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ABSTRACT 
The international education sector is facing a proverbial identity crisis. Scholar upon 
scholar describes international education–as provided through international schools–as 
hard to define, ambiguous, and intermittently at odds with itself. At its core, there are 
schisms between pragmatic and ideological conceptualizations of the nature of 
international education. Nonetheless, international schools have cropped up all over the 
globe serving millions of students worldwide. The international education market is a 
billion dollar industry projected to continue its booming growth well beyond the next 
decade (Keeling, 2018). 
 
Initially, international schools served predominantly expatriate, internationally mobile 
families who were unable to avail themselves of the national education systems due to 
their outsider status. Recently however, local host-country parents have flocked to 
international schools, opting to abandon their local systems for international education. 
With this demographic shift, new questions arise in international education research. 
Why are host-country parents choosing to send their children to international schools 
over national education systems that may more closely align linguistically, culturally, and 
epistemologically with their own educational experiences? What skills, concepts and 
abilities do host-country parents believe international education should develop in their 
children? What are the perceived benefits of international education?  
 
This research attempts to investigate such questions in a bid to explore the host-country 
parent’s viewpoint through a dialectic perspective of Izquierdo and Marquez’s (2003) 
dual model of education. Based upon survey responses and problem-centered interviews 
administers at Aqaba International School in Aqaba, Jordan, host-country parents 
expressed their perceptions of and interests in international education. An analysis of the 
data yielded the highest rated response factors in this endeavor to be: 1.) I am sending my 
child to an international school because I want my child to learn in English; 2.) 
International education should teach my child English fluency; 3.) International education 
should develop my child’s character; and 4.) The purpose of international education is to 
prepare my child for higher education. Responses also highlighted the assumption that 
international education prepares their children for future success by providing advanced 
English capabilities and learning skills that will ultimately produce stronger students at 
the tertiary level and employees in the workforce. In these findings it was concluded that 
host-country parents are more heavily influenced by the perceived pragmatic benefits of 
international education than an interest in the internationally minded ideology of 
international education when choosing to enroll their child in international schools.   
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1. INTRODUCTION  
 

The process of globalization has transformed the way the world interacts. As a result, 

transactions between national, regional, and continental borders are inescapable in this 

age of globalization. The massive influence of interconnection and interdependence has 

affected our conceptualization of the nation-state and greatly impacted economics, 

politics, culture, and communication throughout the world. In scholarly discussions of 

globalization the question of whether globalization is a condition or a process is often 

posed (Robinson, 2004). In relation to this research, globalization is “a process (or set of 

processes) which embodies a transformation in the spatial organization of social relations 

and transactions...generating transcontinental or interregional flows and networks of 

activity, interaction, and the exercise of power” (Held, McGrew, Goldblatt, & Perraton, 

1999, p. 16). In this vein, international structures–often promoting democratic values–

such as the United Nations (UN), and The United Nations Educational, Scientific and 

Cultural Organization (UNESCO) have emerged. Concurrently, global capitalism and the 

world economy developed transnational interdependence (Robinson, 2004).  

 

The changes to these flows and networks of activity have significantly impacted the 

education sector. While this phenomenon certainly has not occurred overnight, the global 

landscape has significantly altered educational structures. Education policies, curriculum, 

teacher training and classroom content have all adapted in reaction to globalizing 

influences (Inglis, 2008). Out of this, ‘international education’ as a unique educational 

ideology and schooling system, developed. Where initially mass education and 

curriculum were developed by national stakeholders and within the context of a particular 

nation’s interests (Scanlon, 1960), international education has blurred such traditional 

pedagogical lines (Hayden, 2011) resulting in a ‘denationalization of education’ (Resnik, 

2012). To that end, an international education market, as an alternative to national 

education systems, has emerged into a multibillion-dollar industry serving millions of 

students worldwide (Verger, Steiner-Khamsi, & Lubienski, 2016).  
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1.1 International Education 
Although the practice of international education has grown significantly, it remains an 

elusive concept to define (Hayden, 2006). This sector of education is continuously shaped 

by the transnational practices of globalization in regard to politics, economics and culture 

(Cambridge & Thompson, 2004). In reaction to such imposing influences various 

interpretations of international education have arisen. On one hand there is the 

ideological interpretation of international education. With this comes the understanding 

that international education is steeped in a humanistic ideology that cultivates cultural 

understanding, tolerance, and respect, resulting in a more peaceful world (Oord, 2007). 

This defines international education through an internationally minded (IM) philosophy 

and a global human rights perspective (Hill, 2002; Marshall, 2015). On the other hand, a 

pragmatic interpretation of international education holds the view that this is a growing 

commodity to be invested in by both nations wishing to create a stronger workforce and 

by parents hoping to unlock economic opportunity for their children (Bunnell, 2011). 

Between both interpretations there are growing perceptions that international education is    

a de facto manifestation of western epistemology (Oord, 2007) or that these institutions 

have become proxy English language schools (Hayden & Thompson, 2013).  

 

Regardless of pragmatic or ideological interpretations of international education, the 

sector continues to grow, with more and more families opting into the system (Brummitt 

& Keeling, 2013). Such expansion coupled with an ill-defined educational product, has 

caused some concern that the international education sector may be incapable of 

supporting unique cultural, social, and political differences in various national context 

(Oord, 2007, Tanu, 2014). Furthermore, with the increase of international institutions (i.e. 

international schools, accrediting organizations and curriculum development companies) 

there is a growing interest in providing and maintaining effective international education, 

whatever that may be.  

  

In academia, international education–interpreted as a transnational educational practice or 

market–is an emerging field of research. As the concept itself remains murky, there are 

many questions as to its cultural impact and educational efficacy. Not 50 years ago the 
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international education sector was serving a small niche market. Now international 

schools operate in almost every major city with metropolises like Dubai, Doha and 

Bangkok holding over 100 international schools in their area (Brummitt & Keeling, 

2013). With such new growth, this topic is worthy of attention and ripe for academic 

inquiry. Additionally, with such inconclusive opinions as to the very nature and 

objectives of international education, the need for more research within this field is 

paramount.   

 

1.2 The Value of a Parental Perspective 
In education it is commonplace to discuss the role of students, the influence of teachers, 

even the effect of policy within educational institutions. Heavily influenced by the 20th 

century ‘in loco parentis’ notion of education–wherein there were strict role separations 

between families and school in education (Hill & Taylor, 2004)–these discourses focus 

on stakeholders within the confines of ‘learning institutions’. What Bourdieu (1986) 

points out, in The Forms of Capital is that families, or stakeholders outside of ‘learning 

institutions’, have a significant role to play in the education process. Unfortunately, the 

parental perspective within international education has had limited academic 

investigation. This is a glaring omission particularly in the context of international 

schooling. Because international schools are private tuition-based institutions operating 

outside of national education systems, children are not mandated to engage in these 

spaces; therefore it is the parent who becomes the catalyst for such engagement. In light 

of this, the parents’ perspective of international education is highly significant in 

international education discourse.  

 

The research that does exist concerning this particular viewpoint has been frequently 

focused on expatriate parents who are internationally mobile with children who are 

unable to utilize the national education system. This is certainly understandable as the 

original intent of such international institutions was to serve parents who were 

pushed/pulled from their home countries due to professional factors. Diplomats, 

employees, missionaries, volunteers and others, of whom the national education system 

was unable to accommodate made up the majority of users (Hayden, 2011). Yet recently, 
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there has been a substantial demographic shift among families who engage in 

international education (Brummitt & Keeling, 2013) making research on the subject even 

more critical. Host-country parents–parents who were born and raised in the national 

context their international school operates in–and their families now outnumber 

expatriates or internationally mobile families in international schools (Keeling, 2018).  

 

With the influx of host-country parents, unique challenges arise. Unlike national mass 

education, these institutions are not necessarily steeped in local cultural or 

epistemological norms. Host-country parents who were reared and educated in their 

respective national contexts are now trying to navigate their children through a foreign 

education system, often with limited language skills and little educational experience to 

draw upon. Why then would these parents opt into a system rife with such challenges 

when in most cases they have the option to send their child to an institution with a 

national curriculum familiar to them?    

 

1.3 Focus and Purpose 
While the areas of research are myriad within the field of international education, my 

research seeks to explore the paradoxical pragmatic and ideological interpretations of 

international education through the limited focal point of host-country parents who enroll 

their child/ren in international education. An inquiry into this perspective offers important 

understanding into what Nicholas Tate (2016) describes as fundamental lines of inquiry 

within the international education field: “what ought international schools be for?...[And] 

what in practice are they for?” (p. 18).  

 

In an attempt to explore Tate’s (2016) questions, host-country parents were an 

appropriate demographic to investigate. Because host-country parents opt into these 

institutions of their own volition, their perceptions and expectations of international 

education offer significant insight into the perceived objectives of international 

education. Their intentions behind choosing international education shed light onto 

whether international schools are being utilized as pragmatic or ideological institutions. 

Furthermore with host-country parents driving the demand for these institutions, they 
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very well have the capacity to shape the international education sector based upon their 

interpretations.  

 

My research project specifically explores the experiences and opinions of Jordanian host-

country parents. Aqaba International School in Aqaba, Jordan was the location of my 

data collection. I used a case study model to conduct a quantitative survey and qualitative 

problem-centered interviews. In this research I hope to gain a better understanding of 

Jordanian host-country parents’ reasoning for disengaging from their national system to 

enroll in international schools that may hold significant cultural, linguistic and 

pedagogical differences from the systems and schools they previously had access to. 

With limited research focused on host-country parents, and even less focused on host-

country parents in the Middle East North Africa (MENA) region, I hope to make a 

significant contribution to research regarding the parental perspective within international 

education.  

 

1.4 Research Questions 
My research on this topic employed an initial	hypothetico-deductive model, then a mixed 

method approach to data collection and analysis. Due to my experience as a teacher and 

administrator in multiple international institutions in the MENA region as well as my 

previous studies on the subject of international education, I proposed the following 

research questions and hypotheses: 

 
Research questions 
1. What factors influence host-country parents’ decision to opt into international 
education? 
2. According to host-country parents, what are the perceived benefits of an international 
education? 

 
Hypotheses: 
1. English learning is the host-country parents’ top priority in sending their child/ren to 
an international school. 
2. Host country parents are driven by perceived pragmatic benefits over an interest in 
international ideological when enrolling their child/ren in international education.  
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Izquierdo and Minquez’s (2003) dialectic perspective of sociological theory of education 

provided a theoretical framework from which to explore my research questions and test 

my hypotheses. Using their dual model of education I was able to synthesis both the 

pragmatic interpretation of international education i.e. functionalism, human capital, and 

credentialism; and the ideological interpretation of international education i.e. 

multiculturalism, student empowerment, and humanism. This inclusive model provided 

multiple interpretations of the purpose of education without valuing one over the other. 

As a result, it provided falsifiability to my hypothesis in validity to my research. 

 

1.5 Thesis Structure 
Chapter 2: Literature Review provides an overview of academic literature focused on 

international education as a distinct field of study within the comparative international 

education discipline. A presentation of scholarly work to justify this distinction is initially 

presented. The subsequent sections 2.1.2 through 2.1.4 offer literature that highlights the 

ambiguous nature of international education research through various terminology 

debates and classification models. A historical treatment of the field split into two parts–

First, the development of an international ideology and second, the market growth of 

international education–is then presented. Finally, a synopsis of literature regarding 

parental demographic shifts in international education and studies comparable to my 

research are reviewed.  

  
Chapter 3: National Context describes the educational strengths and challenges with the 

Hashemite Kingdom of Jordan. An overview of falling international test scores as well as 

outdated pedagogy paints a less than idyllic picture of Jordanian education, however an 

examination of UNESCO and Ministry of Education (MoE) documents reveal a strong 

commitment to improvements. Within this section, explorations of the state of English 

language learning, the Tawjihi assessment system, and education reforms in Jordan are 

conducted in order to provide necessary national context to my research project.  

 
Chapter 4: Case Study Construction details Aqaba International School (AIS) in its 

evolution as an international institution. The schools mission and vision statements are 
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provided and a brief summary of changes the school has gone through are chronicled. An 

explanation of my selection process in choosing AIS to be my case study is also included 

in this chapter.   

 
Chapter 5: Theoretical Framework describes my use of Izquierdo and Minquez’s (2003) 

dual model of education framework. A brief description of canonic sociological theories 

of education and their application to international education justifies a need to utilize a 

dialectic perspective conducive to the dual model of education. In the chapter’s 

conclusion, the dual model is practically applied to the development of my hypotheses in 

an attempt to relate theory to reasoning as per my deductive approach to this project.   

 
Chapter 6: Methods is a detailed explanation of quantitative and qualitative assumptions 

held in research methods and consequently the suitability of a mixed methods strategy in 

my approach to research. Section 3.6 expounds upon my research design in regard to my 

use of a case study design and sampling, while section 3.4 outlines my two tiered data 

collection approach: an initial survey followed by problem-centered interviews. My 

employment with AIS, as well as limited interviews due to a car accident that cut my 

research short, were both recognized in my respective ethics and limitations sections.  

 
Chapter 7: Findings presents the data collected in both tiers of my research. Tier one’s 

survey data was broken down into the four survey sections- Section A: Choosing an 

International Education, Section B: Teaching Content in International Schools, Section C: 

Teaching Values and Behavior in International Schools, and Section D: Purpose of 

International Education. Within each section a table ranking of responses is presented 

sorted by mean ratings (highest to lowest) and standard deviations. Tier two’s interview 

data is organized into three categories and displayed accordingly. A section on findings 

that confirm the survey appear first, following this are interview responses that expand 

upon and elucidate survey findings. And finally, findings that were outside of the 

purview or in contradiction to the survey are presented. Sections 7.1.5 and section 7.2.4 

provide concise summaries of the survey and interview findings. 
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Chapter 8: Conclusion, the final chapter in this thesis, submits a final synthesized 

summary of my research methods and my findings from both data collection tiers. 

Following this are in depth discussions on the most compelling findings in my research: 

the importance of English language learning to host-country parents and the perception of 

character development in international education. Section 8.3 places my findings in the 

specific context of my research questions and hypotheses. Here I am able to confirm both 

hypothetical claims and present findings in relation to my questions. 
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2. LITERATURE REVIEW   
 

The term ‘international education’ is itself interpreted in a variety of ways, many of 

which are ambiguous and antagonistic. Literature reveals the futility of placing a concrete 

and definitive definition on the term. In lieu of such clarity, the first section in this 

chapter attempts to scrutinize some of these conflicting concepts. In an initial 

examination of terminology debates within the field, coupled with a subsequent 

presentation of historical context, the literature exposes two primary influences driving 

the progress of this education field. The first being the influence of international 

education ideology, and the other, a pragmatic market need for international education.  

 

The third and final section in this chapter provides comparable research projects that 

investigate the perceptions of and interests in international education as held by 

international school parents. In a brief overview of these studies, I aim to clarify how 

published data related to my research interests have influenced the construction and 

reasoning of my thesis.   

 
 
2.1 Exploring the Ambiguity of International Education  
By all accounts, international education is a concept hard to pin down (Frangie, 2017; 

Hayden, 2006; Marshall, 2015).  Literature on the subject is fraught with loose 

definitions, ambiguous terms, and unclear educational objectives. Any attempt at 

summarizing literature upon this subject must acknowledge that the field of international 

education faces difficulties in describing what it is, and what it is not (Tate, 2016). For 

example, some scholars conceptualize international education as a nebulous umbrella 

term (Hayden, 2006; Marshall, 2015) while others offer specified criteria in their attempt 

to construct clear definitions and classification models (Cambridge & Thompson, 2004; 

Hayden & Thompson, 2013; Leach, 1969; Richard, 1998). In an endeavor to provide a 

helpful literature review and sort through the multitude of interpretations of international 

education, this initial section will tackle some of the ‘big terminology debates’ (Marshall, 

2015) within the literature. It is imperative to note that this section is not splitting 
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semantic hairs but providing crucial background in the scholarly development of this 

field of research. Reviewing these terms offers an overall understanding of the difficulties 

in investigating how international education is externally perceived. Furthermore, it 

offers context to the schisms that have arisen in the development of the international 

education sector, all of which are essential to the interest of my research project.  

 
2.1.1 Comparative Education and International Education 

Reviewing discussions in regard to the academic discipline of comparative international 

education–specifically debate focused on differentiating between comparative education 

and international education–pose questions about the very nature and purpose of research 

within the education field. When used within the phrase ‘comparative international 

education’, or similar variations there of, it commonly refers to “an academic discipline 

involved with making international comparisons between educational systems” 

(Cambridge & Thompson, 2004, p. 161). However, the development of comparative and 

international education into one discipline has caused debate among scholars. Mark Bray 

(2015), in his essay International and Comparative Education: Boundaries, Ambiguities 

and Synergies, summarizes the hesitancy to merge the two terms as a tension between 

practitioner and theorist. Erwin Epstein (1992), one of the earliest and most vocal 

opponents to incorporating the two terms, explained in his editorial for Comparative 

Education Review the meaningful discrepancy between what he saw as two different 

fields of study:    
 

Comparative education is a field of study that applies social scientific theories and methods to 
international issues of education... It is an academic and interdisciplinary activity and is thereby 
distinct from, though related to, international education... The latter refers to organized efforts to 
bring together students, teachers, and scholars from different nations to interact and learn about 
and from each other. (p. 409) 

 
This distinction between terms is echoed in James Cambridge and Jeff Thompson’s 

publication Internationalism and Globalization as Contexts for International Education:  
 

International education is often discussed in the context of the related field of comparative 
education, but a different sense of the term has also developed in the context of the theory and 
practice of education for ‘international-mindedness’ in international schools and other 
institutions. Comparative education emerges from a strong theoretical tradition of academic 
studies making comparisons between national systems (2004, p. 162) 
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The above scholars share the inclination to discuss comparative education as a scientific 

field of study interested in the relationship between society and education, while 

international education is an educational practice.  

