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ABSTRACT
This study addresses current educational, political, and social challenges that
many marginalized countries face, especially nations in the Broader Middle East and
North Africa (BMENA) region. The study examines the types of hegemony and its
effects by addressing political, social, and educational ramifications. It scrutinizes the
political, educational, and social history of the Kingdom of Saudi Arabia and uses it as an
example for the region because of its political influence on the region. The study engages
in a critical analysis of globalization alongside its tools to highlight its advantages and
disadvantages to marginalized countries. It discusses the spread of the English language
in marginalized communities, together with the status of the Arabic language in both
lexical and mental dimensions. Critical Discourse Analysis (CDA) was the methodology
used to analyze the G8-Broader Middle East and North Africa G8-BMENA Partnership
through examining documents produced by two entities in their annual meetings: first,

government officials, and second, representatives of civil societies. These documents are

organized by the type of discourse: first, official discourse (dominant) by government



representatives, and second, public discourse by civil societies. The idea is to examine the
connections and disconnections between the two discourses in the proposed reform
efforts by the partnership. The study analyzes documents issued from 2004 to 2013, and
it reveals evidence of a hegemonic relationship between the G8 countries, BMENA
countries, and civil societies. It also uncovers some possible and dangerous political

changes affecting not only the BMENA but also the world.



TABLE OF CONTENTS

Chapter 1 INtrOAUCTION........coiiiiiiieie et 1
Statement of the ProbIEm ..o 5
RESEAICN OULIING ... 6
Purpose and Significance of the StUAY ..........cccooveiiiiiiic i 10
RESEAICH QUESTIONS ... .eciuviitiectie ittt ettt et e e sre e st e e st e e sbeesabe e sbeesabeesbeesnreesbeesbeesreens 12
Chapter 2 Literature REVIEW ..........cccui ittt 14
A Historical Look at Saudi Arabia: Political, Educational, and Social Structures............ 14
MOAEIN EQUCALION. ....c..iiuiitiiiieiieieiei ettt 15
Modern EdUCation 1946-1958 ..ot 16
Modern EdUCation 1958-1986 ..........ccccoreiiiirierieiiinieeee e 18
HIgher EQUCALION .........ovice ettt 21
Education in the 1990S........cuiiiiiiieiere e 22
Saudi Influence on Education ADBIOad ............ccoeieiiiiiiiiiineeeee e 23
Government’s View and Policy of Education ...........ccccooviiiiiiinii e 25
EdUCAtiON aNd SOCIELY.......ccveiiiiiiiecie ettt re e sree e naeeanee s 29
SaUT SOCIAI STIUCLUIE ... 31
Views on Globalization and Saudi Arabia...........ccccceviiiiiiiiiiic e, 38
Overview Of GIoDAHZAtION............ccoveiiiec e 38
The Economic Dimension of Globalization ... 39

Vi









Partnership BaCKground.............couiiiiiiiiiiee s 118

DatA ANAIYSIS ..ottt ettt b e b nre e enes 120
RESEAICH FINUINGS ....evieiicie ettt te e e e sbe e e enes 125
Hegemony/hierarChiCal .............cccovoeiiiiice e 126
SUBCOTES ... 127
(O00] 11 o] U T RO PSP TPRUTPTURPRPRPRON 128
POWE.....ceee e 129
SUBGIOUP - bbbttt bbb 130

Y oL o101 F= LA o] o SO PRSPR 131
AMDIGUOUS ...ttt et et e et e e sbe e steene e s beebeeneesreenreenre e 133
LOW EXPECTALIONS. ...ttt nb e 134
SBIT-INTEIEST ...t bbb 136
EXCIUSTON. ..ttt bbb 138
DISCIEPANCY ......eeteeiecee sttt ettt s et et et e s e s ae e steens e s be e beessesaeesteenesreesnaennens 139
LLEXICAL. ... 141
POSIEIVE. ... 142
EAUCALIONAI DISCOUISE .......eiiieiieiieiesee ittt bbbt 144
Language use in G8-BMENA MEELINGS........coviiriiriiiiisiesesie e 146
POIITICAI DISCOUISE ...ttt 152
ChapLer 5 DISCUSSION .....ccuviiiieiiieiie ittt sttt sttt be et e sreenbeeneesneenee e 159



LeVelS Of HEgEMONY ..o 161

ReSearch IMpPIICALIONS .........ccooiiieiec e 164
Theoretical IMPICALIONS ........ccviiieiicie e 164
SOCIAl IMPIICALIONS.....c.viiiiiieciece e e 168
Political IMPIICALIONS ........cveiieii e sraene s 170
Methodological Implications and Further Research ...........c.ccooevieeveiieieere e 171

ClOSING REMAIKS ...ttt bbb 175

LIMIEAEIONS ..ttt ettt e e steere e e b e et e eraesre e teeneeereeteeneenrens 180

R EIENICES ... ettt ettt bbb e 181



Chapter 1 Introduction

| start my introduction with questions that | have constantly asked myself in order

to give the reader an insight about the ideas that shape my thinking regarding this

research.

Why did | need to change who | am socially and culturally to be considered a
success in the eyes of my community?

Why was the English language imposed on me when | was 6 years old?

Why did I think less of myself when I wasn’t able to speak English?

Why did | enroll in the English language department for my bachelor’s degree?
Why did we look up to the West with admiration and with an opposite sentiment
to ourselves?

Why do we try to distance ourselves from our culture and values and strive to
adopt Western values?

Why do we see a connection between the West and civilization and intellect?
Why do we trust the West and dismiss the Rest?

Is it just my experience or is it a global phenomenon?

Why the Rest continues to send students to the West, spending billions of dollars
on their education, when the money could have been invested otherwise?

Will the Rest ever be independent to decide for itself?

| do not claim to have the answers to these questions nor do | attempt to answer

them in this research. But it is astonishing to me when | see the connection made between

being educated, civilized, and enlightened with the ability to speak English fluently or

with having a Western credential. This connection has been made by people across the



spectrum, from people with no formal education to those with the highest educational
credentials. | can share two examples, from many, that | recently experienced. First, | was
in Saudi Arabia on an airplane on a domestic flight in December of 2014 and found
myself sitting next to an older man; both of us were wearing our thawb and ghutra
(traditional Saudi dress for men). | was watching something on my iPad, and then we
started conversing in Arabic about local topics, and | was so excited to hear in our native
language his perspective about things, especially when I had been away from home for
much of the previous eight years, except for vacations to my homeland about once a year.
Then suddenly he spoke to me in English, saying, “I am an educated man.” I was
perplexed and disturbed by his reasoning to prove himself to me that he is an educated
man in English even though the entire conversation had been in Arabic and was cordial in
nature. My first reaction was surprise—which | am certain he noticed by my facial
expression. Subsequently, I brought the conversation back to Arabic. It was ironic that he
felt a need to prove his value to me by speaking English. I suppose that he believed that
by doing so he was showing to me, a much younger man, that his ability to speak English
was evidence that he was “educated.” | was crestfallen. | had wanted to hear his
perspectives on local matters, but he turned the conversation back to the topic of my
dissertation. In essence, due to his sudden use of the English language, the conversation
shifted from what | considered to be one of a substantive nature to a superficial one.

The second example occurred at Johns Hopkins Hospital in February 2015 when |
was talking to a physician who was from East India, but he was trying to hide his foreign
accent. He said to me: “I don’t know about your background, but you seem to be highly

educated when | hear you speak in English.” His comment was related to specific exams |



was preparing to take and whether | needed a translator. These two examples—with the
man on the airplane and the doctor at the hospital—were hurtful to me because of the
general assumption or perception that for one to be considered educated and to be an
intellectual, it is necessary to be able to speak English. Such a viewpoint ignores one’s
personal accomplishments in a host of other venues. It appears that this common
perception is not limited to any geographical location on the map regardless of race,
color, level of education, or cultural background. I see this scenario in the Middle East
and in countries in East Asia—which speaks to the ingrained or imposed ways of judging
and stereotyping people.

Those two experiences, and others, have impacted me in a great way. They have
altered my view of the world and its peoples. Sometimes, when | speak English, | even
try to accentuate a heavier Middle Eastern accent—just to see the reaction of native
speakers and the level of respect | might receive from them, depending on the fluency of
my English. It is of great importance to me to try to understand why this perception
persists and why it is reproduced in many different cultures. It also makes me wonder: Is
there a way to stop this, what | consider to be a vicious circle? Therefore, | chose to
analyze formal documents produced by global entities, such as the United Nations, World
Bank, the International Monetary Fund, and Teaching English Speakers of Other
Languages (TESOL) Association in my literature review. Not only that, | analyzed local
documents in the Middle East region and the Gulf States to try to determine to what this
phenomenon is attributed. My experience with the English language and with Western
education has not been a pure choice of mine but rather was the dominant discourse in

my society. At the time, | looked at immersing myself into Western culture and into the



English language as a strategic choice to gain personal benefits, such as social status and
employment. When | graduated from college with an English language degree, | was told,
“Now you have the key to knowledge and science,” referring to the ability of knowing
the English language, which in essence meant that the Arabic language would not get me
anywhere. | was happy at the time and even proud of the accomplishment. But today, |
think about it differently because I think I could be more successful and competent if |
had immersed myself into other fields during my undergraduate years. It is true that
English has given me a window to see and understand the world from a different lens, but
| am certain that I lost part of the original me in the transaction. | think | am lost between
two or rather many cultures—or what Martin and Nakayama (2007) described as living
on the border. By that, they meant physically living on the border by traveling frequently
to different countries or a psychologically by interacting with different people from
different cultural backgrounds, which in return creates bicultural or multicultural
individuals such as me.

| came to a realization that this is a macro-level challenge (global structure), and it
takes deeper local and global analysis, starting with my local society and its people and
also by looking at different nations and their experiences with Western hegemonic
influence, not only in the realm of education but in economy, society, and even in our
aspirations. My approach to this endeavor stemmed from my own transitional
positionality due to my extended stay in the United States and to my visits to my
homeland and to other nations in the Middle East. Furthermore, | come from a place of
antinomy, and now hope to re-envision a better future for my nation, language, and

personal and collective identities from the United States rather than from my homeland.



