadership in the Arab
Context

Four recent reviews of existing EDLM scholarship reported a rising interest in
research and practice within this field (Hallinger and Hammad 2017; Hammad and
Hallinger 2017; Karami-Akkary and El Sahib forthcoming; Oplatka and Arar 2017).
Oplatka and Arar’s (2017) review synthesised results from 48 Arab-related EDLM
articles published between 1990 and 2015 in international educational journals.
Hallinger and Hammad’s reviews covered 62 articles published in nine international
EDLM journals between 2000 and 2016. Karami-Akkary and El Saheb’s (forthcom-
ing) reviewed 224 EDLM articles published in Arab journals between 2007 and
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2016 that are accessible through ‘Shamaa’, a local database for Arab educational
research. The studies aimed at understanding how the study of educational leader-
ship is shaped within the social and cultural contexts prevalent in these countries
while highlighting the challenge of building a knowledge base and the applicability
of theories and concepts borrowed from the international literature. Findings revealed
several common features. Generally, this literature was found to be relatively thin in
scope, ‘geographically dispersed’ as many Arab countries were not covered in the
studies identified (Hallinger and Hammad 2017; Oplatka and Arar 2017; Karami-
Akkary and El Sahib forthcoming). In addition, the reviews highlighted other specific
characteristics related to topical coverage as well as conceptual and methodological
limitations. Topical coveragewas found to be ‘highly diffuse’ as evidenced in the lack
of connectedness among the studies (Hammad and Hallinger 2017). Karami-Akkary
and El Sahib (forthcoming) reported that out of 224 full-text articles reviewed, they
were able to extract only ten themes where more than three studies are addressing
the same theme as a research focus. This diffusion limits the ability of reviewers to
synthesise the results of research, hindering attempts at establishing a contextualised
knowledge base.

The reviews also found that the Arab EDLM literature is characterised by a lack
of conceptualisation of how EDLM practices are shaped by the social, cultural,
and political characteristics observed in Arab societies. This is evidenced by the
fact that many studies were found to be decontextualised (Hammad and Hallinger
2017; Karami-Akkary and El Sahib forthcoming; Oplatka and Arar 2017). Karami-
Akkary and El Sahib (forthcoming) explain that Arab researchers seem to focus
on applying methodologically complex statistical tools while keeping a distance
from addressing critical problems of practice that are relevant to their contexts such
as political instability, war-torn communities, economic deprivation and inequality,
religious and ethnic tensions, colonialisation and corruption.

The reviews also revealed an uncritical reliance on Western conceptions while
framing the research studies. Karami-Akkary and El Sahib (forthcoming) found that
many studies adopted conceptions of educational leadership that are widely used in
the international literature, like transformational leadership, learning organisations,
and organisational culture. However, their review pointed at the absence of a cross-
cultural perspective while adopting these international conceptions as theoretical
lenses to interpret leadership practices in the Arab context.

While Oplatka and Arar’s (2017) review concluded that there is limited capacity
for EDLM knowledge production in this part of the world, Hallinger and Hammad
(2017) emphasised the ‘emerging’ nature of the knowledge base, drawing attention
to the similarities with the Western literature at earlier stages of its development. On
the other hand, Karami-Akkary and El Sahib (forthcoming) conclude their review
reporting the presence of what they deem to be ‘promising’ attempts at addressing
issues in administration and leadership that reflect the priorities and concerns in
the local context. They also consider the focused interest on certain topics, though
limited, and the alignment with some key international trends as another promising
move towards building a culturally grounded knowledge base.
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Research on Leadership Preparation in the Arab Region

A number of researchers argue that research into leadership development in the Arab
region has become particularly crucial, especially in recent times, characterised by a
growing recognition of the importance of leadership development and the consequent
rapid expansion of leadership programmes provided by public, private, and non-profit
institutions across the Arab region (Kanan and Baker 2006; Al-Dabbagh and Assaad
2010). As suggested by Jiang et al. (2017), these studies ‘not only contribute to the
knowledge base but also will ensure that school leadership preparation and training
is understood in more culturally and contextually appropriate ways’ (p. 11).

Based on the literature we reviewed, most studies are evaluative in nature. Some
focused on evaluating educational leadership degree programmes provided by Arab
universities. These included a study of the educational leadership programme at
Taibah University (KSA) from the point of view of the educational leaders enrolled
(Abu Jamie 2015), a study of the master’s programme in Educational Administra-
tion and Planning at the Faculty of Social Sciences at Imam Muhammad ibn Saud
Islamic University in KSA (Al-Fantoukh 2015), a study of educational administra-
tion master’s programmes offered by a Palestinian university from the perspective
of a cohort of 23 graduates (Kanan and Baker 2006), and a study of the educational
diploma programme in the College of Education at UmmAl Qura University (KSA)
(Al-Omari 2012).

Other studies aimed at evaluating in-service leadership development programmes
provided for practicing principals. For instance, Shehab (2009) explored the percep-
tions of primary school principals in Ninwa (Iraq) about their school leadership train-
ing programme. Alhouti and Male (2017) carried out a study to investigate the per-
ceptions of Kuwaiti principals regarding their leadership preparation and in-service
professional development needs. Hourani and Stringer’s (2015) study explored the
perceptions of school principals in Abu Dhabi regarding the benefits of their leader-
ship development programmes at a time of educational reform.

In addition to research on principal preparation, a few more studies focused on
preparation of higher-level educational leaders. These included Al-Humaidi’s (2010)
study of the preparation programme offered to candidates of the General Education
Schools Agency in Taif (KSA), Ayesh et al.’s (2011) investigation of the preparation
of supervisors at UNRWA centres in Jordan, Al-Shimari’s (2012) study of the prepa-
ration of educational supervisors in Hail (KSA), and Kanan’s (2005) exploration of
the perceptions of superintendents and their supervisors about the roles and training
needs of superintendents in Palestine.

The findings of these studies showed a variation in the attitudes towards leadership
development programmes. Somewere viewed positively (Hourani andStringer 2015;
Al-Humaidi 2010; Al-Omari 2012), others were perceived negatively (Alhouti and
Male 2017), whereas Ayesh et al.’s (2011) study detected moderate positive attitudes
towards the principal training programme. As for the studies related to evaluating the
effectiveness of university preparation programmes, results showed that the master’s
of Educational Administration and Planning Programme at the Faculty of Social



5 The Knowledge Base on Educational Leadership and Management … 85

Sciences at King Muhammad bin Saud Islamic University is ‘poor’ in general (Al-
Fantoukh 2015). Kanan and Baker (2006) reported a lack of emphasis on important
issues such as political leadership and educational policy analysis and concluded that
the existing university programmes bore the features of similar ones in theWest forty
years ago. Some studies also identified impediments to advancement of leadership
development in the region. They pointed at the highly centralised policies, the lack
of economic resources, and the weak system of rewards and incentives adopted by
universities as key constraints (Al Kadi 2013).

Directions for the Future

Developing effective, culturally relevant leadership development requires a solid,
contextualised knowledge base that can inform both the competencies to be targeted
and the pedagogical approaches suitable for preparing Arab educational leaders.
Reviews of the existing Arab EDLM literature raise concerns about its ability to
contribute to this goal. Interestingly, similar concerns are also felt by international
scholars making them apply to the state of leadership development worldwide (Bush
2012; McCarthy 2015; Murphy et al. 2008). Consequently, Arab researchers carry
a double burden as they are expected to navigate within the confines of both global
and local challenges.

In the absence of an indigenous knowledge base, heavy reliance onWestern lead-
ership development methods and content pose a key challenge as to how to resolve
‘the tension between dominant “Western” perspectives on leadership and “local”
needs and realities’ (Al-Dabbagh and Assaad 2010, p. 11). Hallinger and Leith-
wood (1996) stressed the importance of considering local cultures in the design of
leadership preparation courses. Romanowski (2017) also warned against uncritical
application of Western standards to develop or evaluate leadership preparation pro-
grammes in the Arab region, reasoning that these standards have different meanings
and interpretations in different cultural contexts. Considering the above, we agree
with Kanan and Baker (2006) that Arab countries must shift their focus to ‘develop
local paradigms of administrator preparation programs that spare them the exorbitant
price of maintaining parody with western countries’ (p. 167). We further assert that,
with their knowledge base still in its infancy, Arab scholars have a unique opportu-
nity to restore pride in their cultural heritage and acquire an in-depth understanding
of how the prevailing sociocultural context shapes the demands and aspirations for
developing educational leaders.

From that position, we would like to conclude this chapter by recommending
some future directions that we think may contribute towards this end. A key start-
ing point is achieving a paradigmatic shift. This requires a concerted effort at the
national level where leadership development becomes a strategic goal for policy-
makers and researchers alike. To anchor this paradigmatic shift, Arab policy-makers
should push for adoption of national standards that capture the aspirations of their
societies for effectiveness and ensure their readiness to be key players in the global
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economy. These standards should encompass a profile of Arab graduate, effective
teacher, and educational leader, as well as characteristics of the effective school. As
Murphy et al. (2008) recommend, we propose that these standards are grounded in a
clear, coherent conceptual focus and foundation. This will require local reconstruc-
tion of internationally accepted conceptions like schools as learning organisations,
distributive leadership, critically reflective practice and transformational change, and
grounding them in the context as foundational components of these standards.

Recommendations for Research

On the research front, we recommend that researchers conduct additional, high-
quality reviews of local studies focusing on topical domains that emerged from local
and international reviews.We also invite researchers to examine these studies through
a critical theorist lens that questions the moral imperatives of leadership and gives
priority to addressing urgent issues of practice, especially those pertaining to social
justice. With that, we suggest that Arab researchers remain abreast of international
developments in theEDLMfield, engaging in a critical dialoguewith the international
community and basing this engagement in a local agenda of research that seeks
contextually relevant answers and avoids blindly following international trends in
research and practice.

We also recommend that Arab researchers focus on understanding their context
and explore the impact of societal and cultural factors on leadership practices in their
societies. Contextualising leadership studies will be especially useful in determining
the knowledge base to be taught in leadership preparation programmes (Hallinger and
Leithwood 1996). EDLM researchers (Jiang et al. 2017; Qian andWalker 2014), par-
ticularly in the Arab context (Hammad and Hallinger 2017), have documented a lack
of research studies exploring how leadership behaviours and practices are shaped by
these factors. We believe that conducting more research to explore how these factors
affect school leadership in Arab societies is crucial if we are to localise/contextualise
leadership development and make it a better fit for the Arab local context.

Additional research is needed to understand the processes and skills for leading
school-based improvement (Karami-Akkary 2014). Given the current educational
changes and innovations taking place in many Arab countries, it is not clear how far
the existing principal preparation/development programmes meet the requirements
of Arab school principals to cope with and implement proposed changes. We also
concur with Madsen’s (2010) note that, ‘timely research topics that have immediate
practical applications for the implementation of leadership development programs
are recommended’ (p. 109). This means giving more attention from Arab EDLM
researchers to exploring howArab educators learn leadership. This is because design-
ing effective leadership programmes that meet the developmental needs of learners
depends to a large extent on understanding how they engage with their leadership
learning experiences (Madsen 2010) and how these experiences are shaped by the
values prevalent in their respective societies (Richardson 2004). Another area of
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enquiry is principals’ training needs. Failure to identify these needs can be problem-
atic in the context of increasing pressures on school principals to be more active in
leading educational change at the school level (Jiang et al. 2017).

Recommendations for Designers of Leadership Development
Programmes

On the other hand, and concerning leadership development practice, we recommend
that designers of both pre-service and in-service leadership preparation provision
anchor their programmes in nationally agreed-on standards while enforcing learner-
centred approaches and adopting job-embedded strategies. We also call on lead-
ership development designers to embed promoting a collaborative culture in their
programmes’ designs. This can be manifested through establishing a strong research
and practice partnership between university scholars and school-based practitioners.
Many researchers have argued that leadership development programmes should be
designed and implemented in close collaboration with practitioners and should align
with the professional vision of educational institutions as learning organisations with
all members continuously drawing on theory and research to improve their practice
(Bush and Jackson 2002). A collaborative culture is also reflected in building on
the expertise of veteran educational leaders, supporting them to act as mentors and
coaches to novice leaders.

We also encourageArab countries to develop international collaborative initiatives
in leadership preparation. Bush and Jackson (2002) suggested the establishment of
‘an international network of leadership centers’ (p. 427). These can be aimed at
facilitatingmutual learning in the field of leadership preparation (Murphy et al. 2008).
It would be useful ifArab leadership preparation providers establish connectionswith
existing centres and explore possibilities for collaboration. Thiswould offer exposure
to examples of goodpractice thatwould benefit existing leadership programmes in the
Arab region such as employing external resources and facilitating exchange visits to
widen leadership experience (Alhouti and Male 2017; Karami-Akkary and El Saheb
forthcoming).

We offer additional recommendations that focus on the structure and content of
the training programmes. These include: (1) alignment of the training programmes
with the individual needs of principals and schools, which requires seeking partic-
ipants’ feedback on their future training requirements (Abu Jamie 2015; Amr and
Awawda 2016; Hourani and Stringer 2015); (2) minimising the theoretical aspects
of the training and reinforcing the practical ones through using a wider range of
learning strategies such as study groups, ‘virtual’ provision using seminars and
hands-on activities, incorporating mentoring and internship as important parts of
principals’ preparation programmes, employing external resources, and facilitating
exchange visits among schools to widen leadership experiences (Alhouti and Male
2017; Al-Humaidi 2010; Amr and Awawda 2016; Ayesh et al. 2011; Bush and
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Jackson 2002; Hourani and Stringer 2015; Kanan 2005; Murphy et al. 2008); (3)
enriching courses with topics such as empowerment, creative problem-solving
skills, team collaboration, and coordination (Al Kadi 2013); (4) raising the com-
petencies of trainers and improving training activities (Amr and Awawda 2016;
Hourani and Stringer 2015); (5) encouraging faculty to conduct collaborative action
research maintaining quality and continual improvement through outcome-based
accountability (Bush 2012; Murphy et al. 2008).

McCarthy (2015) concluded her reflections on the evolution and challenges of
educational leadership preparation programmes in the USA admitting that despite
decades of research and practice, scholars ‘do not have all the answers’ and yet assert
that they ‘cannot be paralysed by what we do not know’. According to her, ‘we are
ethically responsible to act on what we do know’ (p. 431). Arab educational scholars
must do just that. Despite the sociopolitical turmoil in the region, they have a unique
opportunity for a fresh start informed by decades of international experiences, a
heightened awareness of the added value of cultural diversity in the knowledge base,
and a growing interconnected international community of researchers. There is a
wealth of local and international experiences among researchers and practitioners
alike that can be explored, examined, and synthesised to inform future directions of
establishing a contextualised leadership development scholarship and practice.
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writing of this chapter.

References

Abu Jamie, I. (2015). Evaluating the educational leadership program at Taiba University from the
point of view of educational leaders. Taiba University Journal of Educational Leadership, 10(3),
389–403. (in Arabic).

Al Kadi, N. (2013). Levels of managerial training for the academic leaders of official universities
in the Northern Province from their point of view. Journal of the Faculty of Education for Girls,
24(3), 670–688. (in Arabic).

Al-Dabbagh, M., & Assaad, C. (2010). Taking stock and looking forward: Leadership development
in the Arab world. Dubai School of Government Working Paper. http://wagner.nyu.edu/files/
leadership/LeadershipDevelopmentProgramsArabWorld. Accessed June 20, 2018.

Al-Fantoukh, A. (2015). Evaluation of the master’s programme in management and educational
planning in the Faculty of Social Sciences from the point of view of students. Journal of the
Association of Arab Universities for Research in Higher Education, 35(1), 33–53. (in Arabic).

Alhouti, I., & Male, T. (2017). Kuwait principals: Preparation, induction and continuing develop-
ment. International Studies in Educational Administration, 45(1), 89–105.

Al-Humaidi, M. (2010). The contribution of the educational leadership training programmes for
the candidates of the general education schools’ assistant principalship in the Taif Governorate
in developing their professional performance: An evaluative study (Doctoral dissertation, Umm
Al-Qura University). (in Arabic).

Al-Omari, M. S. (2012). The suitability of the Educational Diploma Programme in the Faculty of
Education at Umm Al-Qura University for the needs of female students (Doctoral dissertation,
Umm Al Qura University). (in Arabic).

http://wagner.nyu.edu/files/leadership/LeadershipDevelopmentProgramsArabWorld


5 The Knowledge Base on Educational Leadership and Management … 89

Al-Shimari, S. (2012). The effect of a proposed training programme in the light of the European
Excellence Model and Scottish quality management on the efficiency of educational strategic
planning for female the educational supervisors (Doctoral dissertation, Umm Al-Qura Univer-
sity). (in Arabic).

Amr, A., & Awawda, G. (2016). The effectiveness of in-service training programs of educational
leaders in UNRWA Schools in Jordan: A field study. Journal of Educational and Psychological
Sciences, 17(2), 563–598. (in Arabic).

Asuga,G., Eacott, S.,&Scevak, J. (2015). School leadership preparation and development inKenya:
Evaluating performance impact and return on leadership development investment. International
Journal of Educational Management, 29(3), 355–367.

Asuga, G. N., Scevak, J., & Eacott, S. (2016). Bringing a ‘local’ voice to a ‘universal’ discourse:
School leadership preparation and development in Kenya. International Studies in Educational
Administration., 44(1), 25–40.

Ayesh, A., Ayash, A., &Abbas,M. (2011). The effectiveness of an in-service training programme in
developing the competencies of educational supervisors in UNRWA in Jordan from the point of
view of educational supervisors. Al-Najah University Journal for Research (Humanities), 25(5),
1178–1212. (in Arabic).

Barnett, D. (2004). School leadership preparation programs:Are they preparing tomorrow’s leaders?
Education, 125(1), 121–129.

Barnett, B.G.,Basom,M.R.,Yerkes,D.M.,&Norris,C. J. (2000).Cohorts in educational leadership
programs: Benefits, difficulties, and the potential for developing school leaders. Educational
Administration Quarterly, 36(2), 255–282.

Bates, R., & Eacott, S. (2008). Teaching educational leadership and administration in Australia.
Journal of Educational Administration and History, 40(2), 149–160.

Beycioglu, K., & Wildy, H. (2015). Principal preparation: The case of novice principals in Turkey.
In K. Beycioglu & P. Pashiardis (Eds.), Multidimensional perspectives on principal leadership
effectiveness (pp. 1–17). Hershey, PA: IGI Global.

Blunt, P., & Jones, M. L. (1997). Exploring the limits of Western leadership theory in East Asia and
Africa. Personnel Review, 26(1/2), 6–23.

Bridges, E. (1982). Research on the school administrator: The state of the art, 1967–1980. Educa-
tional Administration Quarterly, 18(3), 12–33.

Bridges, E. (2012). Administrator preparation: Looking backwards and forwards. Journal of Edu-
cational Administration, 50(4), 402–419.

Bush, T. (2012). International perspectives on leadership development: Making a difference. Pro-
fessional Development in Education, 38(4), 663–678.

Bush, T., & Jackson, D. (2002). A preparation for school leadership: International perspectives.
Educational Management & Administration, 30(4), 417–429.

Castillo, F. A., & Hallinger, P. (2018). Systematic review of research on educational leadership
and management in Latin America, 1991–2017. Educational Management Administration &
Leadership, 46(2), 207–225.

Clarke, S., & O’Donoghue, T. (2017). Educational leadership and context: A rendering of an insep-
arable relationship. British Journal of Educational Studies, 65(2), 165–182.

Crow, G., Lumby, J., & Pashiardis, P. (2008). Introduction: Why an international handbook on the
preparation and development of school leaders? In J. Lumby, G. Crow, & P. Pashiardis (Eds.),
International handbook on the preparation and development of school leaders (pp. 1–17). New
York: Routledge.

Donmoyer, R. (1999). The continuing quest for a knowledge base: 1976–1998. In J. Murphy & K.
Seashore-Lewis (Eds.), Handbook of research in educational administration (pp. 25–43). San
Francisco: Jossey-Bass.

English, F.W. (2006). The unintended consequences of a standardized knowledge base in advancing
educational leadership preparation. Educational Administration Quarterly, 42(3), 461–472.

Foster, W. (1986). Paradigms and promises: New approaches to educational administration. New
York: Prometheus.



90 R. Karami-Akkary and W. Hammad

Guerra, P. L., & Pazey, B. L. (2016). Transforming educational leadership preparation: Starting
with ourselves. The Qualitative Report, 21(10), 1751–1784.

Gurr, D., & Drysdale, L. (2015). An Australian perspective on school leadership preparation
and development: Credentials or self-management? Asia Pacific Journal of Education, 35(3),
377–391.

Hallinger, P. (1995). Culture and leadership: Developing an international perspective in educational
administration. UCEA Review, 36(1), 3–7.

Hallinger, P. (2018a). Surfacing a hidden literature: A systematic review of research on educational
leadership and management in Africa. Educational Management Administration & Leadership,
46(3), 362–384.

Hallinger, P. (2018b). Bringing context out of the shadows of leadership. Educational Management
Administration and Leadership, 46(1), 5–24.

Hallinger, P., &Bryant, D. A. (2013). Accelerating knowledge production on educational leadership
and management in East Asia: A strategic analysis. School Leadership and Management, 33(3),
202–223.

Hallinger, P., & Chen, J. (2015). Review of research on educational leadership and management in
Asia: A comparative analysis of research topics and methods, 1995–2012. Educational Manage-
ment Administration & Leadership, 43(1), 5–27.

Hallinger, P., &Hammad,W. (2017). Knowledge production on educational leadership andmanage-
ment in Arab societies: a systematic review of research.Educational Management Administration
& Leadership. https://doi.org/10.1177/1741143217717280.

Hallinger, P., & Leithwood, K. (1996). Culture and educational administration: A case of finding
out what you don’t know you don’t know. Journal of Educational Administration, 34(5), 98–116.

Hammad, W., & Hallinger, P. (2017). A systematic review of conceptual models and methods used
in research on educational leadership and management in Arab societies. School Leadership &
Management, 37(5), 434–456.

Heck, R. (1996). Leadership and culture: Conceptual and methodological issues in comparing
models across cultural settings. Journal of Educational Administration, 34(5), 74–97.

Heck, R. H., & Hallinger, P. (1999). Next generation methods for the study of leadership and
school improvement. In J. Murphy & K. Louis (Eds.), Handbook of research on educational
administration (pp. 141–162). San Francisco: Jossey-Bass.

Hess, F., & Kelly, A. (2007). Learning to lead? What gets taught in principal preparation programs.
Teachers College Records, 109(1), 244–274.

Hourani, R. B., & Stringer, P. (2015). Professional development: Perceptions of benefits for princi-
pals. International Journal of Leadership in Education, 18(3), 305–339.

Jiang, N., Sumintono, B., Perera, C. J., Harris, A., & Jones, M. S. (2017). Training preparation
and the professional development of principals in Henan Province, China: Formal and informal
learning. Asia Pacific Education Review, 19(1), 1–11.

Kanan, H. M. (2005). Assessing the roles and training needs of educational superintendents in
Palestine. Journal of Educational Administration, 43(2), 154–169.

Kanan, H. M., & Baker, A. M. (2006). Student satisfaction with an educational administration
preparation program: A comparative perspective. Journal of Educational Administration, 44(2),
159–169.

Karami-Akkary, R. (2014). Facing the challenges of educational reform: Lessons from the Arab
world. Journal of Educational Change, 15(2), 179–202.

Karami-Akkary, R.,&El Sahib,N. (forthcoming). A reviewof studies on educational administration
in Arab countries, Idafat (Shamaa Database 2007–2017). (in Arabic).