 

Additionally, a significant discrepancy between comparative and international education 

lies within the very notion of ‘comparative studies.’ Assuming a compare and contrast 

treatment of the study of education can, in fact, exclude relevant work on the subject 

(Bray, 2015).  Case in point, an examination of methodological trends exhibited in 25 

years worth of articles published in three prolific education journals: Comparative 

Education Review, Comparative Education, and the International Journal of Educational 

Development found less than one-third of the studies to employ a direct comparison 

research structure (Rust et al., 1999). In response to such a study,  Postlethwaite (1988) 

critiques the purely comparative lens of research implied by the discipline ‘comparative 

education’ and argues the need for the ‘international education’ - a distinct, yet related, 

field of study. The literature on this matter highlights the changing landscape of 

international education. Because education increasingly operates outside of national 

boundaries and influence (Hayden, 2006), a juxtaposition of country systems can no 

longer be universally revered as the appropriate method of study. Scholars have by no 

means indicted comparative education as obsolete or antiquated. To the contrary, there 

are hoards of academics operating within a solely comparative education field. However, 

James Cambridge and Jeff Thompson (2004) argue that globalization, as it affects 

transnational education and blurs comparative boundaries, makes international education 

a relevant, distinct topic of theoretical and practical study.  

 
2.1.2 Global Educationalists vs. International Educationalists 

The previous section briefly considers scholarly dispute between comparative 

international education as one umbrella discipline or two respective fields. While such 

discussions are important, they are also academically abstract. As Epstein (1992) 

explained, international education is observed to be more of an educational practice. Thus 

an examination of literature focused on the practice and purpose of international 
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education is appropriate as well. In this endeavor Harriet Marshall (2015) identifies a 

terminology debate that subsists between ‘global’ education and ‘international’ education 

that ultimately reveals different ‘educationalist camps’.   

 

Distinguishing between these terms can snowball into a discussion of other vaguely 

defined concepts such as global citizenship education, international-mindedness (IM), 

global learning, world studies, etc. and in fact at times these terms are used 

interchangeably, thus further confusing the discussion. Therefore, Harriet Marshall’s 

(2015) article The Global Education Terminology Debate: Exploring Some of the Issues 

serves as a concise simplification of the overarching differences between the two 

concepts: 

 
While ‘international’ recognizes the existence of nation-states and, more specifically, the 
boundaries between them (as well as the commonalities), there is an implication that the term 
‘global’ supersedes and sometimes deliberately ignores these barriers. (p. 8) 

 
What she means here, is that the global educationalists conceptualize education outside of 

the traditional nation-state focused curriculum where as, on the contrary ‘inter’-national 

educationalist still operate within those boundaries. Mary Hayden (2006) in Introductions 

to International Education supports the differentiation between education systems that 

are bound by nation-state boarders and ones that are transnational. In these different 

world views the purpose and practice of international education splits (Marshall, 2015).  

For instance, Robert Leach (1969), who interprets international education as descriptive 

of the representation of multiple nation-state stakeholders that are involved in the 

education institution, conceptualizes international education from an international 

educationalist perspective. In this perspective international education is primarily about 

diverse representation.  

 

Alternatively, to Ian Hill (2000), international education transcends borders and thus 

serves to provide education that focuses on universal rights and global citizenship. This is 

essentially his interpretation of the IM educational philosophy and the purpose of 

international education. UNESCO’s (1995) Declaration and Integrated Framework of 

Action on Education for Peace, Human Rights and Democracy fleshes out Ian Hill’s 
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(2000) ideology unbound by national context. In accordance with UNESCO’s (1995) 

framework, the aims of education include:    

 
• a sense of universal values for a culture of peace 
• the ability to value freedom and the civic responsibility that goes with it 
• intercultural understanding which encourages the convergence of ideas and solutions to  

strengthen peace 
• skills of non-violent conflict resolution 
• skills for making informed choices 
• respect for cultural heritage and protection of the environment 
• feelings of solidarity and equity at the national and international levels. (p. 9) 

 

This list is a clear example of a global educationalist’s perspective of education and in 

stark contrast to Leach’s (1969) focus on diverse national representation. Teaching 

universal values, human rights education, cultural tolerance, and nonviolence –concepts 

that transcend the nation-state–are all ‘global’ terms. Pulling from such ideals, Harriet 

Marshall (2015) argues ‘global’ education becomes an ethos in itself, tasked with 

producing global citizens who consider issues of the environment, sustainability and 

peace, conflict resolution and student empowerment. Conversely, the international 

educationalists hold no such ideological commitment.  

 

Ian Hill (2000) as well as Hayden and Thompson (2013) are quick to point out in their 

writings that in practice many schools use the term international education to reflect a 

population of diverse nationalities or to indicate that their institution offers a western 

curriculum. They go so far as to critique these occurrences as ‘superficial’ international 

education. Certainly this does falls short of the ideological assumptions a global 

educationalist subscribes to. Consequently, it may be more appropriate to classify such 

schools as in line with an international educationalist’s thinking, holding limited 

aspiration toward an international education philosophy, yet expressing the national 

stakeholders involved in their institution.  

 

Exploring the conceptual difference between international and global educationalists 

sheds light on the underpinnings of ideology and pragmatism within international 

education (Cambridge & Thompson, 2004).  However, it is the inconsistent and 
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interchangeable use of these terms in the international school sector that exposes the 

significant challenges of ambiguity. For example: the International Baccalaureate 

Diploma Program (IBDP), a leading international education diploma curriculum, self 

describes as ‘international education,’ however it incorporates global educationalist ideas 

in its education philosophy (Hill, 2002).  Specifically, in IBDP’s global politics class, a 

‘human rights’ unit and a ‘peace and conflict’ unit are explicitly covered in the 

curriculum, yet still the program refers to itself as an international diploma program 

(International Baccalaureate Organization [IBO], 2019). This example is one of many as 

Mary Hayden (2006) point out. In her book Introduction to International Education she 

highlights the very real potential for misunderstanding when international schools market 

themselves as ‘international education’ (2006). At best, using these terms synonymously 

can results in muddled educational objectives; at worst it creates an educational paradox 

between ideologically focused schools and institutions responding to pragmatic shifts in 

the international education market. 

 

2.1.3 An Unclear Educational Agenda 

Scholars have pointed to an educational conundrum rising from the use of cryptic 

terminology interchangeably and a reliance on buzzwords to describe this educational 

field. This has created what Cathie Holden (2000) describes as two conflicting 

educational ‘agendas:’  

 
...one where teachers are pressured to focus on raising standards through prescriptive teaching 
and another where teachers are told they must encourage debate and discussion and prepare 
children for active citizenship in a democratic and increasingly global society. (p. 78)  

 

This is further described in Cambridge and Thompson’s (2004) writing as a ‘dilemma’ 

between pragmatic objectives i.e. test scores, academic qualifications, future 

employment, university acceptance, and ideological principles (i.e. peace and human 

rights education). These respective agendas ascribe significantly different understandings 

of the purpose of education and the aspirational outcome of study. This, as Cambridge 

and Thompson (2004) go on to explain, opens the door for conflicting priorities within 

these educational spaces. Tristian Stobie (2016) utilizes even stronger language, referring 
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to a ‘curriculum battleground’ in international education. Unsurprisingly the pragmatic 

and ideological paradox has cause scholars like Nicholas Tate (2016) to question what 

international education really ought to be for.  

 

Hayden and Thompson (2013) identify the catalyst of international education as steeped 

in the developing pragmatic need of internationally mobile families In this, international 

education systems catering to expatriate families are created not with a global perspective 

curriculum in mind but with a transplanted one (Hayden 2006). Brummitt & Keeling 

(2016) specify pragmatic objectives further in pointing to the English medium schools 

and western educational programs that are transplanted for the local elites who view this 

type of education as a path to future success. Literature reveals that some interpret the 

purpose of international school, at least from a pragmatic standpoint, as a means to gain 

competitive advantage in future arenas such as higher education, the global economy, and 

even their national work force (Cambridge & Thompson, 2004). Thus, international 

education is the means to that end. 

 

While pragmatic forces are at work in international education, the ideological agenda is 

just as much at play. Scholars passionately argue that international education has a 

responsibility to foster an IM ideology more than just it’s pragmatic goals (Hill, 2000; 

2002; Tarrow, 1992). This ideology pulls its underpinnings from western liberalism and 

promotes attitudes and values from that vein (UNESCO, 1995). Nicholas Tate (2016) 

outlines ‘individualism, freedom, democracy, egalitarianism, rationalism, optimist, and 

universalism’ (p. 23) as pillars of the international education ideology, while the IBDP 

has incorporated ‘Learner Profiles’–a list of personality traits and attitudes–in an attempt 

to foster such an ideology (Hill, 2002; IBO, 2019).  

 

Fostering a ‘good human being’ or a ‘life-long learner’ are the objectives in an 

international ideology. However, Holden (2000) points out that these principles are 

incredibly difficult to quantify and thus can be devalued or seen at odds with the 

pragmatic agenda. Of course scholars also acknowledge, that these educational objectives 

need not be mutually exclusive (Cambridge & Thompson, 2004). Certainly institutions, 
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stakeholders, and specific curriculum can fall on a spectrum between ideological and 

pragmatic interests, as argued by Hayden and Thompson (2013).  But to what results? 

Cambridge and Thompson argue we are left with international education that sits in 

opposition with itself:   

 
Forms of international education offer ways of having more intimate contact with the world 
whilst insulating oneself from it. It celebrates cultural diversity whilst tending towards the 
development of monoculture. International education provides a framework for existential, 
experiential learning whilst providing a framework for global certification of educational 
achievement...It encourages positive attitudes to community service, global citizenship and 
meritocratic competition whilst it is used as a means of enhancing positional competition and 
personal economic advancement. (2004, p. 12) 

 

In this contradictory nature of international education lies the essential problem. With 

ambiguous objectives and conceptualizations of the terms, Mary Hayden (2006) points 

out that these educational communities face significant challenges in providing consistent 

and effective education.   

 
2.1.4 Classification Models  

Many scholars acknowledge and even lean into the vagaries of international education 

terminology, yet multiple classification criteria have also cropped up to better define 

international education and the institutions that offer such schooling. These classification 

models provide specific criteria and expectations of international education in practice. 

This section outlines the taxonomies relevant to my research as well as the scholars who 

attempt to offer some definition to this educational field.  

 

Robert Leach (1969) in International Schools and Their Role in the Field of International 

Education provides one of the first meaningful classification models within the field. He 

defines international education strictly through the interaction between two or more 

countries defining three ‘internationalism’ practices within the field.  

unilateral internationalism, such as a country concerned chiefly with the education of its own 
personnel away from home in a different country;   
bilateral internationalism, such as exchange between and among students of two countries, 
chiefly at university level; and   
multilateral internationalism, requiring funding from at least three national sources, no one of 
them dominant.     (As cited in Cambridge & Thompson, 2004, p. 172) 
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A summation of his criteria by Cambridge and Thompson (2004) place Leach clearly 

outside of the global educationalist conceptualization of international education. In his 

model there is no mention of any such multicultural curriculum or educational 

philosophy, only the interaction between nation-states. It is a descriptor of the 

stakeholders acting within the system, as they represent their respective countries. His 

classification incorporates initial expatriate educational communities, and the rise of 

study abroad programs at the tertiary level. 

As the field developed, international education became less concerned with the amount of 

national sources represented, and more with the transnational practices of globalization in 

relation to economics, politics and culture (Cambridge & Thompson, 2004). International 

education’s evolution into an international commodity split focus between the 

educational services provided and the communities availing themselves of the system. In 

this, an important dichotomy emerged between ‘market-driven’ schools and ‘ideology-

driven’ schools (Hayden, 2006).  

The distinction between these categories can best be described by the various influences 

globalization has had on the field. Market-driven schools cropped up due to economic 

globalization i.e. the globally mobile worker who was unable to utilize the national 

system. Thus an international education system was needed (Hayden, 2006). Ideology-

driven schools, on the other hand, grew from UN ideals and incorporated the global 

educationalists’ understanding of multiculturalism and international-mindedness. Along 

such lines Cambridge and Thompson (2004) provide four categories of their own to 

identify international education: 

A transplanted national system serving expatriate clients of that country located in another 
country;  
A transplanted national system serving clients from another country;   
A simulacrum of a transplanted national educational system, for example the programmes of 
the IBO, serving expatriate clients and/or host country nationals;  and   
An ideology of international understanding and peace, responsible world citizenship and 
service (p.127)  

 

In this model, transplanted systems coincide with an international educationalist 

interpretation of the field, as well as Leach’s interpretation. Where this model goes 
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further is to include a defined ideology in line with the global educationalists’ perspective 

of citizenship and peace.  

The final criteria model I wish to highlight is one of increased specificity. It was 

constructed by an international educator, pulling from his own experiences and regards 

the community expectation of international education. In his criteria, Neil Richard (1998) 

exposes how international education is perceived from within the communities who 

utilize these institutions. In his article: The Emperor’s New Clothes? The Issue of Staffing 

in International Schools he outlines four expectations: 

 
English is the language of instruction.   
Standards can be directly related to those of North American or European schools.   
Qualifications have international currency 
The school is founded on a ‘western’ educational tradition.  (p. 175, 1998) 

 
The most astounding element of this definition, other than the explicit conflation of 

‘western’ education with ‘international’ education, is the vast and ever-growing number 

of schools that adhere to these expectations (Hayden & Jeff Thompson, 2013). There is 

ample evidence to support such expectations (Mackenzie, 2010; Tanu, 2014; Potter & 

Hayden, 2004). English language learning is a dominant draw to international education, 

thus becoming a defining characteristic of the field (Mackenzie, Hayden & Thompson, 

2003).   

 
2.2 A Historical Overview of International Education 

Institutions 
In order to better understand this nebulous field, it is necessary to take a deeper dive into 

the historical context within which international education institutions have developed. In 

this section I will leave be the difficulties in constructing a concrete definition of terms, 

and instead focus on the history of the institutions that make up the field. This is a 

challenge, as histories diverge due to differences in conceptualizations within the 

international education sector. Therefore, in lieu of one linear summary of the history of 

international education, I will split my analysis in two -  providing two timelines, one 

considers the development of the ideology of international education and the other 
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considering the growing market for international education, will enable the most 

inclusive overview of the field.  

 

2.2.1 Developing an International Education Ideology 

The field of international education, as we know it today, can be rooted back to the 

influences of globalization during the late 19th century. During this time, national systems 

of mass education (Scanlon, 1960) developed in tandem with an interest in international 

cooperation (Sylvester, 2002). In 1866, this gave rise to what some scholars believe to be 

the ‘first’ international school, International College at Spring Grove, based in London 

(Sylvester, 2002). Academics should be cautious in this assumption however, as it cannot 

be ignored that there has historically been intellectually and culturally diverse spaces of 

knowledge sharing far before this time. The Golden age of Islam’s ‘House of Wisdom’ 

under the Abbasid dynasty could be considered just one of many ‘international’ 

institutions (Algeriani & Mohadi, 2017). However, Spring Grove marks the first 

institution to explicitly apply an ideology of international education embedded in 

Victorian notions of globalism and peace education (Stomfay-Stitz, 1993). Nicholas Tate 

(2016) dates such ideological influences further back to eighteenth-century 

Enlightenment and western liberalism. Nonetheless, Spring Grove is still considered to be 

the first educational institution to incorporate such ideals. The school embarked on a 

“new type of education which would enable the citizens of different countries to become 

international ambassadors” (Sylvester, 2002, p. 5) and in doing so, established itself as an 

educational system concerned with more than just the interests of a singular national 

system. This new form of education was not without its challenges, and ultimately the 

Grove School was short lived. Closing in 1889, its’ legacy can best be summed up by 

Sylvester (2002) when he writes: 
 

For a period of 20 years the intelligentsia of England struggled with the practicalities of school 
in the frontiers of international education, practicalities which, even to the present day, continue 
to represent a strong metaphor of the tension between the traditional objectives of a national 
educational system and the emerging realities of preparing students for an increasingly 
globalized society (p. 14). 
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By the 1920s, the ball was rolling on international education. In 1921 two more 

international schools opened their doors. Santinikentan School in India was established 

under the motto (translated from Sanskrit) ‘where the word meets in one nest,’ while 

Denmark formed the International Folk (Peoples) High School (Sylvester, 2002).  Both 

schools were heavily invested in the ideology of international education. By 1924 two 

more institutions joined the ranks with the founding of the International School of 

Geneva in Switzerland and Yokohama International School in Japan (Hayden, 2006). The 

Geneva school’s creation is especially significant, as this has been interpreted as the 

genesis of modern international education in the west (Hill 2015).   