But the main reason for such irony is because of an evolvement in my thinking and
understanding of education and language and their purposes. | was faced with two
options, either to be a functionalist and reap the most benefits that | can because | am
seen in a higher status, according to current global arrangements, or to expose the
superstructure of the world and its hierarchy. I chose the latter because | believed it was
my moral obligation, and as a scholar in-training, | needed to set my own expectations
for future projects.
Statement of the Problem

In response to globalization, nations are faced with reform choices that do not
necessarily respond to local needs, whether we are talking about education, economy,
language, or even politics. In turn, policymakers and educators operate in a
homogenizing fashion when looking at policy or reform (Broadfoot, 2001). I use the
word choices loosely because | claim that some nations do not have the luxury to choose
but rather must adhere to international agendas. With this in mind, | am afraid that
globalization in this sense will generate inequalities, because it stems from the
neoliberalism that dominates the world. It promotes competition, and with competition
there are winners and losers. Therefore, we can see a legitimized stratification within a
society and even between countries. That is to say, the system portrays itself as fair, but
people do not begin from equal starting points, and when they compete for the same
privileges, those studying at bad schools with limited resources and unequipped teachers
will be the losers at the end of the day. Yet, the elite blame the underachievers in their
eyes as opposed to looking at the structure critically. Hoogvelt (2001) considered

globalization as a new form of colonization. In other words, this covert arrangement in



the world strips nation states and societies from their natural right to create or reform
their educational systems without foreign influences guided or misguided by economic
factors and neoliberal agenda. | believe that there is a greater power and structure that
supersedes local communities that follow a prescribed approach, whether in educational
and economic reforms or improvements to mainly benefit the center and at the same time
restrict the periphery regions’ advancement. In other words, globalization maintains a
hierarchical relationship between the West and the Rest. | argue that globalization has an
increasing influence socially, politically, and educationally. The question becomes: How
and why is this hegemonic relation maintained and preserved across the planet? | wonder
if there is an uprising, counter-hegemonic movement that may help us visualize
alternative realities.
Research Outline

In my dissertation, prior to addressing my research questions, | planned to study
three major areas that are inseparable in my literature review. My starting point was to go
back in history and understand the genesis of the Saudi educational system. Not only that,
but also go deeper and research the establishment of the country—its political and
socioeconomic conditions and the introduction of modern education. This research would
address the Saudi social structure and social stratification as well as look for
contradictions between the official purpose—dominant discourse—of education by the
government and what actually was happening with the Saudi population and how it was
affected by educational policies or political structure.

| examined the influence of religion on the construction of Saudi Arabia and its

educational apparatus (Akkari, 2004; Moaddel, 2006; Saleh, 1986; Trial & Winder,



1950). I investigated the stakeholders of that era and how they gravitated to their
positions and the reasons behind their collaboration. | was skeptical because of the
outcomes that | witness today on a wide range of issues, and therefore, | questioned their
reasons for that collaboration.

It appears that there are two campaigns when it comes to education; one that
advocates for secular and the other for traditional, and I think it is imperative to know the
basis for each. Furthermore, | researched the foreign influence on the Saudi educational
apparatus as well as the Saudi influence on other nations, either educationally or
ideologically (Abir, 1988). It was equally important to investigate the purpose and policy
of education in Saudi Arabia as the first step in my analysis because it had a lot in
common with the Broader Middle East and North Africa region. What was the mission
and vision of introducing education in the modern sense? | also needed to learn about the
nature of the relationship between education and society. | needed to explore the
connections and disconnections between the two and find out who and what shaped the
Saudi social structure. Was it education that shaped society, or vice versa? Or did
different factors shape what we know today as the Kingdom Saudi Arabia?

My second interest in this research was the role of globalization in education and
society. Because of the global economy and the promise of free markets, nations are
under pressure to adhere to the roles of the markets and the nations that control those
markets. Globalization influences, or rather threatens, several dimensions in many
nations. That includes economic, social, political, and educational influences caused by
liberalism, neoliberalism, and capitalist ideologies (Conway, 1995; Fitzsimons, 2000;

King, 1995; Wells et al., 1998).



| explored cultural effects of globalization (Barber, 1996) and its influence on
social structures, not only in peripheral areas but also in dominant countries such as the
United States. | investigated the different types and aspects of globalization and its
positives and negatives (Pieterse, 1994). We always hear that people have equal access to
education and the benefits of “free market” in the age of globalization; however, my
research investigated the premise that many consider to be a fallacy. With that in mind,
locating the Saudi society or country on the globalization spectrum was useful for my
understanding of this phenomenon, and it helped me understand similar trends in similar
countries (Abo-Arrad, 2004).

The role of globalization is well documented in curriculum, schools, and the
overall facade of the educational apparatus. Some claim that globalization uses education
as a hegemonic tool that perpetuates economic and social inequalities (Apple, 1990). |
believe it is imperative to juxtapose the role of different countries in this dynamic, and |
analyzed this dialectical relationship, not only on an educational level but also on social
and political levels.

There seem to be different views in the periphery region about education, even
though some have experienced the same overt or covert fashions of colonization and
exploitation and most importantly, of mental decapitation. The region of the Middle East
is in a state of stagnation, with many observers seeing the role of Western powers as the
reason for this backwardness, yet at the same time, the Western influence is seen as the
savior for better social, economic, and political conditions (Neal & Finlay, 2007).
Therefore, 1 examined the global education view, regardless of economic classes or

national GPD because education—content, communication style, medium of instruction



and even human values—has aspired to follow a Eurocentric model in countries such as
Japan, Saudi Arabia, Taiwan, and many others. In my research, | attempted to uncover
this hegemonic discourse, even by researchers who are considered followers of critical
theory. | hear some rhetoric highlighting the deficit theory that marginalized people have
in many areas such as science, business, and even in human treats such as progressive
values, honesty, and hard work (Neal & Finlay, 2007).

| looked for cross-cultural examples and reasons behind failed educational
alternatives. With this work, | strived to offer hope for better education for generations to
come, considering globalization pressure and challenges. | undertook this work fully
understanding it would not be an easy task. | did not know what the outcomes might be,
but I planned to challenge the system and its structure. My view stemmed from a critical
school of thought, and I planned to utilize its methods of analyzing the status quo.

The third part of my research dealt with language and its importance in human
lives and its role in shaping identity. | was intrigued to know what views there are
regarding language and its influence in communities. It is important to know the meaning
or the concept of a national language in a nation. What does it mean, and is it normal to
only have one language? The reason for my interest grew from my experience as a native
speaker of Arabic. | believe Arabic is underutilized, even neglected. Not only that, it is
not seen as an important language or even necessary to know for one’s success.

The global spread of the English language is vital to address in my work because
it is intricately connected to educational policies, success, socioeconomic status, social
perception, and social stratification. | addressed the debate between two campaigns: one

that advocated for more English and Western models and one that called for complete



resistance. | hoped to analyze the situation critically and arrive at alternative views that
might inform society and policymakers. | examined the language aspect in the Saudi
society from a worldwide superstructure that was connected to globalization, race, and
imperialism.

The fourth part of my dissertation was about answering my research questions
through analyzing an international initiative that was created in 2004; it is known as the
G8-BMENA Partnership, which is dedicated to educational, economic, and social
reforms in the Broader Middle East region using critical discourse analysis (CDA) as my
methodology to learn more about its inception, agenda, ideology, and outcomes. | wanted
primarily to critically analyze this partnership to uncover power relations between some
Western countries and the BMENA region and their understanding of reforms by looking
at their expectations. This research helped me to establish connections between this
partnership and the global structure discussed in the literature review by using the tools of
CDA to understand the types of discourse, discourse control, and mind control and how
they were present in the documents produced by the G8-BMENA. My analysis focused
on 41 documents published by the partnership via its two main sources: government
representatives and representatives of civil societies, which I discussed in Chapter 3.

Purpose and Significance of the Study

The purpose of this study first was to understand education and its purpose in
society. However, my main concern was education and modern education in developing
countries or the so-called Third World countries. | needed to understand the working of
the system and its role in shaping identities and realities. My specific focus was on Saudi

Arabia and the BMENA region. Another important aspect of the study was to examine

10



the role of globalization in creating norms and realities. The English language has a
major role, and | intended to demystify its hidden agenda and the damage it does to the
structure of society. I do not think it is just a language or a tool that helps nations achieve
their potentials. Rather, | assert that it destructs societies, values, communication styles,
and it influences expectations, intellectual abilities, and perceptions. Furthermore, the
introduction and use of the English language in a nation in which English is not the
primary spoken and written form of communication causes low self-esteem for second-
language speakers and adds a layer of discrimination known as linguicism (Tsuda, 2008).
Such discrimination affects not only ordinary people but also many intellectuals and even
me as the researcher, because | often find myself looking at the world from a colonizer
lens. That is because we Saudi Arabian natives already have the expectation ingrained in
our consciousness, and it is the only standard or model we know. Therefore, | examined
this internalized colonizer’s view from the psyche of a marginalized people. It is crucial
to end the cycle of dependency and self-flagellation in order to end the reproduction of
inequalities (Bourdieu, 1977). It is important to highlight the power of hegemony that
marginalized people specifically adhere to, consciously or unconsciously (Gramsci,
2000).

The significance of my research is to contribute to the resistance and critical
literature, which | believe is categorically lacking, in the Saudi context and the BMENA
region. | argue that these countries should decide for themselves when addressing and
considering any type of reform. It is important to address the history of the Saudi
education system in order for us to understand the status quo through highlighting the

tactics used by local or international powers to domesticate the masses. I hope that my
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study contributes to the social reproduction theory by looking at it from two angles: first,
social construction within a nation due to the type of education and medium of instruction
(the English language), and second, the position of Saudi Arabia as a nation and its
people in the world hierarchy.

Finally, when civilizations are faced with challenges (such as what | propose in
this research), they tend to respond to challenges in one of two ways: Zealotism or
Herodianism (Toynbee, 1948). Toynbee explained Herodianism as mimicry where
nations try to find the secrets of the colonizer or the hegemon and then try to become like
them. This appears in non-Western nations as they imitate Western models in education,
language, communication styles, music, etc. On the other hand, Zealotism is a rigid and
nostalgic structure that some nations use when under distress, which is an attempt to fall
back on the past. There are problems with the two reactions: First, mimicry is a pale
imitation and would never become as good as the original, and second, Zealotism is a
dead end (Toynbee, 1948). There has to be a third way to gain true psychological and
mental emancipation, such as by investing in indigenous educational and social
institutions.

Research Questions
1. How has the G8 and the Broader Middle East and North African (BMENA)

Partnership affected and shaped educational and social reforms in the region since

its establishment in 2004?

2. What type of discourse was deployed to perpetuate hegemonic and hierarchical
relationships that sustain unequal status between the G8 and BMENA countries?