Levine, A. (2005). Educating school leaders. Washington, DC: The Education Schools Project.
Lumby, J., Walker, A., Bryant, M., Bush, T., & Bjőrk, L. (2009). Research on leadership preparation
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Nation-Building in Muslim Countries:
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and the Preservation of Values
and Culture
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Abstract Despite the dominance of neoliberal ideology aimed at economic advance-
ment, two of the main purposes of educational systems still is the cultivation of
national identity and the preservation and continued development of social, cultural
and political traditions that shape and sustain national identity and the distinctiveness
of a society. While some argue that Islam and modernisation are incompatible and
to modernise Islamic countries, Islam as a religion, doctrine and political ideology
should be eliminated, it is argued here that there are no inherent conflicts or contra-
dictions between Islam and modernisation and that the Anglo-American approach is
not the only path for modern societies. Muslim countries can find their own path to
modernisation using Islamic principles and Shura as a political ideology. Through
the application of multiple modernities, we suggest that teaching educational lead-
ership can be effectively internationalised and modified to serve cultural and social
heritage and goals of Muslim countries. Finally, we discuss the characteristics of
educational leaders required for nation-building in Muslim countries, arguing that
nation-building efforts should involve an extensive use of historical events, tradi-
tional narratives and literature that aim to explain and convey cultural values and
national ideologies to the new generations. One approach is through hybrid curricula
where international literature can be combinedwithmaterial reflecting the nature and
character of Muslim countries, particularly if presenting the field in an interpretive
and critical manner and taking into account the collective nature ofMuslim societies.
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Introduction

Many Muslim countries are undergoing postcolonial and development conditions,
some relatively new nation states, including the establishment and improvement in
educational systems, and some having to rebuild from recent wars and invasions. The
purpose of this chapter is to determinewhat kind of teaching in educational leadership
is necessary to these modernisation and (re-)nation-building efforts that are able
to preserve national identity, traditions of distinctive social institutions and culture
in an educational globalisation context consisting heavily of imported curriculum,
instructors and branch universities from the West that many believe imperil their
values, identities and organisations and the knowledge upon which they rest (e.g.,
Stewart-Harawira 2005; Stiglitz 2002). The proliferation of branch campuses inArab
states (Miller-Idriss and Hanauer 2011) and programmes delivering a predominantly
foreign curriculum, it is argued in this chapter, do not meet the needs of many
countries where social institutions are distinctively different resulting in educational
administration and leadership failing to contribute to nation-building (see Kanan and
Baker 2006), if not undermining the process in many cases. The chapter will use the
case of the United Arab Emirates as an example of a Muslim country that is going
through rapid development and nation-building processes with a strongly globalised
Anglo-American curriculum.

A number of disciplines foundational to educational administration and leader-
ship have produced more inclusive literature that recognises the legitimacy of other
patterns of national development and interaction aswell as conditions prevalent inter-
nationally. This includes, for example, Berry et al. (1997) three volume Handbook
of Cross-Cultural Psychology, Cohen and Kennedy’s (2013) Global Sociology and
Seth’s (2013) Postcolonial Theory and International Relations and other political
science texts that have begun to include postcolonial perspectives (e.g., Baylis et al.
2014), Farazmand and Pinkowski’s (2006) Handbook of Globalization, Governance
and Public Administration, and security studies (Barkawi and Laffey 2006) as well
as in the general management and leadership fields like organisation studies (Sil-
verthorne 2005). The extensive studies in cross-cultural management are not only
about global conditions, but are being increasingly written from the perspectives of
non-Western countries (e.g., Branine 2011; Madhavan 2011) including postcolonial-
ism (Gavin and Westwood 2010; Machal and Prasad 2003). These recent literatures
also challenge the widespread bias that assumes that Western, especially Anglo-
American, practices are superior and should be imitated, driven in part by Western
accreditation bodies (Altbach 2003; Noori and Anderson 2013), heavily driven by
neoliberal values (Romanowski 2017).

Educational administration and leadership as it is conceived in a few states or
one part of the world can no longer claim to be necessarily relevant to others or
to prepare people professionally for the organisations they will be working in, be
inclusive of diversity, or even avoid disrupting or damaging nation-building process
by challenging values and norms that can occur through educational colonisation
(Suarez-Orozco and Qin-Hilliard 2004). The inadequacy of exported curriculum that
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bears little relevance culturally, or even constitutionally and legally, has been noted
for some time (e.g., Hallinger and Leithwood 1996) and has appeared more recently
(Romanowski 2013). However, there is, as Brooks and Mutohar (2018) claim, a
dearth of research and literature on educational leadership in non-western countries,
including very little on the administration and leadership ofMuslim schools required
to address their individual and societal needs.

To address this problem, this chapter is organised into twomain sections. The first
examines the requirements for modernised nation-building in Muslim contexts and
how the recent theory of multiple modernities contributes to the administration and
leadership of their higher education organisations. The second examines the require-
ments of national identity and the preservation of culture that can serve as a goal in
teaching that forms and sustains national social institutions. The conclusion draws
implications and conclusions for establishing foundational principles in curriculum
and pedagogy that serve the qualities and skills required of Muslims in meeting the
needs of their own countries in fulfilling an administrative and leadership roles in
education that contribute appropriately to economic development, social cohesion,
cultural appropriateness and national solidarity in modernising and nation-building
states.

Nation-Building and the Modernisation Debate

The debate over modernisation based on Western models is associated with a broad
range of economic, political and cultural changes that have tended towards ‘West-
ernising’ influences that suppress indigenous knowledge, skills and styles of social
institutions, significantly affected nation-building efforts. A number of postcolonial
authors have explored the negative effects that a colonising globalisation using an
Anglo-American style of modernisation, including education, has on national iden-
tity. The major critiques include Thiong’o’s (1986) on the colonisation of mind,
Spivak’s (1987) subaltern identity and Memmi (2003) on the destruction of spirit
that affects social relations and social institutions as well as the uncritical adop-
tion of Western curricula and education systems (Foskett and Maringe 2010; Giroux
2002), and more recently ‘epistemicide’ in South American jurisdictions (Hall and
Tandon 2017). There has also been a growing body of literature on this critique in
theMiddle East, notably by Said (1978, 1993) in his Orientalism thesis and concerns
about globalised education in the region (e.g., Fox et al. 2006) as well as critiques
by Habermas (1979, 1984) through his concept of colonisation that can be extended
internationally and Bourdieu (2013) from a critical theory perspective. The literature
now also presents some examples of modernisation in non-Western societies such as
Malaysia, Turkey and the UAEwhere leaders of those countries were able to advance
economic development without sacrificing national identity (Hefner and Horvatich
1997).

The consequences for educational administration and leadership is that the values,
roles, and professional identities are fashioned on a foreign literature and knowledge
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that do not take into account the structure of a different type of society, its social insti-
tutions, including constitution and laws, social and cultural structures and processes,
national aims and goals, styles of decision-making, or policy and organisational pat-
terns. The result for individuals, is that their sense of self, valuational orientations,
determinants of right and good, styles of social interaction, and professional prac-
tices become modelled on foreign practices that for a Muslim country introduces
secularity, materialism and English as the main medium of expression—in effect, as
Khelifa (2010) has found in looking at the UAE case, that women inWesternised pro-
grammes are increasingly changing their behaviour, attitudes and value orientation.
Sánchez (2010) claims that globalisation has negatively affected social structures
and identity referents that provided meaning for individuals and communities, pro-
ducing a dislocation that disrupts identity formation. The argument of this chapter is
not that Western material should not be taught, after all, in any graduate professional
programme, students need to master the field internationally, but that a neglect or
exclusion of Islamic and national curricular content in effect acculturates those with
administrative and leadership responsibilities in a way that distances them from their
own countries. In much the same way that the exclusion of women from various
professional fields both devalues women and does not provide them with the role
modelling necessary to successful participation, Islamic and national traditions are
devalued and no longer serve as suitable goals and values denying students valuable
social and intellectual capital. The hidden curriculum can serve to turn locals into
the instruments of Westernisation. These approaches fulfil at least part of ‘Orien-
talism’—that knowledge, expertise and professionalism comes from elsewhere, and
the rich, complex Islamic intellectual tradition which historically served as a foun-
dation for much European/Western development (Morgan 2007; Saliba 2007) does
not exist.

This applies also to conceptions of modernisation, which is generally taken
to mean imitating a Western, usually American or British approach and
hegemony, quite often taken to be an inevitable development internationally (e.g.,
Luhmann 1991; Parsons 1966;Wallerstein 1974).However, the extent towhich forms
of modernisation and Islam are compatible culturally to allow for the preservation of
national integrity of identity and cultural practices (Habermas 1987; Habermas and
Ben-Habib 1981; Mignolo 2011; Zaidi 2011) depends in part on the degree to which
secular and materialistic values are promoted. More recently a multiple moderni-
ties thesis (e.g., Eisenstadt 2005) has emerged through which cultural and religious
values and identities can be preserved while modernising society. Part of this new
literature is Islamic modernisation studies (e.g., Abdurrahman 2009) that provide
a contrast to conventional modernisation theories and models. For example, Jung
(2017) argues that Islamic modernities are empirically substantiated cases that serve
as refutations of secular models of modernisation and the socio-cultural ‘conver-
gence’ globally that they predicted. Different models of modernisation, particularly
in the Islamic world has a strong historical precedent, since many of the features of
modernisation, the development of technology, professional fields like medicine and
engineering as well as major advances in primary disciplines were made during the
early centuries of Islam when the intellectual golden age formed that both preserved
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classical Greco-Roman and other knowledge while building on these foundations to
put into place many of the foundations, including education and its humanistic phi-
losophy, upon which modernisation came to rest (Al-Khalili 2010; Lombard 2004;
Nasr 2001; Saliba 2007). In other words, Islam is not antithetical to many aspects
of modernisation. For teaching educational administration, this means identifying
features of modernisation and their culturally appropriate use that are in harmony
with Islamic spiritual values concerned with the collective well-being of the society
and which can help fulfil national aims and the development of the research and
education sectors.

For the purposes of this chapter, the word ‘nation’ is taken to refer to a community
or group of people who follow the same law and share common cultural values, her-
itage, history, language and geographic space. Through cultural values, practices and
traditions, members of the nation are emotionally connected (Zajda 2009). There-
fore, nation-building efforts should involve an extensive use of historical events,
traditional narratives and literature that aim to explain and convey cultural values
and national ideologies to the new generations. ‘Nation-building’, therefore, in gen-
eral terms means the building of the social institutions of a nation and gaining their
legitimacy as in state-building, including its history, culture and identity (Jones and
Chandran 2008; Paris and Sisk 2009) aiming at peace, stability and sovereignty, but
towards the sustaining of a national identity (Fritz and Menocal 2007; Lotz 2010),
taken to mean forging a common national identity quite often constructed to replace
multiple identities (Jones and Chandran 2008). This chapter extends these mean-
ings to focus on institutions, culture and identity as sovereign and constructions
to be protected and maintained, although in modified form, during modernisation.
One challenge for authentic and sovereign nation-building is the effect that Western-
style—often American style—modernisation has on a global level on the economy,
politics, culture and social institutions (e.g., Beck et al. 2003).

The multiple modernities movement arising in sociology and political sci-
ence argue for forms that do not have this degree of foreign disruptive effects
(Sachsenmaier et al. 2002). The concept of ‘multiple modernities’ proposed initially
by Eisenstadt (2000) has been investigated in political science (Bowman 2015), as the
‘varieties of capitalism’ in the new political economy (e.g., Streeck and Yamamura
2001) which lends itself to Islamic financing and banking practices, and sociology
(Kohnert 2008), in some cases as ‘varieties of modernity’ (e.g., Schmidt 2006). How-
ever, the implications of multiple conceptions of modernisation have not yet been
investigated to any large extent in educational fields, although authors like Doherty
and Singh (2007) have begun exploring other forms of modernity in higher educa-
tion relevant to the internationalisation of higher education curriculum and pedagogy
cross-culturally to help sustain cultural and social diversity.

The disputes about the definition of modernisation involve decades of critique,
outlined by Inglehart and Baker (2000) from an evaluation of Marxist theory that
informed modernisation thinking to a critical analysis of the post-World War II
dichotomy of American-led capitalist systems of Western and Communist modes
of development affecting many Western and non-Western countries, to postcolonial
critiques of neo-imperialism. More recently, diverging models of modernisation in
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East Asia have challenged an American-centric notion of this kind of success with
some East Asian countries achieving the highest rates of economic growth. The
American-centric model consists of industrialisation and related changes such as
higher education levels, changing gender roles, the nuclear family, secularisation and
(American style) democratisation, with an explicit assumption that traditional values
will be replaced—in fact, traditional values tended to be used to classify societies
as ‘backward’. In addition, according to Inglehart and Baker (2000), this form of
modernisation theory ignored factors like colonialism, imperialism and new forms of
economic and political domination.What has happened, though, in the contemporary
historical record, is that societies follow different modernisation trajectories even
with the same economic development, to a large extent confirming Weber’s (1930)
contention that factors of cultural heritage like religion have at least as large an
influence on social institutions.

The conclusion from Inglehart and Baker’s (2000) large-scale international study
includes five modifications of modernisation theory, all incorporated to varying
degrees in the multiple modernities literature: (1) modernisation takes a variable
rather than linear path; (2) the role of an accompanying secularisation is greatly over-
simplified; (3) the path dependency of religious foundation in the society, whether
Christian, Confucian or Islamic, for example, have an enduring effect on developing
social institutions; (4) while some of the dominating conceptions of modernisation
are ethnocentrically American, the cultural changes occurring in many parts of the
world are quite different, resulting in the USA being a ‘deviant’ case internationally;
and (5) the process is farmore complex than economic development, withmany other
historical and cultural factors have strong and even competing influences, therefore
is ‘probabilistic’ rather than ‘deterministic’ (p. 49).

The historical argument for Islam’s relationship with modernisation belies view-
ing Islam as a barrier, where politics and culture may be much more a barrier than
religion. For centuries during the medieval period, Muslims were at the forefront of
human civilisation, having powerful economy, military services and sciences while
other parts of theworld like Europewere not developing as rapidly. At that time,Mus-
lim scholars and scientistsmade remarkable contributions to all aspects of knowledge
(Lewis 2003), particularly those we associate withmedicine, navigation, engineering
and management, in line with knowledge principles in the Qur’an (Rosenthal 2007).
Rather than impeding modernisation, one could argue that Islam was a driving force
for developing a remarkable civilisation and knowledge base in the past upon which
much that we associate with modernisation is based as the knowledge developed
by Muslim scholars improved sciences and other fields, and institutionalised doubt
(Lewis 2003; Sahide 2012) and scientific inquiry, absorbed elsewhere.

What is important to note here is that this work was conducted within an Islamic
societal framework. However, the case in manyMuslim countries currently consum-
ing Western knowledge is doing so through an uncritical and unmodified applica-
tion of Western curricula to their societies instead of contributing and adding to this
knowledge (Noori and Anderson 2013) and making the adaptations necessary to pre-
serve culture and maintain Islamic values. Hammad and Hallinger’s (2017) recent
survey article of educational leadership and management studies in Arab societies
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demonstrates the pervasive effect of exported Anglo-American style higher edu-
cation: it generally focusses on the literature reviews and theoretical frameworks
from Western societies, a lack of socio-cultural and political Arab contexts, usually
decontextualised, and, implicitly, a lack of Arab intellectual heritage and contem-
porary scholarship in addition to research methodology reflecting Western practices
and conditions. To a large extent, at least in the UAE, this is a consequence of
decisions made to heavily rely in imported programmes and staff (Kirk and Napier
2009), which involves a hidden agenda of secular theories and models, consumerist
values and leadership and administration conceptions that reflect Western societies’
constitutions, legal systems, and institutional arrangements.

One of the critical factors that hindered modernisation in Muslim countries for
nation-building through governance and administrative practices in the modern his-
torical period is the ongoing and longstanding debate between fundamentalists and
liberal intellectuals about secularisation, capitalism, gender equality and democracy
and their compatibility with Muslim values, instead of focusing on education, sci-
entific discovery and economic development, due mainly to the Western model that
assumes secularisation, and particularly forms of capitalism and democracy as pre-
requisites. For example, conservative Muslims argue that Islam is incompatible with
democracy because Islamic law Shari’a was defined in the Qur’an as the word of
God and therefore cannot be changed by elected parliaments. On the other hand, a
number of contemporary scholars argue that ‘democracy is the spirit of the Islamic
governmental system’ contending that the role of democracy is to establish justice
and ensure people’s participation in determining their destiny, which are core princi-
ples in Islamic government and clearly provide a strong evidence of its compatibility
with democratic practices (Voll 2007, p. 173).

Islam has a different approach to democratic practices, known as Shura (consul-
tation), a critical component of leadership and government, which means seeking
insight and advice from followers who are intellectually competent and knowledge-
able about the topic under investigation. The Qur’an describes Muslims as those
who conduct their affairs through the practice of Shura ‘whose affair is [determined
by] consultation among themselves’ (Qur’an 42: 38) and for which leaders need
to ‘consult them [followers] in the matter’ (Qur’an 3: 159), therefore, the Prophet
Muhammad used public fora to seek advice from his companions. Ramadan (2007)
describes how he used critical pedagogies to develop his companions’ intellectual
capabilities required for Shura by asking them questions or by making controversial
statements that encouraged them to engage actively in discussion. For example, he
once said, ‘Help your brother, whether he is just or unjust!’ This statement made
his followers wonder and question how this could happen. After giving them time
to discuss this among themselves, he answered ‘prevent him from acting unjustly!’
(p. 102). Ramadan argues that this critical pedagogy developed followers’ intellectual
capacity, arguing that in order to give useful advice, one needs to be intellectually
competent and knowledgeable. It can also be a means to strengthen one’s leader-
ship capabilities. According to Jabnoun (2012), Umar ibn Al Khatab, the second
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successor of the Prophet Muhammad, well known for his strong character, effective
leadership, and justice, did not send senior companions as his governors in other
countries; he instead wanted them close to him for advice and to correct him when
he made mistakes.

This discussion demonstrates themain differences between Shura andmany forms
of democracy. First, in Western democratic practices the leader accepts the decision
of the majority while in Shura the leader is responsible for making the final deci-
sion after seeking genuine advice from followers. Second, in democratic practices
everyone (in theory) has an equal opportunity to influence the decision whether hav-
ing the knowledge and expertise or not, while in Shura knowledge and intellectual
competency is a prerequisite for conducting effective Shura (Ramadan 2007; Saleh
2002). Muslim leaders should seek advice from everyone but eventually will be more
influenced by those who are experts in the field. Hence, it could be concluded that
democracy is not inconsistent with Islamic principles and beliefs as the Qur’an did
not specify which type of political government to follow (Asad 1980; El Fadl 2003;
Kelsay 2002). It was left to Muslims to select the leader and the political system they
wanted to implement provided that it follows the fundamental principles of Islam,
including the genuine practice of Shura.

Since democracy may take many different contradictory forms and models
(Voll 2007), it is argued here that a Western model of democracy may not be the
best approach to adopt in Muslim countries because Shura would be a more relevant
approach that is consistent with Islamic law. Although, many practices and organi-
sational structures that are not in inconsistent with Islamic principles can be adopted
through policy transfer that makes adequate modifications. Through the genuine
application of Shura, Muslim countries can create their own model of democracy
and political government that distinguish them from Western patterns and mod-
els. Finally, democracy is not a prerequisite to modernisation. Some advocates of
modernisation theory argue that there is one common path to democracy ‘which
begins with socio-economic modernisation and ends with political modernisation,’
so the starting point for Muslim countries could be to generate scientific and eco-
nomic development because citizens who value and appreciate democratic practices
‘emerge as a by-product’ of this developmental process (Ciftci 2010, p. 1444).

Some scholars portray Islam as an ‘antithesis of capitalism, democracy, rational-
ism and reason’, consequently, they argue that Islam and modernisation are incom-
patible and in order to modernise Islamic countries, Islam as a religion, doctrine and
political ideology should be eliminated, partly because they see only the Western
model as the path to modernisation. They consider any alternative form of moderni-
sation as non-modern because it ‘deviated from the ideal-typical Western outline’
(Kamali 2006, pp. 32–37). Unfortunately, proponents of this view ignore other mod-
els and traditions of modernisation, including quite often many European models,
and are at odds with newer developments in sociology and political science. Accord-
ing to Eisentadt (2000), the Western project of modernisation, while enjoying a
historical precedence and being a point of reference, is not the only path to follow.
The term ‘multiple modernities’ challenges the classical theories of modernisation
which assume that the cultural patterns of modernity developed by European coun-
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tries would be the only models that should be followed by other countries. Many of
the modernisation movements in non-Western countries followed a different anti-
Western path and ‘yet all were distinctively modern’ (p. 2). Consequently, Muslim
countries can find their own path to modernisation, one that is based on Islamic
principles and Shura as a political ideology.

National Identity and the Preservation of Culture

Despite the dominance of neoliberal ideology aimed at economic performance, one
can still argue that two of the main purposes of educational systems is the cultivation
of national identity and the preservation and continueddevelopment of social, cultural
and political traditions that shape and sustain national identity and the distinctiveness
of a society. From this identity perspective, the roles of educational and related
leadership at the governmental and governance levels carry a heavy responsibility for
ensuring that educational organisations operate in ways that help shape and support
the formation of national identity, as well as use a curriculum and pedagogy that
meets these aims.

Identity studies with a broader diverse and international scope have developed in a
number of fields in the last twenty years ranging from professional role and national
to the cosmopolitan and transcultural, particularly in interdisciplinary psycho-social
and cultural studies. Some of themost significant, for example, are Côté and Levine’s
(2002) Identity Formation, Agency, and Culture, Weinreich and Saunderson’s (2005)
Analysing Identity:Cross-cultural, Societal and Clinical Contexts, De Anca’s (2012)
Beyond Tribalism: Managing Identity in a Diverse World, Kendall et al. (2009) The
Sociology of Cosmopolitanism: Globalization, Identity, Culture and Government,
and Nordin et al. (2016) Transcultural Identity Constructions in a Changing World.
These fields are becoming increasingly important for the considerations they raise
across disciplines and are critically important in the internationalisation of educa-
tional administration that can inform policy-making, pedagogy, curriculum develop-
ment and research design.

In the context of the Middle East and Arab minorities, studies are appearing
that focus on Arab identity and its implications for a number of fields and societal
sectors. There are several important factors identified in this literature that need to
be considered for educational administration and leadership, among which are the
following:

1. Arab countries, like many others, have a stronger collective than individual iden-
tity (Chhokar et al. 2007; Findlow 2005), which in the UAE context means that
educating and training people should support the collective social structures and
institutional practices such as the extended family and tribal identities that both
inform national identity and at times also competes with it;

2. A majority of Arabs are Muslim, for whom Islam is a central feature of their
concept of self, values and their identity formation as well as the foundation for



102 E. A. Samier and E. S. ElKaleh

legal and ethical systems. Islam has a long history of highly developed principles
and practices aimed at the good of society that should play a strong role in any
curriculum (Lee 2014);

3. The diversity of Arab cultures has to be recognised and included in the develop-
ment of curriculum in order to present accurately differences in social institutions
(e.g., Arar et al. 2017; Lee 2014);

4. Islam and the Arab world have a long and highly developed intellectual tradition,
much of which informed the development of higher education and disciplines
in Europe, that has long been ignored (Morgan 2007) but which is an important
feature in the formation of national identity that should reflect the knowledge
traditions as part of the historical memory that is generally the responsibility of
a public education system (Smith 1991) and for administrative and leadership
training should apply to any formof professional development since acculturation
and socialisation are necessary dimensions of these roles;

5. The Middle East has a very long history of administrative and leadership devel-
opment that one can trace back 5000 years that includedmany features associated
with modern administration in structure and function, including law codes that
included very early on highly developed mediation and arbitration guidelines
and were more highly developed in the Muslim caliphates (Liverani 2006);

6. An educational administration and leadership curriculum should address post-
colonial issues through a critical perspective and reflection, both from for-
mer colonial periods and in the neocolonisation through globalised education
since not all foreign influences are benign or serve national and cultural goals
(Arar et al. 2017; Rhea 2015; Samier 2017);

7. Because leadership identity as a part of national identity is a social construction,
not only as an organisational process but in educational development where
curriculum and pedagogy are critical parts of the active reflection that shapes
identity (Wertsch 2012) as well as through dialogic social interaction examined
in critical discourse analysis (Wodak et al. 2009).