 

The International School of Geneva had an immense impact on how the field developed, 

largely due to the location and time of its conception. In response to educational needs of 

those families employed by the League of Nations, later United Nations employees, the 

school was created. (Hill, 2002) Madame Maurette, the head of school, was a staunch 

believer in the ideology of international education, referring to the ‘brotherhood of man’ 

and instilling a worldview within her students (Hill, 2002). Rather than solely focusing 

on traditional quantifiable learning outcomes, this educational space sought to develop 

particular character traits, universal values, and foster global citizenship.   

 

With the formation of UNESCO, a commitment to education was solidified on the 

international stage. By 1949, UNESCO had convened the Conference of Internationally-

minded Schools (CIS) to discuss the growth of international education. These workshops 

and conferences yielded a better understanding of the field. At one such workshop, held 

on the Geneva School’s campus in 1950, the first definition of international education 

constructed by school representatives from different nationalities came to fruition:  

 
It should give the child an understanding of his past as common heritage to which all men 
irrespective of nation, race, or creed have contributed and which all men should share; it should 
give him an understanding of his present world as a world in which peoples are interdependent 
and in which cooperation is necessity. In such an education emphasis should be laid on a basis 
attitude of respect for all human beings as persons, understanding of those things which unite us 
and an appreciation of the positive values of those things which may seem to divide us, with the 
objective of thinking free from fear or prejudice.  

(Course for Teachers Interested in International Education, 1950) 



	 21 

 

This was a tall order for education, as this definition holds many goals, but it is an 

attempt to fully describe the ideological, utilitarian, and pedagogical objectives of 

international education (Hill, 2002) that still remain relevant in present-day institutions.  

 

As more and more international schools cropped up, an inclusive term was needed to 

refer to the aforementioned ideology. To that end, CIS, at the 1951 Conference of 

Principals of International Schools and Schools Specially Interested in Developing 

International Understanding coined the term IM (Hill, 2015). It has since been 

incorporated into the lexicon of international education. The term, defined in Ian Hill’s 

The History and Development of International Mindedness as: 

 
…a concept to be admired; it has moral fibre and a generous character. Therefore its main focus 
is not commercial products and services, but the international agreements concerned with 
human rights [and] sustainable development… (2015, p. 40) 

 

alludes to the global educationalist perspective referred to in previous sections. At its 

core, this is an ideological humanistic driven pedagogy (Oord, 2007) aimed at developing 

international harmony through its philosophy of education. It is almost utopic in its 

idealism and under the tenets of IM, the field continued to grow.  

 

There were certainly practical challenges in this growth. National systems of education 

were hard to bypass. For instance, finding education materials without a particular 

national bias remained a challenge (Hill, 2002). More daunting was the transition 

between international secondary schools and national tertiary education of the time. 

National entrance exams relegated the ideology of IM secondary when families were 

concerned with university acceptance. Equivalency agreements were difficult to navigate 

and, without a common international curriculum, the field faced a serious challenge (Hill 

2002).   

  

In this challenge, the 1960s and 70s gave way to one of the most important developments 

within the IM tradition of learning: the International Baccalaureate Diploma Program 

(IBDP). The philosophy of learning in this program remained in the same vein as the 
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Geneva school, explicitly stating the commitment “to create a better and more peaceful 

world through intercultural understanding and respect” (Oord, 2007, p. 377). However, 

the development of this diploma program grew out of the practical need for common 

standards within international education. The formal curriculum of the IBDP offered 

curriculum “with an international perspective, academic rigour, critical thinking and 

research skills, and emphasizing the development of the whole person: in sum, the 

creation of a world citizen.” (Hill, 2002, p. 26) In doing this, the IBDP comes full circle 

in tackling the ideological, utilitarian, and pedagogical objectives mentioned in the CIS 

conference of 1950 mentioned above. It provides students with the knowledge they need 

to interact competitively with other institutions; offers a pedagogical approach of critical 

thinking over rote memorization; and develops a world citizen with IM ‘attitudes’ (Hill, 

2002). Since its first proposal in 1964, and the foundation of the International 

Baccalaureate Organization (IBO) in 1968, the IBO has grown exponentially as the 

leading curriculum developer and accreditor in international education. Presently IB 

school certification is recognized as a top accreditation by universities worldwide and is 

assumed to be indicative of high international education standards (Bunnell, 2011; 

Resnik, 2016).  

 

The IBDP is the current institutional manifestation of the IM philosophy. With that said, 

it is just one among many institutions operating under the umbrella term international 

education. There are countless schools aimed less at promoting IM education and more at 

responding to market demand for international education.  

 

2.2.2 A Growing Market of International Schools 

A common observation of the international education field is the rapid growth of the 

international school market (Bunnell, 2011; Hayden, 2011; Waters, 2006). Here, both 

supply and demand have exploded in recent decades. This expansion can be attributed to 

multiple globalization factors (i.e. the increase in internationally mobile families as the 

global economy expands) (Hayden, 2011); linguistic globalization and the growth of 

global English (Sonntag, 2003); and a booming supply chain wherein universities are 

increasingly seeking students from international schools over national ones (Brummitt & 
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Keeling, 2013). Conversely, with increased demand, various organizations have cropped 

up to service the growing international school market.  

 

At present, any institution, curriculum or program is able to brand itself as ‘international’ 

as no ‘universal’ international accreditation process or regulating authority exists. With 

no oversight, the market is in a sense a “free for all” since no assumption can be made in 

regard to similar standards, resources, learning atmospheres or ideologies just because an 

international school is called such (Hayden, 2011). In fact Mary Hayden and Jeff 

Thompson (2013) in their essay International Schools: Antecedents, Current Issues and 

Metaphors for the Future find only one ‘unifying’ characteristic that can be assigned to 

international schools: that “they offer a curriculum that is not of the ‘host country’ (the 

country in which they are located).” (p. 4) They do however offer a description of the 

different types of schools that have emerged in this market. 

 
Type A traditional international schools: these are schools that cater to internationally mobile 
families (expatriates) who cannot avail themselves of the national system.  
 
Type B ideological international schools: these schools operate under the global educationalist’s 
conceptualization of education and promote IM ideology. 
 
Type C non-traditional international schools: these schools use transplanted curriculum and are 
utilized primarily by host country nationals who perceive international education possessing 
higher value than their national system.  (p. 5) 

 

Initially, expatriate families, pushed from their home countries due to professional 

factors, dominated the international school market. Diplomats, employees, missionaries, 

volunteers and other internationally mobile families, of whom the national education 

system was unable to accommodate, were the primary users of the system. Thus Type A 

schools were most common (Hayden, 2011). While this demographic still avail 

themselves of international education schools, it is host-country families, those who 

choose international school curriculum over national curriculum, that have caused this 

sector to explode (Bailey, 2015). These families are commonly identified as the aspiring 

middle or upper class of the host country (Hayden & Thompson, 2013) and opt into this 

system in the hopes of acquiring social and cultural capital from a western education 
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model (Waters, 2006). In this change, Type C schools have recently become a significant 

sector of the market.  

 

Unfortunately, no statistical data exists on the specific growth of each type of school, 

however the growth of the sector as a whole is well documented. For the past two 

decades the international schools market has sustained significant growth. In 2000 the 

International School Consultancy Group’s (ISC) research reported 2,584 international 

schools worldwide, by 2013 the market had increased to 6,400 schools (Brummitt & 

Keeling, 2013). In 2017, the IBO, a single organization alone had accredited 4775 

schools (IBO, 2019), with a projected goal of 10000 school accreditations by 2020 

(Bunnell, 2011). Asia has been the dominant continent driving growth, with the Middle 

East the largest sub-region market. UAE, Qatar, and Saudi Arabia are witness to the 

largest boom of international schools within their countries (Brummitt & Keeling, 2013). 

Here again the evidence currently supports that the majority of this growth is fueled by 

local families using the system - as host country students outnumber expatriate children 

in international schools (Keeling, 2018). 

 

2.2.3 The Influence of Western Pedagogy 

As the international school market has become a lucrative industry, there are clear 

dominant influences within the system. Western countries like those of the United States, 

UK, Canada, Australia and New Zealand have started to export their curriculums 

overseas (Waters, 2006) in an effort to keep up with the growth of both the traditional 

and non-tradition schools. For example, The International General Certificate of 

Secondary Education (IGCSE) was created by the University of Cambridge and is based 

upon the UK education system and testing structure. Canadian Information Centre for 

International Credentials is an organization that assesses and certifies international 

schools based upon Canadian standards. The Advanced Placement (AP) International 

Diploma is rooted in the American system and is essentially a certificate awarded to 

students who pass five AP tests, Even the IBDP, a curriculum employed by Type C-

ideological schools, while not deriving from any one country, was also created in a 

western epistemological tradition (Oord, 2007).  Consequently, this form of international 
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school growth results in a divestment in national, local or public education and an 

investment in western curriculum that is regarded as more valuable (Water, 2006). 

 

Regarding the observations provided above, it could be concluded that western influences 

overpower international influences when we are discussing the growth of ‘international 

education’ (Waters, 2006). One need only refer back to Richard’s (1998) previously 

described four expectations of international education (see page 18) to see the that 

western education structures and English medium teaching is expected in many 

international schools. Moreover, the neoliberal language used to describe the growth of 

this sector i.e. international education ‘brands’, investments/divestments, and education 

‘products’ is further proof of heavy-handed western forces (Bunnell, 2011). At this time, 

and with an understanding of this growing field (or market), Tanu (2014) argues that 

international education has been conflated with western pedagogy. Such a claim of 

course is worthy of expansion, however the limitations of this project necessitate a 

limited discussion. 

 

2.3 The Role of the Parents in International Education 
This final section of the chapter explores some gaps in literature as it pertains to my 

research. The significant shifts in parental demographics have played an influential role 

in shaping the development of the international education sector. Yet there remains 

limited research that explores parents within the specific context of international 

education. Even more scarce is research pertaining to host-country parents’ experiences. 

Nonetheless, the literature that does exist offers important context to the development of 

my research design and my hypotheses, as well as opportunity to extrapolate information 

as it pertains to my specific research context.    

 

2.3.1 Shifting Parental Demographics 

Mary Hayden (2006) explains that in its most simplified form, parents who opt to send 

their child/ren to an international school can be divided into two major demographics: 

expatriate parents or internationally mobile parents, and host-country parents. Consensus 

exists within available literature that these demographics have shifted and expanded over 
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time from catering predominantly to expatriate families to local families (Brummitt & 

Keeling, 2013; Hayden and Thompson, 2013; Stobie, 2016). ISC research has studied this 

phenomenon and the exponential growth of the international sector closely. Where once 

students filling international schools were predominantly expatriate children, there has 

now been a complete reversal where local children comprise 80% of international 

students (Brummitt & Keeling, 2013). Peter Mackenzie (2009) in his research on the 

parental experience observes that even when this divestment from national education is 

stigmatized, parents continue to invest in international schools perceiving benefits of 

international education outweighing any negative judgments from the local community. 

 

While host-country parents have flocked to international education, these fee-paying 

institutions are not viable options for everyone. Demographic data among local families 

in international education reveals aspirational middle or upper class parents who are well-

educated elites of their community are leading the growth (Hayden and Thompson, 2013; 

Tate, 2016). International school matriculation is “increasingly dominated by the richest 

5% of non-English speaking parents looking for places at international schools in their 

own countries.” (Brummitt & Keeling, 2013, p. 29)     

 

2.3.2 Comparable Research   

An examination of the findings of various studies regarding parental priorities offers 

illumination into the development of my research topic and data collection framework. 

Again, limited published work on the matter hinders my ability to identify academic 

consensus, however there is value to be gleaned from such an examination. It is unclear 

as to why parents opt out of their respective national schools as the data collected by 

scholars focuses primarily on why parents opt into international schools. Regardless, 

various studies have been conducted pertaining to the leading characteristics that attract 

parents to international education spaces. And, while each study should be understood 

within its own geopolitical and cultural context (Mackenzie, 2009) a brief meta-analysis, 

offers insight into parental priorities, and a particular pattern of preference for English 

language learning (Mackenzie, 2010). 
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Potter and Hayden (2004) conducted a parental survey in Buenos Aires, along with 

follow up interviews, to explore why parents chose to enroll their child/ren into bilingual 

international schools rather than their public system. In their findings the top 3 ‘factors’ 

indicated by parents were all English learning related. They were 1. ‘the desire for a 

bilingual education’; 2. ‘wanted children to speak English fluently’; and 3. ‘wanted 

children to learn English’ (p. 94). Concurrently, Peter Mackenzie, Mary Hayden, and Jeff 

Thompson (2003) conducted a comparable study in Switzerland. Again, the data found 

that English language education ranked the highest among parental priorities. In fact, 

over 75% of parents ranked English ‘very’ or ‘extremely’ important in their choice for 

opting in to an international education. Mackenzie (2010) added to these finding in his 

examination of parental surveys administered in Switzerland, Japan, Israel, Singapore, 

and Argentina. Of primary importance to respondents in Switzerland and Japan was ‘a 

desire for my child(ren) to be educated in English’ (p.111) The other countries concluded 

a strong interest in English language learning and bilingual education (Mackenzie 2010). 

In all of these studies English learning was prioritized over class size, teacher quality, 

school location and other seemingly important school details. Of course, English was not 

the only factor parents would consider, but it was consistently ranked the highest. As a 

result, there is ample evidence supporting the strong pull of English language skill 

development for parents who choose to pursue international education for their child/ren.  

 

In summation, the academic literature supports parents’ perception that English is the 

lingua franca of the world and a coveted skill (Potter & Hayden, 2004; Tanu, 2014). 

Mary Hayden (2006) goes so far as to theorize that, to parents, international education 

has become proxy to language schools. This has the potential to be problematic as 

Mackenzie (2009) indicates these studies exhibit the hegemony of western epistemology 

as parents consider English pedagogy to be more valuable than national or local 

curriculum.	
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3. NATIONAL CONTEXT  
 

The state of the Jordanian education system is important to consider as it provides the 

national context to my case study and offers glimpses into potential push and pull factors 

parents consider when sending their child to an international school. More importantly, 

this section describes the educational culture from which most of the parents who were 

surveyed and interviewed hail from. Of particular challenge to host-country parents in 

international education–more so than expatriates or internationally mobile families–is the 

possibility of a generational education clash between the national schooling of the parents 

and the international schooling of the child. For this reason, it is crucial that the national 

education system should be investigated.  

 
3.1 Jordanian Public Education System 
The Hashemite Kingdom of Jordan is an Arab country in the Middle East with a 

population of roughly 9.7 million people. A constitutional monarchy, it has been a place 

of relative stability and economic development nestled amidst nations of intense turmoil. 

Its classification as an area of high human development by the World Bank (SABER, 

2015), coupled with political upheaval in the region has made Jordan a beacon for 

refugees from the Palestinian Territories, Iraq, and most recently Syria. In the past 10 

years alone the countries population has increased by 67% largely dues to neighboring 

crises (Ministry of Education [MoE], 2018).  In 2017, the nation was reclassified as a 

lower-middle income country (down from its previous classification of an upper-middle 

income country) due to a decline in Jordan’s GDP growth and the influx of refugees. The 

most recent census data shows Jordan’s youth population (ages 0-14) at 35% of the 

nations total (UNESCO, 2017), with unemployment rates reaching 18.2% (MoE, 2018). 

While the country is facing serious demographic challenges, citizen access to education 

and health are among the highest in the MENA region (SABER, 2015). 

 

Public education policy is centralized in Jordan. National curriculum development, 

general planning, teacher resources and quality monitoring all fall under the purview of 

The MoE (Mullis, Loveless, Martin, 2016). The system itself is divided into three tiers: 
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pre-primary, primary, and secondary education. Pre-primary is a noncompulsory two-

year cycle for 4 and 5 year olds. Historically, this education has been supported by the 

private sector due to low investment from the government (UNESCO, 2008). Instead, the 

MoE has invested heavily to expand primary education in the country. The primary 

system, which includes grades 1-10, is both free and compulsory for all Jordanians. The 

official medium of instruction in public schools is Arabic with English commonly taught 

and practiced within the school system. The MoE conducts national tests in Arabic, 

mathematics, science and English at the end of grades 4, 8 and 10.  

In grade 10 students must submit an application to the MoE for a specific secondary 

education track. This application along with exam grades from years 8-10, are considered 

in the placement of students in either the Comprehensive Secondary Education option or 

the Applied Secondary Education option (Alhabahba, Pandian, & Mahfoodh, 2016). 