3. How do the G8 representatives control the BMENA public discourse?

12



4. How does such discourse control the mind and the action of the BMENA

countries, and what are the social consequences of such control?

13



Chapter 2 Literature Review
A Historical Look at Saudi Arabia: Political, Educational, and Social Structures

Saudi Arabia is the largest geographical and political entity in the Arabian
Peninsula. Early on, the Ibn-Saud royal family envisioned that improvements and
investments in education would be a great tool in legitimizing the regime. Before
indulging in the details of the establishment the new kingdom, it is imperative to
understand the sociocultural and political circumstances of the Arabian Peninsula and the
region due to the importance of those circumstances in the construction of education and
society.

The most important factor in the region’s construction was and remains the
religion of Islam, which includes education (Trial & Winder, 1950; Moaddel, 2006;
Akkari, 2004; Saleh, 1986). This took us back to the 600s A.D. and the force of the new
Islamic faith when it grew rapidly from the region to the world. The Ottoman Empire
controlled most of the Arab region in 1517 and withdrew from the region in 1917. The
400 years of Turkish rule of the region impacted the construction of all aspects of life.
However, the Turks could not subjugate the inner Arabia. This was evident in a new
movement in the Arabian Peninsula known today as Wahhabism, named after its leader,
Muhammad Ibn Abd al-Wahhab. He was a native of the center of Arabia (Najd). The
essence of his movement was to influence the tribes to return to the pure version of the
faith and to again become Unitarians (Moaddel, 2006; Prokop, 2003; Trial & Winder,
1950). This movement became a spiritual and political one that created allegiance with
the house of Saud that became again the royal family ruling what today is known as

Saudi Arabia. King Abd al-aziz 1bn-Saud was described as tactician and firm, both of

14



which contributed to the unification of the tribes in 1932 that at one time feuded
constantly with one another. In that year, King Abd al-aziz proclaimed the existence of
the Kingdom of Saudi Arabia.

Prior to the declaration of the kingdom as we know it today, Ibn-Saud in 1926
created a smaller kingdom in the western region of Arabia; this area was known as the
Kingdom of Hijaz. His educational ambitions started there; | will elaborate on it later in
this paper.

The kingdom was a poor and mostly desert region, but the collaboration of Ibn-
Saud and the Wahhabi group’s leader remained intact. Educational opportunities at that
time were both formal and traditional, and the people generally were characterized as
“cultured but illiterate” (Trial & Winder, 1950, p. 122). That is because people in that era
were able to narrate their history, were able to recite the Quran from memory, and were
exposed to poetry.

Modern Education

Traditionally, the ulama (religious scholars) had the greatest influence on
educational activities. For example, the ulama opposed the collaboration with the
Arabian-American Oil Co. or Aramco (Rugh, 1973) that was established in the early 20™"
century to drill for oil. At the time, Aramco established vocational schools for the natives
to educate them with the necessary knowledge and work for the company. The hope was
that any cultural invasion among the Saudi youth by Western values and education styles
would be limited (Trial & Winder, 1950). The first sign of modern education in Arabia in
the Western sense was in 1926 when Ibn-Saud created the Directorate of Education by

hiring an Egyptian adviser (Abir, 1988). This decision set the tone of the educational
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policy in Arabia for many years afterwards. The directorate of education opened the first
secondary school and reformed existing schools. The directorate also introduced modern
subjects in addition to religion and the Arabic language (traditional education) where they
were dominant.

From 1926 to 1931, many teachers from Egypt were hired, and some local
students were sent to Egypt for education purposes, and that created tension with the
ulama. However, the king found it important for his new and expanding Kingdom and
therefore tried to pursue his agenda without confronting the religious clerics. The king
also realized the value of compromise, a strategy that sometimes let remain on clerics’
good side. During the 1930s, education was negatively impacted because of an economic
recession; this gave the ulama a de facto domination over education. For a snapshot of
education status in the early 20" century, it must be noted that the illiteracy rate was as
high as 95 percent (Abir, 1988).

Modern Education 1946-1958

The Saudi government increasingly understood the importance of education and
hired more teachers from Egypt and other Arabic-speaking countries, hoping to create a
pool of Saudi-educated graduates who could replace the foreign experts. However,
financial difficulties hindered the acceleration of this process in the 1940s. Nonetheless,
in 1946 and with the commercial exploitation of oil, the Saudi government had
progressively “Egyptianized” the nation’s educational system by hiring more Egyptian
teachers and sending Saudi students to Egypt. Not only that, the government transferred
the Egyptian educational model, which was imposed by the United Kingdom in the era of

overt colonization.
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In 1949, Aramco launched its first development plan for its employees, including
Saudis, by sending them to American universities in the region or in the United States
(Abir, 1988; Trial & Winder, 1950). Aramco was not motivated necessarily by
philanthropy per se but rather by a desire to improve its operations. Abir (1988) believed
that this contribution by Aramco should not be underestimated in the realm of modern
education, especially in the eastern province of Arabia where oil is concentrated. As what
could be considered as a counter effort by the ulama and probably as a compromise by
the king, the ulama established their version of modern educational facilities, which
focused primarily on Islamic studies and Arabic studies, including history and
civilization. The ulama resented the evolution of what once was their domain (education),
but they eventually realized that they could not turn back the clock. Rather, the ulama
realized that they needed to be adaptive and to function in a supervisory fashion over
education in general. It appears that this was the period where competition became visible
between two educational systems: an education system controlled by religious agenda
and another controlled by the state, in other words, traditional versus secular. However,
the latter could not deviate from general Islamic principles or from what was perceived as
Islamic at that time. King Saud became the new king after his father’s death and restored
the relationships with the ulama, in part by ordering all Saudi students were studying
abroad to return home. That demand was a clear signal to the religious establishment that
was worried about foreign influence that could undermine the coveted political and
religious power of the ulama.

There were also other major highlights in this era, one of which was the

foundation of the Ministry of Education (MOE) in 1953; that development triggered a
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tripling and quadrupling of the number of students and played a key role in increases in
the Saudi budget allocated for education. Another highlight of the era occurred in 1957,
when the first university was established in Saudi Arabia. In 1958, the MOE adopted the
current three-cycle sequence of education: six years of elementary school, three of
intermediate school, and three years of secondary education.

Modern Education 1958-1986

Faysal became the new king and followed the example his father’s (Abd al-aziz)
leadership style by keeping a strong alliance with ulama and featuring the relationship
with concessions and compromises. A historic event occurred in 1960 when female
education became formalized and legal. The new king faced violent opposition from the
ulama after this innovation, but Faysal established new General Directorate of Girls’
Education under the Grand Mufti (Abir, 1988). Consequently, education for girls fell
under the control of the ulama, and this is why the kingdom has been a gender-segregated
school system ever since. The segregation also included teachers, and if there is a need
for a male teacher to teach females, it is done via closed-circuit television. In the 1970s,
female student enrollment reached 50 percent, and by the 1980s, the number of females
nearly equaled the number of male students.

Ironically, in its initial stages, the ulama opposed modern education, but they
controlled the educational system during the Faysal ruling period. This has affected the
curriculum as Islamic and Arabic studies constituted a third of the curriculum in all
elementary school, intermediate school, and secondary school levels (Abir, 1988; Prokop,

2003). Furthermore, elementary school graduates could opt for religious studies for their

18



remaining schooling years, but even if they did not, religion had an organic—
unbreakable—relationship with Saudi state education.

In 1960, there was a slowdown in the development of the national education
system due to financial constraints, and the focus shifted from increasing the number of
schools to the quality of education (Rugh, 2002a). This period also revealed something
about Saudi society and its distaste of manual work because it was not as prestigious as
formal education, and that attitude led to a decrease in student enrollment in vocational
and trade schools (Prokop, 2003). The greatest boom of the Saudi modern education
system occurred in the 1970s and 1980s because of the increased state revenue with the
expansion of the Saudi oil production machine. The government also issued its first five-
year plan for education from 1970-1975. It was generally characterized by massive
expansion at all levels of education. Nevertheless, the quality of education suffered in
both periods when foreigners were in charge of educating Saudi nationals and also when
the Saudi teachers assumed powerful positions, especially at the elementary school level
because these teachers were trained by others who had low standards.

The number of students had risen in 1986 by 35 percent (Abir, 1988), and there
was an impressive decline of illiteracy rates in comparison with the illiteracy rate of the
1960s. However, Abir raised a concern about the lower standards in the country.
Educational programs and opportunities differed according to the geographical location
and the social backgrounds of students. For example, Bedouin (nomadic) people tended
to drop out from school because education did not fit their lifestyle and thus did not help
them economically because they needed to work and help their families, which is not the

case with middle class Saudi society.
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| believe that this marked the initial signs of divergence between social classes in
Saudi Arabia. Abir (1988) stated that the Saudi statistics did not pay attention to the
disparity between social classes. However, only one third of the lower class students
make it to the intermediate level, and only 6 percent make it to the secondary level. Abir
(1988) stated that middle class and upper class students (urban population), especially
from major towns or areas such as Hijaz and Najd, were much more prepared for modern
education because they were taught by better qualified teachers and their schools were
better. Consequently, middle class and upper class students dominated secondary school
education and also were the beneficiaries of university education abroad.

The government was aware that the first two education plans (1970-1980) focused
on the schools and students in urban areas, but it planned to rectify the situation in the
rural areas in third and fourth plans (1980-1990). Interestingly, Abir (1988) claimed that
having minimal education in the rural areas did not hinder the ability of the “lower class”
people to move up socially, and they were accepted in the middle class.

King Fahd assumed power in 1982, and he understood the need to maintain and
maybe even advance the relationship with the ulama because it was a great contribution
to the kingdom’s political stability, especially because of economic struggles, political
turmoil in the region, and the struggle in the ruling class. Therefore, the ulama were the
best political allay for Ibn-Saud and the government, and this was effective because the
population could not dispute anything stemming from their trusted religious leaders.
Consequently, the liberal movement from 1960 to 1970 was reversed, and religious
studies were again at the heart of education at the expense of secular education (Abir,

1988).
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Higher Education

According to Abir (1988), the journey of higher education in Saudi Arabia started
in (1957), and there was a rivalry between the government and the ulama in establishing
institutions reflecting each of their views of education. The ulama focused on religious
teaching and did what was possible to attract students by giving generous scholarships to
join their institutions. The population trusted the ulama because they were seen as the
true representation of their faith.