One aspect of identity in the Middle East for a majority of people is Arab cultural
identity, a highly complex and multi-levelled construct. To some extent, it is supra-
national, united to some extent by language (Carmichael 1969) yet takes different
forms in each nation and tribal and cultural groupingmaking it a highly contested, yet
identifiable, concept (Phillips 2013). It would bemore accurate to refer to ‘Arabisms’,
since the construction for identity purposes varies across individuals and groups,
to varying degrees attached to a transnational concept, for some a more national
identity, and for others a strong tribal affiliation. There are also issues of Arab identity
reformation among those who are minorities in Western states, for example, in the
USA (Haddad 2011) and the UK (Aly 2015), where hybrid identities form. For
Suleiman (2011), part of Arab identity is how the Arabic language acquires symbolic
value, particularly in symbolic violence in conflict situations (large-scale and micro-
levels in everyday life) where the boundaries of identity and group affiliation are
established (Bernstein 2000).
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Important also to Arab identity, for a majority is an Islamic identity, which, how-
ever, varies in cultural expression producing a diversity in how Islam is understood
and practised (Hughes 2013), affecting the construction and expression of Arab iden-
tities. Critical to an Islamic identity is character development that meets the char-
acteristics identified in the Qur’an and Sunnah that are expected of all people, but
which is even more important for those working in education, and particularly those
who have power and influence—those in administrative and leadership positions.
There is an increasing number of sources now on the requirements and qualifications
of those in administration and management (Ali 2005), in leadership (Beekun and
Badawi 2009), and recently several sources in educational administration (e.g., Arar
and Haj-Yehia 2018; ElKaleh and Samier 2013; Brooks and Mutohar 2018; Shah
2015).

The most important characteristics for educational leaders in this literature are
the following: (1) Tafakkur, or using critical reflection that measures actions against
higher-order values or foundational principles and which is necessary in setting a
vision and a pragmatic plan that can be implemented; (2) Ikhlas, sometimes defined
as sincere conduct that can be taken as reliability and an indication of integrity;
(3) Nasiha good counsel, in the sense of accurate and principled rather than out
of self-interest; (4) the use of Shura or consultation that requires collaboration and
cooperation; (5) Ikhtilaf , or dissent in the sense of considering a range of differing
opinions and judgments and necessary to the process of Shura; (6)Maslaha, or acting
in the common public interest or the good of society; (7) Amr bi’l ma’ruf wa al nahi
an al munkar, or the responsibilities to encourage right behaviour and discourage
the wrong which is partly achieved through acting as a role model (Qudwa Hasana);
(8) Hisba, or accountability to the community and society, while also encouraging
collective responsibility; (9) Adle, or justice, sometimes interpreted as Insaf in the
sense of fairness and equality; (10) Amana, or honesty and the avoidance of deceit;
(11) Ihsan, being kind; (12) Tafawut or tolerance, particularly of other belief systems;
(13) Taeataf , exhibiting a cluster of characteristics associated often with humanism,
compassion and empathy; and (14) Sabar, or patience. Also stressed in the Islamic
tradition is humility andmodesty (Tawadae).And, of course, belief,which is intended
to underpin all of these characteristics as they develop in the individual and their role
constructions, and all future thought and action for which they are answerable to
Allah and which are critically important in times of hardship or distress.

There are implications for research methods in educational administration and
leadership of Arab and Muslim identity. Some forms are more conducive to research
participants expressing the subjectivity of their sense of identity through autobio-
graphical forms especially in ways that reflect a number of its manifestations ‘as an
ideological concept, a national affiliation, a cultural belonging, and a political entity’
(Anishchenkova 2014, p. 2). Since the Arab Spring increasing identity clashes have
surfaced over local and foreign identity conceptions from autocratic regimes, democ-
racy movements, as well as through the renewed Western influence in much of the
Middle East. There are many changes in the Middle East that create contextual con-
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ditions that need to be addressed in designing research studies, including geopolitical
changes since the end of the ColdWar, modernisation effects, invasion, and civil war
that cause changes for identity on macro- and micro-levels due to changes in culture,
social organisation and institutions, political systems, and economic structures and
practices (Mutua and Sunal 2004).

Conclusion: Curricular Requirements for Leadership Roles
in Islamic Contexts

There are a number of implications from the above discussion and conclusions one
can draw about teaching educational administration and leadership in Muslim con-
texts. First, there are no inherent conflicts or contradictions in teaching the field for
modernising states, as long as one is not tied to a particular form of Western mod-
ernisation theory. If one accepts multiple modernities, including those that are not
secular or materialist, teaching educational leadership can be effectively internation-
alised and modified to serve the cultural and social heritages and goals of Muslim
countries. One possible approach to this is through hybrid curriculum where interna-
tional literature can be combined with material in the field reflecting the nature and
character of other countries, particularly if one is presenting the field in an interpretive
and critical manner.

Secondly, the field needs to develop and expand into foundational principles that
include culturally appropriate practices that take into account to amuch higher degree
contextualisation (Miller 2017). Education administration, like other fields, has been
challenged to modify its approaches or develop new ones that are grounded in a con-
textual understanding of historical and indigenous character (see Bourdieu 2013).
Such advances have been made recently in this direction, by Dimmock and Walker
(2005) and Reagan (2005), for example, on principles of international and compar-
ative educational administration that recognise national and cultural differences. A
small body of literature in English has emerged discussing those character and per-
sonality traits, as well as expertise and skills, needed for nation-building and mod-
ernisation in Muslim countries that derive from Islamic and international knowledge
that contributes appropriately to economic development (including Islamic financ-
ing), social cohesion, national solidarity, and a promotion of culture (e.g., Ali 2005;
Beekun and Badawi 2009; Elkaleh and Samier 2013; Green 1997; Shah 2015). The
focus for many countries is the leadership qualities and skills that allow for effective
ways to meet the nation-building and modernisation challenges while preserving
social institutions. This necessitates educational administration and leadership pro-
grammes that are informed by historical narratives and contextual experiences as
well as global and cross-cultural knowledge and practices (Kymlicka 2000; Moorosi
and Bush 2011; Parolin 2010; Zajda et al. 2009). Curriculum and teaching have to
take into account culture and other aspects of the context (Ayman 1993) as well
as different approaches to leadership required internationally taking into account
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language, belief system and values, and social organisation in the society (Dorfman
et al. 1997). Teaching methods and pedagogies should also recognise and support the
collective nature of Muslim students. This requires developing the curricula towards
more structured and supportive learning environments that encourage and promote
group learning and team assignments and provide more intellectual and emotional
support for students. These approaches also allow for the practice of shura within the
class context, and opportunities for students to acquire or strengthen their leadership
skills.

Thirdly, to achieve successfully these goals, a much greater attention needs to
be paid to the impact of curricular content in the field on identity formation. Cur-
riculum and pedagogy are not neutral or benign; they have a profound impact on
how postgraduate students construct their leadership identities, assume what qual-
ifies as good or preferable practices that affect the professional decisions they will
make, and on a more macro-level shape what is considered to be good policy and
governance. An underlying principle here is that of Bourdieu and Passeron’s (1990)
reproduction thesis: if one teaches people a foreign model with its shaping of values,
identity, etc., it will be reproduced to at least some extent. Any form of teaching car-
ries with it a hidden curriculum unless one practices a critical level of self-reflection
and knowledge of the context and promotes this in the curriculum one designs and
the pedagogical practices one performs. In other words, teaching as an expatriate in
a foreign culture requires knowledge and understanding of the culture one is going
into and perhaps should require a qualification.

What stands out starkly in terms of identity formation in the teaching of many
expatriates in the Middle East, and the teaching and supervision of Arab Muslim
graduate students in Western countries (who return to their countries to work in a
professional capacity influencing the shaping of their social institutions, especially
in Anglo-American contexts), is the almost exclusive use of a leadership canon that
is primarily Anglo-American with occasional sources from Europe and other parts
of the world. Teaching is a performativity that carries within it embodied values and
conceptions (Alexander et al. 2005), itself a possible carrier of a hidden curriculum,
particularly important in administration and leadership studies, where it is not only
the curricular content one is conveying but the manner in which one does it that
affects others’ identity formation. Since, as Bardhan and Orbe (2012) claim, identity
is also found in communicative interaction. The teaching of educational leadership
in a wholly English language, with content that is predominantly Anglo-American,
will have an effect on how identity, particularly leadership identity will form and
assumptions made about education and knowledge.

Teaching administration and leadership to those in another cultural tradition,
Michie (2014) argues, requires that some form of formal or informal acculturation
needs to take place in order to teach what is necessary and relevant to those who pro-
fessionally need to work in their own countries. Otherwise, one’s activity contributes
to a power imbalance related to what Said discusses in his Orientalism critique—that
there is a hierarchy of knowledge and learning that is prejudicial. Teaching attitudes
can take many forms on the part of expatriates, often held unconsciously and usually
without sufficient critical self-reflection, falling into threemain categories for Samier
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(2014): public servant to the country one is teaching for; cultural diplomat, covering
more than one tradition; and intellectual imperialist.

The frequent borrowing of educational administration and leadership fromWest-
ern countries does not take constructive approaches since quite often constitutional
and legal systems are ignored and other organisations and social institutions are
not taken account of, whether through teaching or consultancy. However, there are
ways in which this can be done in a culturally sensitive manner through policy and
curriculum transfer by building on Islamic foundations and then drawing from the
West where appropriate. One of the major current problems is that not all countries
the neoliberal ideology and market-based aims informing much of Anglo-American
education. National identity for leadership consists of values for both end goals,
types of social relation and interaction, ways of thinking and acting, knowledge in
the field, and conceptions of authority, obligation and responsibilities that go into
constructing a leadership role.
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Chapter 7
Locality, Leadership and Pedagogies
for Entrepreneurship Education

M. Evren Tok and Cristina D’Alessandro

Abstract Embeddedness and local cultures and contexts are key in the development
of entrepreneurship. Embeddedness is cultural, territorial and networked. All these
aspects have to appropriately translate into entrepreneurship education, training and
curricula. Entrepreneurs must be able to understand and translate values and culture,
as well as the knowledge of their territories, into their work and practices. After
a literature review, this chapter showcases these principles through the example of
Islam as a cultural foundation for Arab countries and societies. Leadership and poli-
cies may have a great role in encouraging these processes and designing appropriate
policies and regulations sustaining entrepreneurship education in line with national
needs and aspirations. The example of Qatar is presented in the chapter as a use-
ful one to this extent. The Qatar National Vision 2030 indicated the path to follow
with the need to diversify the economy through entrepreneurship development in the
country. In a global world, entrepreneurs must be both embedded in local/national
realities, capable to respond to social needs, but also able to integrate global markets
and value chains and compete with other entrepreneurs. This is a challenge for which
embedded values and moral behaviours may be useful in the end.

Introduction

This study concentrates on embeddedness and local context in the development of
entrepreneurship. It argues that the nexus between entrepreneurial knowledge acqui-
sition, behaviours and experiences of entrepreneurs, and the moral bases of a society
(the impact of cultural traits, norms, and values) have been understudied. Therefore,
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the paper aims at fulfilling the following. First, it explores the modalities, scope
and gaps of raising home-grown leaders via entrepreneurship education within the
Qatari ecosystem. Secondly, it aims to incorporate local social, moral, traditional,
cultural and sustainability aspects of entrepreneurship in building the next gener-
ation of entrepreneurs. Studies suggest that encouraging the leadership training in
entrepreneurship promotion and entrepreneurship education in Qatar will stimulate
the mindsets and skills of students, school leavers, women, adult learners as well as
those already engaged in entrepreneurship activities by helping them understand the
real benefits and opportunities in entrepreneurship.

The discussion revolves around the premise that entrepreneurship (and its edu-
cation) is an embedded process. Although an ‘entrepreneur’ is inherently an ‘indi-
vidual’, educators and the providers of entrepreneurship should be cognisant of the
forms of sociality, spatiality, community as well as various norms, codes and sym-
bols that define cultural traits. A second aim is to share some recent initiatives from
Qatar’s dynamic entrepreneurship ecosystem and its evolution that illustrates the
importance of bringing ‘context’ to entrepreneurship education. ‘Entrepreneurship
education’ (EE) entered the mainstream literature decades ago and has captured the
attention of policy-makers and members of the private sector in many countries.
Starting with the comprehensive report of the UNESCOWorld Conference in 1998,
EE has become a pillar of national economic development strategies (Greene et al.
2014). Nonetheless, the existing literature suggests the lack of a global definition
for it, and its scope differs according to the needs and standards of each country,
territory or the population it serves. In this sense, this paper coins the terms ‘localis-
ing entrepreneurship education’ for the first time as a novel, creative and innovative
contribution in a transformative manner. It is transformative because ‘localised’ ver-
sions of EE would supplement ‘off-the-shelf’ types of models and help different
stakeholders, entrepreneurs and end users in the entrepreneurship ecosystem.

The impact of culture on entrepreneurship has been a rather understudied area
with existing studies often looked into the perceptions towards business, attitudes
towardswork andwealth, and leadership (Chell andKarataş-Özkan 2014). This study
focuses on an often-underestimated factor in defining the entrepreneurial nature of
a society, which is culture and the ways within which economic behaviours are
embedded in various cultural and social institutions, codes, scripts and structures.
Entrepreneurship, viewed as one of the main dynamic economic factors in a country,
is affected by underlying cultural traits of societies. More importantly, this enhances
the existing ways and pedagogies of delivering EE by diagnosing the specific scope
and types, shaped by its unique culture and traditions.

As such, the growing interest in entrepreneurship can be harnessed as a catalyst
for economic diversification efforts and its education. In this study, the growing
interest and its impact will be analysed in a locally sensitive and informed manner by
highlighting the characteristics of entrepreneurial leadership qualities and formations
thatwork best in theQatari and theGulf context. By studying these qualities, localised
versions of EE that are provided in tandem with traditional/conventional values and
ways can be developed. In order to pursue these goals, an initial step is to explore
the qualities of EE and its practices that have been yielding fruitful results and the
instances in which the results have been negative.
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Research Methodology

This study employs an exploratory analysis of cases of leadership and EE. The analy-
sis of the current literature on locality, leadership andpedagogies for entrepreneurship
provided broad perspectives for the conceptual and theoretical frameworks for EE
in Qatar. The literature employed was used in gathering important facts in regard
to the management and development of EE both internally and externally. Semi-
structured in-depth interviews were used to determine the relevant trends of what
the present situation reveals and what has happened in the past. Selected appropriate
literature was used as a foundation for this study. As such, the activity involved the
use of periodicals, bulletins, journals and any other possible source of secondary
information.

Background

Entrepreneurship pushes people to seek opportunities beyond what they can control;
hence, itsmanagement requires the capacity to influence andmotivate others, culture,
processes and systems. Entrepreneurial leaders have to have visionary skills that can
enable them to engage with teams in identifying, developing and taking advantage
of opportunities so as to gain competitive advantage.

Entrepreneurship leadership calls for an education that should offer courage, social
interaction skills, experiential and reflective methods that inspire business capabil-
ity (Roomi and Harrison 2011). Other skills offered include risk-taking, strategic
initiative establishment, proper decision-making and problem-solving (Roomi and
Harrison 2011). In their study, Roomi and Harrison (2011) establish that corporate
entrepreneurship, which is properly incorporated with leadership education, permits
accessibility to entrepreneurial aspects that students are less inclined to encounter
hence offer creativity, innovation entrepreneurial culture, teamwork and organisa-
tion skills among others. Entrepreneurship has turned out to be a definitive aspect
of business around the world. Currently, women have become part and parcel of
entrepreneurship even in the Muslim context. According to social capital and suit-
able sociocultural theory, it offers a significant contribution towards the growth of
sales and employment rates in organisations. Nonetheless, features such as person-
ality, behaviour and attitude are important for growth. Within Islamic societies when
women-owned businesses grow, it must be critical that EE is offered to people so that
socio-economic values and related factors are integrated (Roomi 2011). Pistrui and
Fahed-Sreih (2010) opine that in the Gulf, economic development and entrepreneur-
ship have led to the need to learn about entrepreneurship hence making EE essential.

EE began in the 1990s in its first phase when the questioning of trait theories
became necessary. By the end of the 1990s and the onset of 2000s, there was an in-
depth evaluation of entrepreneurship learning as the second phase. The third phase
came in 2005 when the methodologies and approaches of teaching entrepreneur-
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ship were perceived as important. Afterwards, it was necessary to establish who the
entrepreneurial teacher is and the kind of setting that could facilitate entrepreneurial
behaviour before Phase Five of EE could begin (Hägg and Kurczewska 2016). As
Phase Five occurred, there was a need to determine how entrepreneurial identity
development happens, the ethicswithin it, andhow tohave a sustainable entrepreneur-
ship situation. As such, there are two different approaches to EE: the first approach to
entrepreneurship is European, while the second is more generally Anglo-American
where ontology, epistemology and axiology are used and related learning paradigms
look into the theories of teaching and learning, didactics and pedagogy as well as
learning and teaching practices with explicit versus implicit focus, respectively. In
the teaching of entrepreneurship, the philosophical view based on contextual and
cultural foundations is what provide the root of behaviour. According to Hägg and
Kurczewska (2016), there should be consciousness, utilisation of present learning
theories and attributes derived from the context in which entrepreneurship and the
objectives of EE will operate. In addition, the content, methods, and setting must be
entrepreneurial. What is important is that the past and present must be integrated in
order for EE to be successful and be consciously connected to reality. It is important
to note that ethical issues are focal in EE because they guide educators to make
conscious and knowledgeable decisions (Hägg and Kurczewska 2016).

An evaluation of European EE shows that there has been a global significance in
the long-term learning process. The universities have been major agents (Volkmann
and Audretsch 2017) by considering the advancement of entrepreneurial knowledge,
attitudes and techniques, which can empower learners and allow them to think and
act entrepreneurially so as to realise opportunities and substantively apply learned
knowledge. Therefore, innovative teaching processes in various countries have been
used to shape and design business programmes and spin-off activities. Besides, gov-
ernment support is vital in offering entrepreneurship programmes. The exploration
of entrepreneurship programmes in Europe served in the adoption of Sustainable
Development Goals within the Nation’s 2030 agenda, and it stressed a focus on
quality dimensions instead of simplistic quantitative approaches. The EU strategy
targets lifelong learning, in which entrepreneurship is preferred as both a start-up
practice and training where more knowledge is offered to individuals (Volkmann and
Audretsch 2017).

According to Volkmann and Audretsch (2017), the use of external stakehold-
ers, having the required resources, and addressing institutional issues offer a quality
education. Besides, learning of many lessons and regional educational networking
impacts on EE because it offers intent and knowledge. The consideration of curric-
ular, extracurricular teaching and suggestion of entrepreneurship formats is essen-
tial in targeting various groups within the EE packages (Volkmann and Audretsch
2017). An evaluation of innovative, thematically wide teaching, broadly geograph-
ically inclusive, transferability based and diverse higher education institutes serve
as the best study samples for any study. In Volkmann and Audretsch’s (2017) study,
such cases demonstrated that state policy, external support, and the nature of educa-
tion influences entrepreneurship. Furthermore, when university settings have room
for students to become involved in entrepreneurship, then their skills are action-
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oriented. Furthermore, the programmes tend to be more effective when they priorise
the meeting of real entrepreneurs, and stress success, trust, courage, testing ideas, as
well as learning which is multidisciplinary and practical (Volkmann and Audretsch
2017). By embedding entrepreneurship within the regional context, Lund Univer-
sity developed consistently transformational educational strategies that consistently
reflected teaching activities (Volkmann and Audretsch 2017). In embedded EE, gov-
ernment strategies become important, and so, the funding and continuous structuring
of it offer worthwhile training that is often innovative, organised and intensive tar-
geting various groups of people (Volkmann and Audretsch 2017). Consideration of
locations, timing, formal evaluation, and informal evaluation as well as the use of
both experienced teachers and mentors assists in the proper teaching of EE.

In the Middle East, which is just getting into free market systems, EE has become
an essential tool of the successful transformation process, but religion is the driving
force for business performance and entrepreneurship. The economic, geopolitical and
cultural aspects of Islamic societies influence entrepreneurship and private enterprise
growth through values that define gender and family participation in entrepreneurship
and appropriate practices.

In entrepreneurial situations, moral issues are common. Generally,
entrepreneurs face such issues while making a choice between the pursuit of
self-interest and maintenance of normative entrepreneurship ethics. In essence,
some of them even perform very poorly, especially when faced with some ethical
challenges (Gangi 2017). Furthermore, some never consider at all the moral aspects,
which emerge in these kinds of situations. As such, they lack moral awareness.
Moral issues erupt in entrepreneurship when people pursue self-interests and forget
about the sustenance of normative business ethics. Such a conflict results in wrong
decision-making and poormoral judgment that cannot permit self-regulation (Byrant
2009). When one has moral reasoning, decisions are made through moral consider-
ation; hence, information collection and ethical choices become the amplifying and
dynamic process through which personal pursuits and organisational information
processing are conducted. Meanwhile, a lack of such awareness has an important
significance in the sense that such individuals would unlikely consider the moral
aspects in deliberating and making decisions. Therefore, moral awareness serves as
the foundation of moral reasoning and ethical decision-making.

Presently, moral awareness has been relatively neglected in the entrepreneurial
literature. Instead, scholars have placed the focus on the processes within moral rea-
soning by business people such as moral judgment and making of decisions. Accord-
ing to Bryant (2009), the level of an individual’s self-efficacy will have an impact
on the manner in which an individual reacts to different aspects of entrepreneurship
situations. An individual who has strong entrepreneurship self-efficacy might have
higher chances of being confident and having an obligation in entrepreneurship cir-
cumstances, together with a strong sense of moral identity and great determination
in upholding moral principles and proximal self-direction. Therefore, such a person
may attendmore strongly to damagewithin entrepreneurial states. On the other hand,
an individual with weak entrepreneurial self-efficacy might display a weak sense of
moral identity through lack of commitment and confidence in such conditions. Still,
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such individuals might still have a higher concentration on the social values and dig-
ital self-guidance, depicting the admiration for ethical compliance in entrepreneur
conditions (Bryant 2009). As such, the roles of business people are instances of a
decision to become an entrepreneur. While the cognitive representation and data are
presented to an economic controller in the foundation for deciding, such a person is
located within a social context which has an impact on the depiction and educational
processes. Besides, entrepreneurship results from the creativity, drive, and commit-
ment of individuals. That way, the business environment can influence the nature and
behaviour of entrepreneurs.

Entrepreneurship plays a great role in a country’s process of economic growth.
Generally, it creates employment opportunities, enhances the level of technologi-
cal innovativeness and stimulates development. Based on the dynamic perspective,
entrepreneurs serve as agents of change. Since entrepreneurship relates to the start of
new businesses, it enables people to experiment with new techniques, introduce new
products or even create new marketplaces (Periz-Otiz and Merigó-Lindahl 2015).
In Qatar, entrepreneurship advancement is one of the areas that has been incorpo-
rated by the government to assist in the diversification of its economy. In this case,
entrepreneurial training and education programmes have been initiated as policy
instruments to nurture novelty and enhance entrepreneurship progress. This imple-
mentation is founded on the trust that entrepreneurship edification and knowledge
preparation could assist in constructing a solid individual character while equipping
learners with the correct set of skills and knowledge for starting their own business,
thereby contributing to jobs for persons in diverse sectors of the economy. However,
despite such a programme existing in Qatar for several years, very minimal research
has been done on this topic and the number of available studies is quite a few. In
spite of many nations having analysed and explored the context globally, there is
a limited literature that concerns these topics in the Qatari context (Periz-Otiz and
Merigó-Lindahl 2015). Even the ones that exist do not take into consideration the
connection between the knowledge of its economy and EE. As such, the gap in the
literature is obvious and there is an unquestionable requisite for research to cover the
gap.

The aim of this study is to build on this initial research by delving into the expe-
rience of training and EE in Qatar. This examination will assist in identifying the
experience of Qatar while providing a glimpse into its drawbacks and strengths if
they are available. The importance of this research stems from the need for a mutual
comprehension on the significance of EE and preparation of techniques for the Qatar
economy and its function in fulfilling the needs of the country and the intent to
develop a diversified and knowledge-based economy (Gangi 2017).

Theoretical Framework

The theoretical lens of this paper is built on the concept of embeddedness. Commu-
nitarianism is an articulated social form, and the link between commodified capitalist
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class processes and non-commodified production is, in turn, embedded in other eco-
nomic and cultural practices. In embedding economic actions, both the social and
cultural are operational. According to DiMaggio (1994), culture as shared collective
understandings can be constitutive and regulative. It becomes constitutive through
the ‘categories, scripts and conceptions of agency’ (Swedberg 2003, p. 42) that shape
the way ‘we conceive, define, and rationalise decisions’ (Hess 2004, p. 166), and reg-
ulative through the ‘norms, values, and routines’ (Swedberg 2003, p. 42) that govern
our decisions and action. In short, the categories, values and norms that emerge from
culture shape the actions and decisions of agents.