Commonly, the former option is considered to be the academic stream and the later the 

vocational stream. Within these streams there are branches of study. The academic 

branches include: literary, scientific, religious, informative management, and health 

education. The vocational stream encompasses: agricultural, industrial, hostelry, tourism, 

and household management. While the Jordanian government has invested in both 

streams, vocational education is frequently regarded by students and families as a second-

class option and is often devalued compared to the academic stream (MoE, 2018).  

Higher education falls under the purview of the Ministry of Higher Education (MoHE). 

The MoHE is responsible for multiple public and private universities as well as 

community colleges within the country. In order to gain admission to higher education, 

whether private or public, all students must acquire a General Secondary Education 

Certificate. To do so, at the end of the students’ secondary education stream, they are 

required to take a national evaluation test referred to as the Tawjihi exam. The exam 

consists of five mandatory sections: Arabic, English, Islamic education, social studies and 

computer science, as well as one optional subject. This exam holds the highest stakes for 

students, as it is the most significant factor in gaining admission to higher education 

(Obeidat & Dawani, 2014). Only students who pass this test are eligible to apply to 

universities and based on the results of the Tawjihi exam of that year, the Unified 
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Admission Coordinator Unit sets minimum admission scores to university programs 

(Obeidat & Dawani, 2014). The significance of the Tawjihi score cannot be overstated in 

the Jordanian culture, as it is of the utmost importance for students, parents, and 

educators alike. Yet it is this very test-centered mentality that has impeded Jordan’s 

educational progress. 

3.2 Challenges within the Jordanian Education System 
In general, the Jordanian education system is extremely exams-oriented with a reliance 

on short-term retention over long-term understanding. (Alhabahba et al., 2016). This 

model can result in a ‘backwash effect’ to education and teacher-centered learning, both 

of which are considered outdated pedagogical practices (UNESCO, 2015). The backwash 

effect, as it pertains to exam or textbook informed teaching, is pervasive in Jordan. This 

has everything to do with the Tawjihi test. This test serves as the gatekeeper to future 

educational and occupational opportunities (Obeidat and Dawani, 2014). Thus, when the 

only assessment tool is a particular test, that exam becomes the dominant driving 

authority on classroom teaching, with little else in the way of pedagogy taken into 

consideration.  

This reliance on exams was compounded in 2000 when the MoE pushed for large-scale 

national assessments beyond the Tawjihi. These were essentially progression tests given 

to primary students in an attempt to provide feedback on learning trends. Unfortunately 

these tests were continuously altered and sporadically administered, limiting the potential 

for meaningful analysis (Obeidat and Dawani, 2014). This left teachers and schools with 

descriptive data that could highlight students’ success or failure on the test, but offered no 

support in policy reform or better practices. 

 

As a result of a test-focused educational culture, teacher-centered learning is the norm in 

Jordanian national education. Educators scramble solely to cover the amount of material 

in their MoE-provided textbooks and workbooks, or limit their classroom content to only 

that which is included on tests (Alhabahba et al., 2016). To that end, rote learning is the 

prevailing method of education with a one size-fits-all approach. The MoE acknowledges 

the current system’s lack of participatory learning and self-empowering student activities. 
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In fact they specifically highlight the need for Jordanian schools to ‘move away from rote 

learning and develop higher level thinking skills’ in their education policy plans (MoE, 

2018, p. 29).  

 

The most recent National Education Strategic Plan (ESP) (2018-2022) produced by the 

MoE exhibits particular commitment in addressing the challenges of teacher-centered 

learning and the ‘backwash’ effect. The ESP shifted the discussion from access and 

resources–an area in which the MoE has made great progress (UNESCO, 2008)–to focus 

on quality and accountability. Particular attention was placed on Tawjihi reform. In the 

past, there has been a disconnection between curriculum reform and the seemingly 

immutable Tawjihi exam (Obeidat & Dawani, 2014). Now, the ESP is taking step that 

include both the MoE and the MoHE to align Tawjihi exam with modern educational 

practices. This is a truly meaningful shift because the entire education structure in Jordan 

hinges on this exam. To reform the test could shift the very way in which students, 

parents and potentially all stakeholders conceptualize education in the country.      

 

The MoE’s interest in reshaping their education system from one that is highly test 

centered to one that is attentive to the educational process may come from international 

feedback the country has received in recent years. In regard to international testing, 

Jordan has found itself lagging behind other countries in the MENA region. Jordan’s 

mean scores on the PISA 2015 exams for science, math, and reading were all among the 

lowest of those participating (OECD, 2019). What’s more, Jordan held the highest 

percentage (70%) of 15 year-old-students scoring below a level 2 on the math test 

(UNESCO, 2017). The TIMSS also saw a significant drop in achievement from 2011-

2015. Average math scores for 8th grade students dropped 20 points from 406 to 386, 

while science scores among the same age range dropped 23 points from 449 to 426 

(Mullis et al., 2016). These tests should of course be taken with a grain of salt. They are 

not solely indicative of educational success, yet pair these downward trends with the 

currently low pass rates in the Tawjihi system (MoE, 2018) and there is a clear cause for 

concern in regard to the efficacy of the current state of education in Jordan.  
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3.3 English Language Learning in Jordan 
Another troubling trend in Jordanian education is the decline of quality English language 

learning in Jordanian schools. While Arabic is the official language of Jordan, English 

plays a large role in the country. In modern public education it has historically been 

integrated into primary school as one of the core subjects of study and remains a 

mandatory exam in the Tawjihi system. English also plays a significant role in university 

education as well as being a coveted skill in the Jordanian workforce (Hamdan & Hatab, 

2009). For many years both English and Arabic were prioritized equally in public 

education, however English language has since taken a back seat (Alhabahba et al., 

2016).   

 
The drop in English language learning is a serious challenge for Jordan, as more and 

more employment opportunities in the country require English language skills (Hamdan 

& Hatab, 2009). In 2010 only 57% of students passed the Tawjihi English exam, while 

that number further dropped to 29.6% in 2014 (Alhabahba et al., 2016). Further obstacles 

are observed in the serious misalignment of secondary English language skills with those 

needed at the university level (Freahat & Faoury, 2015). On this account, it can be 

concluded that even if students were successfully retaining the primary and secondary 

English skills they were being taught, they would still be ill prepared for university level 

English. Alhabahba et al. (2016) are that these issues are a result of the absence of a 

regulatory body responsible for English learning and teaching standards in Jordan. Poor 

teaching practices like the ones discussed above, along with limited resources and 

support from the MoE and MoHE have lead to the erosion of this subject in public 

schools. Unfortunately, demand for English still persist both in Jordan and throughout the 

world as English is perceived to be a global language related to economic, cultural and 

political globalization (Sonntag, 2003). Of particular import is Hamdan and Hatab’s 

(2009) study of English in the Jordanian Context wherein they observe Jordanians 

continuing to seek strong English skills to study or work abroad, secure employment in 

Jordan, and remain competitive in the international arena.   
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4. CASE STUDY CONSTRUCTION  
 

For a relatively small country, Jordan is home to a large number of international 

institutions. The capital, Amman, is one of the largest international education hubs in the 

world with over 30 international schools in the area (Brummitt & Keeling, 2013). Many 

other Jordanian cities also have at least one international school within their 

communities. Interestingly, the vast majority of these schools meet Richard’s (1998) 

education expectations in that they are English medium schools, founded in western 

pedagogy, and directly relate to North American or European standards. The IBO has 

accredited 19 schools throughout the country since 1981 (IBO, 2019). Schools that are 

not IB accredited primarily offer either UK or US curriculum in the form of IGCSE or 

AP courses and utilize SAT and A-level testing (Barnes, 2017).  

 
It is because of the large supply and demand of international education that I chose an 

international school in Jordan for my case study. Even more compelling was the 

increasing numbers of Jordanian parents, particularly in cities outside of Amman, who 

were opting into the system. My attention turned to the city of Aqaba due to the limited 

amount of internationally mobile families, as compared to Amman. The city of Aqaba is 

a small port city with a little less the 150,000 residents. It is a tourist destination for those 

visiting Jordan and holds significant cultural, historical and economic value to the 

country. Here I was able to find an international school that catered almost entirely to my 

intended sample demographic: host-country parents.  

 

Aqaba International School (AIS) 

AIS is an international education institution currently serving grades K-12, approximately 

400 students. AIS was founded in 2005 by the Aqaba Special Economic Zone. Originally 

accredited by the British council, it offered IGCSE and A-level programs. In 2015 

Mashrek International School, located in Amman, took over operations of the school. 

During this time, AIS went through significant transitions in an attempt to move from a 

UK curriculum to an IBDP certification. Mashrek International School is an IB world 

school and continues to support AIS through the transition to an IB curriculum. In 2019, 
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AIS gained their certification and as a result will offer IB courses in the 2020-2021 

academic year (AQABA, 2019).   

 
Mashrek International School, in its 35th year of operation, is a well-established 

institution with clear principles, values, and vision in regard to their services (Mashrek, 

2019). Conversely, AIS is still finding it’s footing in these areas, making it an interesting 

case study for my research. In my selection of AIS it was important to find a school that 

was itself still struggling to conceptualize its international education, mirroring the 

struggles within the international education research field. This in turn encouraged a 

more authentic examination of parental perception, as they are significantly able to 

question and conceptualize international education in their school. Instead of defining 

international education through a consistent school philosophy (of which AIS has had 

none in the past decade) or curriculum (which AIS has reformed recently) parents are left 

to their own devices. Parents here have more agency to define what international 

education should be because there has been little consistency in what international 

education is.  

 
An examination of the mission and vision statements of AIS highlight some of the 

challenges in concretely defining and explaining their purpose and goals for their 

institution. It should be noted that this is not to point blame at the school or devalue their 

efforts. It has already been well established that the international education field as a 

whole struggles to shape its objectives and purpose. In reviewing these documents I mean 

only to shed light on the descriptions parents are exposed to in an attempt to shed light on 

the challenges AIS parents face in conceptualizing international schools. 

 
In 2018 AIS’ vision statement aimed: 
 

To become and remain the school of first choice for people residing in our region who seek an 
‘international’ style of education for their children. Furthermore, empowering student’s 
leadership, promoting international understanding and active citizenry through the diversity of 
education. (AQABA, 2018)  

 
This statement utilizes buzzwords like international understanding, active citizenry and 

empowering leadership, but offers little in the way of describing what an ‘international 

style’ of education includes. More confusing is the term ‘diversity of education.’ As a 
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parent it could be difficult to interpret these terms as having any pedagogical or 

ideological meaning. A revised vision statement in 2019 conveys a clearer message when 

it states:  

    
Our aim is to empower AIS graduates with quality educational experiences and skills to become 
future leaders through investing in their potentials as well as inspiring them to lead the needed 
change in their communities. (AQABA, 2019) 

 
Here there is more pedagogical precision in their emphasis on experiential learning as 

well as skill development. There is also a direct connection between education and 

community development. This vision might be more coherent in its idea of human 

development and pragmatic investment, however there it still lacks emphasis on an 

international ideology.   

 

It is finally in AIS’s mission statement that a more detailed description of the goals of the 

school are conveyed explicitly outlining pedagogical practices as well as encompassing 

an international and multicultural perspective: 

 
Aqaba International School is committed to deliver an international, holistic education that 
optimizes lifelong learners to fulfill their duties towards local and global communities. AIS 
strives to enrich students’ learning experiences, skills and ethics to shape their personalities, 
independency and academic achievements. AIS emphasizes on promoting intercultural 
awareness while maintaining the Arab culture, beliefs and traditions. (AQABA, 2019) 

 
This statement is the closest AIS gets to including both pragmatic and ideological 

objectives in their description of the school’s commitments. The statement does remain 

vague in what intercultural awareness and holistic education specifically entail. However 

there is a clear intent to balance between a national and global identity, to develop both 

academic skills and ethical personalities, toward a mix between traditionalism and 

multiculturalism.  

 

Certainly we are hard pressed to find a detailed account of the exact nature of the 

education provided by AIS in a brief vision or mission statement as that is not the 

purpose of these statements. In addition, we should no expect all parents to agonize over 

the language in such statements before enrolling their child at AIS. However, we can 
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assume that the above proclamations convey certain understanding of international 

education on behalf of the school. This understanding ultimately feeds into the 

experience of the student and atmosphere of education. Therefore, it should be of 

consequence to parents. 

 

As previously stated, AIS serves majority Jordanian host-country parents. Of these 

parents the native language is Arabic. An additionally important observation, of the 

above statements, besides the word choices, is the fact that they are fully composed in 

English. There is no Arabic translation provided (at the time of writing this thesis) on the 

website published by the school. It can therefore be concluded that even if these 

statements were concrete, consistent descriptions of international education, many of the 

parents are unable to fully translate the meaning. In this context it is justifiable to claim 

that parents are left to construct their own reasons for sending their children to an 

international school. It is not the school itself or it’s marketing of the education provided 

that makes international education enticing to parents, instead it is the parents’ perceived 

ideas of international education.  

 

Host-country parents have ample opportunity to engage in a more clearly defined and 

regulated national system, one in which many of them are familiar with due to their own 

experience. Why then opt into international education? My research aims to hone in on 

the parental perspective at AIS as it uniquely embodies the very ambiguities of 

international education and examine such a decision.  
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5. THEORETICAL FRAMEWORK  
 

The theoretical framework of this research project has been adopted in an attempt to 

examine and conceptualize the relationships between society as represented through the 

viewpoint of host-country parents and the context of international education. The chapter 

that follows explores various canonic convergent and divergent sociological theories of 

education in an attempt to justify the need for a dialectic perspective in my research on 

international education. Subsequently, I provide an explanation of Izquierdo and 

Minguez’s (2003) inclusive dual education model in an attempt to reconcile the 

pragmatic and ideological paradox of international education in order to reliably 

investigate my research questions and test my hypotheses.  

 
5.1 A Dialectic Perspective 
The theoretical framework used in this research is viewed through a dialectic perspective. 

Instead of thinking in paradigms such as functionalist theories verse humanist theories, 

the dialectic perspective seeks to synthesis social theories rather than divide and isolate 

them into their respective theoretical camps. With that said a brief examination of 

canonic social theories within education provides important background in justifying the 

need for a dialectic perspective when investigating the context of international education. 

  

As Izquierdo and Minguez succinctly state in their essay Sociological Theory of 

Education in the Dialectical Perspective (2003) the sociology of education has responded 

to ‘three key moments in the history of education.’ 

  
1.Thesis: Education as a variable depending on the industrial society: meritocratic education in 
the functionalist sociology of education 
2. Antithesis: Society as a variable depending on education: reproductive education in the 
critical sociology of education 
3. Synthesis: The dual model of education: globalized education as opposed to multicultural 
education” (pp. 21-22) 

  

In viewing the history of education theory in this manner, the initial thesis period 

included functionalist viewpoint and human capital theory. Theorists such as Durkheim, 

Parson, and T.W. Schultz, through their theories, conceptualized education as a 
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dependent variable of society thus positioning themselves within the ‘thesis stage’ 

(Izquierdo & Minguez, 2003). Education here is tasked with maintaining social order, 

and providing both skills and morals to function in an industrial society (Durkheim, 

1956). In this idea, equal distribution of education ideally results in equal opportunities. 

Thus, investing in education fosters economic and social development (Becker, 2006). 

Such optimistic theorizings relate to ideas of a meritocratic society, equality of education 

opportunities, and consequently assign education the power to neutralize poverty and 

social inequality (Izquierdo & Minguez, 2003). Thus Izquierdo and Minguez (2003) 

further categorize these theories into ‘convergent’ social theories.  

 

While such theories are highly relevant to contemporary research, they were nonetheless 

developed within industrial society at a time when mass education was almost solely 

provided by the nation-state. The context of this research however, does not fit within 

such an education structure. Functionalist sociology may not suffice where an educational 

system is created outside of–and with no input from the national system that maintains–

the social and cultural norms and values it is transplanted into. Furthermore, within 

postindustrial transnational education, human capital theories can certainly be understood 

through globalizing concepts such as progress, adaptation, integration, and education’s 

link to employment. Yet it does not address the important heritage of the human rights 

and IM ideology rooted in international education. Therefore, an investigation of 

international education solely through lenses of convergent theories within the ‘thesis 

period’ would ignore essential characteristics of my topic.     

 

Similar inadequacies arise in examining key theories in Izquierdo and Minguez’s (2003) 

second ‘antithesis’ period. Here again such theories were developed within the nation-

state context, but conversely they observe the built in inequalities of education. Critiques 

from theorists like Bourdieu, Darhrendorf, and Marx accused convergent theories of 

ignoring the inherent nature of a rigged education system meant to reinforce inequalities 

(Izquierdo & Minguez, 2003). Theories of reproduction view education as a system that 

rewards those who possess the ‘correct’ social and cultural capital; thus education either 

reproduces inequality and oppression or forces the educated to assimilate to the valued 
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culture (Bourdieu 1986). On the other hand, to combat the inequalities of such an 

education system theorist like Carnoy and Levin (1985) acknowledge the transformative 

nature of education and it’s abilities to instill democratic and liberal values. Bowles and 

Gintis (1981) go on to acknowledge education as a force that can potentially reproduce 

and promote ‘equality, democracy, tolerance, rationality, inalienable rights,’ (pp. 20-21). 