The first university, in the Western sense, was established in 1957, and it
facilitated the second boom in higher education, which occurred between 1957 and 1975.
The universities followed the Egyptian model, which in essence followed the British
system of higher education. However, since 1975, Saudi universities adopted the
American higher education system. In 1985, Saudi Arabia had seven universities and 14
colleges for women colleges, and by 2011, according to Denman and Hilal (2011), the
number has increased to 24 government universities, 15 private universities, and 20
private colleges.

The American influence on the Saudi education started with Aramco in 1958
(Abir, 1988) and was formalized in 1975 by establishing the United States and Saudi
Arabia Joint Commission on Economic Cooperation, which dealt with education and was
a bilateral agreement between the two countries. The ulama were not thrilled with this
development, especially because of the increasing number of Saudi students studying in
the United States. That was seen as a threat to the Saudi people’s faith and culture. The
ulama viewed it as westernization of Saudi Arabia, and this triggered tension between the

religious establishment and the government. Furthermore, conflict grew between Saudi
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university graduates and American university graduates because each saw the other as a
threat to them, economically and to their country, ideologically.

Abir (1988) acknowledged the massive development of the Saudi education
system, especially when the illiteracy rate was 95 percent in the 1950s, but also
questioned “whether Saudi Arabia can afford its extensive, wasteful and inadequate
educational system” (p. 49).

Education in the 1990s

The status of education remained the same in the 1990s, generally balancing the
relationship between modern education and the ulama and expanding education to
increase the rate of students admitted to Saudi’s higher education system. On the one
hand, “Islam continues to be the main legitimizing source of al-Saud family; however,
the strong identification with Islam invites the regime’s opponents to use it as a standard
by which to judge their rulers” (Prokop, 2003, p. 77). Therefore, the government had to
make concessions to the religious leaders and give them (even in the ideological sense)
control over the educational apparatus.

In essence, the education system represented by both the state and the ulama
agreed on the same message regarding education, which promoted loyalty and obedience.
The state and the ulama expected education to:

... promote a spirit of loyalty to Islamic law by denouncing any system or theory

that conflicts with it and by behaving with honesty and in conformity with Islamic

tenets; it should ‘awaken the spirit of Islamic struggle, fight our enemies, restore
our rights, resume our glory, and fulfill the mission of Islam’ and project the unity

of Muslim nation. (Prokop, 2003, p. 79)
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It is crucial to magnify this cooperation between the state and the ulama and its
impact on Saudi society. It is clear that a political and ideological struggle existed
between the two, and in the same time, it is ironic that they claim working for the people
without including the people in the pursuit.

Interestingly, the discipline of history taught in Saudi schools reveals an intended
or perhaps casual dismissal of other histories within Saudi society. In schools, one
particular region, Najd, is the focus of history books and its people, who are described by
Abir (1988) and Prokop (2003) as the aristocratic class. However, history books try to
unify the country around the first king (and then the royal family), who unified the tribes,
and how he chose the path of Islam to do that. However, the history books neglect the
bloodshed and the battles preceding the conquest of the Arabian Peninsula. Furthermore,
history books also neglect to mention critical events in the neighboring countries, such as
revolutions and the collaboration between the king and United Kingdom in the early days
of establishing the kingdom.

A major characteristic of the Saudi education system (Prokop, 2003; Rugh,
2002b; Roy, 1992) is its focus on rote learning, memorization, and unquestioning
attitudes—because obedience is at the core of the system. Schools also lack an emphasis
on analytical and creative thinking, which is not a surprise because the system
(educational and political) wants to sustain its legitimacy and domination.

Saudi Influence on Education Abroad

Prokop (2003) addressed the global Saudi influence financially and ideologically.

In other words, the Saudi government was involved in spreading its interpretation of

Islam through education in many parts of the world, “from Morocco to Central Asia, to
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Bosnia, and elsewhere in Europe . . . African countries . .. and [even] including a
province in China” (Prokop, 2003, p. 85). This occurred either by direct funding by the
government or by the Saudi missionaries around the world, including those in the United
Kingdom and the United States. Furthermore, the Saudi curriculum is taught in Saudi
schools in many countries that have high Saudi populations.

This was one of the reasons that the Saudi education system was attacked,
especially from Western nations, because it was involved in spreading its version of
Islamic teaching, which is characterized by many as promoting extremism (Prokop, 2003;
Rugh, 2002b). A great example is the 9/11 attacks on the World Trade Center in New
York City in which 15 of the 19 hijackers were Saudi nationals. In other words, the Saudi
education system found itself under new and more scrutiny than ever from the liberals
within the country as well as from many Western nations. However, the official
government response was the denial of these accusations that blamed the Saudi education
system. Some Saudi officials stated that education is just one way of shaping students’
identities. On the other hand, the government has admitted the need for economic and
educational reforms, but the debate becomes about who is proposing the reforms and the
role of education in the Saudi political system. Prokop (2003) raises the following
questions:

To what extent has the education system been shaped by and used by religious,

political, and socioeconomic forces and interests? What are the domestic and

global factors that are undermining the current system? What are the economic

and social ‘side-effects’ of the heavy emphasis on religious teachings? What are
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the links—if any—Dbetween the education system and the message propagated

inside the kingdom, as well as abroad, and Islamic extremism? (p. 79)

Government’s View and Policy of Education

Roy (1992) shed light on what he understands as the eight major factors in the

Saudi education policy in basic education, listed as follows:

1

The planning of education and the use methods of instruction in a manner that
is in harmony with the teachings of Islam and derives from its principles.

The provision of basic religious instruction throughout the period of
education, from basic through higher education.

Given every individual’s desire for knowledge, the state must—within the
limits of its resources and abilities—give the opportunity to everyone, male or
female, to acquire that knowledge.

Within the dictates of Islam, turning to account all forms of useful human
knowledge so as to develop the community and improve its way of life.

The methodology, writing and teaching of science and learning and their
various forms and resources must be in accord with an Islamic orientation.
The linking of education and instruction at all levels with overall national
development planning.

The judicious use of interaction with international developments in the fields
of science, culture, and literature.

The use of the Arabic language as the language of instruction in all subjects
and at all levels, except where it is necessary for teaching to be in another

language (for example language courses) (p. 489)
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The question remains whether this vision of education was reached or not. It seems that
the policies are macro in nature, and nothing is tangible. By the third plan (Roy, 1992),
however, there was some evidence of being focused, at least on giving access to
education to the majority of students, males and females. Yet the quality of the education
was questionable. Further, education was seen as a fight against illiteracy, but that does
not necessarily translate to a better economic future for the graduates. Roy (1992) asked:
“What then is the logic of educating them?” (p. 482)

Saleh (1986) cited the same vision in his article, placing Islam at the core of any
educational endeavor. He stated:

The purpose of education is to have the student understand Islam in a correct

comprehensive manner, to plan and spread the Islamic creed, to furnish the

student with values, teaching and ideals of Islam, to equip him with the various
skills and knowledge, to develop his own conduct in constructive directions to
develop the society economically, socially and culturally, and to prepare the
individual to become a useful member in the building of his community. (Saleh,

1986, p. 19)

He also highlighted the goals of higher education in the country, which were similar to
the previously noted goals.

However, some of the desired outcomes of the development plans and the
massive budgets were to decrease the number of Saudi students studying abroad and to
limit the reliance on the English language as the medium of instruction in many
educational institutions. Such action, I believe, functioned as a gatekeeper that prevented

many students who did not have the desire to learn another language in order to be
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educated or perceived as such. King Abdullah started a foreign scholarship program that
has sent almost 130,000 students abroad since 2006, a third of whom have studied in the
United States. Clary and Karlin (2011) stated: “the United Sates, with 15 times Saudi
Arabia’s population, only had 260,000 students studying abroad last year” (p. 17). Keep
in mind the Saudi number is 130,000. The purpose of the scholarship program was to
qualify those students in different fields and hope that those students would become the
new reformists in Saudi Arabia when they finished their schooling. Another reason was
the huge influx of new high school graduates (half of the population is younger than 24)
and the limited chances of gaining access to local universities. In other words, there was
no planning to contain the new graduates in the Saudi educational system.

This fact is troubling in so many ways—financially, culturally, and politically. To
the observant eyes, the scholarship agreement came after a meeting between the king and
U.S. President George W. Bush, even though we do not know the nature of the
conversation between the two leaders, especially after 9/11 and the real intent of the
program. The Saudi government has paid $5 billion for Saudi students’ education in the
United States (Kurtz, 2012). This is a red flag because we do not know about the politics
carried out behind closed doors: Was this initiative a free choice by the king, or was it
demanded by Bush for other reasons, such as economic benefits to the United States or to
expose Saudi youth to Western culture to promote tolerance. However, those billions of
dollars could have been invested in the Saudi educational system and its universities to
reduce the total dependence on Western educational models that most likely would not fit

local Saudi needs and the aspirations of Saudi students.
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Since the early 20" century when the first scholarship for Saudi students to study
abroad was offered, the educational situation remains the same, with the government
looking for temporary solutions to major problems rather than facing them head on. | ask
hypothetically: If the government, which is the responsible for education in Saudi Arabia,
were to deal with these challenges with honesty and integrity, what would happen? |
speculate that some major political changes would take place, and that belief made me
wonder if these challenges are ignored purposefully to maintain the status quo. I consider
this situation as the absolute opposite of what Akkari’s (2004) depicted education in the
second half of the 20™" century as post-colonial education, where the governments in the
Middle East and North Africa (MENA) control the education apparatus for the purpose of
developing nations economically and giving all individuals, regardless of their tribes,
regions, faith denominations, or religious backgrounds, an equal chance for the upward
movement in the society.