Communitarianism varies across localities, but in general involves three types of
embeddings (Hess 2004):

• Societal embeddedness: This type of embeddedness highlights the importance
of an actor’s provenance. It is related to the social structures that influence and
shape the actions of individuals and collective actors within their respective soci-
eties. Social embeddedness involves cultural embeddedness, which relates to the
role of historically established societal power relations, cultural imprints and
heritage. Societal embeddedness refers mostly to the power of prominent local
tribes/families who have built the city’s economic infrastructure and have helped
to build communitarian efforts and influence spatial practices. These actors can
give life to their cities and can use their hegemony over other urban residents.
Thus, it is not surprising that the social coalitions produced through the active
leadership of these locally hegemonic families generate controversy as they often
involve significant pressure on the local population.

• Territorial embeddedness: This type of embeddedness refers to the extent to which
an actor is anchored in a particular territory or place. In Anatolia, this type of
embeddedness manifests as strong ‘city identities’. Many of the businessmen sur-
veyed by Hess noted that their primary motivation was to improve their city.
Economic actors become embedded in the city in which they live and work and, in
some cases, become constrained by the economic activities and social dynamics
that already exist in those places. When the attachment to the locality is strong, it
can increase the efficiency of cooperation and coordination among business people
and help to mobilise their philanthropic agendas.

• Network embeddedness: This type of embeddedness describes networks of for-
mal and informal actors and includes the institutional and organisational capacities.
Network embeddedness can be seen as the product of a process of trust-building
between network agents that is central to successful and stable relationships. Net-
work embeddedness is related to societal embeddedness with regard to the role
of, for example, religion and sect establishments, as businesses often benefit from
connections based on Islam. These bond and trust mechanisms can reach beyond
cities and the urban scale, especially when local entrepreneurs target connections
abroad.
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Literature Review

Entrepreneurship as an Embedded Process

In addition to its economic base, entrepreneurship is a social process that is embedded
inmultiple non-economic realms. For instance, a common depiction of entrepreneur-
ship rests on individual behaviour. Is the individual the only agent undertaking the
entrepreneurship process? The answer to this question is both ‘yes’ and ‘no’. The
‘yes’ part is quite obvious, as the entrepreneur is usually the individual seeking out
opportunities. Entrepreneurial process entails a cognitive dimension before ideas are
put into action. Entrepreneurial initiatives are preceded by intense preparatory stages
that are mentally demanding. Obviously, the ‘individual’ is theoretically at the centre
of this process; however, as this process evolves, the individual endeavour starts to
connect with other structures. It is this phase in which the transformative power of
entrepreneurship is disguised in its collective nature.

The collective nature could be understood in diverse ways and methods. Cox and
Mair (1988, p. 307) have identified an integral characteristic of place-based actors
in their discussion of ‘local dependence’, a concept that refers to the dependence of
various actors (such as entrepreneurs) on the reproduction of certain social relations
within a particular territory. Cox and Mair’s local dependence make us think about
the ways economic actors, such as entrepreneurs, build their ideas by capitalising
on various forms of embeddedness in their local contexts. For instance, they benefit
from ‘societal embeddedness’, which corresponds to the social structures that influ-
ence and shape the actions of individuals within their respective societies. Social
embeddedness involves cultural embeddedness, which relates to the role of histori-
cally established societal, communal, tribal relations, cultural imprints and heritage.
Societal embeddedness means that entrepreneurs need to be well informed about
the realities and dynamics of societal structures. In a way, it is a rejection of the
tendencies that individualise entrepreneurship. Entrepreneurs have social objectives
in addition to economic ones. Mobilising societal resources and articulating them
to economic resources is what entrepreneurs should do more and more. In order to
preserve their attachment to their societal bonds and unleash more innovative and
creative undertakings, entrepreneurs need to frame their mindsets by acknowledging
societal embeddedness and balance social justice and economic profit. This balance
does notmean that entrepreneurs are less successful; in contrast, community building
and profit-making go hand in hand.

Another kind of embeddedness is related to the network. This type of embedded-
ness describes networks of actors and includes the institutional and organisational
capacities that could be utilised by entrepreneurs. Entrepreneurs are embedded in
different kinds of networks. In fact, this type has a significant intersection with the
societal embeddedness, as some networks are already formed around societal bonds.
The third kind of embeddedness pertains to the territory. This type of embeddedness
refers to the extent to which an actor is anchored in a particular territory or place.
For instance, why would an entrepreneur choose to invest in his or her own ‘land’
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despite having some other overseas entrepreneurship opportunities? The answer is
not that easy. It is quite complex.

It is true that economic globalisation created a strong sense and perception of
a ‘deterritorialised’ world and ‘place’ has been losing its importance, as the world
becomes a ‘global village’. This is, however, not the entire picture. To start with, the
entrepreneur has a locality, a place and a sense of that place. Multiple belongings,
identities, history and bonds coexist. In other words, ‘territory’ is not entirely lost
when an entrepreneur performs its cognitive and practical actions. The answer to
the question raised above is related to the territorial attachment or as Cox and Mair
referred to as ‘local dependency’. Local dependency should not be understood as an
obstacle, but it canbe an empoweringmechanism. In fact, this is true formanykinds of
embeddedness. They signify deviations from accounts of explaining entrepreneurial
trajectories; however, their existence creates more opportunities than limitations if
correctly and smartly diagnosed.

Implications of Embeddedness in Qatar

The need to study societal, network and territorial embeddedness for entrepreneur-
ship and its education in Qatar has strong resonance with the Qatar National Vision
2030 and its development plans. The Qatar National Vision aims at ‘transforming
Qatar into an advanced country by 2030, capable of sustaining its own development
and providing for a high standard of living for all of its people for generations to
come’ (QNV 2008: 2). One of the key challenges identified in this document pertains
to modernisation and preservation of traditions. In many ways, QNV 2030 and its
human, social, environmental and economic pillars make implicit and explicit con-
nections to the importance of these forms of embeddedness. As clearly stated in the
QNV 2030, it is crucial to balance modernisation with tradition. Searching for the
moral basis of entrepreneurship in this regard could help identify new articulations
between globalisation and localisation, religion and capitalism, culture and markets
and, finally, betweenmodernisation and tradition. Identification of these articulations
is important to scaffold Qatar’s transition to a diversified knowledge-based economy
and to allow Qatar to attain global competitiveness through its rising entrepreneurial
spirit, as we witness very closely Qatar’s expanding and deepening entrepreneurship
ecosystem.

Social capital is a successful export from sociology, because it facilitates attain-
ment of goals among actors. There are social networks that receive opportunities
of using the financial and human capital for defining the community perception.
Through community structures, social control is built and a demand for complemen-
tary societal resources obtained. The environment within which business is operated
too determines the culture values and strategic orientation of a business (Thornton
2011). In teaching EE, culture, human and social capitals have to be considered
because they make entrepreneurship a whole. The social embeddedness view of eco-
nomic and social behaviour argues that as civilisation moves further along its track
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of modernisation and development, economic transactions become more and more
decoupled from kinship relations and are more accustomed to influential rational-
ity. As such, it relates to the role of historically established societal, shared, tribal
relations as well as cultural imprints and heritage (Tok and Kaminski 2018). In refer-
ence to Qatar, the societal embeddedness implies that entrepreneurs need to be well
informed about the realities and dynamics of societal structures.

According toTok (2017), societal embeddedness inQatar corresponds to the social
arrangements that impact and shape the actions of personalities within their corre-
sponding communities. As such, it involves cultural embeddedness, which relates
to the role of historically established societal, shared, ethnic relations and cultural
heritage. Meanwhile, entrepreneurs ought to be well informed about the truth and
changes in societal frameworks. So as to preserve their attachment to their societal
ties and unleash more inventive and creative undertakings, entrepreneurs will gain
from decision-making mindsets thus conceding societal embeddedness by matching
social justice with monetary income.

Ramadani et al. (2017) opine that Islamic entrepreneurship and management are
now essential in EE because Islam as a religion is now highlighting the significance
of business activities which is improving the society at large with restrictions aim-
ing to reduce harm to society. They also argue that the incorporation of the social,
economic, ethical and environmental aspects is important and must be parallel to the
Islamic law. Further, arguments indicate that a consideration of cultural uniqueness
of Islamic markets is increasing since many people desire to be involved in business
and interdisciplinary perspectives have to be considered for the right processes to
be utilised in business. Islamic knowledge carries ethical values that one must learn
if undertaking entrepreneurship so as to manage business well. Besides, with the
internationalisation of Islam to the global market, every entrepreneur has to learn
how to accommodate Islamic laws and requirements for social economic develop-
ment (Ramadani et al. 2017). However, the context of a entrepreneurship is important
because it offers sense, meaning and action orientation in the process (Bråten 2013).

Bråten (2013) discusses how social networks, collective obligations and demands
of home communities are the influencers of economic spheres and value conversion.
While the Chinese are willing to engage in business in other worlds through self-
experience, the Indians are unwilling to let others on their premises and they guard
business secrets because of low trust in strangers. That makes them visible in the
local market than global. Local communities offer shares, comic, material space and
social life that is shared in amanner that gender-age or class-specific ideas are applied
in business. Similarly, wage work and flexibility are based on the readiness of local
people to hire others or be hired.

Abrief look at theAmishpeople shows that they are a humility-based entrepreneur.
According to Dana (2007), Protestantism encourages self-restraint and accumulation
of assets in capitalism,while Buddhists consider privatised ownership of industry and
business hence favouring competition unlike Hindus, Christians and Muslims. For
example, Islam teaches comprehensive holistic global development. Amish people of
Pennsylvania owner partial universeswheremutual accommodation, cooperation and
tolerance hence resist modernisation. With the value for economic development, the
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Amish have managed to maximise monetary profits in tobacco farming. However,
the Amish reject government support and consider family operation; hence, they
export buggies and quilts through middlemen.

Territories and Networks Territories as Tools of Embeddedness
in Qatar

A different type of embeddedness relates to network affiliations in Qatar. Basically,
this describes networked players and comprises the organisational and institutional
capabilities that could be exploited by entrepreneurs (Tok 2017). In fact, this concept
of networks has a substantial connection with that of societal embeddedness; it is
obvious that some networks are formed around social bonds. In terms of territorial
embeddedness, this refers to the extent to which a player is anchored in a specific
place or territory. While it is obvious that economic globalisation has created a
perception and a strong sense of a deterritorialised world and place, this has been
losing its importance in Qatar.

To enhance young people’s knowledge and their contribution to the economy, the
organisation introduces learners to critical thinking, innovation and new business
ideas. This gives other business organisations a chance to shape their impending
workforce (Ennis 2013). To realise these objectives, INJAZ offers free training pro-
grammes that cover work readiness, entrepreneurship and financial literacy to youths
in Qatar. As the largest educational partnering organisation of local business com-
munity in Qatar, INJAZ provides entrepreneurship education programmes, services,
programmes in preparatory schools, high schools, universities and at youth centres
across Qatar. It is increasingly recognised that leadership and entrepreneurship play
an essential role in economic and social development.As a result, policy-makers, edu-
cators’ researchers and practitioners have shown a specific interest in comprehend-
ing these phenomena. Leadership and entrepreneurship study have covered different
aspects such as behaviours, traits, personality, skills and knowledge. Apparently,
these elements are shaped by the sociocultural setting. Qatar Development Bank as
the largest financial entity set up by an Emiri Decree supports SMEs in Qatar. Qatar
Development Bank also provides support to entrepreneurs in starting up businesses
and offers various Islamic financial products.

Qatar Business Incubation Center focuses on incubation and helps entrepreneurs
in various ways to start up their business, provide supplementary services and orient
towards obstacles to grow initiatives and survive in the market on a long-term basis,
whereas the Qatar Finance and Business Academy aims to raise the qualities of the
business environment in Qatar by offering various tailored programmes to individual
and organisations. Silatech as Member of Qatar Foundation promotes job creation
and economic opportunities in the MENA region. Silatech as a regional organisation
emphasises innovative enterprise development with an extremely large network of
organisations in the Arab world and will be contributing immensely to the commu-
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nication of research findings as well as dissemination of findings to larger audiences
in the Arab world. Similar ecosystems also exist in the rest of the world.

In Europe, for example, there is a rich diversity of teaching methods, approaches
and strategies for delivering and managing entrepreneurship training in higher edu-
cation. In the past year, entrepreneurship education has gained global significance as
a lifelong learning process. At universities, the main focus of entrepreneurship edu-
cation is primarily on the development of entrepreneurial skills, knowledge and atti-
tudes that enable learners to think and act in an entrepreneurial manner by potentially
realising those opportunities. In one study within the industry of tourism, Morrison
(2006) found that organisational context motivates the survival of an entrepreneur-
ship activity because it builds the structure that is instrumental in the operation and
intensification of business.Moreover, themanagerial capacity, emotional attachment,
financial ability and potential growth are determined by organisational behaviour,
the available resources and how they impact on entrepreneurial outcomes (Morrison
2006). On the other hand, Fayolle (2007) purports that there have been changes and
demands in an entrepreneur’s techniques and skills such that innovative and modern
methods of teaching entrepreneurship are necessary. Within the cultural context, EE
must intervene in the culture of various societies and how they enhance or limit busi-
ness. In the institutional context, Fayolle (2007) argues that a multifaceted teaching
of various paradigms that determine entrepreneurial goals and successful business
ventures has to be facilitated. He also argues that the national context too ought to
highlight what happens in an entire state business while the political contest trains on
massive public investment and evaluation of decision-making, such as in the context
of Brazil where classic economic theory has served in offering a radical change in
entrepreneurship with individual and collective dreams turning into business activ-
ities and learning. The use of consultants, technicians and evaluations has fostered
economic development. Furthermore, a research on women and entrepreneurship
globally has emphasised on past experiences, role modelling, social learning and
stereotypes that are culturally defendant so as to prevent financial stagnation. In aca-
demic institutions, both business and non-business students are now being taught
entrepreneurship educations somehow.

Contemporary leaders and global agenda call for ethics because it is an aspect of
great significance in economic activity and overall business practices. Be it small- or
medium-sized entrepreneurship as a form of business activity that serves the social
phenomenon of individuals, private and social lives of people are supported through
its commercial activities (Staniewski et al. 2015). Entrepreneurship is the backbone
through which many nations build the economy because employment is advanced in
it. Besides, the living standards of many people are improved through entrepreneur-
ship such that levels of social unity are promoted and the social marginalisation
situation prevented. Through entrepreneurship market competition is changing and
revived asmore new technologies are changed, fresh products and services are created
and enterprises are built. In this case, entrepreneur ethics serve in the management of
the SMEs and shaping the reputation of these business activities while shaping the
satisfaction, comfort and suitable setting for people working in business firms. The
treatment of business structures as humanorganisations, the protection of the interests
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of the stakeholders through the defence of their respect and the provision of morally
permissible aspects are imperative in offering fair play in business (Staniewski et al.
2015). Within business ethics, entrepreneurial values serve as professional assets
since it is functional in operating business. Professional ethics require reflection
on the standards and norms of behaviour and practice in the business profession.
Entrepreneurs have particular behaviour that they exhibit towards business when
they make decisions. Since business activity often requires creativity, valuing time,
effort, anticipated reward, as well as risks that are involved in it (Staniewski et al.
2015). The ethical dependency aims at the constructive thought that maintains human
dignity and builds honour. In the present time, people are engaging in business to
grow rich; hence, their thoughts skip religious ideology with creative efforts pursued
to ensure there is a generation of more money. Economics and theorists have reached
a consensus that growing rich is part of the morally correct behaviour, yet it has to be
constrained within particular limits of social and economic reality so as not to build
negative consequences in life (Staniewski et al. 2015).

In a free market, there are democratic systems that offer rules about how business
has to be conducted. However, there is no freedom to dowhat can harm others; hence,
morally correct practices and behaviour become the keynote of a free market for it
gives direction to how business people can cooperate and conduct entrepreneurship
in a just manner (Staniewski et al. 2015). This aspect has resulted in making business
people understand that their activities should not only be confined to making profit
since safety is necessary and that makes every business entrepreneur an agent of
social responsibility through which the negative effects against human well-being
have to be controlled so that discrimination of social groups, destruction of the natural
environment, social costs and negative effect of a business are prevented (Staniewski
et al. 2015). Entrepreneurial ethics encourages the reflection of several special issues.

Based on various cultural beliefs and religious values, entrepreneurship could
be perceived as illegitimate and unnatural hence not worth taking part in it. Such
values share the entrepreneurial environment because it might provide or withhold
resources. The legitimisation and illegitimisation also happen based on the cultural
beliefs (Dana 2009). There is a belief that value orientation is a determiner of the suc-
cess of entrepreneurship, and it relies on the religious or cultural norms of a society
(Dana 2009). Given that religions are depositories of values and wisdom, because
of the cultural foundations within them, causal relationships exist as an influencing
factor that entrepreneurs can pursue. Methodists, for example, accept the differences
between poor and rich people and consider trade as part and parcel of worship.
There are different levels at which religious values are integrated into entrepreneur-
ship through religions; there are value differences and specialisation on how they
shape and consider entrepreneurship. Furthermore, the co-religionists’ information,
credit, employment and supply networks affect entrepreneurship. Through religions,
entrepreneurship can have opportunities or have the entrepreneur spirit hampered
due to its built-in approaches for value perpetuation. Structural functionalism con-
siders society as interrelating and balancing its various sectors through collective
norms and values. For instance, change results in an imbalance of the community
and business operations.
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Similarly, in reference to Thomas and Znaniecki’s social perspective (Thomas
et al. 1984), value must acquire social meaning and the society’s overall way of
life as it implicitly and distinctively influences an individual or a particular group
about the possible methods, means and ends of action (Thomas et al. 1984). Among
influential values are terminal and instrumental values: terminal values meaning
desirable states of existence, whereas instrumental values are a means of attaining
the desired objectives. Value emerges from the enduring belief that a specific way of
behaviour or end-state of existence is socially or personally preferred compared to
an opposite way of behaving and end of state conduct. Culture is often an integrated
system of learned partners, products and behaviour or ideas on the society, and they
are key towards individual achievement, power, self-direction, hedonism, conformity
and tradition. Such values do determine the nature and the way social responsibility
is conducted in teaching, curricula and subsequently entrepreneurship.

Different religions value entrepreneurship differently, and this translates into
teaching and curricula. Among the religions that value religions, there are the Jews,
Mormons, Jains and Mennonites because they encourage an economic transition.
Buddhism and Christianity favour capitalism, while Islam does not because they
are against competition, private property and qualifying for incentives (Dana 2009).
Islam looks at the notion of development holistically, yet it never negates mate-
rial development. It is therefore suited to develop a modern and knowledge-based
economy where entrepreneurship must use its knowledge to pursue business.

Moreover, varied religions yield varied patterns of entrepreneurship. For example,
in Europe, the Jews are said to have brought about the development of trade, and
other products because the Europeans were prohibited from holding the land (Dana
2009). Since they had been discriminated against, entrepreneurship became a source
of building livelihoods. On the other hand, Indian business communities evolved
within particular castes and religions and followed the strictures of profit-making
but treat money as neutral. Thus, their merchants have contradictory objectives of
creating wealth yet frugality with religious practices, which serve in enhancing mar-
ket reputation (Dana 2009). Moreover, specialisation along religious lines shapes
business entrepreneurship. In certain situations, given that religious groups do spe-
cialise in particular economic sectors. When religion preaches given values, then
certain products are manufactured and sold more than others in a way that business
entrepreneurship is shaped in that form. In other situations, when given religious
affiliation prefers a given type of business, it then picks up in the entire nation. In
Morocco, it has been realised that the Muslims did silver smiting, while the Jews
were practicing supplies and peddling of gold (Dana 2009).

Correspondingly, credit, information, supply and employment networks are
related to marriage alliances and particular interpretations of such situations: teach-
ing and pedagogical structures and training do need to take it into account. Thus, the
network of merchants for a particular group does offer pedagogy in given finance
processes among the co-religionists. Muslims inMorocco, too, conduct merchandise
business and require mutual trust between peddler and supplier meaning that such
co-independence services in a co-religionist financing context (Dana 2009). As for
employment networks, entrepreneurship tends to hire workers from their immediate
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circles. On the other hand, there are entrepreneurs who prefer strangers and immi-
grants. Within the information networks, co-religionist groups offer credit or prefer-
ential treatment of the workforce through it. In some cases, the information is larger
and is attached to family loyalty which supports both rural and urban economies.
This is commonly seen in livestock merchandise where a broker is involved in the
communication (Dana 2009). In London, Muslim entrepreneurs use religion and
seek advice that enhances entrepreneurship. The supply networks, on the other hand,
exist through the co-ethnic suppliers who offer access to low wholesale costs and
retail costs enhancing competitiveness. At the end of it, there is an established intra-
enclave business activitywhere ethnic identification serves in the entire entrepreneur-
ship community. It is obvious that religious values and religions offer prospects
for entrepreneurship because it can create needs and entrepreneurship opportunities
based on the definition of when to transact business, how to produce it, what levels
of profits to yield and which foodstuffs to take.

Religious beliefs do hamper entrepreneurial desire, because they are the social and
cultural backbone of the people. This has to be considered when building curricula
for entrepreneurs. There are religions that preach against unsatisfied desire, and
this happens to come with entrepreneurship meaning material wealth could be of
less importance among people from such communities whether employed or given
leadership roles (Dana 2009). Somehow the Muslim is a barrier towards capital
access because it does not allow payment of interest and that makes business people
like Indians merchants fail in countries that are domineered by Muslims. A leader
within an organisation must check on the cultural beliefs of the society and how it
hampers or fosters business.

There are cases, however, where religious use built-in approaches to perpetuate
values because they have co-religionistswhomatchmake or propagate certain norms.
They ensure a girl is married to a man who shares a language, a dietary description,
language and holidays. In such a situation, entrepreneurship ismoulded in a particular
way that leaders of organisationsmust study so as tomanage business correctly (Dana
2009).

On the other hand, Zeffane (2014) argues that personality traits serve greatly
in influencing entrepreneurial behaviours among which intentions and potentials
fall: curricula have to properly take these elements into account. Entrepreneurs with
different psychological characters might exhibit varying levels of entrepreneurial
behaviours. Since the entrepreneurial process is highly ‘individualistic’, there has
been a view that through individuals and their behaviours, a business activity can
nourish or perish. This means that leaders can determine how well a company can
grow or decline. On the other hand, countries in theGulf consider collective decision-
making as significant in the growth of entrepreneurial initiatives.

Collectivism and individualism make cultural dimensions through which
entrepreneur processes are moulded and built. Both situational and self-efficacy
attributes contribute towards social behaviour, and that is why, they impact on busi-
ness development. Even though some people see entrepreneurship as synonymous
with individualism, the truth is that venturing into business or having a successful
business idea could be both an individualistic and/or collective process. In the indi-
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vidualistic situation, entrepreneurship spirit, the pursuit of business opportunities
and reaction to events can be taken by one person as his or her full responsibility.
Even though external aspects block success, the individual puts the ‘me’ or ‘I’ as a
consideration here, but in the Arab culture one has to consider others (family, com-
munity and society). Nevertheless, corporate entrepreneurship could be built through
connection with others so that they help in making the best decision, gathering better
ideas and putting them into practice (Zeffane 2014).

Islamic economics has been basically part and parcel of the universal social and
moral philosophy of Islam for a while. However, after the Second World War, the
economic development assumed the shape of a discrete discipline reflecting on alter-
native approaches of post-colonial social companies, especially those that were in
line with the Islamic ethos. The Islamic Ethos developed byChapra (1970) calls upon
business people to engage in business activities where moral values, socio-economic
justice and human brotherhood are fostered and not Marxist or capitalist concepts
that depend on the market for visualisation. This ethos depends on the integral roles
of norms and organisations, families, society, market and the state to make sure that
there is Falah, the well-being of everyone. Great emphasis focuses on social change
through reformation of individuals and the society, without which the market and
the nation might cause inequalities (Hassan and Lewis 2014). An evolution of the
Islamic economies is associated with the Mecca economies and the importance of
appreciating the market workings. The Holy Qur’an, therefore, laid down standards
that were necessary for contracting. Prophet Mohammed did prohibit riba which is
an extra charge, gambling (maysir) and uncertainty (Gharar) where an entrepreneur
hides some information or creates an open space for extra charges or losses to the
buyer in the contract. Besides, the Shariah was built as a guideline to economic life,
the utilisation of analogy reasoning (Qiyas) and the collection of hadith which form
the traditions (Sunnah) (Hassan and Lewis 2014).