They also go on to say that conversely education can reproduce prejudice and 

authoritarianism just as well, however here it can be seen that education is more than just 

a means to employment or a tool to maintain status quo, it can develop values and 

attitudes that could change society. Theories of education in the ‘antithesis period’ can be 

applied to the ideology of international education. Notions that education has the ability 

to affect society and reproduce democratic and liberal values are significantly related to 

transnational education that seeks to create global citizenship and international 

mindedness.   

 

In looking at both periods of the sociology of education, it was clear to me that the 

research necessitated elements from multiple theoretical dimensions and 

conceptualizations of the role of education. Particularly, my explicit interest in parental 

attitude toward pragmatic benefits and ideological benefits of international education lead 

me to a dialectic perspective wherein ‘it is not a question, therefore of opting for on 

perspective of analysis or another but of bearing in mind contributions and limitations for 

the analysis of the always contradictory relations between education and society’ 

(Izquierdo & Minguez, 2003, p. 38) Here, in the synthesis of both the thesis and 

antithesis periods of social theories Izquierdo and Minguez propose: 

 
...that education fulfills a dual role in current society (on the one hand guaranteeing social order 
–reproduction and accumulation –and, on the other, promoting democratization through the 
development of individual autonomy, active participation and respect for minorities and cultural 
diversity), ...[thus] we are in a position to draw up a sociological theory of education integrating 
both qualitative as well as quantitative approaches, together with the perspective of convergent 
education, characteristic of the globalized information society and of divergent education, 
reflecting a multicultural society. (2003, p. 36) 

 

This view of globalization vs. multiculturalism fits well within the field of international 

education and the purpose of my research. Moreover, utilizing a dialectic perspective in 
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my approach to Izquierdo and Minguez’s (2003) ‘dual model’ allowed me to fully 

explore my research topic.  

 
5.2 The Dual Model of Education 
In an attempt to recap and simplify the previous section, I have provided Izquierdo and 

Minguez’s (2003) visual representation of the three ‘key periods’ of social theory in 

education: 

 

 
Figure 1 Principal Paradigms in the Sociology of Education (2003, p. 24) 

 

The context of international education holds unique challenges in regard to the 

relationship between society and education.  Within the educational practice itself it is 

unclear whether international education is a thriving commodity for profit; an educational 

ideology geared towards global peace and international-mindedness, or a space to 

develop the skills and abilities needed for the global job market (Hayden, 2006). 
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Fortunately, it is in Izquierdo and Minguez’s dual model of education that a sufficient 

framework tackles the paradox of international education: 

 
[F]rom the dialectic synthesis we feel that the sociology of education faces a dual 
epistemological challenge since, on the one hand, it must respond to market globalization, 
which imposes a convergent education training individuals to occupy postmodern jobs, and on 
the other must integrate multicultural education as a model of divergent education, able to 
educate citizen in what has been called equality of differences, as a civic, tolerant, and 
nonexclusive form of culture. (2003, p. 36) 

 

Synthesizing these seemingly mutually exclusive understandings of social theory in 

education allowed for a broader analysis of international education’s purpose within 

society. Furthermore, this inclusive model provides opportunity to explore the pragmatic 

and ideological paradox of international education without ascribe a constricting 

paradigm or theory. As previously mentioned international education is an ambiguous 

term that holds many, at times antagonistic, notions of epistemology. Fittingly, the dual 

model avoids rigid thinking.   

 
...the dual model of education, more than being exclusive [is] in fact complementary, since they 
attempt to overcome the limitations and weaknesses of structuralist and functionalist 
interpretations... (Izquierdo & Minguez, 2003, p. 38) 

 

On a practical note, it seems unrealistic for educational institutions to be equally 

weighted between globalizing and multicultural influences in practice. It thus stands to 

reason that some schools respond more to market globalization influences over global 

citizenship ideology, yet have elements, even if superficially, of both. I therefore propose 

that the dual model be conceptualized as a spectrum as it pertains to the host-country 

parents’ perception of international education.  

 
5.3 The Dual Model Framework as Practically Applied to the 

Research 
While my theoretical framework influenced the general conceptualization of my research 

project, the development of my data collection tools, and the analysis of my findings, it 
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was in the framing of my hypotheses that the ‘dual model of education’ played it’s most 

significant roll. In my hypotheses: 
 

1. English learning is the host-country parents’ top priority in sending their child/ren to 
an international school. 
2. Host country parents are driven by perceived pragmatic benefits over an interest in 
international ideological when enrolling their child/ren in international education.  

 
pragmatic benefits were associated with globalizing influences and concepts of 

convergent education. International ideology, specifically IM ideology, the global 

educationalist perspective, and human rights education are tied to a multicultural 

epistemological objective and concepts of divergent education.  

 

These statements predict a stronger influence of globalization factors over ones of 

multiculturalism in regard to parents’ interest in international education. In this deductive 

approach I make two assumptions: 1.) that parents view international education as a 

preparation tool for economic success; and 2.) that parents view English education as the 

key factor to said economic success. In these assumptions, I have anticipated parents’ 

international education priorities and values to align more towards convergent theories of 

education. However, in order to provide this project with falsifiability and safeguard my 

research against confirmation bias I specifically avoided subscribing to a strictly 

convergent theory that would potentially superimposed an educational conceptualization 

onto my participants. 

 

Instead, the inclusive ‘dual model of education’ was employed. With the dual model, I 

was able to measure and analyze various influencing factors in international education in 

an attempt to test my hypotheses and investigate my research questions. This expanded 

view of the multifaceted relationship between society and education as it pertains to the 

rapidly growing context of international education is necessary to continued research 

within the academic field. While there are multiple academic sources to support English 

education as the main attraction for international school parents (Hayden & Thompson, 

2013; Mackenzie 2009; Mackenzie et al., 2003; Potter & Hayden, 2004; Tanu, 2014), it 

remains unclear how the host-country parent demographic fits into that claim. More 
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importantly, limited research has been done regarding the perceived benefits of 

international education, particularly in non-English speaking countries. Here, an 

inclusive, dialectic perspective grants opportunity for exploratory research while the 

image of the dual model as a spectrum offers nuance. In reality, parents may not have to 

pledge allegiance to one paradigm of social theory in education over the other. This 

framework allows for the possibility that parents have multiple, even conflicting reasons 

for engaging in the international education system.   
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6. METHODS  
 

The chapter that follows begins with a discussion of social science’s polarization of 

research methods with a brief description of the underlying assumptions found within the 

quantitative and qualitative paradigms. Following this synopsis, a consideration of the 

mixed method strategy highlights my research project’s need to utilize aspects from both 

the quantitative and qualitative methods. The majority of this chapter will focus on a 

justification for my research design –specifically the priority and sequence of my mixed 

methods approach and my single-case study construction –as well an explanation of my 

data collection tools. A consideration of this project’s research ethics, validity, and 

reliability is then provided. Finally, the limitations of this project in regard to language 

barriers and limited interview respondents are presented.    

 
6.1 Quantitative and Qualitative Paradigms 
While my research employed a mixed methods strategy, a discussion of quantitative and 

qualitative methodologies is important to explore. In a discussion of the stark differences 

between these two methods used to investigate, measure and comprehend the world 

around us, my need to incorporate both strategies in the mixed methods approach can be 

better understood. Alan Bryman’s (2012) definition of research strategies, meaning “a 

general orientation to the conduct of social research” (p.35) best applies to my research 

methods. In this interpretation, research strategies can be blended together. However 

many academics draw a hard line between research methods, with some calling into 

question the validity of mixed methods approach (Bryman, 2012).  

Kuhn (1962) split the nature of scientific inquiry into two camps; ascribing respective 

worldviews, means of measuring phenomenon, and notions of what is accepted as 

knowledge to each. Burrell and Morgan (1979) go further in dividing social theory and 

research into objective and subjective dimensions. They divide social science into four 

paradigms of which incorporate underlying unifying ontological, epistemological, human 

nature, and methodological assumptions. Here, these scholars are describing mutually 

exclusive categories in regard to the social sciences. In this vein, quantitative and 
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qualitative too hold specific paradigmatic assumptions specifically in their 

epistemological and ontological views as well as their role of theory in relation to 

research (Bryman, 2012).  

6.1.1 Quantitative Assumptions 
At it’s simplest; the quantitative research strategy aims to test a hypothesis, collect 

empirical data and objectively observe phenomenon. In social science, it can be critiqued 

as an objective research strategy imposed on an inherently subjective topic: human 

behavior. A more favorable understanding of this strategy might be its pursuit of the 

correlational relationships between variables. It seeks to find patterns.  

 

More concretely, the quantitative strategy is steeped in deductive reasoning wherein 

theory influences the very questions a researcher is asking. Epistemologically, this 

strategy takes its cue from the natural sciences. The need to define knowledge as a 

phenomenon that is confirmable by objective measurements is fundamental to 

quantitative research and thus influences the tools a researcher must employ. In it’s 

ontological orientation, quantitative research can convey how we the academics 

conceptualize the very topic we are studying. Objectivism here carries with it the 

understanding that objective social entities impose themselves on individuals and that 

these structures are autonomous (Bryman, 2012), without influence of the individual.     

 
6.1.2 Qualitative Assumptions 
While quantitative data seeks to find patterns in relationships, qualitative strategies have 

the potential to explore the ‘why’ question. Rather than proving a phenomenon exists (or 

does not exist), qualitative data can provide explanations and understanding behind said 

phenomenon. This strategy recognizes that social science substantially differs from that 

of natural science in that human behavior is naturally subjective.  

 

The qualitative strategy understands the individual to have his or her own unique point of 

view and experiences. The individual is thus constructing their reality, not being imposed 

upon by social systems. Therefore we must not fit human behavior into theories and 

structure, but mold structures around observed human behavior. This is exhibited in the 
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inductive approach to qualitative research. Interpretivism, particularly phenomenology, 

seeks to ‘walk a mile in the subject’s shoes’ in order to gain understanding and interpret 

meaning (Bryman, 2012). The qualitative strategy leans into the idea that humans 

studying humans is inherently subjective, while a quantitative strategy does its best to 

impose objectivity to the extent it is able. 

 

6.1.3 Challenging the Paradigm Thinking    

The result of such polarized thinking lead to what Gage (1989) describes as the 

‘paradigm wars.’ It is the interpretation of qualitative methodology as the antithesis to the 

quantitative methodology that has caused such contention within the two fields of 

research. This has encouraged some scholars to call into question the necessity of 

separating the two strategies (Layder, 1993). In response, the ‘mixed methods approach’ 

has emerged. In such an approach, the premise that research must subscribe wholly and 

exclusively to quantitative or qualitative paradigms is rejected as problematic (Cohen, 

Manion, & Morrison, 2011). Ercikan and Roth (2006) argue the case for mixed methods 

research when they described the attempt to separate between objectivity and subjectivity 

as essentially irrelevant as the two are in fact compatible. My research subscribes to such 

thinking in the understanding that quantitative strategies can be combined with 

qualitative strategies to the benefit of academic research.  

 

6.2 A Mixed Methods Strategy 
Mixed methods or multi-strategy research (Bryman. 2012) combines both quantitative 

and qualitative strategies within a single research project. The increased interest in this 

approach to research has dubbed it the ‘third methodological movement’ (Cohen et. al, 

2011). Yet, viewing quantitative and qualitative strategies as cooperative methods does 

not result in a one-size-fits-all approach. Nor does it solely include a mixing of equal 

parts quantitative and qualitative strategy (Bryman, 2012). The unique focus of my 

research as well as my specific data collection and analysis needs necessitated a specific 

mixed methods approach.  
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6.2.1 Justifying a Mixed Methods Approach 

A commitment to the mixed methods approach can be seen in the very development of 

my research project, namely in my scope and purpose, in the establishment of my 

research questions and hypothesis, and in the demographic of my intended research. In an 

attempt to move away from paradigmatic thinking, Onwuegbuzie and Leech (2005) 

suggest replacing the terms ‘quantitative’ and ‘qualitative’ with ‘confirmatory and 

exploratory research.’ Such sift in terminology relates significantly to the scope and 

purpose of research. As I embarked on this project, my intention was to establish 

confirmatory evidence in line with contemporary research regarding a parent’s interest in 

English language learning, as well as explore other contributing factors and attitudes 

host-country parents had toward international education. Specifically, my deductive 

method of reasoning demonstrates a clear commitment to confirmatory/quantitative 

research. Conversely, my interest in exploring the host-country parent’s perspective 

conveys an interest in exploratory/ qualitative research. Moreover my assumption that 

these individuals hold unique points of view and my interest in their experiences displays 

an ontological orientation toward qualitative research.     

 
6.2.2 The Value of a Mixed Methods Approach 

As previously stated, my research accepts quantitative and qualitative strategies as 

compatible and mutually beneficial. The very creation of my research project highlights 

the compatibility of the mixed method approach. This section seeks to expose the unique 

challenges of my research and subsequent compensations only a mixed method approach 

could provide. These challenges are three-fold: 1.) a professional relationship with my 

case study; 2.) a heightened confirmation bias due to the deductive reasoning of my 

research; and 3.) limited literature regarding my specific research demographic and 

context. In these challenges the mixed methods approach provided a strategy to offset my 

bias –to the extent it is possible–cross check my finding, and provide clarity and context 

to my understandings. 

 

I have worked with host-country parents in the Middle East for years and was aware that 

my previous experiences might unduly shape the data I collect and subsequently my 
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analysis of said data. Moreover, I worked at AIS while conducting my research, thus had 

a professional relationship with students, parents, and the school itself. This power 

dynamic is discussed further in the following research ethics section, and it poses 

challenge to my research, however a mixed methods approach provides a counterbalance. 

My quantitative approach was meant to ‘pin down’ the perspective of the host-country 

parents, however such a close-ended approach is heavily reliant on the researcher herself. 

I did not want my years of experience to be a dictation of international education; forcing 

participants to either agree or disagree with such and interpretation. Further more I was 

concerned my job title might influence the responses. Therefore a qualitative portion in 

my research was crucial in order to put the agency of expressing attitudes towards and 

expectations of international education back in the hands of the participants.  

 

Crosschecking my answers through multiple methods of data collection also served to 

offset the potential for unreliability in my claims if influenced by a confirmation bias. 

Through the mixed methods approach I was able to ask questions and seek out 

information utilizing multiple strategies both through a quantitative survey as well as 

through interviews. In this endeavor I was able to construct a more consistent picture of 

the host-country parents perception of international education and trust that my findings 

were not based in leading questions but in reliable data collection. Furthermore, due to 

the amount of international school marketing as well as the heavy reliance on 

international education buzzwords, a concern that parents wanted to ‘give the right 

answer’ or ape the definitions already provided by other educational stakeholders was 

prevalent. Again, examining whether quantitative and qualitative data corresponded was 

one way in which this concern was alleviated.  

 

Finally, the matter of providing a more complete picture of the host-country parent’s 

understanding of international education necessitated a mixed methods approach. Here 

again, the quantitative portion of my research demonstrated the highest and least valued 

aspects of international education, but it was the qualitative portion that allowed for an 

exploration of those aspects. As previously stated, the international education sector is 

rife with ambiguities and terms that remain unclearly defined in practice. If this research 
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was to provide a fuller understanding as to the perceptions and attitudes of these parents, 

qualitative research focused on subjective experience was crucial.  

 

Certainly both quantitative and qualitative methods hold with them their own separate 

potential for biases. A quantitative approach seeks answers only to the questions it deems 

important or relevant to ask, thus the construction of research tools is heavily influenced 

by the researchers bias. At the same time, qualitative methods are prone to bias in the 

subjective nature of analysis, in what responses are interpreted as significant. Yet in 

utilizing these strategies together to crosscheck and expound upon findings, I was able to 

limit my biases and collect reliable data.  

 

6.3 Research Design 

The research design of this project takes into account the goals of my research as well as 

the practical limitations of resources and time available for this project. In this section I 

offer an examination of my mixed methods approach, a justification for my case study 

design, and a description of my research sample pool. 

 
6.3.1 Mixed Methods Priority and Sequence 

As previously explained, mixed methods research comes in myriad forms. The 

classification model of mixed methods approaches seen in Figure 2 provides nine 

examples of different research designs. 

   

 
Figure 2 classification of approaches to mixed methods research (Bryman, 2012, p. 632) 

 
Here Bryman (2012) spotlights the priority and sequence given to the data collection 

process. The mixed methods approach used in this research is described as more 

Mixed methods research: combining quantitative and qualitative research632

• The priority decision. How far is a qualitative or a quantitative method the principal data-gathering tool or do they have 
equal weight?

• The sequence decision. Which method precedes which? In other words, does the qualitative method precede the 
quantitative one or vice versa or is the data collection associated with each method concurrent?