Akkari (2004), however, stated clearly that countries in the MENA region have
many similarities in their overall construction—socially, religiously, and culturally, as
well as with overall achievements in the realm of education, i.e., increased literacy rates
and access to schools. Yet, there is a common thread between them that the system did
not meet the needs of the poorest and the disadvantaged populations, and therefore, they
function in the lowest rung in their societies. Here, they cannot be blamed for their
position in society because we realized (Abir, 1988; Trial & Winder, 1950) that schools
and teachers were better in the urban areas and its population were able to benefit from
the financial resources and gained scholarships to get better education than the rest of the

people.
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Akkari (2004) cited some reasons behind the dropout rates and slow education
growth in MENA’s region as the following:
e the inadequate quantity and quality of elementary and secondary schools;
e the excessively long distance from home to school, which is a particularly
important obstacle for girls in rural areas;
e the lack of parent responsiveness to the laws mandating compulsory
schooling, in light of the low private economic returns of schooling;
e the inability of schools to offer an attractive environment to children;
e the economic difficulties of some families who are forced to put their children
to work early. (p. 149)
Education and Society
In this section, I look into possible paradoxes in the official view of education,
philosophy, and purpose and compare that with what is actually happening in Saudi
society. I would like to investigate whether the education system serves all people
equally. Furthermore, I need to know if the education system helps the political stability
of the government as its main purpose rather than providing education to the masses.
First, we will look at possible purposes and philosophies of education and try to
determine if the Saudi education system aligns with any of the purposes and philosophies
in order for us to place the education system in a certain category or give it a label. It is
important to note that defining the purpose of education is difficult and depends on many
factors, but nonetheless, it is imperative to navigate the possibilities.
The primary purpose of a liberal education . . . is the cultivation of the person’s

own intellect and imagination, for the person’s own sake. . . . True education is
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meant to develop the individual human being, the person, rather than serve the
state. . . . Formal schooling actually commenced as an endeavor to acquaint the
rising generation with religious knowledge: with awareness of the transcendent
and with moral truths. Its purpose was not to indoctrinate a young person in
civics, but rather to teach what it is to be a true human being, living within a
moral order. That person has primacy in liberal education. (Gow, 1989, p. 545)
Furthermore, Descartes (as cited in Vaughan, 1914) believed that the purpose of all
education is “to enable one to reach sound judgment” (p. 695). Alexander (1994)
indulged in extensive debate about education and its role in advocating for peace,
capitalism, and nationalism as its purpose. However, Alexander’s (1994) depiction of the
purpose of education is the following:
The purpose of education should be to define and teach the difference between
peace for oppression and peace for liberty, the difference between competitive
self-interested capitalism and a laissez-faire spirit that provides for a “harmony of
interests” for the general uplifting of society. (p. 28)
The final view | consider is the one of Rossides (1984), as the author depicted education
and its purpose as a type of monopoly. He summarized his view of the purpose of
education as “history’s diverse educational systems have one all-important similarity—
they serve the interests of the powerful first and foremost” (p. 16). However, he saw the
hidden purpose. Rossides (1984) claimed that the purpose of education, whether agrarian
or industrial, is to establish and maintain a class difference in societies independently
from any functional purpose. Moreover, Rossides (1984) argued that the situation in

modern education becomes tricky because in a feudal society, education is openly for the
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jobs, while the real focus should be on education as liberation from local and Western
domination. In other words, it advocates for a narrow educational philosophy, which may
provide a short-term objective as opposed to an educational view that addresses larger
issues such as political exploitation, social stratification, and a dominant economic
model. The partnership did not advocate to reform fundamental issues that contribute to
the region’s stagnation, such as like social justice or equity, but rather it advocated for
capitalism and a neoliberal educational agenda, which in essence keeps the region
dependent on the G8 for its political and economic stability. I must point out that this

could not have happened without local conscious or unconscious support.

Language use in G8-BMENA Meetings
Globalization and hegemony use a certain rhetoric soft governance as Dale (1999)
believed that they use noncoercive and discursive techniques to gain confidence and buy-
in from governments. It appeared to be the case in the G8-BMENA Partnership through

their collaboration in two major areas:

I.  Labor market and its relation to education:

o Creating partnerships with the private sector
o Teacher training
o Entrepreneurship

Il.  Perceptions and language use:
O Best practices
0 Relevance of education
0 Education relations to prosperity

o0 Targets

146



These premises are representative of a dominant global understanding, which
defines education and its purpose in a society, and it also defines development and what it
looks like. However, the GB-BMENA recommendations were not created in the BMENA
region, and they may conflict with the local vision or understanding of reform. Lawn
(2006) indicated that a soft governance approach would use soft tools such as
conferences, seminars, and advisory groups to rally the target audience, which was the
case in the partnership at hand.

When the partnership discusses educational, social, and economic reform, we
have to understand that the political context in the G8 that generated the agenda for the
BMENA region is immensely disconnected from the region it supposedly wants to help.
Therefore, when reading the documents and discussions between G8 ministers and their
BMENA counterparts, we notice that they almost speak two different languages because
priorities are different. An example was when Canada blocked a joint declaration in an
annual meeting because there was a disagreement on the major obstacle in the face of any
kind of reform and | may add, world peace: the conflict between Palestine and Israel. In
other words, the G8 is focusing on the symptoms of the issue but not on the issue itself.
Take, for example, the following statement by the minister of foreign affairs of the
United Arab Emirates:

Led sl o)y 5 )y s dath gl o ) 555 Al e ) 5lSC05 5 stinal) ) 15 () oSS0 Y
& el il Gl 8 el Laa J8l oo (sl elad gl il 0 53 () YD J5l 2 3 Y
(Farhat, 2011, para. 21) .4 Jsi 1 2009 e il

Translated quotation that appeared in the document:
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You cannot come to the forum and engage in a dialogue with the region and say we are
dealing only with the issues that we want to deal with, and refuse to discuss the issues
that we want to be addressed, anything less than what came in the presidential statement
of the Forum in Morocco in 2009, will not be accepted. (Farhat, 2011, para. 21)

As far as educational reform, a great analogy that I can draw from what Kaldor
(1981) addressed regarding the baroque arsenal, which talked about the weapon industry
in the time of peace where manufacturers of weapons gain many benefits, such as money,
jobs, infrastructure, success, expansion, and development, and those weapons will be
used elsewhere. By the same token, this scenario can apply to educational reform
suggested in the partnership because when the G8 (center) transfer best practices,
education models, curriculum, institutions, accreditations to the BMENA region
(periphery), it will take years to be received and implemented. With this in mind, the
region will receive outdated products barogue educational arsenal that not only was
designed in a different environment and culture, but also was delivered years later, which
in essence may hinder any possibility of building local infrastructure. This scenario
makes the region continue to slip further on a global level and continue to strain the
national resources and also benefit the G8 countries on many levels. This shows the
relationship between the center and the periphery where the “centers grow stronger and
more dominant and the peripheries become increasingly marginalized” (Altbach, 2006, p.
24).

| am not suggesting that establishing best practices, monitoring, accreditation, and
quality assurance agencies is a bad idea, but I think it falls under secondary issues for the

BMENA region. | believe the real concern is the mental control (colonization) that causes
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the region either to fail to be productive in developing indigenous knowledge economy,
or it has been actively and intentionally blocked from real development because this has
transpired in the apparent dependence on the G8 in all areas of reform. One would ask:
When would the cycle end? Especially when we observe the unbelievable status of the
BMENA where these countries mainly consume outdated knowledge, among other
products, and the partnership ironically suggested increasing the number of students
scholarships to the West and suggest that students do community service in the West, not
in their homeland where the help needed most, as stated in this statement . . . [students]
perform community service while in the United States, and have the opportunity to take
part in a number of enhancement activities designed to heighten their awareness of civic
responsibility and leadership” (U.S. Department of State , 2008, para. 23). It also worsens
the brain drain situation the region suffers from as the (United Nations Development
Program, 2002) report indicated that 51 percent of adult Arabs showed interest in
emigrating to the West.

The analysis showed the role of the hegemons in the BMENA region consisting
of key players not only from the G8 but also from within who have the ability to lobby
for support and to participate in creating plans, agendas, defining problems, and
recommending solutions that may or may not achieve the wanted outcome for the entire
BMENA region or individual states. Ritzer (1996) talked about the idea of
McDonaldization of higher education by offering similar courses, qualifications, training
courses, and even in establishments such as quality control. Some may argue that the
burger may travel well, but it is not the same as in educational or social reforms. Altbach

(2006) highlighted the role of universities in modern societies regardless of locations, as
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the place where locals debate controversial issues that affect their region. Altbach (2006)
advocated for keeping them independent from local or international hegemonic entities to
result in successful outcomes. Therefore, when looking at the role of the G8-BMENA
Partnership and the real role of a university, we see conflict because the G8 focuses on
the labor market (material) issues while universities should function as an avenue for a
cultural discourse that stems from critical engagement in local issues.

The analysis showed some agreements on transactions for curricula delivery from
the G8 to the BMENA region, which showcases an exchange of material and money but
that does not mean an exchange of ideas. That is to say, without real commitment to long-
term scientific partnership or collaboration, without capacity building in research and
development, reform will not occur in the region. In addition, the region will not be able
to contribute to the world knowledge economy, and the region might remain in a
relationship characterized by being a recipient of programs and degrees created
elsewhere. The alternative scenario would allow the region to be creative in helping the
rest of the world to tackle common problems facing humanity.

It is important to clarify my position on the economic development and labor
market needs in the region, because | believe they are important aspects in societies’
stability and advancement, but the issue in this research is about knowledge ownership
and production. Robertson et al. (2007) addressed the philosophy of learning as it rests in
the ability to develop new capacities that would bridge the learning divide between the
West and Rest. Development and education reform for that matter rely on the innovation
approach that gives the BMENA region the ability to practice with new ideas and

technologies in order for the region to begin to develop its own capacity. If we look, for
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ignoring the importance of the native language on so many levels, as was elaborated on in

Chapter 2.

Political Discourse

The G8-BMENA Partnership did not emerge from a vacuum, but as mentioned, it
was because of the 9/11 tragedy, or at least this was the official reasoning espoused by
the United States. We cannot analyze its foundation without looking at preceding events
in the region, especially the illegal invasion of Irag. The invasion had done a great deal of
damage to the credibility of the U.S. efforts in the reform before it even started, or to say
the least, it limited the support from the region and from the major European allies.
Furthermore, it weakened international law because of the unilateral action taken by the
United States in the war (Girdner, 2004). In other words, the military power diminished
or harmed the political power deployed in the G8-BMENA Partnership. Erhan (2005)
claimed that there was not real agreement among the G8 countries regarding the planned
goals for the BMENA Partnership. Therefore, the initiative remained covertly a U.S.-led
project, and this is one of the reasons for its unsuccessful outcome in promoting
democracy, human rights, good governance, freedom, and prosperity considering for the
sake of argument that those are the real objectives for the partnership. In other words,
Europe maintained public relations with the United States by providing superficial
political support, which is a representation of group power and domination thorough
professional institutions, as illustrated by van Dijk (2001b).

The name of the partnership was Greater Middle East (GME), which was met by
great suspicion in the region because it echoed previous efforts to create a New Middle

East. An article by a retired American colonel titled Blood Borders, published in the
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The analysis showed distrust between the two major powers (the United States
and European countries) who have many inserts in the region, i.e., political, security, and
economic, among others, which ultimately caused the failure of the GB-BMENA
Partnership. The United States used a rapid transformation in the region via its military
power (Irag war 2003), and then used BMENA as another vehicle for transformation
(political power). Europe, on the other hand, used a more gradual transformation
approach when it created EMP.