For aMuslim, there is utilitymaximisationwhere revelation serves to offer knowl-
edge onmetaphysical aspects, ethics and justice. As economic theoriesmake a person
an assortment of preferences like law, actions, taste and attitudes that adjust to the
cost and resource benefit changes for maximum utility, Islam sees a human being
as a servant and vice-agent of God on earth, hence must have both spiritual and
material focus. Thus, the concept of utility in Islamic economics covers satisfaction
in which both material and spiritual utility must be realised. Furthermore, there is
the extension of utility from life on earth to eternity and then the explicit recognition
where communal duties and that well-being can never be attained in any real sense
without worrying about the welfare of others. A faithful being has to pursue personal
interests within the constraint of communal expectations and rely on moral forces of
brotherhood, affection, altruism, fraternity andmutual respect, which prevent lust for
riches and selfishness. Thus, for anyone taking part in an economic activity within
Islamic economies, there should be a religious responsibility through which he or
she pursues personal goals while complying totally with the norms and values of the
community tomake sure they have a privilege to similar freedoms.Shariah as a guide-
line serves the achievement of the application of human endeavours and economic
resources in seeking satisfaction for both financial and social benefits (Hassan and
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Lewis 2014). Teaching needs to include all of this and have students take into account
the implications of this for their own entrepreneurial practices. In consideration of the
mainstreams foundations such as maximisation of gains, scarcity of resources and
the pursuit of self-interest, Islam economies are built upon the views that resources
as a property of God which cannot be exhausted. Likewise, even though self-interest
is acceptable in Islam economies, it must remain within the social and moral Islamic
boundaries so that selfishness is not the driving force. Further arguments indicate
that in maximisation there should be valid methods of evaluation for efficient use of
scarce resources (Hassan and Lewis 2014). The Islam honours accountability to both
the community and God because it contributes towards responsibility which should
reflect in the attitudes towards corruption, accounting principles, business ethics and
corporate governance. All these values and cultural believes should be translated in
Arab contexts as part of education of entrepreneurs.

Conclusion

To summarise, the thematic focus of the above-mentioned excursion makes a direct
reference to the embeddedness of economic behaviour and invites various leading
intellectuals fromawide range of fields to discuss themoral bases of entrepreneurship
for a fairer world. Qatar’s National Vision 2030 already identified the importance of
these embedding processes. There is now a need to conduct more interdisciplinary
and applied research on how these could translate into entrepreneurship education
curriculum, teaching materials and other pedagogies to be used in the process. The
inclusion of non-economic variables that embed economic behaviour necessitates a
deconstructing and reconstructing of the relationship between moral values and the
role of the community, social institutions, economy, markets and entrepreneurship.

There is a great need to study the societal, networked and territorial embedded-
ness in Qatar so as to develop a sustainable future for the impending generations.
Given that Qatar is increasingly becoming more entrenched in the global capital-
ist system, there is an urgent need for the country to become more cognisant of
local forms and connections between the societies and the markets. As such social
entrepreneurship as a form of social embeddedness has a strong significance with
Qatar National Vision 2030 and its development strategies. In essence, this vision
statement together with its economic, social, human and its environmental pillars
makes explicit and implicit connections to the importance of these forms of embed-
dedness linking traditions with modernity. While social embeddedness is based on
connected individuals experiencing a common environmental reality, it is important
to understand that societies and their communal subgroups exist through interaction.
It is through this that different individual’s experiences are shared and communal life
is maintained. Given that entrepreneurs are closely tied through a diversity of social
relationships to a broader network of actors, entrepreneurship has proved a fertile
field in which the concept of embeddedness has taken hold and flourished. EE may
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be a unique opportunity to transpose these values into teaching and curricula and to
implement them more effectively into entrepreneurial principles and practices.
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Chapter 8
The ‘Westernised’ Map of the Field
of Educational Administration in Turkey
and Dominant Perspectives in School
Leadership Education

Kadir Beycioglu, Ali Çağatay Kılınç and Mahmut Polatcan

Abstract Although the development of educational administration has remained on
the agenda for over a half century, it is apparent that the field has encountered a num-
ber of problems in Turkey. Strategies, legislative regulations, and various practices
over school administrators’ training and assignment have long been debated, and
problems encountered in school administration as long-term policies on the train-
ing and assignment of school principals could not be developed. This study focuses
on the historical development of school administrators’ training and assignments in
Turkey and on school administrators’ behaviours from Hofstede’s cultural perspec-
tive. Finally, a centralist approach in public administration and the understanding that
teaching is the basis for being a school administrator which denotes that no formal
in-service education is required for being appointed as a school administrator are
two main factors that inhibit the development of school administration as a profes-
sional field in Turkey. Furthermore, the fact that school administrator practices have
changed repeatedly in an inconsistent manner and that the common public opinion
that exams for assignment of school administrators are far from objectivity come
under criticism for a considerable amount of time in Turkey. On the other hand, in
the context of Hofstede’s culture dimensions, it is possible to argue that the schools
accept a large degree of power distance and feel uncomfortable with uncertainty. It
is also reasonable to suggest that school administrators build stronger and healthier
ties with other staff in the dimensions of collectivity, femininity, and indulgence.
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Introduction

In the second half of the last century, educational administration became a schol-
arly field (Dimmock and Walker 1998a; Evers and Lakomski 1994; Gunter 2003).
According to Hallinger and Leithwood (1996), recent years ‘have been a time of
questioning and introspection in the field of educational administration’ (p. 98). As
for Dimmock and Walker (1998b), the field ‘as a field of research and practice has
grown impressively over the last few decades.’ (p. 379) and has been developing its
theories and ethos.

While the field has been trying to construct a place for itself, there also have
been different issues on the agenda of scholars in the field of educational adminis-
tration. For example, English (2002), in his challenging article entitled ‘The Point
of Scientificity, the Fall of the Epistemological Dominos, and the End of the Field
of Educational Administration’, uses various symbols to refer to the issues in the
field. Similarly, Maxcy (2001) points out that ‘No one much cares about a science of
educational administration anymore’. Besides, Leithwood and Duke (1999) report
that the scholars of the field have remarkably concentrated extensively on leadership
and school leaders. Of them, principal/leadership preparation is one of the most dis-
cussed issues among scholars in different contexts. Donmoyer (2001) and Beycioğlu
(2012) speculated that some have been in search of a ‘Holy Grail’ to find a new way
of leadership preparation or as Maxcy (2001, p. 575) explained, to find a ‘solution
to the errors of past theoretical systems’. In the end, we can claim that it is widely
accepted that principal leadership is a key factor in schools and school effectiveness
that begs the question of leadership preparation. The related literature provides us a
summary of what is known about the preparation of principals from a range of educa-
tional settings, and educational researchers have emphasised that context matters in
leadership preparation (Beycioğlu and Wildy 2015). As Middlewood (2010) argues,
what principals can do depends on what they may do and this, in turn, is shaped by
the educational system in which they work and by the local context (Huber andWest
2002; Lumby et al. 2009; McCarthy 1999; Smylie and Bennett 2005).

In this chapter, we aim to provide a brief historical overview of the Turkish
field, which is generally regarded as a field under the influences of Anglo-American
perspectives, and the dominant leadership preparation approaches and practices in
Turkey. We also aim to determine to what extent the culture and values of society
affect the preparation of educational leaders based on Hofstede’s (2001) cultural
dimension theory that claims that cultures have various effects on organisations
and individuals. By doing this, with the benefits of cross-cultural and cross-context
studies of principal preparation in mind, the aim of this chapter is to contribute to
the field from the perspective of the Turkish context as a Muslim and relatively a
‘secular’ country.
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A Brief History of the Emergence and Development
of Educational Administration in Turkey

It can be argued that the development levels of countries are related to the education
systems they have as the quality of the education system of a country affects its
economic growth, cultural development and political prestige in the international
arena.As amatter of fact,most people base their countries’ breakthroughs in different
fields of education. The success of the economist who manages the economy or the
politician who governs a country is directly proportional to the quality of education
provided in this country. In this context, the improvement of the quality of education
depends on the good administration of the system. The better the system is managed,
the more the quality of education is expected to increase. In this regard, it can be said
that although someadvances have beenmade in the area of educational administration
in Turkish Education System, the efforts on specialisation initiatives in the field
are inadequate. It may be stated that the tendency can be summarised as ‘being a
teacher is the basis in the profession’ restricts the development of the educational
administration field.

Developments in the field of administrative studies have been reflected in the field
of educational administration which is a sub-field and have led to the change of this
field. Especially, with globalisation since the last quarter of the twentieth century,
developments such as the information society, neoliberalism, multiculturalism, and
standardisation have forced the field of educational administration to change. These
developments have led to the creation of new expectations about the knowledge and
skills of education and school leaders. This situation obliges the institutions training
the education leaders to reorganise not only the curriculum but also the scope and
methods of teaching (Balcı 2011). It can be stated that Turkey, which models the
advancedWestern countries in their founding philosophies, has also been affected by
this development and change efforts. Moreover, it can be said that much research and
many meetings for the development of educational administration are on the agenda.
As stated in the literature, it is clear that some important decisions and practices
taken by the authorities in the development process of educational administration
are related to the results of such studies (Şimşek 2002; Üstüner and Cömert 2008).

There are debates as to whether or not educational administration will be an
academic field (Balcı 2008; Örücü and Şimşek 2011). Balcı (2008) argues that edu-
cational administration is an academic field within the scope of the discussions in
the literature. According to the author, the departments and the units of the field at
universities, requiring expertise, conducting scholarly research, the presence of aca-
demic journals, and the organisations of members working in the field are indicative
of educational administration as an academic field. However, Balcı points out that the
discussion of whether educational administration in Turkey is a profession or an aca-
demic field is hidden in the historical roots of the field. As a matter of fact, the estab-
lishment of the Educational Administration Research and Development Association
(EARDA), the TrainingManagers and Specialists Association (TMSA), the National
Educational Administration Congresses (since 2001), and the National Council of
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Professors of Educational Administration (NCPEA) meetings and reports can be
evaluated as the indicators of the formation of an academic organisation in the field
(Örücü and Şimşek 2011). According to Şimşek (2002) who categorises educational
administration as a practice-oriented academic discipline, educational administration
is a field of application of educational organisations’ intended policies and decisions
taken by using human and material resources effectively in accordance with the
determined targets.

Policies and practices for the training of school administrators in Turkey have been
the focus of a series of research projects (Acar 2002; Aksoy 2002; Ayral 2016; Balcı
and Çınkır 2002; Balyer and Gündüz 2011; Işık 2002; Süngü 2012; Şimşek 2002;
Şişman and Turan 2002). Research draws attention to the lack of continuity in the
training and assignment policies of educational administrators in Turkey (Karabatak
2015). It can be clearly seen that concrete and coherent policies towards the training
and assignment policies or practices of school administrators are not followed in other
contexts either (Çelik 2002; Çınkır 2002; Özmen 2002; Şişman and Turan 2002).
On the other hand, despite Turkey having a well-established management tradition
of public administration, it is difficult to claim that it has a systematic structure for
training and assignment of education/school administrators (Acar 2002; Balcı 2002;
Şimşek 2002). Beycioğlu and Dönmez (2006) identified the problems that have been
experienced in the field of educational administration in Turkey to be the lack of
an effective consensus on the production of theoretical knowledge, of boundaries
between the theories, of theories with practical applications, of sufficient theoretical
resources, and of a disconnection between academicians. Most of the initiatives for
training and assignment of school administrators are constantly being changed in
line with the ideological aims of the dominant powers that hold enforcement. This
finding verifies that although there are many different applied models for training
and assignment of administrators in Turkey to the present time, there is not a national
policy for the training of professional administrators (Baş and Şentürk 2017). As a
matter of fact, the research conducted in this subject mostly refers to the training
and assignment policies and practices of educational administrators in the developed
countries (Balcı 2011; Pehlivan Aydın 2002; Çınkır 2002; Özmen 2002; Şişman and
Turan 2002).

It can be reported that Turkey, which has 60 years of tradition for training and
assignment policies of educational administrators, has prepared many legal texts
(Beycioğlu and Wildy 2015) including advisory reports, regulations, and training
programmes for educational administrators. With the establishment of the Repub-
lic of Turkey, one of the main focuses of Atatürk’s era, who made great strides
in terms of economic and political development, was education. Indeed, the first
great revolution of the Founding President Atatürk who wants to adopt advanced
Western educational practices in was Act no. 430 ‘Unification of the Educational
System’. Later, the establishment of the ‘Secondary Teacher Training School’ (Gazi
Education Faculty) in 1926 constituted a step in the specialisation period in educa-
tion. In addition, Atatürk invited John Dewey, an important American educator, and
requested him to prepare a comprehensive report about the Turkish education system.
Some issues about the training of school administrators were addressed in this report



8 The ‘Westernised’ Map of the Field of Educational … 139

which included several findings such as the budget of the education system, training
practices, teacher training, and curriculum practices. In subsequent periods, an insti-
tution, the Public Administration Institute for Turkey and Middle East (PAITME),
was founded in order to follow the developments in the field of public adminis-
tration in Turkey and conduct research on the management of public institutions
(Beycioğlu and Wildy 2015; Recepoğlu and Kılınç 2014). For example, the reports
of PAITME’s Central Government Organization Research Project (MEHTAP) and
Public Administration Research Project (KAYA) produced decisions and proposed
solutions in all areas of public administration (education, health, culture, etc.) which
are among the important milestones on administrative issues in Turkey. In addition,
there were some decisions made about training educational administrators during the
IV National Education Council, an advisory authority that produces proposals for
solving problems in the Turkish Education System. Decisions and revised practices
concerning the training and assignment of educational administrators in legal texts
are very important in revealing the state of educational administration. In this con-
text, it is necessary to address these extensive studies and practices for the training
and assignment of education/school administrators (KAYA 1991; MEHTAP 1963).

In Dewey’s Education Report on the restructuring of the education system of
the Republic of Turkey, there is not an enlightening explanation for the training of
educational administrators. However, it was emphasised that requiring budgetary
expenditure from the upper-level ministry units for record keeping, building/facility
maintenance, and repair expenses under the school principals’ responsibility rather
than training the school administrators causes unnecessary time and wastes energy.
Therefore, this situation prevents school principals from spending energy on teaching
tasks. Meanwhile, in order to resolve this problem, the assignment of two different
principals, one for education and the other for administrative duties, in the schools
especially in large cities was recommended (Dewey 1939).

It is clear that some of the recommendations in the MEHTAP, an advisory report
on the training of educational administrators in Turkey, have been put into prac-
tice. This report’s findings regarding qualifications of educational administrators at
various levels of the Ministry of National Education (MoNE) are remarkable. The
report documents the majority of administrators who work for state schools and are
professionally trained teachers. They are expected to play important roles because
of a lack of expertise in educational administration, educational policies, and eco-
nomic goals. Therefore, educational administrators whowork in these positions need
to be experts in the field. In this respect, it is not absolutely necessary for them to
come from the teaching profession; however, it may be important to have teach-
ing experience to be a school administrator at many levels of school. Ultimately, it
was proposed that education faculties and departments in this area of expertise were
opened to train educational administrators who would work in many positions of
MoNE (MEHTAP 1963). Following the publication of this report, education fac-
ulties (Ankara University Faculty of Educational Sciences) and departments which
train educational administrators (Hacettepe University, Department of Education)
were opened (Eğitim-Bir-Sen 2017).
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In the PAITME’s KAYA report (1991) on the current status of the national educa-
tion system, it was proposed that legal arrangements for the employment of experts
and administrators working in teaching services were made. Accordingly, it is nec-
essary to make arrangements for major branches (educational administration, edu-
cational psychology, educational planning, measurement and evaluation, curriculum
development, etc.) which have arisen in the field. According to the report, these
regulations will clarify the status, duties, and authorities in the field (1991). On the
other hand, although there are various opinions on the training of the educational
administrators in some national education, the training has become the main agenda
item in the IV National Education Council (Eğitim-Bir-Sen 2017). In the council,
it is proposed to increase the power of administrators and qualifications in edu-
cational administration, hierarchical progress, and promotion in the profession. In
this context, it was decided that the cooperation with universities in the training of
existing educational administrators and admission of the persons who have educa-
tional administration qualifications should be considered (Decisions of IV National
Education Council 1993).

As a result, it can be said that educational administration in Turkey startedwith the
MEHTAP report. Due to the report’s recommendations, educational administration
started to be established as an academic discipline at state universities. Undergraduate
programme training students in Educational Administration, Supervision, Planning
andEconomicswere closed in1997 (Recepoğlu andKılınç 2014;Üstüner andCömert
2008). Şimşek (1997, 2002) indicates that the field in Turkey, which was created
with great effort, cannot keep up with contemporary developments in the world,
thereby remaining weak because of a centralised view of education, the traditional
gap between theory and practice, and communication and cooperation problems
between universities. Today, the field is represented by a course entitled ‘The Turkish
EducationSystemandSchoolAdministration’ given at the undergraduate level (Balcı
2011).

One Step Forward Two Steps Back: The Preparation
and Appointment of School Leaders in Turkey

School organisations have to reform themselves according to the need for change that
arises due to academic developments. Indeed, with the emergence of the concept of
school effectiveness or improvement or achievement (keeping inmind that the mean-
ings of conceptsmay differ fromone culture to another and herewe use effectiveness)
traditional school understanding has given way to contemporary school approaches.
Besides having good teachers, one of the other dominant factors, for many schol-
ars, in the effectiveness of schools is the school administrator. In this respect, the
fulfilment of expected roles and duties from school administrators depends on the
quality of education they had. Within this scope, the training of education and school
administrators in the context of educational administration expertise in the Turkish
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education system is ignored or not considered an important field by political mak-
ers (Balcı 2011). Because of this, the practices in selecting and assigning school
principals have been a subject of constant debate. The relations between those who
have been assigned as education/school administrators and the government have
significant influences in the assignment process which results in poor management
by non-specialist school administrators. However, contemporary education/school
administration is a challenging field of study requiring expertise (Balcı 2008).

A number of solutions have been proposed for the training and appointment of
school administrators in many studies conducted in Turkey. The suggestions in most
of these have similar features: providing in-service training and graduate education
programmes for school principals, curriculum development studies for the training
of educational administrators, establishment of cooperation between academics and
experienced managers in the training and assignment of administrators, develop-
mental leadership after teaching experience, counselling, organisational structuring,
effective organisation, implementation of curriculum in staff development areas, the
inclusion of the candidates selected according to the results of written and oral exam-
inations conducted by an academic committee in-service training programmes, an
assignment system based on examination, the requirement of professional qualifica-
tions, and leadership traits and merit (Ezgün 2011; Aslanargun 2011; Altınay 2013;
Aktepe 2014; Balcı and Çınkır 2002; Balyer and Gündüz 2011; Çelik 2002; Çetin
and Yalçın 2002).

The training and assignment of school administrators have also been included
in the legal regulations. The statement, ‘Only the teachers and supervisors shall be
assigned to the vocational services of the Ministry of National Education and school
administrations’ in the 18th article of the Act on the Organisation of the Ministry
of National Education (1926) showed for the first time that school administration
is not accepted as a profession, and those assigned to these positions are teachers
or educators. This has been one of the obstacles to the professionalisation of edu-
cational administration in Turkey, hindering its development in the next periods,
partly because educational administration has been perceived to be a temporary task
(Eğitim-Bir-Sen 2017). The assignment of school administrators in the Turkish Edu-
cation System has been determined by a number of regulations issued regularly from
1998 to 2018. Despite the criteria for determining the importance of knowledge,
skill, and merit in their assignment, the general social tendency is that objectivity is
ignored in the assignments.

In Turkey, the specialisation and examination practices to become an administra-
tor in educational institutions came into force with the regulation on assignment and
relocation of the administrators of educational institutions affiliated to the Ministry
of National Education in 1998; in this context, objective evaluation criteria have been
introduced in the assignment of school administrators requiring that teachers have at
least five years of teaching experience to apply to the selection examination. Candi-
dates who succeeded in the examination participated in a 120 h administrator training
course which included theories of Westernised and/or Anglo-American perspectives
on training school principals. On the other hand, according to the regulation, teach-
ers who have at least five years of teaching experience and have graduated from the
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department of educational administration or PAITME public administration gradu-
ate programmes were exempted from the candidate selection test and taken directly
into the courses. Candidates who succeeded in the assessment test after administra-
tor training were entitled to be appointed as school administrators (Official Gazette
1998).

Vice principals who needed to be assigned according to the examinations and
some career steps of school principals were determined as well. Regulation in Offi-
cial Gazette (2004) stated that the duties of the administrators who have completed
the four-year period of office cannot be administrator in the same educational insti-
tution with the same title for more than eight years. In the evaluation form appended
to the regulation, there are seven different evaluators for the educational adminis-
trators, whose period of office will be extended, consisting of the district director
of national education, department chief who is responsible for human resources in
the directorship of national education, department chief who is responsible for the
educational institution to be evaluated, the most senior teacher in the educational
institution, the teacher who has the least seniority in the educational institution, two
teachers to be selected by the teachers’ council, the president and vice president of
the parent–teacher association, and the president of the student council.

Official Gazette (2007) can be considered as one step back because with the
arrangements, the examination process in the selection of the school principal was
cancelled and completing the candidateship of the teachers was seen enough in order
to be assigned as a school principal. With the amendments published in the Offi-
cial Gazette (2008), the administrator evaluation form was redesigned governing the
appointment of school principals. Official Gazette (2009) reinstated the examination
process and required at least eight years of teaching experience as a condition for
assignment as a school principal. With the amendment made in the previous regula-
tions, the duration of an appointment was limited to eight years and the condition of
compulsory relocation depended upon the decision of the principal (Official Gazette
2004, 2007, 2008, 2013).

In addition, in the regulation on the appointment and relocation of administrators
working in educational institutions affiliated to theMinistry of National Education in
2014 it was required that administrative duty is carried out within the scope of laws
no. 657 and no. 652. Some conditions were required for those assigned as admin-
istrators: graduation from higher education, working as a teacher in the Ministry’s
institutions, having the required qualifications to be assigned as a teacher at the date
of appointment, and being not suspended from his administration duty as a result of
a judicial or administrative investigation in the previous four years of the assignment
date. Moreover, those who will be appointed are required to have at least one of these
conditions: served as principal or principal chief assistant for at least two years; as
a founding principal, principal chief assistant, assistant principal or teacher having
principal authorisation for a total of three years in the same or multiple positions; as
department chief apart from the Ministry’s education and training services or supe-
rior positions; or as tenured teacher in the Ministry for at least eight years (Official
Gazette 2014).
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Differently from the previous regulation, by 2007 at least four years of teaching
was required for the appointment of administrators working in educational institu-
tions affiliated to the Ministry of National Education. It was aimed to appoint the
principal candidates based on written–oral examinations and an administration eval-
uation form. Written examination weights in the regulation are listed as information
about regulations, analytical thinking and ability to perform analysis, the level of
representability and merit, reasoning power and understanding skill, communication
skills, self-confidence and ability of persuasion, liberal education, Ataturk’s princi-
ples and reforms. The minimum passing score in the oral assessment was set at 60.
Finally, in the 2018 regulation, at least one year of experience as a principal, assis-
tant principal, or teacher having principal authorisation or experience as a department
chief or superior positions in the central organisation of the ministry was required
(Official Gazette 2017, 2018).

As a result, the assignment of school principals and assistant principals was deter-
mined by the regulations in Turkey. The fact that these regulations have been fre-
quently changed shows that the central government has not developed a healthy and
sustainable policy in the training and appointment of administrators. The common
point in the appointment of directors in all regulations is the requirement of being
a teacher. This is an indication that the concept of ‘being a teacher is the basis in
the profession’ is reflected in the regulations. However, there are ambiguities about
the extent to which examinations measure the qualifications of contemporary school
administrators. In addition, it cannot be said that the public is sufficiently satisfied
with the criteria of the oral examinations and transparency.