These criteria yield nine possible types (see Figure 27.1). In this classifi cation, upper case indicates priority—for 
example, QUAL indicates that the qualitative component was the main data-collection approach; lower case 
indicates a more subsidiary role—for example, qual. Arrows refer to the sequence—for example, QUAN→qual 
means that the collection of quantitative data was the main data-collection approach and that the collection of 
these quantitative data was undertaken before the qualitative data, which occupy a subsidiary role. The + simply 
means that the collection of the quantitative and the qualitative data was conducted more or less concurrently. 
One diffi culty with this and related classifi cations that embellish it is that it is not always easy to establish issues 
of priority and sequence when reading the report of a study. However, it is useful as a way of thinking about 
fundamental aspects of the design of mixed methods studies.

Classifying mixed methods research in terms of priority and sequence

Note: Capitals and lower case indicate priority; arrows indicate sequence; + indicates concurrent.

quence

Priority

Quantitative
QUAN→QUAL

Qualitative
QUAL→QUAN

Concurrent
QUAN+QUAL

Quantitative
QUAN→qual

Qualitative
qual→QUAN

Concurrent
QUAN+qual

Quantitative
quan→QUAL

Qualitative
QUAL→quan

Concurrent
QUAL+quan

Mixed methods research

Equal weightQuantitative Qualitative

Figure 27.1

Research in focus 27.1
Mixed methods research on mixed 
methods research
In 2003–4 I worked on a fellowship funded by the Economic and Social Research Council that focused on 
mixed methods research. There were two main components: a content analysis on articles reporting the 
fi ndings of mixed methods research and interviews with mixed methods researchers. With the fi rst component 
I was interested in the ways that quantitative and qualitative research are combined in published journal 
articles (Bryman 2006a). With the second component, I conducted semi-structured interviews with twenty 
mixed methods researchers because I was keen to glean an inside view of the research process. The fi ndings 
from the two components of this project will be used for discussing mixed methods research in the rest of 
this chapter.
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quantitatively leaning. On the flow chart above, this project is placed in the ‘quantitative 

branch’ with both priority and sequence given to quantitative data. Therefore it is 

categorized in the farthest left square. While certain conditions, which will be detailed in 

the limitation portion of this section, inclined the project in this direction, I believe it 

served my research questions well. The priority and sequence of this research strategy 

can be attributed a more quantitative approach due to how the research tools were 

developed and what/when tools were used throughout this project. Respectively, the 

project was split into two tiers: tier one consisted of a Likert scale survey given to 

participants; tier two: conducted problem-centered follow up interviews with select 

survey participants. The responses gleaned from the initial survey influenced the question 

guide for the interviews. Thus, due to the nature of this design it is clear where in 

Bryman’s (2012) classification model this project resides. 

 

6.3.2 Case Study Design 

Along with a mixed methods strategy, my research engaged in a case study approach to 

data collection. According to Robert Yin in The Case Study as a Serious Research 

Strategy (1981) a case study is to be employed both when there is a need to examine a 

live phenomenon in context, as well as when the boundaries between phenomenon and 

context are murky. He goes on to justify the need for a case study “...if one is desirous of 

answering “how” and “why” questions instead of or in addition to questions of 

frequency” (Yin, 1981, p. 100) In the case of this research, the context of the Jordanian 

educational system, the country’s workforce, and the Jordanian culture as a whole were 

all significantly influential to the questions I set out to examine. Furthermore, a case 

study offered the most expedient means to explore perceptions of international education 

and ‘real-life experiences’ of Jordanian host-country parents. With this in mind, the 

context of Jordanian culture, education, and economy are intrinsically linked to the host-

country parents choice in sending their child to international education as well as what 

they perceive to be beneficial in doing so.  

 

The justification for a single-case study design is primarily due to the limited scope of 

this project. However, this particular design was still useful due to the probing nature of 
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my research. While I must remain limited my claims about all host-country parents, the 

single-case study design provided falsifiability to assumptions. These may not be 

generalizable on a larger scale, but valid claims can still be produced from this approach. 

 

6.3.3 Sampling  

The sample pool, of which this research pulled from, was limited to participants 

associated with the case study. All participants –in both tiers– were required to have at 

least one child currently enrolled at AIS. The participants were also limited to those who 

had at least one Jordanian parent, however identification was not checked. It was left to 

the participants to self identify as my inquiry was more concerned with parents who 

deemed themselves to be culturally Jordanian and geographically rooted in the area. With 

this criteria being met, no other limits to the sampling pool were placed on participants.  

    
6.4 Data Collection and Analysis Methods 
The data collection method was separated into a two-tiered system: firstly surveys; 

secondly, interviews. Both tiers endeavored to explore why Jordanian parents wanted 

their children to matriculate at AIS and sought to reveal the perceived benefits of 

international education. What follows is a detailed account of the data collection tools 

and process. 

 
6.4.1 Tier One: Survey 

The initial stage of the research process was the development of a quantitative survey. 

Taking inspiration from comparable survey studies conducted with parents of 

international student (Mackenzie 2010; Mackenzie et al., 2003; Potter & Hayden 2004) as 

well as looking for best practices within the research subject, a Likert scale with 

corresponding numerical rankings was determined to be the best means of measuring a 

multitude of attitudes in regard to international education. Due to my interest in host-

country parents’ perspectives specifically, I was limited in survey examples from which 

to draw upon. Therefore instead of mimicking a survey framework, I created my own 

survey structure.  
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The survey, found in Appendix I, was broken into multiple sections. A collection of 

demographic information was important to collect so that it could be determined whether 

the participant’s responses were eligible to be considered in the study. I then proceeded to 

develop fours topics of inquiry: Section A) Why do parents choose an international 

education for their children? Section B) What content should be taught in international 

education? Section C) What values and behavior should be taught in international 

education? Section D) What is the purpose of international education? These topics are 

broad and it could be argued that each one might elicit its very own research project, 

however the survey was designed to be exploratory in nature. The goal being to start 

broad and let responses and interviews hone in on compelling phenomenon.  

 

Each topic of inquiry used a scale of 1-5 (Strongly agree=5 Agree=4 �Nuetral=3 

Disagree=2 Strongly disagree =1) with the exception of Section A wherein the scale was 
valued on levels of importance rather than agreement. After each section, respondents 
had the opportunity to add in additional comments of their choosing. Contact with parents 
at this stage was limited as surveys were sent home with student and respondent were 
asked to fill them out at home. The completed copies were then returned to their teachers 
who in turn handed them to me for collection. At the bottom of each survey participants 
had the option to express their interest in the second tier of the research: the interview 
process. Only those who took the survey were eligible to participate in the interview 
process. 
 
The entirety of this survey was translated into Arabic in an effort to support a higher 
response rate. Due to my interest in specifically Jordanian respondents it was appropriate 
to provide both an English and Arabic side-by-side translation within the survey. Native 
and fluent Arabic speakers created multiple drafts of this translation. They understood 
both the English terminology I was trying to explore, and the best way to translate the 
sentiment. Multiple drafts were created with the final master draft located in Appendix I 
section.  
 

A total of 275 surveys were distributed with 93 surveys completed and considered for this 

research. This yielded a response rate of 34%. Responses were placed in an excel grid so 

that average scores and standard deviation could be determined for each ‘international 
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education factor.’ Once this method of analysis was completed, the findings were 

organized from highest rated to lowest within each section. 

 
6.4.2 Tier Two: Problem-Centered Interviews 

Following the surveys, interviews were conducted to flesh out and crosscheck responses. 

It was decided that because of the highly quantitative nature of the survey, a more 

flexible approach would be taken in the interviews if I were to collect the type of data I 

sought. A problem-centered interview held the correct balance between inductive and 

deductive approaches needed for this stage of research. This format insulated the data 

from my influence as the researcher and allowed sensitizing concepts to guide responses, 

not simply dictate or replicate responses (Witzel, 2000).  

 

The construction of the interview guide –Appendix II –was heavily influenced by the 

data collected in the survey stage. Included in the beginning of the interview were general 

open-ended questions that respondents could interpret and answer as they wished. Baring 

the need for prodding and clarifying follow-up questions, the respondents were free to 

discuss whatever they deemed important to the answer. Towards the end of the interview, 

if survey specific topics had not been address, I asked more pointed questions about the 

survey findings in order to gain an explanation or further understanding of the data 

already collected. These interviews were recorded and notes were taken during the 

conversation. The interviews were later transcribed for analysis purposes. 

 

These interviews were conducted in English. Only respondents who could hold an 

advanced conversation in English were able to sit for interviews. In order to find 

participants who were both interested and possessed the language skills to complete an 

interview, the AIS administration recommended respondents to contact. An email was 

then sent to those recommended parents inviting them to sit for a recorded interview.   

  
6.5 Research Ethics 
Risk to the respondents for their participation was not a concern during this research 

project. The personal data collected successfully completed the approval process of 
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Norsk Senter for Forskningsdata and will be handled according to their post research 

standards. The areas of interest for this project were clearly explained and all 

participation was voluntary. Consent forms in both Arabic and English were provided to 

all participants prior to their involvement in the project and can be found in Appendix 

IIIa-English translation and Appendix IIIb-Arabic translation. There also remained an 

open line of communication via email in the case that a respondent wished to rescind 

their consent.  

 

On the topic of research ethic, it is important to highlight my involvement within the AIS 

community itself. In order to gain access to the population and conduct my research, I 

applied and was hired for a teaching position at the school. Throughout the entirety of my 

research I was an AIS English teacher in both high school and middle school. Before I 

joined the school and throughout the project, I was transparent about my research. I 

gained permission from the AIS administration before administering any portion of my 

research and remained in contact during my data collection.   

 
Teachers and parents already have limited contact due to school policy, consequently 

many parents were unaware that I was in fact a teacher at the school. Nonetheless, some 

respondents were parents of students I worked with; therefore it was a concern that they 

would view me as a teacher to please rather than an objective researcher. I made 

considerable efforts to express my interest solely in the ideas and opinions of the parents, 

acknowledging their expertise on the subject. I also actively sought out families of 

students I had no contact with to participate in the research project. 

 
6.6 Reliability and Validity  
Steps taken in my research strategy, design, and data collection tools bolstered the 

trustworthiness of my findings. Again, the crosschecking method of data collection 

allows for more confidences that my findings are reliable as the data was measured both 

through quantitative and qualitative strategies. The high response rate, as well as my 

method of data analysis, further strengthens the claim that the findings are a consistent 

and reliable measurement of my inquiry. Furthermore, my findings are highly replicable, 
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as the survey and interview guide could be transplanted into myriad context. If the 

distribution of this survey were given to a larger or different sample pool, it stands to 

reason that generalizations could be extended.     

 

External validity could be a source of concern in this research. Due to the case study 

design, there is a justified hesitation to make any bold claim that all Jordanian parents 

view international education in the same manner. As a result, the intentional selection of 

AIS as my case study –as discussed in detail in Chapter 4: Case Construction –was 

representative of the majority of international schools found within the Jordan. Moreover, 

AIS is representative of what Hayden and Thompson (2013) identify as a ‘Type C: non-

traditional school.” These institutions are on the rise and directly serve the host-country 

demographic my research is interested in. In this, AIS is neither a highly unique nor 

specialized context within the international education community. Thus my finding have 

some potential to be generalizable.  

 

Instead, where the findings are most clearly valid is through construct validity and 

internal validity. Extensive preparation and academic research into international 

education concepts allowed me to construct valid measurements of said concepts. 

Triangulation through the second tier interviews strengthened the construct validity as 

well as the internal validity. With the input of parents I was able to flesh out the 

relationship found within the data and expand my claims in regard to why Jordanian 

parents send their children to international schools and the perceived benefits of choosing 

and international education.  

 
6.7 Limitations 
Due to a serious car accident that interrupted the research project all together, a limited 

sample pool of only two respondents conducted interviews. The initial design included a 

goal of 4-5 interviews. This was an unfortunate turn of events as more interviews could 

have expanded upon my findings and offered further valid conclusions. This limitation 

also forced my research to more highly value the quantitative findings over the 

qualitative, as the original intent was to weight the two methods equally.  
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In spite of this challenge, the interviews generate important insight and context to the 

survey’s findings and thus hold value in my research. A comparison between the 

interview participants yield confirming evidence, expanded and offered clarification on 

complex findings within the survey, and also generated an entirely independent factor of 

which the surveys had not address. Without these contributions my research would be 

lacking.  

 

There were plethora of more practical limitations to this research project, the first of 

which was the language barrier between participants and myself. Multiple steps were 

taken to produce the best translation for the survey, yet with all translations, connotation 

and sentiment can be lost. Most significantly, this language barrier limited my research in 

the interview process. I was only able to access an interview sample pool of fluent 

English speakers. This affected my data significantly as fluent English speakers can more 

easily understand and navigate an English international education system. Moreover, the 

very fact that the participant has spent time developing strong English language skills 

may highlight their proclivity toward certain English medium education as well as 

specific educational values and priorities not present in non-fluent speakers. This 

limitation on my interview pool most certainly affected potential paths of inquiry and 

invaluable inclusive insight into the experiences of Jordanian parent. 

 
As a consequence of the language hurdles and limited sampling pool of fluent English 

speakers, all interviewees were in some way affiliated with the school. While both 

interviewees met all criteria to participate in this study, they also both held positions at 

AIS. One participant was a teacher in grade two and the other a technical support 

employee. My contact with these participants was limited to the interview and no 

discussion in regard to the research was conducted outside of the contact described in 

section 5.4.2. Due to the parents’ relationship with the school, there was a deeper 

knowledge of the school’s history, curriculum, and educational culture that ultimately 

yielded productive interviews.  
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7. FINDINGS  
 

The data presented in this chapter is the result of a mixed methods approach separated 

into two data collecting tiers. First, surveys completed by ninety-three participants at AIS 

were administered, collected, and analyzed. Problem-centered interviews were then 

conducted with two AIS parents in an effort to ‘flesh out’ these findings. Due to my 

collection techniques, this section will be divided in two. An analysis of the survey data 

will be presented initially, followed by a breakdown of the content gleaned from the 

interviews. Due to my selected research approach, the interview responses are presented 

in their relation to the survey data. Specifically they are divided into three parts: 

responses that confirm the survey findings, responses that expound upon survey findings, 

and responses that highlight gaps in the survey findings. Throughout both stages of data 

collection, my goal was to explore my research questions:  

 
1. What factors influence host-country parents’ decision to opt into international education? 
2. According to host-country parents, what are the perceived benefits of an international 
education? 

 
The survey administered to participants can be examined in its entirety, along with 

Arabic translation in Appendix I. It is the result of extensive research and careful 

construction. In an attempt to compose a questionnaire that explored explores the 

push/pull factors for parents in sending their child/ren to international education, as well 

as their perceptions of the schools themselves, I utilized my own experience in the field 

as well as accepted academic literature. It was also important to consider that parents do 

not just sit around ‘conceptualizing’ the educational institutions their children attend. If 

academics struggle to concretely define international education, it would be unreasonable 

to demand a fully coherent definition from parents. The research question necessitated 

data collection methods that measured multiple factors through a multitude of techniques 

in order to cobble together an image of international education as perceived by host-

country parents. The result was a survey focusing on four streams of inquiry: Section A) 

Why do parents choose an international education for their child/ren? Section B) What 

content should be taught in international education? Section C) What values and behavior 

should be taught in international education? Section D) What is the purpose of 
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international education? Through these four streams, it was possible for me to explore 

Jordanian perceptions of international education as well as test my two hypotheses:  
1. English learning is the host-country parents’ top priority in sending their child/ren to an 
international school. 
2. Host country parents are driven by perceived pragmatic benefits over an interest in 
international ideological when enrolling their child/ren in international education.  

 
Within the survey, I included multiple factors of priority for parents to rank. These 

priorities were generated based upon the literature review conducted and comparable 

studies presented on this subject. Of further influence to these factors was my own 

experience in international education both as a teacher, and an administrator who worked 

extensively with parents in the past. Section A incorporated 17 potential push/pull factors 

parents may experience when making the decision to send their child/ren to an 

international school.  
Figure 3: Section A Factors 

Section A: Choosing an International Education:  
1 I want my child to be internationally minded  
2 International schools have better reputations than public schools 
3 International education will provide my child with a higher status in the community 
4 I do NOT want my child to participate in the Tawjihi test 
5 I want my child to learn about different people from different places  
6 International education will help my child gain better employment  
7 I am dissatisfied with the local government schools.  
8 I like the international curriculum more so than the local/national curriculum  
9 I want my child to learn in English  
10 International education will prepare my child to study at a university abroad  
11 It is easier for my child to get good grades in an international school than it is in government schools  
12 Learning in English will provide my child with a better future  
13 School facilities at international schools are better than local/national schools  
14 I want my child to learn about different religions, cultures, and races  
15 I want my child to learn leadership and communication skills  
16 The international school atmosphere is better than local/national schools  
17 I want my child to learn global citizenship  
 

Of the 17 factors, 5 of these (3, 6, 9, 10, & 12) were pull factors coded as explicitly 

pragmatic in their indication of the parents’ interest in developing future opportunities in 

either employment or education. These factors lack any leaning toward an international 

ideological. Five other pull factors (1, 5, 14, 15, & 17) were explicitly coded as 

ideological, indicating that parents were interested in a school that developed IM 

characteristic and/or globalist attitudes. These factors purposefully utilized international 

education buzzwords. The final 7 factors (2, 4, 7, 8, 11, 13, &16) focus on push 
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indicators that highlight parents’ inclination toward international schools as ‘better than’ 

national schools. These were important factors to include due to research that supports 

host-country families valued  international schools over local institutions (Brummitt & 

Keeling, 2013). They shed light on why parents opt out of local schools rather than why 

they opt into international schools. These could be considered implicitly pragmatic and 

more of an indictment of a weak national system, therefore important indicators to 

explore.  