One may wonder that because the EMP, led by the EU and G8-BMENA, led by
the United States agreed on the main principles to reform the region educationally,
economically, and socially, would they have more commonality than differences? Are
they competing or complementing each other’s efforts? It is a sad reality, mainly because
the region seems to be an object controlled by different actors for either common or
different purposes, and both the EMP and G8-BMENA claim that their project is for the
benefit of the region. Has the region lost its agency in reforming itself? Is the region that
weak to be objectified by both Europe and the United States?

The BMENA and EMP partnerships may have a lot in common with respect to
the future of the region, but there is evident competition between the two. Noi (2011)
shed light on the divergent political, security, and economic concerns between the United
States and Europe. We see the competition in several instances, as discussed in Noi’s

(2011) work:

e Madrid Middle East Peace Conference 1991, where the United States kept
pushing Europe away from the process to prevent any political role in the

conflict.
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e Europe and the United States diverged on the U.S. policy of isolation and
containment under the Iran and Libya Sanctions Act, and Europe was
involved in dialogue with Iran, which opposed the U.S. policy at the time.

e Europe initiated the Barcelona Process without inviting the United States.

e The U.S. unilateral war in Irag, which negatively impacted European States
and divided them.

e Launching the G8-BMENA Partnership by the United States without real
consultation with Europe or without using the existing EMP, which was
founded nine years earlier.

e A superficial involvement of Europe in the BMENA Partnership.

The economic factor intensified the competition between the United States and EU and
their partnerships to control the region, and this can be seen in some of the statements
found in the BMENA-analyzed documents:
Turkey is providing technical assistance to facilitate the implementation of free
trade agreements, including training on WTO issues [emphasis added]. (2012 G8-
BMENA Initiative , 2012, p. 17)
... improved business climates and open and free trade economies [emphasis
added]. (2012 G8-BMENA Initiative, 2009, p. 3)
... EU to launch discussions on Deep and Comprehensive Free Trade
Agreements [emphasis added]. (2012 G8-BMENA Initiative, 2011, p. 4)
The wording of these statements may show that the G8 is consumed with the economic
reform in the region, but frankly, the fallacy of free trade, open markets, and privatization

seems only to open the region’s market to sell goods produced in the United States and
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Europe, and this is the main reason for the competition between the two major powers,
which ultimately resulted in the failure of the BMENA Partnership. Noi (2011) showed
such evidence in the Free Trade Agreements (FTA) established by the United States with
some BMENA countries and with the FTA that Europe established with the
Mediterranean and Middle East countries. We may not see with the naked eye the depth
and the efforts that took place in planning and establishing such partnerships just by
reading final declarations from the BMENA, but now we could because we analyzed
other sources that addressed the historical background of the region and the context in
which these partnerships emerged. This is why analyzing the discursive and historical
context is a hallmark of critical discourse analysis as stressed in the work of Fairclough

and Wodak (1997) and van Dijk (2001a).
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Chapter 5 Discussion

In this concluding chapter, | address the research problem, the purpose,
significance, major results, research implications, and direction for future research. The
research problem at hand is that periphery countries around the world, and especially for
this research the BMENA region, do not have free will to embark political, educational,
or economic reforms, which results in social conditions and ramifications that impede
developments in the region. My literature review and data analysis showed that the main
reason for unsuccessful reform efforts was due to multiple levels of hegemony and
special interests of the dominant groups, both in the G8 and BMENA. In other words, |
discovered two layers of domination: First, the G8 dominated the BMENA
representatives and populations, and second, the BMENA representatives dominated the
civil societies and the public, resulting in a trickle-down domination effect.

The purpose of the research was to establish a deep understanding of educational,
political, and social challenges facing Saudi Arabia in its foundation and then use that
understanding as an example for my targeted region of analysis, BMENA. | moved to
investigate globalization and its challenges in the realm of education, society, and
economy because global Western powers did not only shape the Saudi context, but also
shaped the entire BMENA region. Moreover, this analysis showed that the partnership is
influencing the region’s reform today. It was my interest to include an important tool
used by globalization, the English language, which has many damaging effects in the
region.

From this analysis, it was evident that critical research was limited in the region

because of the small number of regional resources, publications in Arabic, and the local
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critical researchers that | was able to have access to. Therefore, the significance of my
study relies, first and foremost, on the contribution to the resistance discourse in both the
Saudi context and the BMENA region in general. The research also provided a counter-
narrative to the dominant discourse stemming from either official or public entities that
favored in a larger sense the status quo. | do not believe that the partnership attempted to
seriously engage in long-lasting developments but instead offered temporary solutions for
permanent problems.

The research questions below have guided me in addressing serious concerns in
the BMENA region because they tackled educational, economic, and social problems,

which are in desperate need for reform.

1. How has the G8 and the Broader Middle East and North African (BMENA)
Partnership affected and shaped educational and social reforms in the region since
its establishment in 2004?

2. What type of discourse was deployed to perpetuate hegemonic and hierarchical
relationships that sustain unequal status between the G8 and BMENA countries?

3. How do the G8 representatives control the BMENA public discourse?

4. How does such discourse control the mind and the action of the BMENA

countries, and what are the social consequences of such control?

These questions also investigated the role of GB-BMENA as an international
professional institution that promised to generate a reform that comes from within the
targeted region and is not affected by external influence. Furthermore, | attempted to
unpack techniques that the G8 used to rally BMENA governments to be part of reform

efforts in their region. It is important to note that my analysis did not paint the region
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through its representatives as victims but rather as responsible participants in the
generated outcomes or lack thereof by both being actively and passively involved in this
partnership. Moreover, the study discussed the types of discourses generated in this
partnership and examined who and what controlled the discourse, what techniques were
used, and the consequences of such control. These questions have been addressed in
Chapter 4 and | will address them concisely in this Chapter in the closing remarks

section.

Levels of Hegemony

In order for me to understand hegemony in the region, | needed to dissect the
concept of hegemony into layers, relying on my understanding of research by Gramsci
(2000), Apple (1990), and Bourdieu (1977). The result gave me the knowledge to divide
hegemony in the region to three levels, which | believe will help me in my future work in
the realms of dommination, power relations, and reproduction. | do not claim that these
levels are completely islolated, but rather, they are intertwined. The first level of
hegemony was observed in the literature review, which | called level one or micro
hegemony. | considered it as such because it was internal, within a country, such as Saudi
Arabia (Chapter 2). It appeared in my research when the Saudi government, at its
foundation, used the most sacred tool—the religion of Islam—for the people in achieving
its needed political outcome by establishing the country in 1932. The government
represented itself as the true representative of the pure version of the faith (Unitarian) and
therefore domesticated the people to achieve that purpose with the consent of the masses.
It is considered a hegemonic relationship between the government and the people because

the unification of the land does not necessarily represent unification of hearts and minds
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of all people with diverse backgrounds. It also did not result in equality or equity on a
wide range of issues.

Education was a major domain for competition between the government and the
religious establishment in the Saudi example and therefore, a collation was made to
impose a political and a social agenda, which created an oligarchy ruling system (Abir,
1988). The two parties created a two-fold educational system (traditional and secular) to
establish their legitimacy and to impose their views at the cost of education quality,
infrastructure, equity, and upward social mobility. This was present in one dominant view
of education and religion, ignoring different cultural backgrounds and understandings
under the banner of unifying the country, and people largely accepted the premise. It is
not a new phenomenon because we observe the rhetoric now in the war on terrorism
because dominant groups usually use scare tactics to rally populations behind special
causes. | found that level one of hegemony is not limited to internal forces because local
hegemons join forces with foreign powers when they have a common goal or when their
interests meet at the expense of the local population advancement. However, hegemony
here did not represent itself as such but rather used a discourse that disguised the real
intentions, using patriotism as a vehicle. This created a sense of parochial nationalism,
which added local conflicts, such as tribalism, and regionalism, saddled with a rentier
economy.

The second level of hegemony (macro) was found in this study when there were
clear international political, educational, and economic interests in the region. It is a
macro-level domination that showed obvious power in different fields, a scenario that

forced weak nations to join coalitions or sign treaties. Globalization from above is the
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catalyst for this type of hegemony; it affects societies in two major ways, either by a
homogenizing them or heterogenizing them. | established that adhering to one or the
other is not the right reaction to this power because we need to analyze globalization
dialectically; globalization, as was established in Chapter 2, has economic, educational,
and cultural dimensions. Furthermore, globalization comes in two forms: First, there is
globalization from above and in this sense, it supports domination and exploitation of
others; and second, there is globalization from below, where it helps activists to resist
globalization by using its tools. This is the dialectic nature of globalization because it can
empower and oppress individuals or nations simultaneously.

The third level of hegemony is an ideological one—and I consider it the most
dangerous because it is self-imposed. To be more specific, it is a result of mind control by
people in power where the dominated people consent to domination and considers it
necessary for their success. It was observed in this study in educational choices made in
the Saudi example in establishing modern education or in the global level in adopting
English as the language of science and the language of the world. It is portrayed in this
view as a natural phenomenon, not as a man-made phenomenon, which could be
rectified. English dominated both the official discourse and the public discourse in the
analyzed documents. In other words, | depict this type of hegemony as if marginalized
people’s consciousness is functioning as an independent agent for domination and
reproduction. It seems that marginalized people in many places and especially in the
BMENA region are unconsciously accepting a lower status because this is the only status
they know, and therefore, they do not produce an alternative vision. Moreover, it appears

that there is a consciousness conflict; one is seeking independence, freedom, and the
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ability to decide for oneself, and the other becomes repressed swiftly by unconsciousness
or by false consciousness. Figure 15 will demonstrate my understanding of hegemony
levels that emerged from this study and it is important to note that they are connected
because my research showed that each level is supported by the other. Questions emerged
regarding these levels of hegemony are: What level we should tackle first? Shall we start
with the most dangerous (ideological) as a top-down approach or bottom-up? These

questions remain to be answered in future research.

Figure 15. Levels of Hegemony observed in the G8-BMENA Partnership

Research Implications
Theoretical Implications
In both the official discourse (dominant) and the public discourse, the concept of
hegemony was prevalent because it produced the highest number of codes in my analysis.