Hofstede’s Culture Dimensions and School Principalship
in Turkey: A Quick Evaluation

Culture is expressed as the lifestyles of societies. According to Balcı (2007), it is a
set of premises, beliefs, and values that are applied consciously, semi-consciously,
or unconsciously in a society. Tezcan (1985) refers to culture as a combination of
material and spiritual values that people have created to adapt to the environment
they live in. Hofstede (1997) described culture as a conventional mental software,
viewing it not as heritage, but as acquired later on in life. Culture is the whole set of
meanings that are accepted in a society over a certain period of time. The reflections
of culture are symbols, languages, faiths, rituals, and myths (Hoy and Miskel 2010).

Cultural models such as Schein and Geert Hofstede’s dimensions of the national
culturemodel have been developed in the organisational culture literature (Eren 2004;
Erkmen 2011; Özkalp and Kırel 2000; Şişman 2007). In dimensions of the national
culture model developed through a research carried out with more than 100,000 IBM
employees in more than 40 countries, Hofstede argues that administrative practices
and theories are inevitably tied to national culture since they affect the business
environment. Hofstede used a number of dimension continua to classify national
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organisations: power distance, uncertainty avoidance, individualism versus collec-
tivism, long-term orientation versus short-term normative orientation, indulgence
versus restraint, and masculinity versus femininity (Hofstede 1997, 2001). Power
distance is about whether the power between employees is distributed equally or not.
Uncertainty avoidance measure shows individuals behave in cases of uncertainty.
Countries with high uncertainty avoidance tend to maintain rigid rules and structures
in order to provide control, whereas those with weak uncertainty avoidance are less
concerned with the structure and they show a greater tolerance for risk taking. Indi-
vidualism versus collectivism focuses on social needs, group belonging, and loyalty,
whereas high individualism attaches importance to individuals with autonomy and
self-confidence. Long-term orientation versus short-term normative orientation is
concerned with the degree of accepting the cultural values of the society. In indul-
gence versus restraint dimension which is the fifth one, cultures are divided into two
as indulgent and restrictive. Finally, in the context of masculinity versus femininity,
males are overwhelmed in the administrative positions in the societies where the
masculinity level is high.

Turkey’s scores on the Hofstede index are high on power distance and uncertainty
avoidance, moderate in indulgence, masculinity, and long-term orientation, and low
on individualism (Hofstede 2018). One of the aims of education is to transfer the dis-
tinctive culture of the countries to its citizens. Therefore, education and in particular,
training educational administrators should be consistent with the social structure and
culture of the society even in a country that does not provide structured professional
training programs for principals such as Turkey. Şahin et al. (2017) pointed out that
there are cultural differences in the training and appointment of school leaders in
their study about the school leadership research. The culture of the school, which is
a subsystem of education, consists largely of unwritten rules of the school. The val-
ues, norms, traditions, beliefs, and symbols of the school are the basic elements that
make up the school culture (Bursalıoğlu 2010). A strong school culture arises as a
result of the unity of the administrators and teachers around common values, norms,
and beliefs which can also prevent the formation of harmful subcultures. School
administrators can lead school cultures consciously or unconsciously through their
practices. A school administrator who knows the power of school cultures can show a
more successful organisational culture as Hosftede index also classified the culture in
Turkey as a collectivist one that may help principals to create a collaborative school
culture. As culture arbiter, administrators should set a philosophy and vision that
reflects the belief that all learners can learn in schools. This understanding should
not be determined and expressed only by the administrator, it should be done in a
discussion platform, and a compromise must be reached on it (Çelik 2009).

Hofstede relates the low level of power distance and uncertainty avoidance which
are the dimensions of culture to high level of justice among stakeholders, participation
in decision-making processes, and trust and cooperation among employees. It was
found in a number of studies that school administrators are not fair at a high-level
justice inmany researches about the behaviours of school administrators in schools in
Turkey (Ay and Koç 2014; Altınkurt and Yılmaz 2010; Baş and Şentürk 2017; Oğuz
2011; Yılmaz and Taşdan 2009); employees do not have a high level of confidence
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in their administrators (Ercan 2006; Gören and Özdemir 2015; Öksüzoğlu 2012;
Öztürk and Aydın 2012; Taşdan 2012); the participation level of employees is not
at a high level, and they do not go beyond the regulations (Can and Serençelik
2017; Demirtaş and Alanoğlu 2015; Özdoğru and Aydın 2012). This situation can
be explained by school principals tending to exhibit the behaviours of traditional
authoritarian school principals. However, it has been found that school principals
show democratic leadership behaviours in many researches on leadership behaviours
exhibited by school administrators (Bozdoğan and Sağnak 2011; Terzi and Çelik
2016). At this point, the contradictions between the results obtained in organisational
culture research in Turkey have come to light. As a matter of fact, Hofstede (2001)
argued that the low level of power distance and uncertainty avoidance is indicative
of administrators demonstrating democratic leadership behaviours.

It can be concluded that school principals in Turkey give prominence to collective
interest rather than individualism. In many studies, it has found that school principals
exhibit value-based leadership and distributive leadership behaviours and share their
responsibilities with teachers. These results support Hofstede’s (1997, 2001) finding
in analysing cultural dimensions that Turkish society is a collective society. Indeed,
some studies report that school principals in Turkey share decisions, collaborate with
each other, and establish a sincere relationship with their workmates; as a result, the
findings point that educational institutions show characteristics of feminine culture
(Baloğlu 2012;Korkmaz andGündüz2011;Yılmaz andTuran2015).Çelikten (2004)
investigated the small number of female school principals in Turkey and attributed
the reasons to a lack of self-confidence of female principals, not being supported by
the social environment, and an inability to choose between work and family.

Conclusion

In this conceptual paper, the historical development process of training and appoint-
ing school administrators and the behaviours of school administratorswere discussed.
In this context, a great deal of research has been done on the training and appointment
of school principals in Turkey.

Although some have been done by the central government for the training of
school administrators in Turkey, many have not been taken into consideration or
have been delayed in the following periods. As a matter of fact, Dewey’s suggestion
for the training of school administrators remains superficial. However, in National
Education Councils in the following periods and in the reports of MEHTAP and
KAYA projects published by PAITME, it was demonstrated that school administra-
tion is a professional job and the individuals involved should be educated. Some
school administrator training practices have been put into practice in line with the
recommendations of these reports; however, in the following years, these practices
were not maintained due to the understanding that ‘school administration is not a
profession’.
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The selection and appointment of the persons who will be assigned as school
principals and vice principals in Turkey are realised through regulations. The fact
that these regulations are frequently changed shows that the central government
cannot develop a policy for the training and appointment of administrators. The
common point in all regulations in terms of the appointment of administrators is the
requirement of being a teacher. This is an indication that the concept of ‘being a
teacher is the basis in the profession’ is reflected in the regulations. However, it can
be said that there are ambiguities about the extent to which examinations measure the
qualifications of contemporary school administrators. In addition to this, it cannot be
said that the public is sufficiently satisfied with the criteria of the oral examinations
and the transparency of the process.

Finally, the assumption that leadership behaviours of school administrators in
Turkey are influenced by the culture of the community is addressed in the context
of the National Cultural Dimensions of Hofstede. No studies yet have been done
on schools using Hofstede’s dimensions of power distance, associated with justice,
equality and trust, and uncertainty avoidance. In this regard, it can be said that the
level of power distance and uncertainty avoidance is high in the relationship of school
administrators in Turkey. However, many studies have found that school principals
incorporate employees into decision-making, cooperatewith eachother, and establish
a sincere relationship with their workmates. These results can be expressed in terms
of collectivism, femininity, and indulgence from the dimensions Hofstede’s model
includes. When training education administrators is considered, it can be argued that
programmes should be sensitive to cultural dimensions of the country context. As
we previously indicated in this chapter, Turkish education system does not have a
regular training programme for newly appointed educational administrators before
service. They sometimes participate in local trainings that generally do not have core
scopes of developing educational administrators. So, if any programme is provided
in future, the above-debated issues could be considered in a possible curriculum.
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Ayral, M. (2016). Okul müdürü yetiştirmede 2015: Sorunlar ve gelecek. In A. Aypay (Ed.),
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school principals and learning climate. Abant İzzet Baysal University Journal of Educational
Faculty, 11(1), 137–145.
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Dağıtım.

Erkmen, T. (2011). Örgüt kültürü. İstanbul: Beta Basım Yayın Dağıtım.
Evers, C. W., & Lakomski, G. (1994). Three dogmas: A rejoinder. Journal of Educational Admin-

istration, 32(4), 28–37.
Ezgün, C. (2011). Cumhuriyetten günümüze ilk ve orta dereceli okullarda müdür atamalarının
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Şimşek, H. (2002). Türkiye’de eğitim yöneticisi yetiştirilemez. In C. Elma & Ş. Çınkır (Ed.),
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yetiştirilmesi sempozyumu bildirileri kitabı (ss. 239–254). Ankara: Ankara Üniversitesi Eğitim
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Chapter 9
A Reflection on Teaching Educational
Administration in Iran: A Critical
Approach

Arash Rastehmoghadam

Abstract Nearly half a century has passed since the teaching of educational stud-
ies and educational administration (EA) in Iran; however, a significant scholarly and
practical progress has not beenmade. Therefore, reflecting on the status of the current
situation is important. This chapter focuses on the teaching status of EA in Iran using
the analytical-critical method to examine and analyse the constraints governing this
area. The chapter is structured in three sections. The first provides a brief overview
of the history of the traditional and modern education systems and the formation of
educational studies and EA in Iran. The second part is devoted to the analysis of EA
backwardness factors under the heading of macro- and micro-limitations. Macro-
limitations refer to the historical-political background of the Iranian education sys-
tem, which has had a direct and indirect impact on the field of EA. Micro-limitations
refer to a set of factors related to the internal conditions of the EA field and are
classified in three groups: scholarly weakness of the researchers, research poverty,
and deficiencies in EA curriculum. Finally, in the third section, suggestions are made
to improve the status of the EA field.

Introduction

The origin of Educational Administration (EA) is from the USA and Canada (Bates
2010; Campbell 1981; Campbell et al. 1966). The first EA students were graduated
from Columbia University in 1905 which are sometimes called the grandfathers of
EA (Campbell andNewell 1973). Later on, this fieldwas extended to other continents
such as Asia (Hallinger and Chen 2014). EA is also an historical discipline (Samier
2006) and multidisciplinary area and has interaction with various subjects such as
economics (Miller 1965), political science (Ball 2012; Campbell et al. 1965; Samier
2008), sociology (Bidwell 1965; Hailer 1968; Weick 1976), social and behavioural
sciences (Boyan 1981; Campbell et al. 1987), psychology (Bush 1999), organisation
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theory (Johnson and Fauske 2005), policy-making (Campbell and Mazzoni 1974),
education (Wang and Bowers 2016), and recently neurosciences and cognitive sci-
ences (Lakomski 2008).

This field has a long history as the literature demonstrates the predating of EA
to other fields such as public administration. However, there is dissidence in the
issue dates of the first EA publications; some scholars attribute the first one to 1882
(Wall 2001) and others to 1829 (Glass 2004). In spite of a long history, its theo-
retical foundation has always been controversial (Oplatka 2009). Therefore, after
World War II, efforts have been made to legitimise EA such as the ‘theory move-
ment’ (Culbertson 1983), ‘humanistic and interpretive movement’ (Greenfield and
Ribbins 2005; Samier and Schmidt 2010), ‘effectiveness movement’ (Angus 1986),
‘critical movement’ (Bates 1984; Foster 1986; Smyth 1989), ‘postmodernism move-
ment’ (English 2003), and recently the ‘naturalistic coherentism’ approach (Evers
and Lakomski 2015). The advent of these movements has led to ontology (Newton
and Riveros 2015), epistemology (Evers 2017; Eyal and Rom 2015) and method-
ology (Scott 2010b) of EA, and today the appearance of thoughts of philosophers
such as Michel Foucault (Anderson and Grinberg 1998; Niesche 2011; Niesche and
Gowlett 2014), Jacques Derrida (Niesche 2013a), Jean-François Lyotard (Niesche
2013b), Pierre Bourdieu (English 2012; Gunter 2002; Lingard and Christie 2003;
Scott 2010a; Wilkinson and Scott 2013), Hannah Arendt (Gunter 2013; Veck and
Jessop 2016) and Jürgen Habermas (Dolmage 1992; Kochan 2002; Milley 2008;
Whiteman 2015).

These efforts, along with attention to the training of EA professors and curriculum
(Samier 2014), have been conducted to achieve a global theoretical and practical
improvement of EA so that today the accumulation of knowledge in many countries
such as Asian countries (e.g., Hong Kong, Israel) is considerable (Hallinger and
Chen 2014; Hallinger et al. 2013). In spite of these attempts and progress, and more
than five decades from the entrance of EA into Iran, educational studies and EA have
not yet been well-developed with respect to its theoretical and practical foundations
(Abbaspour 2013; Alaghband 2001; Kardan 2002; Rastehmoghadam et al. 2016;
Shamshiri 2005).

Themain objective of this chapter is to investigate the pathology of theoretical and
practical developments and teaching limitations of EA in Iran by using an analytical-
criticalmethod. The chapter is structured in three sections. Thefirst is a brief overview
of the history of the traditional and modern education systems and the formation of
educational studies and EA in Iran. The second part is devoted to the analysis of EA
backwardness factors under the heading of macro- and micro-limitations, macro-
referring to the historical-political backgroundof the Iranian education system,which
has had a direct and indirect impact on the field of EA, and micro to factors internal
to the EA field, classified into three groups: scholarly weakness of the researchers;
research poverty; and deficiencies in the EA curriculum. Finally, in the third section,
suggestions are made to improve the status of the EA field.



9 A Reflection on Teaching Educational Administration … 155

A Concise History of Education in Iran

This section reviews the education history, trends of stabilising educational studies
and the formation of EA in Iran. As a general classification, the education system
can be divided into three distinctive periods. The first period is that of ancient Iran, in
which education was influenced by teachings of the Zoroastrian religion. The second
was initiated by the entry of Islam into Iran in the Sassanid era during the twelfth
and thirteenth centuries when ‘Maktab’, ‘Nezamiyeh’ (military school) andMosques
were among the most important child educational centres and considered to be the
golden era of Islam (Sadiq 1960). The interval between the second and third periods
(from the end of the twelfth century) is called the Middle Ages of Iran, in which the
lights of science and knowledge were quenched for various reasons (Alamolhoda
2002).

The third period was initiated in the late nineteenth century, when the Qajar
kings encountered the West, and is associated with political modernisation and the
formation of amodern educational system (Shahriari 2017). The reason for the estab-
lishment and adaptation of this system was successive failures during battles with
Russian armies in the Qajar era. The Iranians found a solution to the backwardness
and disadvantages from obtaining knowledge from and modelling of the Western
educational model (Shahvar 2009). Accordingly, under the administration of Abbas
Mirza, the first group of Iranian students was sent to study abroad in 1811 (Menashri
1992; Sadiq 1960). In total, 84 people in five groups were sent to Europe in this
era (Moradi Nejad and Rahimi Shariati 1974). The ‘Dar al-Fonun’ (polytechnic)
was then established in 1852, through the endeavours of Mirza Taghi Khan Amir
Kabir, the Chancellor of Nasser al-Din Shah, and had a tremendous influence on the
modernisation and development of the Iranian educational system (Alaghband 1973;
Menashri 1992; Tamer 2010). In 1889, the first Western-style school was opened by
Mirza Hassan Roshdiyeh (Levers 2006), the ‘Roshdiyeh School,’ although some
others such as ‘Alborz College’ (1873) and the ‘Sepahsalar School’ (1879) were
active using a traditional approach. Whilst religious lessons were still taught at ‘Dar
al-Fonun’ (Takmilhomayoun 2018) and the Roshdiyeh School, the imitative nature
of these centres was strongly opposed by the clerics (Menashri 1992). Of course,
the aim of the founders in adopting a foreign modern system was to empower Iran
and emancipate the people from ignorance and injustice (Iravani 2014), but some
analysed this in line with the project of cultural imperialism and secularism (Alam-
olhoda 2002). In any case, despite opposition, the modern educational system was
established in Iran and created an oppressive morale in the people which eventually
led to the constitutional revolution in 1906 (Takmilhomayoun 2018). One year after
the revolution, the parliament and constitution were established in Iran for the first
time. Despite all of its advantages, legislation in Iran led to a governmental (cen-
tral) educational system (Menashri 1992). The fundamental Law of Education was
passed in 1911, according to which all educational matters were put under the direct
supervision of [the] Ministry of Education (Alaghband 1973).
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At the end of the Qajar dynasty, the ‘Pahlavi’ regime began in 1920 and continued
until February 1979. In this era (1928), according to law, it was decided that 100
people a year be sent abroad for higher education (Arasteh 1962; Moradi Nejad and
Rahimi Shariati 1974; Sadiq 1960). In the Pahlavi era, Iran’s educational system was
stabilised centrally and authoritatively (Vejdani 2014), and the students who studied
abroad were employed in senior positions (Arasteh 1962; Kardan 2002). Reza Shah
used the education system as a tool for realisation of the nationalism,Westernisation,
modernisation, and secularisation that provoked the protest of the clergy and the
religious class of society (Alamolhoda 2002; Iravani 2014; Khaki and Bhat 2015;
Levers 2006; Tamer 2010; Yazdani 1998). In this period, the establishment of the
University ofTehranwas realised in 1934, as the idea of one of the first practitioners of
science in Iran (Menashri 1992; Sadiq 1931, 1960). Reza Shah’s rule did not last long,
and following the conquest of Iran by theAllies duringWorldWar II, hewas forced to
assign rule (power) to his son,MohammadReza. Although the status of the education
system continued through its imitation of the West and dictatorship approach during
his rule, a little improvementwasmade in the political atmosphere as religious people
were allowed to choose the type of school and education for their children. Since then
the possibility of establishing the religious and nongovernmental (private) schools in
Iran was provided (Rai Golouyeh and Rahmanian 2017), including the Alavi School,
Alborz School and Farhad School that have been considered to be successful cases
of schooling in Iran (Qasemi Pooya 2008).

In 1979, the Islamic Republic was established upon the failure of the imperial sys-
tem. The Islamic Revolution of Iran was an ideological revolution and took care of
cultural issues, especially education (Mehran 1989, 1990; Paivandi 2012). Accord-
ingly, since the beginning of these times, the leaders of the system Islamicised and
religionised education in Iran by creating various regulatory organisations including
the ‘Cultural Revolution Council’ (Levers 2006; Tamer 2010). During this period,
emphasis was placed on religiosity, Islamisation, and a focus on religious rituals in
education through a mandatory approach.

Establishment of Educational Studies and Educational
Administration in Iran

Educational studies in their current forms are the product of modernity (Ahanchiyan
2005; Shamshiri 2005), of which EA is a major branch (Mialaret 1985). First, it is
necessary to characterise the history of educational studies literature in Iran. There
are two approaches to the formation and teaching of educational studies as academic
fields: the first considers the entry of educational studies in Iran to be at the establish-
ment of the ‘Dar al-Moallemin’ (Teacher’s Training College) in 1919; the second
attributes it to the beginning of 1932, which was taken by teaching of Issa Sadiq
Alam in the higher education institute called ‘Danesh Saraye Ali’ (Kardan 2001;
Sadiq 1960). However, the necessity of passing studies in the field of education for
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those teaching at higher education institutions and teacher training centres led to the
development of the first texts by a number of primary actors in this field and by using
Western references. Some of these are as follows (Mohsenpour 2011):

– A New Method of Education, by Issa Sadiq Alam, 1936.
– A Brief History of Education, by Issa Sadiq Alam, 1938.
– Science of Self or Psychology in Terms of Education, by Ali Akbar Siasi, 1939.
– Principles of Education, by Mohammad Baqer Houshiyar, 1957.
– Philosophy of Education, Fathollah Amir Houshmand, 1957.
– The Foundation of Modern Education, by Mohammad Talimi, 1958.

The entry of educational studies into the Iranian higher educational system and
establishment of specialised colleges are indebted to the efforts of pioneers in 1964.
The teaching of educational studies before that time was conducted along with phi-
losophy and sociology. After the establishment of the first faculty of education and
psychology in 1964 at Tehran University, educational studies developed as an aca-
demic field in B.Sc. and M.Sc. The period between 1964 and 1979 (the victory of
Islamic Revolution) is called the age of ‘development and specialisation of educa-
tional studies’. To increase education studies colleges and establish new fields, the
education system was revised in 1971, imitating the ‘Langevin-Wallon’ in France
leading to the formation of three stages—primary school, guidance school, and high
school—but was an incomplete adaptation from the France system (Sadiq 1942).

The first curriculum of education studies in Iran included six syllabi entitled ‘psy-
chology in terms of education’, ‘sociology in terms of education’, ‘philosophy of
education’, ‘foundations of secondary education’, ‘history of education,’ and ‘princi-
ples of education’. In order to train in these syllabi, the first references of educational
studies in Iran were codified by Issa Sadiq Alam, Ali Akbar Siasi and then Moham-
madBaqerHoushiyarwhowere influenced byAmerican, French andGerman experts
in this field, respectively. Issa Sadiq Alam had graduated from Columbia University
where his thoughtswere inspired by JohnDewey,whileMohammadBaqerHoushiyar
was an alumnus of the University of Munich, and therefore, his book was a reflection
of the German philosopher, Kershensteiner (Kardan 2002). After the Islamic revolu-
tion, in pursuit of the goals and slogans of the Islamic revolution, educational syllabi
were controlled and revised by the Supreme Council for Cultural Revolution (SCCR)
and the Ministry of Science, Research and Technology during the 1989–1993 period
(Nowroozi 2012). After more than two decades, the curriculum of this field has been
recently revised:

At present, educational sciences is presented at undergraduate level through four fields named
as ‘Educational Planning and Administration’, ‘Educational Technology’, ‘School and Pre-
school Education’ and ‘Education of Children with the Special Needs’. The undergraduate
period of educational sciences takes about four years including 140 educational courses: A)
Basic courses: 20 units, B) Main courses: 70 units, C) Professional courses: 18 units, D)
Optional courses: 10 units and E) General courses: 22 units. (SCCR 2015)

The turning point of EA can be placed in the time of Tehran’s higher education
institute independence, the Danesh Saraye Ali, which led to teaching it as a course by
Mohammad Ali Toosi and Mohammad Mashayekhi (Naeli 1996). The introduction
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of EA courses at universities began in the 1940s, and then, the MA degree (1969)
was offered in the newly established faculty of educational studies at the Univer-
sity of Tehran (Alaghband 2001). However, in some universities such as Kharazmi
University, EA is part of the Faculty of Management and Accounting. The first EA
books entitled ‘Culture Organisation and its Leadership’ (1964) and ‘Management
and Educational Leadership’ (1968) were written and translated by Mohammad Ali
Toos (Rastehmoghadam 2017). Since then, some other activities have also been con-
ducted including commissioning of graduate-level programmes, publishing books,
articles and establishing specialised journals.

Limitations on Teaching and Theoretical Development of EA
in Iran

In this section, limitations of the teaching and theoretical development in Iran are dis-
cussed based on an analytical-critical method. EA limitations refer to a set of factors
and issues that have caused problems in the development of the field, the relevant
ones discussed in two general categories, named the macro-limitations (outfield)
and the micro-limitations (infield). Macro-level limitations are a set of factors and
socio-political variables that inhibit the development of EA, whilst the micro-level
limitations include the scholarly weaknesses of the researchers, research poverty,
and deficiencies in the EA curriculum.

The Macro-limits (Outfield)

As pointed out in the historical trend of education discussed above, the confrontation
of Iranians with the new educational system resulted from successive defeats in mil-
itary wars. Hence, attention to modern education and scholarship was used to gain
power and overcome enemies (Shahriari 2017). Thus, from the outset, an empha-
sis on military and medical sciences was preferred to humanities (Takmilhomayoun
2018), and attention to humanities was also pursued to foster the spirit of homeland
defence and patriotic friendship (Siasi 1958a). On the other hand, the traditional and
religious system that formerly authorised education could not change itself in the
time available and despite the numerous resistances of clerics and religious scholars;
the new educational system was finally developed throughout the country. There-
fore, the new educational system in Iran was imposed, imitated and used as a tool to
pursue political power. In such a system, schools were not completing the path of the
‘Maktab’ and ‘Seminary’, but regarded as an imported commodity that was intended
to pave the way for the country’s progress andmodernisation. In this process, no con-
structive interaction was found between tradition (Maktab) and modernity (School),
and even some of the positive points of the Maktab such as the practice of having
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male and female students in the same class (Nasiri 2008) were forgotten. Despite
four decades passing since the establishment of the Islamic Republic of Iran, the edu-
cation system is still wandering between tradition and modernity symbols (Paivandi
2012). Considering the way in which modern education has been introduced into the
country, it is natural that its corresponding management was also formal, imitative,
and instrumental.