 

Skipping to the end of the survey: Section D, parents were directly asked to identify the 

purpose of international education. This relates to Section A in that there are clear, 

explicit pragmatic and ideological indicators whereas Sections B and C are a bit more 

nuanced in their ideological and pragmatic leanings.  

 
Figure 4: Section D Factors 

Section D: Purpose of International Education  
1 Provide my child with skills and tools they will need for future employment  
2 Help my child get a good job  
3 Assist my child in gaining admission into university  
4 Prepare my child for higher education  
5 Prepare my child for vocational education  
6 Prepare my child for happiness  
7 Prepare my child for leadership positions  
8 Prepare my child to interact with people from different countries and backgrounds  
9 Prepare my child to make the world a better place  
10 Foster national pride and a strong sense of Jordanian culture  
11 Strengthen connections to the international community  
12 Strengthen economic development in my community  
 

Factors 1, 2, 3, 4, 5, 7, and 12 are all coded as pragmatic perceptions in a similar manner 

as Section A. These factors are future-opportunity focused with parental 

conceptualizations placed squarely on university admission or success in the workforce. 

Factors 6, 8, 9, 10, and 11 were included with the global educationalists perspective in 

mind. These directly connect to an educational philosophy of humanism and 

multiculturalism because they focus on developing identity and emotional wellbeing as 

well as global interconnectedness. 
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Section B further paints a picture of how parents conceptualize international education in 

asking parents to rank content they believe should be taught in international schools. 

Instead of focusing on push and pull factors, parents were provided a list of teaching 

objectives in international education.  
Figure 5: Section B Factors 

Section B: Teaching Content in International Schools  
1 Teach ONLY content that will be on the final exam  
2 Use creative hands-on projects to assess my child’s learning  
3 Use only tests to assess my child’s learning  
4 Support students in gaining high grades and test scores  
5 Foster artistic creativity  
6 Be LESS test centered  
7 Develop 21st century technology skills  
8 Introduce multiple diverse narratives to students  
9 Teach my child the importance of environmental sustainability  
10 Teach my child modern math, science, and technology skills  
11 Teach my child international history and world literature  
12 Teach my child about current events and global politics  
13 Teach my child to take care of their natural environment  
14 Teach students about human rights (i.e. gender equality, religious freedom etc.)  
15 Teach my child local history and customs  
16 Teach my child good communication skills  
17 Teach my child the importance of art, drama, and music  
18 Teach my child business and economics  
19 Teach my child English fluency  
20 Teach my child Arabic fluency  
21 Teach my child another language in addition to English or Arabic  
 

These are less easily individually coded into explicit pragmatic and ideological 

categories. ‘Develop 21st century technology skills’ (7) would clearly fall under human 

capital pragmatism while ‘introduce multiple diverse narrative to students’ (8) can easily 

be interpreted as ascribing to an IM ideology. Where these categories are less explicit, are 

in pedagogical practice questions. For example: ‘Be LESS test-centered’ (6) has 

undertones of a progressive education philosophy but does not inherently subscribe to IM 

ideology. This should not be seen as a weakness of the survey construction but as a 

strength. The exploratory nature of the research cannot rule out factors that defy explicit 

categorization within my hypothesis. There is still significant value to be gleaned from 

this and subsequent sections when the data is interpreted in context of the survey as a 

whole.   

 
Section C regarding values and behavior taught in international school was an attempt to 

tease out to what extent parents cared about developing values and attitude and what 
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specific character traits parents found important. With the inclusion of this section my 

intention as a researcher was to dive deeper into what IM meant to host-country parents.   
Figure 6: Section C Factors 

Section C: Teaching Values and Behavior in International Schools  
1 Develop my child’s character  
2 Develop my child’s sense of morality and ethics  
3 Teach my child discipline and good behavior  
4 Foster international mindedness  
5 Develop national identity  
6 Develop a global identity  
7 Provide male and female students with the same academic opportunities  
8 Encourage students to speak their mind  
9 Encourage students to ask questions  
10 Encourage students to find creative solutions to global problems  
11 Develop my child’s curiosity  
12 Teach my child to be truthful and fair  
13 Develop academic honesty in my child  
14 Encourage compassion and empathy for all human beings  
15 Encourage students to be tolerant of all people, religions, and classes  

16 Ask students to give back to their community (i.e. volunteering, fundraising, and helping those less 
fortunate than them) 

17 Teach my child non-violent conflict resolution skills  
18 Ask students to reflect on local, national, and international politics  
 

All factors in this section could be considered part of the ideology of international 

education. Nicholas Tate’s (2016) list of ideological characteristics found in international 

education played a major role in developing the factors in section. In What are 

International Schools For? Tate lists the Western ideals of individualism, universalism, 

optimism, freedom, democracy, and rationalism as directly influencing the philosophy of 

IM. In the context of surveying non-Western Jordanians, one cannot assume that this 

culture of education is a given when referring to IM. Therefore a section that fleshes out 

the IM definition as it is conceptualized by Jordanian host-country parents is important to 

fully exploring my research question, not just proving or disproving my thesis. 

 
7.1 Survey Findings 
As previously stated, 93 participants, with a response rate of 34%, completed the survey. 

While eligibility requirements necessitated only one parent of Jordanian nationality, 83% 

of respondents were members of families comprised of two Jordanian parents. Of those 

families where national identities were not consistent between parents, German, 

Australian, Russian, Swedish, Indian, Iraqi, and Palestinian identities were represented. 
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64.5% of those who completed the survey were female with an average of two students 

enrolled in the school. Parents of all grades level 1-12 were represented in the survey. 

Notably, the average time families had been involved with the school was 6.7 years. Even 

with a shift in ownership to Mashrek and the transitions in curriculum, staff, and 

administration the parents in the community have remained relatively stable stakeholders. 

This may be due to a lack of alternatives in the area, as there are no other schools in 

Aqaba currently offering an IGCSE or IB program. Or this may be indicative of the 

parents’ trust and preference in the AIS community. In this, no definitive claim can be 

made.  

 

In regard to linguistic representation, parents were asked which language(s) was/were 

spoken at home. Seventy-nine (85%) respondents wrote solely Arabic as the home 

language while 7 (7.5%) participants wrote Arabic and English. An additional respondent 

specifically stated that Arabic was spoken by the parents and English by the children. 

Only two respondents stated that English was the language spoken at home. 4% of 

respondents included languages other than Arabic or English in their answers.  

 

The linguistic demographics in this study support the findings of Burmmitt and Keeling 

(2013), Hayden and Thompson (2013), and Nguyen and Nguyen (2017) who all comment 

on the rising tide of non-English speaking parents who engage in English medium 

international schools. The respondent who explicitly pointed out a generational linguistic 

divide–the parents speak the local language and their children speak English–is directly 

related to Nguyen and Nguyen’s (2017) discussion of bilingual identity. Of course, the 

prominence of Arabic speaking parents should not be a surprise as I specifically sought 

out host-country parents who were of the local cultural context. This may however be 

worth further investigation into parental perceptions of the divide in language use at 

home. 

 
7.1.1 Section A: Choosing an International Education 

After filling out demographic information, the first section of my survey asked parents to 

rate 17 factors that completed the phrase ‘I am sending my child to an international 
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school because...’ in levels of importance to their decision to enroll their child/ren at AIS. 

On a scale of 1-5 the factors ranged from ‘not important’ (1) to ‘most important’ (5). Due 

to the phrase ‘most important’ it could be assumed that parents were allowed to rank only 

1 factor out of the 17 as a 5, however this was not the case, and multiple factors were 

classified as 5 by individual participants. Table 1 lists the factors ranked in order of the 

mean response that participants were asked to consider in Section A. A standard 

deviation is provided as well to shed light on the consistency or variance of answers.   

 
Table 1: Data presentation of Section A: Choosing and International Education  

Rank Factor Mean SD 
1 I want my child to learn in English (9) 4.62 0.72 
2 I want my child to learn leadership and communication skills (15). 4.61 0.70 
3 I want my child to be internationally minded (1) 4.47 0.74 
4 Learning in English will provide my child with a better future (12) 4.28 0.96 
5 I want my child to learn about different people from different places (5) 4.26 1.07 
6 The international school atmosphere is better than local/national schools 

(16) 
4.21 0.89 

7 International education will prepare my child to study at a university 
abroad (10) 

4.16 1.22 

8 School facilities at international schools are better than local/national 
schools (13) 

4.13 1.00 

=9 International schools have better reputations than public schools (2) 4.05 0.90 
=9 I want my child to learn about different religions, cultures, and races 

(14) 
4.05 1.07 

11 I want my child to learn global citizenship (17) 4.03 1.09 
12 International education will help my child gain better employment (6) 4.02 1.04 
13 International education will provide my child with a higher status in the 

community (3) 
3.99 1.09 

14 I like the international curriculum more so than the local/national 
curriculum (8) 

3.92 1.19 

15 I am dissatisfied with the local government schools. (7) 3.73 1.35 
16 I do NOT want my child to participate in the Tawjihi test (4) 3.58 1.43 
17 It is easier for my child to get good grades in an international school than 

it is in government schools (11) 
2.99 1.39 

 

The first three factors in the table were rated highest in their influence on school choice 

for host-country parents. These were also factors that held the highest degree of 

consensus among participants. There seemed to be miniscule difference between the top 

two factors in this section, yet a closer examination offered significant differentiation. 

The highest rated factor was the parents’ desire for their child to learn in English. This 

was rated ‘5-most important’ by 73% of participants. While interest in learning 

leadership and communications skills had roughly the same mean, only 66% of 
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participants categorized this factor a 5. The influence ranked third in this section was 

international mindedness with 59% of participants regarding IM as of highest importance 

in informing their decision to send their child/ren to international school.   

 

In an examination of the top influencing factors in this section, both pragmatic and 

ideological influences were highly rated. English language learning factors (9, 12) were 

the highest ranked pragmatic factors in first and fourth place among parents. Ideological 

factors such as IM and leadership skills (15, 1) held the second and third ranks. It is 

unexpected that factors 6 (future employment) and 11 (global citizenship) were ranked on 

the middle to lower end of the spectrum as these had the potential to shed a more 

definitive light on parental leanings toward pragmatism or ideology in their choice to 

engage in the international school system.  

  
The factors regarded as least important (7, 4, and 11) were all coded as push factors 

focused on parents’ perception of their local education system. A superficial analysis of 

the data in Table 1 might conclude that parents were unaffected by the state of national 

schools, but this is not the case. Diving deeper, it was observed that these low ranked 

factors also happened to be ones that were inconsistently rated among parents. The 

distribution of participant ratings was far more spread out than other factors on the list as 

seen in Figure 7:  

Figure 7: Distribution graph of lowest ranking Section A factors 
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A steep drop occurred in the mean rankings of 4 and 11. Not wanting their child to 

participate in the local Tawjihi system received a mean rank of 3.58 while a view that 

international education might be easier to succeed in received an average of 2.99. This 

may be due to a disagreement with the premise of factor 11, less so than whether it was a 

factor parents considered. Regardless, in looking at the distribution of the lowest three 

factors, one can see dissension among the host-country parent’s relationship with the 

local system. 42% of parents rated their dissatisfaction with local schools as most 

important to their decision to enter the private international education system, however 

almost as many parents rated this factor as ‘some-what important’ to ‘not important.’ The 

Tawjihi system, often considered to be the very crux of the local education model in 

Jordan and one that is often critiqued, aligns with the distribution of responses to a 

dissatisfaction with the local system. Again, these were ranked least of the 17 factors, 

however it was clear that some parents were greatly discontent with national education. 

Further evidence of this may be found in the higher ranked influences such as a 

consideration that their child would enjoy a better atmosphere in international school (16) 

and had access to better facilities (13). 

 
7.1.2 Section B: Teaching Content in International Schools  

Section B shifts the focus of inquiry away from why host-country parents chose an 

international school for their child/ren, to an investigation of their perception of what 

international education is or ought to be. I therefore asked participants to answer 

questions regarding what international education should teach, pursuant of a working 

definition of international education among the host-country parent community. 

Participants were provided 21 content factors and pedagogical objectives that 

international education could include. On a scale of 1-5, 1- ‘strongly disagree’ to 5-

‘strongly agree,’ they were then asked whether these should be factors in international 

education.   

 

Table 2 summarizes the findings within this section ranked by highest to lowest mean. In 

line with the previous section’s findings, host-country parents placed great importance on 

English language learning. International education should ‘Teach my child English 
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fluency’ held the highest mean (4.81) among the 21 factors. There was almost complete 

consensus in this regard with 97% of respondents stating they either ‘agreed’ or ‘strongly 

agreed’ that international education should teach English. Juxtapose this ranking with the 

mean of Arabic language (4.60) and the findings clearly demonstrate the value host-

country parents placed on English even over their native language.  

 

Beyond the importance of English, the parent’s conceptualization of international 

education seemed to concentrate on the content that should be taught in international 

education more so than pedagogical practices. The lowest ranked factors: (1, 3, 4, and 6)  
 
Table 2: Data presentation of Section B: Teaching Content in International Schools 

Rank Factor Mean SD 
1 Teach my child English fluency (19) 4.81 0.47 

=2 Teach my child good communication skills (16) 4.68 0.56 
=2 Teach my child modern math, science, and technology skills (10) 4.68 0.59 
4 Teach my child Arabic fluency (20) 4.60 0.66 
5 Introduce multiple diverse narratives to students (8) 4.52 0.60 
6 Develop 21st century technology skills (7) 4.48 0.67 
7 Teach my child to take care of their natural environment (13) 4.47 0.67 

=8 Teach my child business and economics (18) 4.35 0.72 
=8 Foster artistic creativity (5) 4.35 0.74 
10 Teach my child the importance of environmental sustainability (9) 4.32 0.66 
11 Teach my child another language in addition to English or Arabic (21) 4.29 0.92 
12 Use creative hands-on projects to assess my child’s learning (2) 4.24 0.80 
13 Teach students about human rights (i.e. gender equality, religious 

freedom etc.) (14) 
4.16 0.94 

14 Teach my child international history and world literature (11) 4.05 0.94 
15 Teach my child the importance of art, drama, and music (17) 4.02 0.97 
16 Teach my child about current events and global politics (12) 3.99 1.02 
17 Teach my child local history and customs (15) 3.91 0.93 
18 Support students in gaining high grades and test scores (4) 3.74 1.26 
19 Be LESS test centered (6) 3.52 1.08 
20 Use only tests to assess my child’s learning (3) 2.48 1.18 
21 Teach ONLY content that will be on the final exam (1) 2.24 1.19 

 

are all related to means of assessment and student support. In addition to factor (2), 

ranked among the middle of this group, these were the only factors not content based. In 

these findings it could be concluded that parents have thought more about what they want 

their child/ren to learn rather than how they want their child/ren to learn. I also posit that 

the legacy of assessments within the Tawjihi system influenced the host-country parents’ 

understanding of testing and grades within the education system. While many within the 
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community believe test-centered teaching in public systems to be outdated (Alhabahba et 

al., 2016), supported by the low rankings of factors (1 and 3), this does not translate to 

parent’s prioritizing a less test-centered learning atmosphere (6). The thinking here 

seemed to be: “yes it’s bad, but that's just the way it is.” Factor (2) did elicit some interest 

from parents in more modern pedagogical practices, yet it was still ranked below 11 other 

content-based factors. Furthermore, the only content-based objectives valued less than 

‘hands-on projects (2)’ were arts and humanities subject matter (11, 12, 15, and 17). I 

would argue this hierarchy has more to do with the devaluing of these subjects in 

Jordanian culture than significant interest in a different pedagogical strategy. In fact, the 

Section B data in general showcased the host-country parents’ preference for the hard 

sciences over soft science.   

  

Finally, in considering the clear-cut pragmatic and ideological factors found in this 

section, it can be observed that parents were more greatly concerned with fostering 

human capital skills that would prepare their children for the global economy. The high 

rankings of English language fluency (19), good communication skills (16), modern 

math, science, and technology skills (10), 21st century technology skills (7), business and 

economics (18) supported this claim. The lower ranking of introducing multiple diverse 

narratives to students (8) teaching human rights (14) and the importance of environmental 

sustainability (9) point to a host-country parent’s decreased interest in fostering a global 

perspective or sense of citizenship outlined in international education ideology. In this 

observation it calls into question what parents mean by internationally minded when they 

rated it so highly in section A.  

 
7.1.3 Section C: Teaching Values and Behavior in International Schools  

In the same manner as section B, section C investigates teaching and learning objectives 

in international education. In contrast, instead of content and pedagogical practices, 

parents were asked to reflect on the characteristics and attitudes international education 

should foster. It was assumed in creating these questions that parents believe education to 

be more than just content driven. To that end, this section was an endeavor to push 

parents to truly think about the international education ideology. By directly laying out 18 
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factors that outline IM, I hoped to elucidate ideological characteristics and gain insight 

into parent’s opinions on the subject. An examination of Table 3 summarizes my 

findings.  