I consider this type of hegemony as level three because it is mental and ideological
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because officials and representatives of civil societies relied on imported solutions for
local problems. That is to say, the G8 government officials wanted to maintain their
control over the discourse which essentially controls the outcomes, options, and opinions
of both BMENA officials and civil societies representatives. Not only that, both BMENA
officials and civil societies representatives became part of this partnership for different
reasons, which evidently did not come to fruition in the needed reform nor did it improve
the relationship between them. Here, | consider potential good response to this global
power represented in the G8 by using the concept of globalization from below because it
gives the region the necessary tools (Internet, emails, transportation, etc.) provided by
globalization from above to create a regional movement that aligns itself with
globalization as hybridization (Pieterse, 1994), which would unify the region against the
current dominant model. This dominant model has widened the gap not only between the
center and the periphery but also between different classes in the BMENA societies, in
the quality of education, and in social mobility.

| believe the BMENA region has an identity crisis caused not only by the effects
of globalization because humans have always been global and lived side by side, but also
by mental colonization. It is a realization | gained from this research that the region needs
to engage in a process of constructing an identity to create a meaning for itself in order
for it to generate reform options emanate from within. This process of identification
entails a necessary system of difference (self vs. other) because it is an important part of
constructing an identity. It is a dialectical process that includes self-other (differences-
similarities). On one hand, the region needs to identify what makes it different, and on the

other, it needs to identify what it has in common with the others in order to construct its
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own identity. This comes with a caveat because we must not overemphasize the
differences and neglect the similarities because it is a dialectical system of differences
and similarities, and excessive emphasis on one will cause malfunction. It is a balanced
approach that recognizes the differences (multiplicity of others), while at the same time
finds similarities.

Based on the data analysis, the G8-BMENA was the dominant group in which
they controlled the discourse as it was evident by, first, the number of documents
produced and, second, by the frequency of codes added in eight of nine categories; that
category was the positive category because the public discourse was slightly higher (49%
vs. 51%). It was surprising to me that both the official discourse and the public discourse
were more connected than disconnected by having more in common in their views
regarding educational, economic, and social reforms. | came to the research with an
impression that the official discourse (BMENA countries) would be more reliant on the
G8 countries in this partnership and thought that the public discourse (civil societies)
would be seeking more local solutions to local problems. Unlike what I had expected,
both adhered to the G8 agenda without real, active involvement in its creation, and they
were passively at the receiving end. To add insult to injury, the G8 was functioning from
a superior position as an arbitrator because in many instances, the BMENA
representatives met only with the civil societies when the G8 representatives were
present. The alternative would have been a meeting between the two local parties where
they solved issues together. It is like when the American Congress has a gridlock, we do
not expect Europe to intervene, let alone the BMENA region to bridge the gap between

Democrats and Republicans, because at the end of the day it is a local American issue
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and it has to be solved locally without foreign influence. In addition, Europe also was
minimally involved in the partnership for one reason or another, but my analysis showed
that the reason for its involvement was to maintain the power and control of the Western
group over the region in a superficial collaboration with the United States.

| believe both the official and the public discourses fall under the third level of
hegemony described above, which represents mental colonization and false-
consciousness that stemmed from decades of colonization and now is under another
project known as globalization. This consciousness is considered false when it
perpetuates the status quo of domination and inequality and when it makes subordinate
groups (or countries, in this study) lose its agency in determining their future. I argue that
false consciousness made these countries incapable of taking action against the causes of
their subordination. Cunningham (1987) referred to false consciousness as “harbouring of
false beliefs that sustain one’s own oppression (p. 255), and that is why this level of
hegemony is the most dangerous in my analysis. The BMENA region is involved in the
globalization project, whether willing or unwillingly, to maintain the superstructure of the
world (hierarchy) where the West remains at the top and the Rest occupies a lower status.
The top of the hierarchy seems to exert what is necessary to remain in that position by
compromising with the G8 countries (group power) to achieve a common goal of
political and economic exploitation. In other words, the game remains the same, but the
rules change to serve a similar purpose. For example, game-changing tactics appear when
we see domination shift from a hard power (military) to a soft power (political) through
establishing professional institutions and partnerships because these institutions project a

facade of genuine interests in the well-being of the region. Keep in mind that the
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partnership produced only two joint declarations (low expectations), and when the region
pushed for addressing the single political issue (Arab-Israeli conflict) that caused all of
the deterioration and extremism in the region, Canada was responsible for the failure of
the seventh annual meeting. It is important to note that the region pushed for the political
reform for this issue adhering to U.N. Security Council Resolutions 242 and 338
(Secretary Powell and Moroccan Foreign Minister Benaissa, 2004), which was again
created by the major powers, and nonetheless it was refused. It makes me wonder: Is it
intended to maintain the conflict as senseless as it sounds to give the major powers

leverage and access to maintain power and control over the region?

Social Implications

I claim that the social ramifications are many, first, maintaining a culture of
dependency in almost all aspects of life—educational, economic, political, and social—
because as represented in the analysis only a fraction of the reform suggested advocated
for local solutions. | have led to believe that the partnership has worsened the Arabs
mentality because of its continues reliance on Western models and points of view. These
views were reproduced in the partnership by local elites—or what I referred to in Chapter
2 as the transnational class because it has more in common with the elites in New York or
London more than with their own people. This created a chain reaction because if people
in BMENA want to move up in society, they must adapt to the dominant global logic and
its way of thinking. It is an ideological work that seems to gain strength, and some
consider it to be unstoppable.

Second, only one of the 41 documents that were gathered and analyzed in this

project was published in Arabic, which | considered to be a major issue in my literature
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review: the spread of the English language, because most nations in the region use Arabic
as their native language. | consider the absence of publications in Arabic as alienation to
the very same people and to the region the G8 is trying to reform. It is the neoliberal story
that portrays English as a neutral tool and as a transparent language (Pennycook, 1994)
for international communication to make it less threatening to the 75% of the world
population that either does not speak the language or for whom it is a second or foreign
language. Here we see an alignment between this view of English and the view of
globalization as a natural phenomenon.

It is a perfect representation of Gramsci’s (2000) understanding of cultural
hegemony observed in the portrayal of the English language as a tool, because if it is a
tool, then people rationalize its necessity in international communication, and in return, it
does not threaten their linguistic, national, or ethnic identities without engaging in its
historical background. In other words, it reinforces the English language powerful
position with the consent of the BMENA officials and the civil societies representatives
forgetting that it is an imposed language, which limits involvement from the most
affected people who undeniably are in need of reform.

However, position of the English language needs to be looked at dialectically,
because first, when organizations choose English as a medium of communication, doing
so could empower activists and researchers in the context of globalization from below.
That is because it provides them the opportunity to rally international activists and critical
thinkers from around the world to bring an international perspective for a common issue,
and it provides access to resources and information. Second, using English could also

oppress people because it can alienate the majority of those who do not have the language
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capital. Therefore, we need to look at the English language from oppressing and
empowering lenses because if we look at it only from an empowering dimension, then we
obscure its hegemonic role in a society, and if we look at it from its oppressive dimension
and reject it, then we lose its potential in supporting globalization from below. At the end
of the day, English is a reality in our lives, but if it has to be taught, it should be taught in
a critical way that empowers its users and does not have to be a prerequisite for

advancement at all levels.

Political Implications

My analysis unexpectedly revealed a greater political challenge facing the region.
As stated previously in the research, educational, economic, and social issues are hard to
precisely isolate because those domains influence each other greatly. However, through
the critical lens |1 used in analyzing the documents, | found more troubling political
agendas aiming to change the current political map of the region, which would not only
drag the region into another wave of serious conflicts, especially sectarianism, but also
would expose the region to higher level of dependency on the West through new
alliances. It is my assumption that these new alliances would focus on political issues to
create superficial stability but would not address educational, economic, or social
challenges that now face the region. While the U.S. government denies the allegations of
a new Middle East map, we observe today many serious indications of recent movement
in the region, such as the Arab Spring, Syria’s condition, Iraq, the new American-Iranian
relationship, and the current American-Russian conflicting agenda in the region. These

developments sadly do not promise a brighter future.
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If we examine the genesis of the G8-BMENA Partnership, we find that the United
States used the Arab Human Development Report of 2003, as discussed in Chapter 4, as
its backbone to engage in the reform effort due to high rates of illiteracy (40% of all, or
65 million people), and an unemployment rate of 25%. However, the United Nations
Human Development Report of 2015 showed the unemployment rate in the Arab states
was the highest in the world, at 29%, which is higher than the 2003 level. Further, it
showed Internet usage minimal increase from 1.6% in 2003 to 4% in 2015 compared with
81% in developed countries. Those statistics speak to the dysfunctional types of

partnership analyzed in this research.

Methodological Implications and Further Research

This study is limited due to the fact that I used official documents produced by
government officials and by representatives of civil societies and regarded them as
official discourse and public discourse, respectively. As a matter of fact, this arrangement
made sense for my analysis, but analyzing these documents from 35 countries while
considering these documents as representative for all countries under the impression that
they had equal opportunity in influencing the drafting process of documents may have
given me only a general understanding of this type of partnership. And at the same time,
it did not reveal the smallest details in the discourse and the level of participation of each
country. In other words, we already know that the official entity had control over the
discourse of the partnership, but I am not certain if the official discourse was overly
controlled by the G8, the BMENA representatives, or by a specific country, and the
research did not reveal if the BMENA countries were involved in the partnership only for

public appeal and not for real reform. On the other hand, considering civil societies as
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true representatives of the public discourse may have swayed my analysis because those
representatives—even though they do not work or represent the governments in this
partnership—may not necessarily represented the people’s discourse. That is to say, there
were no elections to choose the representatives; instead, they were chosen by an official
entity. Take, for example, this statement from 2012 annual G8-BMENA meeting:
At the Forum for the Future in Tunisia, we had strong ministerial and other high-
level participation from BMENA and G-8 countries, as well as representatives
from international organizations and international financial institutions. Forty-five
civil society and private sector leaders were selected from over 125 participants
[emphasis added] to present their platforms and dialogue with ministers. (p. 5)
In other words, | could not ascertain the criteria under which civil societies were chosen
from the rest of the 125 participants. This was not clarified in any of the analyzed
documents, even though some of the civil societies do not claim that they represent the
public. Therefore, it is my claim that they brought a different angle to my research in
identifying discourse control and hegemonic relations not only between the G8 and
BMENA countries but also between the partnership and civil societies and the public as a
whole. This means | was not able in this research to exhaust all public discourse, but the
public discourse that | did examine was a representation of another entity other than the
dominant. It is also important to consider that unequal political and economic powers
exist between countries in the region, and that might have affected their representation in
the annual meetings on both the official and public levels and may also blocked a counter

discourse. For example, Afghanistan may not have equal representation as Saudi Arabia

or Egypt.
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Furthermore, I limited my study to critically analyze documents produced by an
international entity to examine power relations between the G8 and BMENA countries as
an example of power relations between the West and East. Even though my methodology
gave me the ability to uncover important information and global structure that reinforces
itself in a different fashion, | think it may not have been entirely appropriate considering
what is at stake, not only for the region but also for the world. While I argued that
hegemonic influence was found in both types of discourses on different levels, that does
not prove with certainty or eliminate its existence in the larger official discourse or the
people’s discourse. Put simply, first, adding another layer of macro-level analysis by
including higher level of governments representations, and second, including people’s
discourse (not the public discourse by civil societies) could have resulted in more
accurate representation of both official discourse and the people’s discourse.