EA has more administrative responsibility to implement the orders and circulars
from government than paying attention to educational affairs (Alaghband 1985). In
general, education, and consequently EA, since the Qajar dynasty to the present
time, has always been a means for legitimising the values of the rulers in society.
In the Qajar period, an imitative management obtained from Western educational
institutions was used as amodel in the country (Iravani 2014). During the Pahlavi era,
using the ‘WhiteRevolution’ and in IslamicRepublic using the ‘Cultural Revolution,’
rulers tried educatingpeople according to their desires through the educational system
(Tamer 2010; Menashri 1992). On the other hand, the trend of revolutions in EA
opposed the international intellectual and scholarly standards. For example, just
when theWest introduced the issue of management and ownership by The Principles
of Scientific Management (1911) by Frederick Winslow Taylor, the ‘Constitution of
Education’ was released in Iran in the same year, as the administration and ownership
of schools were taken over by the government and the freedom and authority of
schools were eliminated (Naeli 1996).

On the other hand, at a time when international education emphasised freedom
and respect for students as well as the authenticity of the human being and his
rights, in Iran, the Pahlavi era was ruled as a dominating and authoritarian system
that misused education in the consolidation of his thought including the promotion
of the concept of royal affairs (Hamraz 1997), as the educational principals became
affiliates and associates of senior officials (Alaghband 1985). Therefore, there was an
asynchronicity and contradiction between the evolution and demands of education on
worldwide and internal levels. It isworth noting that even after the IslamicRevolution,
not only did authoritarianism and concentration of power (as the heritage of the
previous period) not disappear, but the existing authoritarian capacity was used to
develop the degree and formalism of religious activity with an emphasis on the
implementation of Islamic rituals (Iravani 2014), whereby the educational system
became a tool for legitimising the twelve Imami Shia of Islamic ideology (Levers
2006; Mohsenpour 1988). As a result, there was no significant difference in political
views and their type of management and educational policies (Saee et al. 2012) and,
consequently, all of them pursued the same policy.

In addition to these issues, the adoption of an ideological approach to the humani-
ties after the Islamic Revolution included an ‘Islamisation of science’ project that had
the greatest impact on the curriculum of these fields (Godazgar 2001; Paivandi 2012;
Shorish 1988). Educational studies and EA were no exception (Mohsenpour 2005;
Nowroozi 2012). Undoubtedly, the educational visions in every society are based on
its political philosophy and worldview which can have a metaphysical aspect. How-
ever, how to achieve these goals in educational studies are affected by innovation
and modernity. Nevertheless, the Islamisation Project considered education proce-
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dures as well as its goals and values. Looking at EA from a religious point of view
means to extract EA principles and practices on the basis of Islamic references. As in
previous periods, an imitation prevailed in Iran’s educational system, but governed
by Islamic and religious teachings instead of Western principles. The spirit govern-
ing the education system and EA was propelled forward contrary to conventional
academic routes at a time when world-class EA scholars had begun to pay attention
to cultural differences (Hallinger and Chen 2014; Hallinger and Walker 2011). The
actual conditions of schools and EA in Iran were arranged on the basis of Islamic and
religious sources, unaware that religious propositions tend to explain and describe
the spiritual world rather than focusing on cultural and social realities (Shamshiri
2005) and did not necessarily tolerate cultural and social differences in society. This
policy has led to a neglect of the practical and historical heritage of this field both in
the traditional pattern (Maktab) and in the new model (the experiences of successful
schools such as Farhad School and Alborz School). As a result, some books such as
‘Seeking for the Methods of Education’ by Turan Mirhadi (1983), ‘School Director’
by Jalal Al-Ahamad (1958), and ‘Excavation of Educational Issues in Iran’ (1957)
written by Samad Behrangi, which described the conditions and issues of the edu-
cational organisations of the country, were rarely addressed by policy-makers and
EA scholars. Of course, this policy did not have successful results. So, despite the
creation of multiple centres, allocation of funds, and holding of several conferences
on the subject of Islamising humanities studies, there is still a long distance between
the current state of education with the expectations of the officials (Ramazani and
Hamani 2014) and secularism as the dominant approach of Iranian scholars towards
education (Alamolhoda 2002).

Collectively, all of these factors show that EA in Iran has not been historical,
because the history of each discipline or field of study is shaped by problematisation.
This refers to the research discovery process that asks questions in a historical and
social context of society. Up to now, few issues related to EA have been explored
in the country’s historical and indigenous background, because education and its
administration are seen as a tool not intrinsically important but serve other purposes.
Therefore, analysing the current state of EA in the country requires examining the
governing political and social limitations.

Minor Limitations (Infield)

In addition to the macro-limitations noted above, EA also suffers from internal lim-
itations as follows: ‘the scholarly weakness of EA researchers’, ‘research poverty,’
and ‘deficiencies in the EA curriculum’.
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The Scholarly Weakness of EA Researchers

One of the most important limitations on this level is attributed to the students and
researchers of the EA field. Many professors are not familiar with the names of
major international scholars, associations, awards and accredited journals, but they
have taken responsibility for the training of a wide range of master’s and Ph.D.
students. The depth of the professors’ insight into the evolutionary trends of EA in
the global arena is low. Historically, the first group of EA professors in Iran graduated
fromWestern universities in 1970s. Formation of the EA field in Iran coincided with
the failure of the ‘Theory Movement’ in 1969 (replaced by later movements). EA in
Iran was turned into an academic discipline when the researchers’ efforts for a more
rigorous scholarly standard were developing in the West, but Iranian researchers
faced the ‘unfinished EA’ project. Although in a few works, attention has been paid
to the background and evolution of the conceptual evolution of EA (Alaghband
2001, 2010), a general weakness and lack of attention to trends and theoretical
movements are evident in most of the educational textbooks. In fact, knowledge of
the domestic investigations of EA was achieved not through studying classical and
authoritative works but articles published after development of EA journals after the
1970s. Following the worldwide declining trend of the review and conceptual studies
of EA and the domination by positivist paradigm (Bush and Crawford 2012), Iranian
EA scholars also began to import research issues and conduct decorative studies
that lacked depth and value in resolving problems. Iranian EA researchers could
not correctly understand the message of the ‘Theory Movement’. Therefore, instead
of paying attention to the conceptualisation of the real conditions of educational
organisations, they adopted the positivistic approach and theoretical borrowed from
other management, administration, and leadership fields.Whereas the experiences of
the ‘TheoryMovement’was contrary to the current trends in Iran, research in this field
not only contributed to the scholarly identity of EA in Iran, but also influenced the
content of textbooks strongly through the fields of psychology, public management
and organisational behaviour. It seems, ignoring the history of EA, along with the
retirement and loss of pioneering scholars, concerns have developed that EA will
face a lack of history on the global scale in the future (Rastehmoghadam et al. 2016).

Along with the lack of historical insight, the status of the EA researchers’ schol-
arly communities, the associations, and networks that play an important role in the
development of specialised knowledge, is also undesirable. The history of the forma-
tion of world-class academic and professional circles of EA dates back to the 1930s.
Nevertheless, the ‘Iranian EAAssociation’ has existed for only nine years. Although
improvements of EA have been achieved in light of personal dedication and a conti-
nuity of individual activity (Hallinger 2011), it should not be forgotten that scholarly
development means the production process, distribution, and critique of knowledge
through channels used for creating a collegial atmosphere of dialogue among the
researchers of this field. The weakness of dialogue space and critique, individual
activities, and lack of academic interactions internationally are some of the features
of EA in Iran. The activities of the Iranian EA Association are limited to organising
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educational workshops and setting up representative offices in the provinces, with
fewer spaces provided for discussion of opposite ideas, theorising, publishing, and
critiquing. It seems that diffusion of individualist values hidden in Asian culture has
also been effective in this regard, so that in addition to Iran, the culture of research
cooperation is also very weak and disappointing in the best educational institutions
of East Asia (Hallinger 2011).

In addition to the above cases, the status of volunteers and students in EA is not
satisfactory. Students entering the field do not have the adequate capacity to develop
it. Many of them had to study EA as a result of their failure to be accepted in the
other disciplines. Some are staff members of governmental organisations studying to
obtain an undergraduate degree in order to get promotions in their organisations. On
the other hand, inability to function with English language skills reduced them to a
level of literacy more dependent on Persian books and references. The totality of the
above factors caused EA in Iran to suffer from the lack of talented human resources
for conceptual development.

Research Poverty

The content of EA research published in the form of papers and books is a result
of several factors. The first is the weakness of interdisciplinary research in the field.
Facing these complex phenomena requires comprehensive and multidimensional
research. Ironically, due to its multidimensional nature, EA often needs such stud-
ies. Schooling is not merely the educating-learning environment, but it has political,
social, economic, and legal functions. Several studies have been carried out on a
global scale using an interdisciplinary approach, but in Iran, such studies have rarely
been conducted through this approach. EA research in Iran, similar to the neighbour-
ing country, Turkey, does not interact effectively with the other academic disciplines
(Beycioğlu 2006).

Most studies have been conducted using public management concepts and the
positivist approach in the context of educational organisations. On the other hand, a
large part of EA research has been limited within the framework of educational stud-
ies concepts. Therefore, the status of EA research in Iran is fluctuating between the
academic imitation of management fields and scholarly isolation in science fiction,
whereas EA is beyond the simple combination of management and education fields
(Campbell 1981). Therefore, it is necessary to avoid adopting a particular approach
that prevents reviewing the patterns of other countries’ thought. Only through estab-
lishing a link between EA studies and other academic disciplines will we be able
to capture new concepts and theoretical developments. For example, application of
postmodernism critiques or the use of a critical-realism approach includes a new
attitude toward the school and its administration (Pounder and Johnson 2007).

The second point is that EA research in Iran is highly disconnected from problems
in the educational system. Of course, the political and social contexts governing
educational organisations are highly influential in this regard, but it should not be
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ignored that the researchers in this field have been less able to resolve educational
problems through interaction with the true subjects of the educational environment
at the micro-level (school) and macro-level (policy-making). Therefore, production
of knowledge in the field has not been significantly usable by practitioners or policy-
makers. As a result, the gap between research and practice has increased, and there is
little relationship between the content of academic journals and the current problems
of the educational system. Academics are less aware of the situation of educational
organisations, and the executive managers are unaware of the progress of academic
studies in the EA field.

Deficiencies of the EA Curriculum

One of the limitations in a theoretical development of the EA field in Iran is related to
its curriculumwhich is not adequately compatible with the business, social and prac-
tical needs and focuses more on theoretical and disciplinary aspects rather than the
operational and practical ones (Arefi 2005; Keramati and Ahmadi 2011; Rahmani-
Kochghani and Behrangi 2009; Shadfar et al. 2011). This has led to a decrease in the
impact on graduates (Yarmohammadian and Salmanizadeh 2006). Also, the contri-
bution of a number of disciplines in the arrangement of the curriculum is unbalanced.
Despite the important effect of psychology, philosophy, and sociology, they play an
extremely small role in curriculum of EA (Aali and Hosseingholizadeh 2010), even
though pedagogy is not possible without psychology (Siasi 1958b). On the other
hand, various studies demonstrate the need for reviewing the traditional curricu-
lum in undergraduate and graduate studies (Aali and Hosseingholizadeh 2010; Arefi
2005; Hosseingholizadeh et al. 2018; Noorabadi et al. 2014; Rahmani-Kochghani
andBehrangi 2009;Yarmohammadian andSalmanizadeh2006).Recently, aftermore
than two decades, educational studies curricula have been revised in a focusedway by
decision-making authorities (SCCR 2015). The new curriculum has been arranged
based on the Islamic approach, as among the total of 140 study units, 16 units are
directly devoted to Islamic thought in education. On the other hand, only a two-unit
case lesson, called ‘internship’, deals with the practical aspects of EA. Finally, it
seems that regarding the centralised approach in the design of curriculum and, con-
sequently, reduction of professors’ participation, meeting various regional and local
needs will also remain in the midst of ambiguity.

Content of the EA curriculum in Iran is a combination of public management,
organisational behaviour, and behavioural issues. A number of studies have shown
that although over 40 books have been written about EA in Iran, up to now, none of
them have paid attention to the Lakomski (2008) and Evers (2017) epistemological
viewpoints introduced to the global arena two decades ago. Also, EA movements,
including the ‘Theory Movement’, the ‘Effectiveness Movement’, and the ‘Stan-
dardisation Movement’, have remained unnoticed in the textbooks of this field. In
addition, despite a half century elapsing since the introduction of the EA into Iran,
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many of the important foreign works of this field have not yet been translated into
Persian.

Part Three: Conclusion and Suggestions

In this chapter, the establishment of a new education system and formation of edu-
cational sciences and consequently EA in Iran were first described. Then, limita-
tions of its theoretical development were analysed in two categories: the macro and
micro. Impacts of the historical-political and ideological conditions were addressed
in the macro-level, whilst some of the cases including the researchers’ scholarly
weaknesses, research poverty, and weaknesses of the curriculum were dealt on the
micro-level as the most important limitations of the theoretical development of EA.
Undoubtedly, presenting any kind of suggestion for its development on practical and
theoretical levels needs to change policy-makers’ attitudes towards the role and place
of EA in the context of the Iranian educational system. Thus, by considering these
points, suggestions are made here to improve EA conditions in Iran.

In order to improve the scholarly basis of EA in Iran, one recommendation is to
reduce the volume of instructional and managerial activities of university professors
to provide opportunities for thought, research, andmonitoring of theoretical changes.
Formation and consolidation of academic and professional communities, as well as
improvement of English language capabilities, are among other solutions that can
aide the development of international cooperation, exchange of ideas, and supervi-
sor–student interactions. With regard to the lack of common educational background
being one of the reasons for the prevention of knowledge production, it is also rec-
ommended that graduated students of the EA field be recruited as university faculty
members. In addition, to prevent weak and less motivated applicants entering this
field requires that entry requirements be increased by the decision-making authori-
ties.

To increase the quality of EA studies in Iran, it is recommended that an increase
in interdisciplinary studies needs collaboration of EA researchers with those of other
disciplines. Of course, EA is a practice with a local–national character rather than
international. So, with regard to ethnic, religious, regional, and racial differences in
Iran, it is essential to study schooling models and avoid imposing a uniformisation in
this respect. Fortunately, a study has been recently done with an historical approach
in order to document the management pattern of one of the famous religious Iranian
schools (Kashani Vahid 2016). The EA field in Iran is really in need of such studies.
On the other hand, national studies require the formulation of a research agenda and a
coherent researchmap. This research route can be established through a coordination
and division of tasks among academic centres, and in this way, conduct of repeated
and non-related studies could be prevented. Eventually, EA studies in Iran must
lead to the establishment of what is called Relevant Educational Administration
(REA) in Iran. REA refers to the type of EA which deals with actual cases of the
educational system through research programmes where schools are established next
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to EA faculties in order to facilitate the accessibility of professors and students to the
actual research environment. Of course, implementation of internship courses would
also help the connection of science and practice.

In order to improve and promote EA curriculum in Iran, it is also recommended
that faculty members be more empowered through curriculum development through
their own discretion. Additionally, a coherent and integrated approach should be
developed for arrangement of educational studies by focusing on the new national
and international topics such as educational justice, cultural diversity, and educational
policy. Also, it is essential to pay more attention to philosophical and sociological
issues in studyprogrammes. In this regard, it is recommended that graduate courses be
designedwith the title of ‘Philosophy andHistory ofEducationalAdministration’ and
‘History of School Administration in Iran’ in order to realise the role of philosophy
and obtain knowledge of the philosophical origins of EA theories.

Finally, in order to improve EA in Iran, it is recommended that an ‘EA Profes-
sional Research Institute’ be established by participation of national scholars. The
tasks of the aforesaid institute may include monitoring theoretical and empirical evo-
lution of EA in the global community, policy-making for translation of books from
original sources, including encyclopaedias and handbooks according to the domestic
needs and conditions of the country, arranging a review meeting for new EA books
(domestic and foreign), preparing an EA strategic plan in the country, and finally
conducting an historiography of successful schooling experiences in Iran.
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Chapter 10
K-12 Education Reforms in Saudi
Arabia: Implications for Change
Management and Leadership Education

Bader A. Alsaleh

Abstract The Saudi education system has been experiencing continuous reforms
during the past twodecades.However, despite thefinancial support education reforms
are granted by the government, impact of those reforms on education outcomes, if
any, remains minimal. The author argues that reviewing Saudi education reforms
based on Rogers’ (2003) characteristics of innovation (internal factors) and Ely’s
(1990, 1999) conditions of change (external factors) as a framework demonstrates
that shortcomings of these reforms could be attributed to a lack or at best to weak
change management and leadership that failed to provide for those factors during
the implementation stage. Taking these factors into consideration by Educational
AdministrationDepartments at theColleges of Education in Saudi universities should
improve teaching topics and issues of educational administration and leadership at
these departments as well as improving school’s principals in their role as change
managers. This chapter starts with an overview of the Saudi education system and
the Tatweer education reform project followed by an overview of Rogers (2003) and
Ely’s (1990, 1999) proposed frameworks. Next, it critically reviews Saudi education
reforms based on this framework. The chapter ends with proposed curriculum out-
lines in change management and leadership for the preparation of future graduates
of the colleges of education at Saudi universities.

Introduction: An Overview of Saudi Arabia Teaching
of Educational Administration and Leadership

The education system in the Kingdom of Saudi Arabia, both government and private,
is composed of general education which is organised into three stages of elemen-
tary school for six years, intermediate school and secondary school for three years
each and university and technical and vocational education. Only recently preschool
has received special support with the Saudi Vision 2030 (Preschool Development
Programme 2018). TheMinistry of Education (MOE) (2018a) runsmore than 38,000
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schools, with six million students and half a million teachers. Post-secondary educa-
tion includes universities that offer bachelor’s degrees in almost all academic majors
in humanities and sciences and masters and PhD degrees in many majors. Presently,
there exist 28 government universities, 10 private universities, and 42 private colleges
(MOE 2018b). Further, the Technical and Vocational Training Corporation (2017)
runs 71 technical colleges and many vocational training institutes.

The Saudi education system is centralisedwith a top-downmanagement approach.
K-12 education is managed at three levels; at the school level, principals manage the
daily routine operations of the schools; at the district level, the education directorates
manage schools in their districts; and at the national level, the MOE is responsible
for setting educational policies and curricula, allocating financial resources, hiring
staff, selecting and or authoring textbooks and maintaining the education system
(Badawood 2003, cited in Meemar 2014, p. 14).

Until recently, the Saudi Universities were under the authority of the Ministry of
Higher Education. However, a royal decree in 2015 merged the Ministry of Educa-
tion and the Ministry of Higher Education into one entity which is now the Ministry
of Education (Sack et al. 2016). The Technical and Vocational Training Corporation,
which runs two-year and four-year technical colleges and vocational institutes for
boys and girls and used to be an independent entity, has recently become under the
authority of theMOE as well. The rationale behind this merger is to encourage align-
ment between universities and technical colleges’ graduates and jobmarket demands,
develop qualified teachers, and improve system-wide efficiency (The Boston Con-
sulting Group 2018). Even though Saudi education has witnessed huge expansion,
and despite costly education reforms during the last two decades, reform outputs in
terms of graduates ready for a highly competent job market have been criticised for
their low quality (Mackenzie 2015; Pennington 2017; Saudi Transformation Plan
2020 2016; Saudi Vision 2030 2016).

Education reform implies change that is a complex and lengthy process because
of many human and non-human factors involved. Thus, the success or failure of
education reforms cannot be attributed simply to one cause. Taking this into consid-
eration, the author argues that examining Saudi education reforms using a change
management and leadership framework based on Rogers’ (2003) characteristics or
internal factors of innovation and Ely’s (1990, 1999) conditions or external factors
that facilitate innovation implementation will reveal that weak or an absence of well-
planned implementation and change management and leadership of Saudi education
reforms is a major factor of their shortcomings or failures. This suggests that educa-
tional administration and leadership graduate degrees need to cover more on change
and innovation that is relevant to the Saudi context. To present this argument, the
chapter begins with an overview of Rogers’ characteristics of innovations (2003)
and Ely’s conditions of change (1990, 1999) followed by an overview of the Tatweer
education reform project. Next, a critical review of Saudi education reforms based
on the proposed framework is presented. The last part of the chapter proposes cur-
riculum outlines in educational change management and leadership at the colleges
of education in Saudi universities. In this chapter, change, innovation, and reform
terms are used interchangeably.
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Tatweer Education Reform Project

Education is the resource that nations heavily invest in to fuel and expedite their eco-
nomic, social, health, etc., developments. The 2016/2017 annual budget for general
Saudi education alone exceeded $35.2 billion (MOE 2018a). With the inception of a
huge k-12 education reform, namely the King Abdullah Project for the Development
of Education (publicly known as Tatweer means to develop or to reform) in 2007
with a budget of $2.4 billion, educational reform initiatives have gainedmore govern-
mental support. Tatweer is managed by the Tatweer Holding Company which runs
four companies aimed at transforming the Saudi school system into a twenty-first
century model of education (Meemar 2014). Education reform has recently gained
more momentum with the inception of the 2020 National Transformation Plan and
became one of the main pillars of this very ambitious social and economic plan
towards a knowledge- and service-based economy (Alnahdi 2014).

Tatweer’s goals include the following: empowering districts and schools to man-
age and lead change; improving curriculum, instruction, and assessment; profes-
sionalizing teaching practice; leveraging technology to improve school and student
performance, and improving governance, leadership, and policies to sustain change
(Meemar 2014). Presently, Saudi education is focusing on three priorities: ‘improv-
ing the basic level of education, ramping up vocational education and training; and
improving the flow of young people, including university graduates, from education
to employment’ (Mackenzie 2015, n.p.). TheGCCcountries have implementedmany
education reforms but research of their impact is limited, which creates challenges
for policy-makers and leaders in implementing further reforms (Alfadala 2015).
Though research-based evidence of the impact of Saudi education reforms is sparse
(Alyami 2014), Tatweer has been criticised for not having tangible impact on schools’
improvement (Al-Essa 2009, cited in Tayan 2017, p. 68) which indicates the need
to focus more on change management by faculty involved in teaching educational
administrational and leadership.

Rogers’ (2003) theory of the diffusion of innovations addresses the process from
a social change perspective. The main components of this theory are the elements
of innovation diffusion (the innovation, communication channels, time, and a social
system), the stages of the innovation-decision process (knowledge, persuasion, deci-
sion, implementation, and confirmation), and the characteristics of the innovation
itself. He defines five characteristics (internal factors) inherited in the innovation
that can speed up its diffusion and adoption:

1. Relative advantages: The degree to which an innovation is perceived by a target
audience as better than the old practice. Advantages may include ease of use,
time or money-saving, etc. The greater the perceived relative advantages of an
innovation, the more rapid its rate of adoption is expected.

2. Compatibility: The more the innovation is compatible with values, beliefs, and
current practices as perceived by target audience, the more rapidly it will be
diffused and adopted.
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3. Ease of use: The innovation that is perceived as easy to understand and used
within available skills and knowledge is expected to gain rapid acceptance and
adoption.

4. Trialability: The innovation that gives the target audience an opportunity to try
it out before making the decision to adopt it increases its likelihood of adoption.

5. Observability: The more the innovation results are easily observed by the target
audience the more likely it will be adopted.

Ely (1990, 1999) argued that there is more to the successful implementation and
adoption of innovation than the inherited qualities of the innovation itself. Therefore,
he focused on conditions that exit in the innovation’s environment (external factors)
which facilitate its implementation; these conditions are:

1. Dissatisfactionwith the status quo: Somethingmust necessitate a need for change.
2. Knowledge and skills: Intended adopters must have the knowledge and skills

required to implement the innovation.
3. Availability of resources: Resources necessary to implement the innovation must

be available.
4. Availability of time: Provision of time to intended audience to learn and adapt

the innovation to their needs.
5. Reward or incentives: Provision of intrinsic or extrinsic incentives or reward to

motivate audience adoption of innovation.
6. Participation: Intended audience must have their inputs into the innovation pro-

cess.
7. Commitment: Leaders must show continuing support to the innovation.
8. Leadership: Leaders must provide encouragement, support and inspiration for

adopters.