Therefore, it may have been more appropriate to employ a critical ethnographic
approach to investigate the concept of hegemony in the region from three angles: the
official, the public, and the people, to give me a macro understanding of the situation. It
is almost impossible to engage in such a research with all of the 27 BMENA countries
that participated in the partnership, but taking one country that may have all or most
commonalities with the rest of the region might be a goal of future research. While
ethnography contributes to the sum of knowledge, it came under great criticism because it
was considered an academic exercise (Atkinson & Hammersley, 1994) with little
constructive value. This is the reason to suggest that utilizing critical ethnography
because it could have been a better approach for this type of research. Madison (2005)

depicted critical ethnography as:
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Critical ethnography begins with an ethical responsibility to address processes of
unfairness or injustice within a particular lived domain. By ‘ethical responsibility’
I mean a compelling sense of duty and commitment based on moral principles of
human freedom and well-being, and hence a compassion for the suffering of
living being. The conditions for existence within a particular context are not as
they could be for specific subjects; as a result, the researcher feels a moral
obligation to make a contribution towards changing those conditions toward
greater freedom and equity . . . the critical ethnographer resists domestication and
moves from ‘what is’ to ‘what could be.” (p. 5)
This means disturbing the status quo by exposing power and control dynamics in
marginalized communities. It means identifying my privileges, my skills, and resources
as a researcher to counter a dominant discourse and to bring the marginalized voices
forward. Furthermore, critical ethnography contributes to the local and global knowledge
of emancipation and it supports a discourse of social justice. If we do not do that, then the
alternative would be a continuous dialogue stemming from uncritical thinking
characterized by conformity, which at the end of day prevents subordinate communities
and countries from imagining new possibilities. It is an approach that not only focus on
the use and abuse of power but also calls for action and practice. This is why Barbour
(2007) called for leadership training for ethnographers not just to critically understand
power relations but also to create clubs and partnerships for actions for the concerned

people in both marginalized communities as well as critical researchers worldwide.
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Closing Remarks

According to my analysis, the G8-BMENA Partnership did not have a good start
from the inception, mainly because it was drafted and designed elsewhere and did not
generate the support needed to be fruitful, even on a superficial fashion. It was the
military power that preceded its foundation by the invasion of Iraq in 2003 that created
negative sentiments for some of the BMENA governments, civil societies, and the public,
which prevented some reforms from materializing. The U.S.-led partnership used a
political power (soft power) to create a superficial collaboration with the G8 countries to
work with the United States in its effort to shape educational, economic, and social
reforms in the region by simply focusing on the labor market demands. This had provided
the region with small projects concerned with illiteracy rates, unemployment issues,
security, and opened the region’s markets further to the United States and Europe. As
stated, these issues rank as a second-level concern because real reform should have
originated from the region and with a genuine interest by the G8 to march toward
successful reforms.

In my assessment, the partnership showed an obvious control over the region’s
educational, societal, economic, and political spheres, which is not a new phenomenon.
That is to say, a hundred years ago, a more coercive agreement was struck between two
major powers at the time (Britain and France): the infamous Sykes-Picot agreement of
1916, which drew the border map for the entire Middle East region. To make matters
worse, at least on self-esteem and psychological levels, Sykes-Picot even designed the
flags of many countries (Aljazeera, 2014). The G8-BMNEA may have taken a softer

approach in changing the region, but the future does not look promising, especially after
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the surface the Blood Borders map in the American Armed Forces Journal (2006) by
Ralph Peters, as he is considered the American Sykes-Picot for the region. The new
Middle East might be an undergoing project led by the United States covertly, and
perhaps the Arab Spring facilitated that endeavor, and yet again we see the Blood
Borders suggesting that the Sykes-Picot agreement was a deformed effort served the
European interests in 1916, and the new borders will help correct that deformity (The
Huffington Post , 2015). In other words, it is good for the region, and the region is
passively waiting for the change.

My analysis showed the G8-BMENA Partnership used soft discourse to numb
people’s emotions, either civil society organizations or the general public to achieve its
hidden purposes. It used international organizations such as the World Bank to highlight
the miserable condition in the BMENA educationally, socially, and economically (United
Nations Development Program, 2002). It also highlighted the security concerns and the
threat of terrorism if no action was taken by the local governments and the possible
ramifications, such as overthrowing its leaders. It pinned the local governments into a
corner, either to join the partnership and be part of it to publicly save face, and in return
there would be some benefits for the region. Keeping in mind that BMENA governments
need political, military, and economic support either to keep the status quo as is or at least
to prevent it from worsening. Here, we observe the concept of smart power (Girdner,
2004) that combines both hard power, military action and soft power, political influence
to maintain the hegemonic relationship.

According to van Dijk (2001b), understanding of group power, it was observed in

the partnership that the GB-BMENA discourse was controlled by the official group
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consisting of the G8 and BMENA countries. First, controlling the discourse is a symbolic
power that was reflected in the number of documents produced by the G8-BMENA
Partnership, which was 32 (78%) of the 41 of documents. This showcases the clear
domination by governments over the discourse.

The nature of the discourse observed in the partnership is what van Dijk (1996)
described as a passive discourse, like the type we see in interactions between ordinary
people and with police or with judges because it shows that both BMENA representatives
and civil societies did not have control in the interaction because they were passively on
the receiving end. Furthermore, the G8 had more access to discourse and therefore was
able not only to control the discourse but also to control the properties and influence the
partnership dynamics. However, van Dijk (2001b) cautioned us from considering only
text control as the embodiment of power relations in a group interaction, but rather it is
the context control that matters because it reinforces the dynamics of a relationship.
Context here means “. . . the mentally represented structure of those properties of the
social situation that are relevant for the production or comprehension of discourse” (van
Dijk, 2001b, p. 356).

van Dijk (2001b) explained the concept of discourse control and its relation to
mind control so eloquently, stating that the first step of control is to control the dominant
discourse, which was the case in this study. The second step is through mind control,
which in essence reproduces dominance in a given society. Consequently, the BMENA
governments and civil society organizations with their lower status, come to acquire their
beliefs, options, and knowledge from powerful organizations, such as the G8, for

different reasons. First, G8 discourse was considered legitimate and trustworthy because
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it was produced by advanced nations in all areas of the proposed reform, such as
education and economy. Second, because the partnership was created by the United
States, the BMENA governments then were required to be part of the annual meetings
and to come with joint declarations to at least save face and show their populations that
they were working to improve people’s lives. Third, civil society organizations
contributed to the general discourse, but they are at the lowest level of power, and when
their discourse deviated dramatically from the general guidelines established by the
partnership, they were blocked or othered. This was observed in many instances
throughout the analysis; nonetheless, the civil societies were able to produce slightly
more long-lasting positive recommendations. In other words, the dominant group had the
ability to suppress a counter discourse or at least to marginalize it. Fourth, the G8-
BMENA dynamic was interesting, to say the least, because the governments met together
in a close fashion, and the civil societies conducted parallel meetings, which was a clear
observation of exclusion. Here are two comments that speak to the group power in
exclusion and othering:
Unfortunately, the Arab world, except for Morocco, did not witness such
frameworks and mechanisms allowing direct interaction between the government
and the representatives of the civil society. Most of the Arab states reject dialogue
on equal footing with the civil society actors unless in an international or
regional non-Arab forums! [emphasis added]. (2012 G8-BMENA Initiative, 2004,
p-2)
Consequently, serious inquiries arise among the circles of the civil society

regarding the added value of the direct participation in the proceedings of the
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Forum for the Future. Why not then restricting such participation to mailing the
recommendations of the civil society [emphasis added] for saving efforts and
money and avoiding delusion of the public opinion that the civil society is a real
partner in the Forum. (2012 G8-BMENA Initiative, 2004, p. 11)
As far as the social consequences of domination, | can draw from personal experience
and recent interaction (A. Abumilha, personal communication, September 1, 2016) with
12 international students from five countries (Brazil, China, Japan, Saudi Arabia, South
Korea, and Taiwan) to whom | introduced my research. All are in the United States to
pursue their educational dream, and it seemed that they have given up on their countries.
They see Western education as the best option for professional, social, and economic
success. They needed more English language teaching because they want to advance
along the professional and socioeconomic ladder. They needed Western degrees and
qualifications because the students believed they would provide them with social and
cultural capital or what Bourdieu calls habitus. They thought reform comes only through
adapting to the Western model beyond education. It was astonishing to me when I told
them that | hoped in my lifetime that our countries would limit sending students to the
United States or Europe because each country can build its own capacity in medicine,
science, engineering, technology, and the next generation can produce knowledge from
their homeland using their native languages. The reaction of these 12 international
students was hard to describe, but I can claim that they were shocked because they
considered my vision not feasible nor realistic. That is the social consequence that | am

afraid of when marginalized people lose even the hope to change the status quo. It is the
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mental colonization that scares me the most, and that, | believe, is the ultimate barrier to

reform in the BMENA region and in all marginalized nations.

Limitations

The major limitation in this research was the unavailability of identical documents
for each year of the needed analysis from 2004 to 2013. That is to say, for example, the
G8-BMENA Partnership did not produce a joint declaration or a chair’s summary for
their annual meetings every year. Even though | contacted governmental organizations
and civil societies in the United States, Canada, Germany, Oman, Tunisia, and Egypt, but
those correspondences were not fruitful in either gaining access to the needed documents
or at least to understand the reasoning for their unavailability to the public. I was able to
find documents for each year from 2004 to 2013, but they were not identical. Another
obstacle | faced was the fact that | was not able to collect any documents for the years
2014, 2015, and 2016 or any reliable information, and therefore, | was not able to
establish any general conclusions regarding the fate of the G8-BMENA Partnership. It
seems that the partnership dissolved without any announcement to its followers or

researchers.
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