Saudi Education Reforms: Education Administration,
Change Management, and Leadership

Literature related to the causes of the failure of education reforms over times and
across cultures reveals patterns or common factors that explain this phenomenon
(e.g. Ely 1990, 1999; Fullan 2007; Rogers 2003). Akkary (2014) attributed failure
of education reforms in the Arab countries to the following common factors:

• reforms are rigidly run by top-down management,
• lack of basic knowledge about effective education reform,
• lack of implementation management plan, and
• lack of professional capacity on the part of those targeted by reform.

Unfortunately, these factors are present in the case of Saudi education reforms
that need to be focused on in education administration and leadership graduate pro-
grammes. A review of literature of those reforms (e.g. Alzaidi 2008b, cited in Alyami
2014; Alsalahi 2014; Oyaid 2009; Tayan 2017) reveals similar factors hindering the
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implementation of Saudi education reforms.Dealingwith these factors froma change
management perspective is a prerequisite for successful implementation of educa-
tion reform (Pont et al. 2008). Innovations may fail during the implementation stage
if prerequisite conditions do not exist (Ely 1990, 1999; Fullan 2007, Rogers 2003).
Therefore, I argue that despite the generous financial support education reforms are
provided by the MOE, shortcomings or failure of those reforms can be attributed
to a lack or weak change management and leadership during the implementation
stage. This has been manifested through the absence of internal and external fac-
tors that facilitate implementation of education reforms as well as lack of change
leadership’s accountability, timetables of tasks implementations, effective change
tracking procedures and timely interventions. In short, I believe that a major prob-
lem in Saudi education reforms lies in change management and leadership during
the implementation stage which necessitates re-evaluation of educational adminis-
tration and leadership programmes in terms of content and teaching to effectively
and efficiently manage those reforms.

While Rogers (2003) emphasised the role of the characteristics or internal factors
of innovation in its rate of diffusion and adoption, Ely (1990, 1999) addressed exter-
nal factors that exist in the innovation environment and influence its implementation.
Ertmer (1999, cited in Albugami and Ahmed 2015, p. 40) categorised factors hinder-
ing ICT implementation into internal factors (views and attitudes of school staff) and
external factors (ICT resources and technical support). According to Alwani (2005,
cited in Albugami and Ahmed 2015, p. 41) in the case of Saudi education reforms,
external factors are related to the MOE. Likewise, Fullan (2007) argues that imple-
mentation is the ‘big hurdle’ of educational change for several interactive factors.
These are internal factors (characteristics of change), local characteristics of change
(district, community, principals, and teachers) and external factors (government and
other agencies).

It appears then, based on related literature, that both characteristics of innovation
(internal factors) and conditions in the innovation environment (external factors) are
influential in determining the degree to which the innovation well be adopted and
successfully implemented. This means that graduate programmes for educational
administration and leadership are inadequate in preparing their graduates in change
management. Change is a process composed of stages that happen over time; effective
changemanagement is a prerequisite for a smooth transition through those stages. Of
those stages, the implementation stage is particularly critical (Fullan 2007). Based
on this argument, educational change leadership must consider the provision of both
internal and external factors of education reform.

Rogers (2003) specified five characteristics of innovations.When applied to Saudi
education reforms based on related literature, one finds that Saudi authority respon-
sible for leading and managing education reforms either ignore or at best does not
give enough attention to those characteristics when planning and implementing edu-
cational reforms; this situation may be attributed to ill knowledge of the basics of
change management and leadership and inadequate graduate programmes in educa-
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tional administration and leadership. Below is a brief discussion of Saudi education
reforms based on Roger’s characteristics of innovation.

As mentioned earlier, the Saudi education system is centralised; decisions about
reform agendas are taken at the education minister cabinet level; thus, input from a
target audience into this agenda is almost absent (Akkary 2014; Algarni and Male
2014; Tayan 2017). Teachers are usually informed of reforms by circulars; thus,
they are not well informed about their features and goals; consequently, teachers
are not aware of the relative advantages of those reforms. Fullan (2007) considers
clarity of change features an important factor of its success and points out that clarity
of problems about teachers’ new duties appears in virtually every study of change.
Even with recent efforts by the MOE to involve teachers and school principals in
matters related to education reforms initiatives by electronic means via e-portal,
those initiatives are not well articulated as to what roles are expected of teachers and
principals ahead of their implementation. This shortcoming needs to be addressed by
educational administration and leadership curriculumaswell as through the provision
of professional development programmes.

A large part of Tatweer’s project is related to digital technology with the goal to
transform Saudi schools. This means that Tatweer implementation requires teachers
well-trained in technology integration. However, review of related literature (Alyami
2014, 2016; Al Mulhim, 2014; Alnahdi 2014; Meemar 2014; Tayan 2017) reveals
that teachers lack sufficient knowledge, skills, and technical support; consequently;
they perceive reform as hard to implement (complexity); and because of sparse
information about reform’s effectiveness (Alfadala 2015; Alyami 2014), teachers
have no knowledge of reform results (observability). In this context, teachers are
expected to react negatively towards reform’s initiative and not willing to try it
out (trialability). It is worth mentioning that repetitive negative experiences with
education reforms will eventually encourage teachers to be indifferent about them
because they know from their past experiences will not last long.

Compatibility of innovation with existing school culture, the values and beliefs
held by its staff is an important factor of innovation acceptance while its absencemay
cause resistance (Rogers 2003).Any type of change introduced to schools is oftenmet
with resistance if it is contrary to current practices (Hinde 2014, p.2). According to
Alyami (2014, p. 1522), staff resistance in Tatweer’s schools was up to 70%; teachers
preferred to leave for other schools rather than to change their practices. Therefore,
school leadersmust be sensitive to school culturewhen initiating change (Fidler 1996,
cited in Alyami 2014 p. 1523). In addition, school culture needs to be addressed in
teaching educational administration and leadership. Numerous studies support the
finding that a change supportive culture is necessary for its success (Hinde 2014). In
a study of the relationship between school culture and teacher change, Schweiker-
Marra (1995, cited in Hinde 2014, p. 8) found that teachers’ qualities facilitated
change, and in some cases, a new culture must be instituted to accommodate change.
In Tatweer’s case, some globally recognised educational systems such as Finland’s
and Singapore’s were used as benchmarks to Saudi education reforms but without
giving much thought to cultural differences and the need for an adaptation vision to
accommodate those differences (Tayan 2017). According to Kotter (1995), a change
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process occurs through phases and that transition from a current tradition to a new
state of practice may not be achieved if culture is in direct contrast with intended
change (Kotter 1995); this and other related issues should be included in the graduate
programme of education administration and leadership.

External Factors of Innovation

Contrary to Rogers’ (2003) emphasis on the characteristics of the innovation itself,
Ely (1990, 1999) focused on external factors that exist in the environment and affect
the implementation of innovation. In other words, he notes that even when the inno-
vation is well designed, it may not succeed if certain conditions do not exist in the
environment in which it will be implemented. This contention supports the concept
of readiness mentioned by Abedor and Sachs (1978); according to them, readiness
is necessary at the individual and organisational levels for the successful implemen-
tation of change. The more the change deviates from the status quo, the higher the
level of readiness is needed at both levels. Readiness and other concepts related to
innovation adoption should be part of education administration and leadership cur-
riculum at the graduate programme at the colleges of education in Saudi Arabia.
Fullan (2010, cited in University College of the Cayman Island, 2013) indicated that
change success requires creating the right conditions and developing organisational
and individual capacity. In the following section, review of Saudi education reforms
based on Ely’s (1990, 1999) conditions that facilitate implementation of innova-
tion is presented. Topics reviewed in this section are: dissatisfaction with the status
quo, knowledge and skills, availability of resource, availability of time, incentives or
rewards, participation, commitment, and leadership.

Dissatisfaction with the status quo is probably the condition that most concerned
educators and education leaders in the country agree with. In the Yidan Prize Summit
in Hong Kong (Pennington 2017), the Saudi Minister of Education, Ahmed Al-Issa
criticised the Saudi current education system as ‘being the product of the past, not
an enabler of the future’ (n.p.). Tatweer’s project itself is a strong indication of the
urgency to improve Saudi education. The 2020 Saudi Transformation Plan (2016)
and the Saudi Vision 2030 (2016) both have emphasised the urgent need to reform
the Saudi general education to prepare young Saudis for the jobmarket and increased
global economic competitions. This reform should include the improvement of edu-
cational administration and leadership programmes. A rationale to transform Saudi
education has been emphasised in both initiatives (MOE 2018b). These are clear
articulations of the dissatisfaction with the status quo of Saudi education.

Probably, knowledge and skills in addition to availability of resources are the
problems repeatedly mentioned by Saudi teachers. Alsalahi (2014) found that teach-
ers need to be empowered with needed skills and knowledge to practice their roles
as leaders and that preservice programme neglects training them with the knowledge
and skills they need to practice this role. Not only teachers that need to be empow-
ered in education administration and leadership skills but schools principals too;
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Meemar (2014) for instance, found principals in Saudi schools perceive themselves
as having a low to medium level of ability to implement administrative and technical
authorities. For example,Alenezi (2017),who studied technology leadership in Saudi
schools, reports that Saudi teachers are not well trained to integrate ICT into teaching.
Al-Degether (2009, cited in Tayan 2017, p.65) calls for the need to improve Saudi
teachers’ skills and instruction via professional development to enhance the quality
of Saudi education. Such professional development should include opportunities for
training in educational administration and leadership teaching.

Ertmer (1999, cited in: Oyaid 2009 p. 43) indicated that teachers may not be able
to integrate ICT into instruction due to the low availability of resources if schools
do not provide enough support, training, time, and equipment. Al Mulhim (2014,
p.491) discussed three factors that prevent teachers in Saudi schools from using
ICT frequently and appropriately into their teaching; they included lack of access
to technology, effective training, and time. Several Saudi studies about education
reforms and ICT technology status in Saudi schools (e.g. Alenezi 2016; Alyami
2014, 2016; Al-Zahrani 2015; Meemar 2014; Oyaid 2009) found that problems of
resource provision in schools including lack of software to support subject matters
content and lack of technical assistance present major obstacles towards successful
implementation of reforms. Alyami (2014) indicated that Tatweer’s smart schools
lacked human resources to use Intel programmes.Albugami andAhmed (2015) found
many factors hindering ICT implementation in Saudi schools among which are lack
of management and technical support, lack of ICT policy, lack of ICT resources,
and lack of teachers training. These findings highlight the important role of teaching
education administration and leadership for those involved in change management
to enhance the likelihood of adopting education reform.

Ely’s (1999) fourth condition of successful implementation of innovation is the
provision of time for teachers to practice and try out new teaching approaches. Time is
one of the four elements of Rogers’ (2003) theory of innovation diffusion. Realising
that change usually takes considerable length of time can improve the chances of
change success (Kotter 1995). Maroun et al. (2007) assert that reforms implemented
with less time pressure have higher chances of success, and if teachers do not have
enough time to learn about, implement, and reflect on intended change, effects remain
questionable. In their study of time and school reform, Adelman and Walking-Eagle
(1997, cited in Hinde 2014, p.6) explain that there are three stages in a reform
process that are time-related: first teachers need time to learn about and practice new
behaviours; second, in the implementation stage, teachers need time to integrate new
change in their daily routine; and third, teachers need time to evaluate reform results.
Over and over, related literature (Ertmer 1999; Franklin et al. 2001, cited in Oyaid
2009, p. 43; Muir-Herzig 2004,) identifies lack of time as a major barrier facing
implementation and integration of ICT in schools. School leaderships have a major
role in eliminating such barrier to see education reform realised in their schools.

Educators are usually very eager to see results of education reform soon after its
implementation, but relevant literature (e.g. Ely 1990; Kleiman 2000; Kotter 1995;
Rogers 2003) shows that those results are not easily tangible and take a considerable
length of time. Kleiman (2000, p. 5) notes that full integration and use of technol-
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ogy in k-12 schools ‘takes years not weeks or months’. Al Asmari (2011, cited in
Albugami and Ahmed 2015, p.41) stated that Saudi teachers do not have enough time
to prepare ICT materials for their lessons. Alnahdi (2014, p.4) advises Saudi edu-
cation officials to be patient in dealing with reforms process because it is ‘complex,
difficult, and very slow process and that the chance of seeing tangible results quickly
after applying reforms and changes is minimal’. These characteristics of reforms
need to be addressed by education administration and leadership curriculum.

Literature on change resistance emphasises the importance of incentives or
rewards in the adoption process of change (Ely 1990, 1999; Hardy 1997; Hiatt 2006;
Rogers 2003). Ladner and Brouillette (2000) describe three categories of educa-
tion reforms: rules-based reform (e.g. extending school days and class time, chang-
ing teacher certification); resource-based reform (focusing on funds increase, Inter-
net access, remodelling school facilities, etc.); and incentive-based reforms through
public school choice (e.g. charter schools, choice among private schools by vouch-
ers). They note that incentive-based reforms encourage traditional public schools to
improve through market-based incentives which recent research indicates that it has
had greater success than the rules or resource-based reforms. Evans (2001, cited in
Alyami 2014, p. 1522) argued that teacher’s pay system must be related to perfor-
mance to generate motivational impact. According to Alyami (2014), participants in
her study indicated that therewas not any systemof incentive to use Intel programmes
in Tatweer’s schools. Obviously, incentive should be given special consideration by
education administration and leadership curriculum and teaching because of its direct
influence on teachers’ performance.

Research indicates that school autonomy is vital for the successful implementation
of education reform and provision of leadership for improved learning (Pont et al.
2008). Ely (1999, p. 6) emphasised ‘shared decision-making’ in the implementation
process of innovation.Hargreaves andShirley (2009, cited inTayan2017, p. 66) argue
that teacher’s autonomy is fundamental to the success of education reform. Though
the MOE (2018a) recently has been trying to involve teachers in decisions related
to education reform via e-portals (e.g. MOE future gate), decisions to implement
those initiatives are still largely dominated by the MOE. Tayan (2017) indicates that
Tatweer is led and managed by a centralised approach that has not given needed
authority to teachers to work as leaders and change agent; for example, Tatweer’s
smart schools were decided and introduced by the MOE authority without input
from teachers, principals, or students. Also, Alzaidi (2008b, cited in Alyami 2014,
p. 1517) argues that lack or weak authority given to head teachers in Saudi schools
was the most important factor of teachers’ dissatisfaction. It is important to consider
perceptions of teachers and head teachers about any planned changes for school
reform if theywish to implement it effectively which it did not happenwith Tatweer’s
project (Alyami 2014).

In his study about the challenges of teachers’ leadership in Saudi schools, Alsalahi
(2014) found that all participating teachers were disempowered to play their role as
leaders in planning their schools’ strategic development. In another study, Al-Essa
(2009, cited in Tayan 2017, p. 66) found that education reform implementation failed
to effectively address and support teacher autonomy.
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Commitment to support education reform during the implementation stage is vital
to its sustainable and resource provision. According to Fullan (2001, p. 3), ‘schools
that sustained reforms had ongoing support from district and state allies’. While
Tatweer’s project relied heavily on technology integration in its second phase which
included 50 smart schools, it failed to provide technical provisions for those schools
(Alyami 2014). In Tatweer’s schools, principals have little support in performing
the new administrative and technical authorities granted to them (Meemar 2014).
Fullan (2001, p. 3) emphasised the importance of commitment of change leader-
ship to provide needed support during the implementation stage; according to him,
continuation of the change will be jeopardised unless commitment for support and
continuous follow up is present. This implies that graduate programmes in education
administration and leadership at the Saudi colleges of education needs to cover the
commitment of change leadership concept.

Leadership plays an important role in realising an effective educational system.
Many reforms have failed because of lack of quality leadership (Hinde 2014 cited in
Pont et al. 2008). Educational policy in the Organization for Economic Co-operation
and Development (OECD) countries considered school leadership as a priority for
motivating and empowering teachers to improve school outcomes (Pont et al. 2008).
According to Fullan (2007), the role of school principals as change leaders is vital
to the success of educational change. Scheerens and Bosker (1997), Teddlie and
Reynolds (2000) and Townsend (2007, cited in Pont et al. 2008, p. 33) report that the
past three decades of research findings about school effectiveness and improvement
have repeatedly demonstrated the central role of school leadership. According to
Pont, Nusche andMoorman (2008, pp. 33, 32), the general conclusion reached based
on reviewing more than 40 studies indicates that ‘school leaders have a measurable,
mostly indirect influence on learning outcomes’; and that ‘effective school leadership
is essential to improve the efficiency and equity of schooling’.

Alfadala (2004, p. 6-7) states that education reforms in theGulfCooperativeCoun-
tries (GCC) shifted the roles and relationships in school communities and created
challenges such as weak leadership skills among principals, lack of clarity on meth-
ods of reforms and lack of student motivation and increased drop-out rates. These
are important challenges that need to be focussed on by the education administration
and leadership graduate programmes.

Because of the dominance of top-down decision-making, school staff have a long-
held belief that the education reform process is the sole responsibility of the MOE;
Bashshur (2005, cited in Akkary 2014, p.7) argues that ‘teachers view change as
something that happens to them rather than something that they initiate’. To Fullan
(2010, cited in University College of the Cayman Island 2013, p.16), top-down
management does not bring about successful educational change. Almannie (2014)
found that Saudi schools’ principals have limited leadership roles to perform tasks
related to schools’ improvement because they are not prepared for such tasks; they are
more of managers rather than instructional leaders. Algarni and Male (2014, pp. 45,
46) criticised educational leadership in Saudi education for ‘considering educational
leadership as the responsibility of a single person and for its relying on maintaining
the status quo instead of development and on management instead of leadership’;
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they suggest the ‘devolution of much decision making from central authority to the
schools and let the principals and teachers be catalysts change agents’. Almudarra
(2017, p. 36.) supports this finding pointing out that the dominant leadership style
in Saudi schools is mostly transactional where the focus is mainly on maintaining
the day-to-day operations using the power of rewards and where future strategic
planning and readiness for change implementation including training, incentives,
and resources are not of concern and indicating a need for a different training in
education administration and leadership that gives special consideration to these
issues of change implementation.

TheMOE has felt the need to delegate some tasks to school principals tominimise
the centralisation of Saudi schools (Alyami 2014;Meemar 2014). Therefore, in 2001,
31 administrative authorities were conferred to school districts (Meemar 2014), and
in 2011, 21 new authorities were conferred to school principals. Moreover, the MOE
has realised the need to equip its educators with leadership competencies. Thus, as
indicated in its 2016/2017 annual report, theMOE (2018a) initiated two professional
development programmes: one is to train managers of education directorates at Har-
vard University; the other is to train school principals and teachers in universities
abroad in such areas as managing school functions and become instructional leaders,
creating a school culture that encourages teaching staff collaboration and diffusion
of innovation among schools and the effective use of technology for teaching and
learning purposes, and promotes schools–community relationships. The rationale for
this programme is to strengthen the values, skills, knowledge, and attitudes of teach-
ers, counsellors, and principals through practical experience in high-performing k-12
schools and to prepare school principals to serve as change agents when they return
to their schools (MOE 2017, p. 3).

Technology is one of the main drivers of school transformation around the globe.
Tatweer’s project relies heavily on technology to transformSaudi schools into twenty-
first-century learning. In this regard, graduate programmes in education administra-
tion and leadership should include technology leadership topics and issues in these
programmes. The MOE (2018a) is currently implementing digital education initia-
tive (Future Gate) and iEn (national education portal), and it has established a digital
transformation unit to promote digital transformation in education. In this era of
technology-oriented knowledge economy where digital culture is becoming more
pervasive, a strategic vision for technology adoption and integration in education
becomes a priority. This strategy needs school leadership and staff well informed
about infusing technology into education. Al-Zahrani (2015) stressed the impor-
tance of the role of technology leadership in Saudi schools if ICT integration is to be
realised; however, problems identified above also presentwith technology leadership.
Alenezi (2016) points out that there is a lack of teacher preparation and training in
digital technologies. Lack of this preparation may be attributed to ineffective school
leadership and support. Also, Alyami (2014) notes that Tatweer smart schools lacked
technical provisions. Further, Saudi school principals are often unable to solve prob-
lems in their schools due to limited decision-making power, lack of resources, and
lack of training (Meemar 2014). Kleiman (2000) interprets the reasons k-12 schools
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face difficulty in their efforts to integrate technology into teaching as being inade-
quate training provided to teachers, lack of technology resources, and insufficient
technical support.

Change Management and Leadership Curriculum

The implications of the above review of Saudi education reforms based on Rogers’
(2003) characteristics of innovations (internal factors) and Ely’s (1990, 1999) condi-
tions of change (external factors) as a framework show that Saudi education reforms
suffer a real problem of lack or at best ill change management plan and leader-
ship during the implementation stage. This plan had failed to consider the internal
and external factors necessary to facilitate successful implementation of reforms as
suggested by this framework. Schools and classrooms are the environments where
implementation process of education reform takes place; hence, the roles of school
principals and teachers in this process are vital. Below is an outline of suggested
education curriculum in administration and leadership at the colleges of education
in Saudi universities to prepare them for this role.

As reported above, the MOE (2017) has initiated a professional development
programme to provide school principals with leadership competencies with the goal
of preparing them to play their roles as change agents and be able to transform their
schools into twenty-first-century learning. However, in-service trainingmust not be a
replacement of well-planned pre-service education. Therefore, pre-service education
should be improved to include change management and leadership curriculum to
equip future graduates of teachers, supervisors, and principals with fundamental
skills in this field.

Curriculum to equip education staff with skills and competencies in manage-
ment and leadership can be offered at two levels: the first is to provide all education
majors with foundational concepts related to educational change management and
leadership; the rationale behind this suggestion is to enable teachers, supervisors
and schools’ principals to be instructional leaders. The second level is directed to
those majored in graduate educational administration. This level should go into more
depth in the following topics: theories and models of change management and lead-
ership, tools and techniques of change management; project management; tasks of
change agent; educational change leadership; definition, concepts and types of lead-
ership; building change leadership team; handling crises and conflict, transformative,
pedagogical, and digital leadership; emotional intelligence; education reforms’ case
studies; and best practices. Soft skills of change management and leadership are
equally important. Examples of these skills may include understanding why people
resist change and how to overcome it, how to help people transit through change
stages and provide them with needed support, how to involve school staff in change
vision and strategy, shared responsibilities, collective leadership, skills for effectively
communicating change and motivating target audience.
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Administrators on the job at education directorates in cities, provinces, and dis-
tricts also need to be equipped through in-service education with necessary skills
in change management and leadership. Workshops, coaching, and short summer
courses can help meet this need. However, ongoing professional development for all
education staff should be provided whenever needed.

The types of readings that are suitable for graduate programmes in educational
administration and leadership at the colleges of education in Saudi universities should
include and adapt to the Saudi local context topics and issues of educational change
addressed in such references as Ely 1990, 1999; Fullan 2001, 2007; Havelock and
Zlotolow 1995); innovation diffusion theory of Rogers (2003); Owen (2015) on how
to lead; and issues related to the Saudi contexts in educational administration and
leadership addressed by Saudi theses and papers such as Alnahdi (2014), Alyami
(2016), Algarni and Male (2014), and (Alsalahi) 2014 to name but a few.

Conclusion

This chapter discussed Saudi educational reforms based on a change management
leadership framework of Rogers’ (2003) characteristics of innovations (internal fac-
tors) and Ely’s (1990, 1999) conditions facilitating implementation of innovation
(external factors) in order to address needs in the educational administration and
leadership curriculum. The author’s critical review of those reforms based on this
framework showed that weak or absence of change management and leadership
explains to a large extent the failure or at best the minimal impact of those reforms
on the improvement of k-12 education. The chapter ended with proposed curricu-
lum focusses in change management and leadership for prospect graduates of the
colleges of education. In conclusion, the Saudi education authority must build educa-
tion reforms initiatives with well-designed change management plan and leadership
during the implementation stage while paying special attention to the internal and
external factors that facilitate the implementation and adoption of intended reforms in
addition to the provision of pre-service education in change management and leader-
ship. Finally, the author recommends the MOE to adapt Rogers’ (2003) characteris-
tics of innovation and Ely’s (1990, 1999) conditions that facilitate implementation of
innovation as a framework for the implementation of education reform initiatives and
to serve as guidelines for the educational administration and leadership curriculum
needed in these programmes.
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