 

Table 3: Data presentation: Teaching Values and Behavior in International Schools 

Rank Factor Mean SD 
1 Develop my child’s character (1) 4.82 0.46 
2 Teach my child to be truthful and fair (12) 4.78 0.51 
3 Develop academic honesty in my child (13) 4.77 0.50 

=4 Encourage students to ask questions (9) 4.76 0.48 
=4 Encourage students to speak their mind (8) 4.76 0.52 
6 Develop my child’s sense of morality and ethics (2) 4.74 0.51 
7 Teach my child discipline and good behavior (3) 4.73 0.57 
8 Encourage students to be tolerant of all people, religions, and classes 

(15) 
4.72 0.58 

9 Ask students to give back to their community (i.e. volunteering, 
fundraising, and helping those less fortunate than them) (16) 

4.67 0.58 

10 Encourage compassion and empathy for all human beings (14) 4.61 0.65 
11 Provide male and female students with the same academic 

opportunities (7) 
4.60 0.59 

12 Encourage students to find creative solutions to global problems (10) 4.59 0.70 
13 Foster international mindedness (4) 4.57 0.71 
14 Develop my child’s curiosity (11) 4.56 0.65 
15 Teach my child non-violent conflict resolution skills (17) 4.55 0.65 
16 Develop national identity (5) 4.43 0.70 
17 Develop a global identity (6) 4.30 0.78 
18 Ask students to reflect on local, national, and international politics (18) 4.03 1.03 

 

Developing a child’s character (1) held the highest mean and lowest SD of the survey in 

its entirety. This confirms the parent’s strong interest in character development as an 

integral part of international education as well as my assumption that parents expect their 

students to develop values and behaviors at school. Yet character development is a 

nonspecific term that, like many other terms in international education, can hold various 

interpretations. Luckily, an analysis of the remaining factors can be utilized to expose 

what parents mean by ‘character development.’    

 

The subsequent 7 factors after ‘developing a child’s character’ vary by approximately .01 

in their means. While these might not hold statistically significant differences within their 

rank, by considering them as a group information can be gleaned. An important 

observation of the majority of these 7 factors is their grounding in individual behavior. 4 
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out of 7 factors (8, 9,12, and 13) refer to specific actions a child should develop, while 

factors (2 and 3) are essentially the result if these actions are achieved. It is not until we 

get to the 8th ranking: ‘Encourage students to speak their mind’ (15) that we see any 

inkling of interpersonal skills or an experience outside of the individual. We see a larger 

drop when behavior is expanded to community service (16) and empathy for all human 

beings (14). In this section it can be concluded that host-country parents conceptualize 

character development as an internal process tasked with making the individual 

successful or ‘good,’ rather than an external process aimed at making the world a better 

place. 

 
With a mean ranging from 4.03 to 4.82 parents generally agreed that all factors listed 

should be incorporated into international education. Factor (18) regarding politics was the 

only factor to receive any responses of 1-‘strongly disagree’ at all. Therefore, it would be 

unwise to make claims concerning the values and behaviors parents do not want taught in 

international education. In lieu of this, I focused my attention to what values and 

behaviors parents might regard with apathy. Setting aside factor (18), which clearly held 

the least interest from parents, I examined a distribution model of the bottom 5 factors: 

(4, 5, 6, 11, and 17) in Figure 8: 

Figure 8: Distribution model of bottom factors in Section C 
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The low ranking of IM (4) in 13th place seemed out of sync with previous findings, where 

it ranked third in Section A. Yet Figure 8 demonstrates a consistency in the data wherein 

a large number of respondents strongly agree that this is an important value. Where 

parents seem to be most apathetic is in developing a global identity. This holds 

significance in that a global identity is paramount to the international education 

philosophy (Marshall, 2015). Again, the data does not show that parents actively avoid or 

oppose developing such an international identity, just that they may not prioritize it over 

other behavior. It is not the draw for host-country parents, but instead a byproduct. In 

fact, the findings highlight a national identity (5) is preferred to a global one by 

participants.  

 

Despite the data’s limitations in this section, attitudes of apathy are meaningful to 

acknowledge. As previously stated, I do not expect parents to subscribe to a list of “dos 

and don’ts” in their conceptualization of international education. In place of such a 

definitive conception a collection of implicit attitudes and predilections is necessary to 

the host-country parents’ working definition. In observing that a.) host-country parents 

understand character development to be largely individually focused; and b.) that parents 

hold a higher attitude of apathy toward one of the tenets of international education: global 

identity, we are one step closer to realizing the host-country parents’ perspective. 

 
7.1.4 Section D: Purpose of International Education  

The final section of the survey posed the straightforward question what is the purpose of 

international education? While Section A explored the beginnings of the participants’ 

relationship with international education, and Sections B and C explored what should be 

taught while engaging within the system section D sought to investigate host-country 

parent’s preferred ‘end result.’ This last component, comprised of 12 factors, related to 

their child/ren’s future. Table 4 breaks down the findings. 

 

With prepare students for higher education (4), provide skills and tools needed for future 

employment (1), and prepare children to interact with people from different countries (8) 

at the very top of the rankings, aspirations of an internationally mobile and competitive 
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child was the goal for parents. The responses regarding vocational education are in line 

with the devaluing of vocational employment in Jordanian culture (MoE, 2018). This 

may also be due to attitudes held by the wealthy elite, who make up the majority of host-

country parents (Brummitt & Keeling, 2013). Happiness is also less valued than other 

factors with 24% of respondents stating that they are either ‘neutral’ or ‘disagree’ that 

this is the purpose of international education. 

 

Table 4: Data presentation: Purpose of International Education 

Rank Factor Mean SD 
1 Prepare my child for higher education (4) 4.56 0.62 

=2 Provide my child with skills and tools they will need for future 
employment (1) 

4.55 0.56 

=2 Prepare my child to interact with people from different countries and 
backgrounds (8) 

4.55 0.60 

4 Strengthen connections to the international community (11) 4.43 0.61 
5 Prepare my child to make the world a better place (9) 4.42 0.74 

=6 Foster national pride and a strong sense of Jordanian culture (10) 4.32 0.76 
=6 Prepare my child for leadership positions (7) 4.32 0.81 
=6 Assist my child in gaining admission into university (3) 4.32 0.86 
9 Strengthen economic development in my community (12) 4.27 0.77 

10 Prepare my child for happiness (6) 4.17 0.85 
11 Help my child get a good job (2) 4.12 0.90 
12 Prepare my child for vocational education (5) 3.99 0.91 

 

Within this section there is an odd phenomenon I believe worthy of deeper analysis. 

There are two pairs of factors that seem to coincide with each other yet hold significantly 

different ranking in the survey. They are ‘prepare my child for higher education’ (4) and 

‘assist my child in gaining admission into university’ (3). The former is ranked first 

among all factors with the later tied for sixth place. The second pairing ‘provide my child 

with skills and tools they will need for future employment’ (1) and ‘help my child get a 

good job (2) encompasses an even greater contrast within their respective second and 

eleventh place rankings. Each pairing focuses on the same end result i.e. university 

education and future employment. However, the phrasing of these factors may account 

for the divergent interpretations. The higher ranked factors (4 and 1) both imply 

preparing for success while navigating either university or the workforce. They are not 

concerned in unlocking these opportunities like factors (2) and (3) imply. Here again it is 

important to consider the high social and economic class from which the majority of host-
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country parents derive. According to these findings, the purpose of international 

education is to gain a competitive advantage in future opportunity, not gain access to 

spaces that were otherwise closed.  

 

7.1.5 Summary of Survey Findings 

In viewing the survey as a whole, English language learning is crucial to a parents’ 

understanding of and interest in international education as it was the highest ranking 

factor in both Section A and B. Communication and technology skills, as well as hard 

science subjects, are all priorities for parents in terms of what they believe international 

schools should be teaching. The findings also highlight the host-country parents’ 

expectation that international school should instill skills and characteristics that help their 

child/ren to successfully compete at university and in future employment. An analysis of 

Section C demonstrates that host-country parents’ interpret character development as 

individually focused, manifesting in student actions such as honesty, asking questions, 

and speaking their minds, all of which are categorized as good behavior.  

 

The findings also suggest a limited concern with specific pedagogical practices utilized in 

their child/ren’s schooling as well as apathetic attitudes toward fostering global identity. 

There is clear interest in IM terminology, yet when pressed to rank specific 

characteristics of the philosophy i.e. human rights education, non-violent conflict 

resolution, engaging with diverse narratives, etc. these held lower rankings. Additionally, 

host-country parents paralleled Jordanian cultural attitudes toward soft sciences, 

vocational education, and test-based assessments in their conceptualization of 

international education.  

 

7.2 Problem-Centered Interview Findings 
The second tier of my mixed methods approach was problem-centered interviews with 

host-country parents who completed the survey. The participants in these interviews were 

selected because of their ability to speak English fluently, as this was the medium of 

communication throughout the interview. I was able to find host-country parents who fit 

this language qualification based on recommendations from the AIS administration. Two 
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interviews were conducted before this process was cut short by a personal medical 

emergency. As previously stated, this is a small sample, however these interviews are 

valuable to my investigation as they further validate my survey findings and illuminate 

areas of inquiry that my questionnaire missed. Additionally, these interviews offered 

elaboration on host-country parents’ understanding of character development in 

international schools and their attitudes toward the Jordanian national system. For these 

reasons, a meaningful consideration of these interviews is critical to this research project. 

 

Along with strong English skills, both parents interviewed were employees of the school. 

While this has the potential to influence their perception of international education, it also 

results in a sample pool that has spent substantial time considering the purpose and 

benefits of international education. Both participants had been educated in the Jordanian 

Tawjihi system in Amman and had moved to Aqaba before having children. Each held a 

university degree from a Jordanian university. AIS was the first and only international 

school where their children had been enrolled, however both had previously interacted 

with students from international education systems. P1 interacted with students from 

international schools at university, while P2 had family members who were enrolled in 

international education.   

 

While both participants had strong English skills, they were still native Arabic speakers. 

In transcribing responses I left out filler phrases such as ‘um’ ‘uh’ and the similar Arabic 

term ‘yani’ (English spelling: meaning ‘you know’ or ‘like’). I did not correct 

grammatical inconsistency in the participant’s responses unless the meaning was 

significantly affected which was a rare occurrence in these interviews. When responses 

were difficult to understand due to limitations in language, small sections were omitted to 

expedite their point. In these instances, these omissions did not alter the respondents 

meaning.        

  
7.2.1 Confirmation 

In both interviews, English language was a significant topic of discussion. Each 

participant included English learning in their reasons for choosing an international school 
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as well as a defining factor of international education in general. Although both 

participants had strong English communication skills, they were native Arabic speakers 

who had participated in the national education system. Participant 1 (P1) lamented the 

English learning they had received in the national system stating:    
 

We took English like a second language, so the main focusing thing: Arabic, physics, chemistry, 
biology everything else in Arabic except English once a day English lesson. And we don’t speak 
all the time English in this class. So, when I came here to this school [AIS], really I feel that I 
want to cry because I have lots of vocab in my mind but I can’t speak... So I felt that this is a 
point that I need to change that for my kids. 

 

In this sentiment we see not only English language learning to be important to host-

country parents, but English fluency. As previously outlined, the Jordanian system 

includes English in their core classes, however international schools are seen as spaces 

with better English language learning. When the same participant saw their child in the 

international education system, they felt as if they had put their child on track to develop 

fluency. 
 

P1: So I was happy when my child just start speaking English, express herself, she give me full 
sentences in KG2... That made me happy at that time, and her father as well. So I thought that 
I’m in the right track with my kids in this way, because you know that everything English is the 
language of the world  

 

This again substantiates the findings in my survey, yet on a broader scale it echoes the 

notion that English is a global language. Host-country parents believe learning English 

fluency will allow their children to navigate ‘the world’ more successfully. Here, the 

aspiration for host-country parents seems to be almost native-level acquisition. It is not 

enough for their children to memorize extensive vocabulary or practice the mechanics of 

English language, rather, the objective is for their children to gain the ability to speak and 

think in English. This is the difference between teaching English as a second-language 

verses teaching the subject as a first-language. International schools are assumed to be an 

English first-language learning space by parents as shown by the Participant 2’s (P2) 

statement: 
 

Because it was an international school I automatically thought... Arabic would just be spoken 
during the Arabic lessons... I think its because they are trying to accommodate with most of the 
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class being native Arabic speakers but for me its still not a reason, not valid. An international 
school: Lessons should be conducted in English, this should not be debatable. 

 

The final sentence is a definitive indicator of how host-country parents conceptualize 

international education interchangeably with English language learning. The context of 

Jordanian English education is important to note here. Even in a national system that 

acknowledges the value of English learning and incorporates the subject into every year 

of public education up to university level learning, parents still leave that system 

primarily for reasons involving their child’s English-learning. Therefore, I would go 

further and say that host-country parents not only conceptualize international education 

interchangeably with English learning but with English immersion resulting in fluency.   

 
7.2.2 Elaboration 

The initial survey exposed two areas of interest within the host-country parents’ 

responses to questions concerning the Jordanian national system and character 

development. In conducting my problem-centered interviews I encouraged parents to 

elaborate on these subjects. This yielded fruitful results in my understanding of their 

perceptions of these topics.      

 
7.2.2.1 Local System 
It has already been established that the interviewees believed the national system to be 

lacking in strong English language education, but the critiques of the national system do 

not end there for parents. In fact, any interest in specific pedagogical practices they want 

for their child/ren is more heavily rooted in avoiding the rote memorization style of 

learning rather than seeking out a particular ‘international’ or ‘modern’ method of 

instruction. Both participants commented on rote learning and conveyed their assumption 

that international education takes a different approach to teaching. 
 

P2: ...the national system, we mostly depend on memorizing and then what I would say 
regurgitation the information while I would think that international education would be, you 
know help the kids, the students, think and then let them come up with the information. To help 
them let use their mind more than just memorizing. 
 
P1: In national curriculum–in national, that’s what I had–I spent many hours a day just 
studying...it depends on how much I memorized to get the mark. Once I finished the year, really 
everything evaporated. Here [AIS], it’s different. 
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Neither participant went on to fully describe the methods of teaching they felt should be 

part of international education. Other than ‘using their mind’ it seems little consideration 

is given to how their children learn, as long as it is not just memorize and expel 

information. I attach this critique to a loss of faith in the Tawjihi system to indicate 

education success, however neither participant referred in any way to an issue with a test-

centered culture. One participant even shared their score to convey their academic 

success. In fact, when pressed about how international education should assess student 

learning, exams were the prevailing method. Projects were suggested, particularly science 

experiments or essay writing, yet ultimately some form of testing was deemed best: 
 

P2: I still believe in teaching grammar, so in English I would say written and spoken or the way 
it’s conducted in international test. Like they have written, spoken, and then grammar 
comprehension just to make sure they understand. ...and the same with math because these are 
skills that are taught and then they come out on paper.  

 

The interviews highlight influences of the Jordanian system on host-country parents’ 

conceptualization of education in general. There is limited interest in finding an 

alternative to test-centered assessments in the international education. Thus, it can be 

concluded that while host-country parents identify rote learning as a poor pedagogical 

practice, they do not hold test culture to be the main culprit.  

 

The interviewees both conceptualize international education as stronger than the national 

system. Both participants convey a feeling that they were ill prepared for university 

because of weakness in the national education system. Research skills and writing were 

of particular relevance to one participant: 

 
P2: I went through the national system but I saw my brothers who went through the international 
system. So I saw the difference between the two types of education. I saw that even later on, with 
the university, with the research with you know papers their lives were easier than ours were 
because we had to learn these skills by ourselves because we weren’t taught these things at 
school  

 

P2 later states: 
 

 We’re never, even when we graduate in the Tawjihi, we're not given pages of writing 
assignments. Never. And that was also important for me, because they need to use their brains, 
they need to do some research, you know.  
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P1 described feeling behind in university. They detailed spending days trying to catch up 

in school because they felt as if they lacked knowledge that those from international 

schools already had by the time they entered university. These responses reaffirm survey 

findings that point to the host-country parents’ interest in university preparedness for 

their children. It builds the perception that parents cannot achieve this through the 

national system due to a skill deficit among students graduating from the local schools. 

Again, we see that perceived weaknesses in the local system are pushing host-country 

parents to seek out alternative education for their children. 

 

According to both participants, the skills students lacked in the Jordanian system were 

being taught in the international schools. Throughout the interviews multiple references 

were made about international education teaching research and writing skills as well as 

‘finding solutions’ and ‘providing open-ended questions.’ These would broadly be 

termed as thinking skills and convey the participants’ perception that international 

schools are places wherein children learn to use their minds. When P2 explained how 

international education “help[s] the students think and let them come up with the 

information” they are referring to such skills. While not explicitly stated, critical thinking 

and problem-solving skills are  implied to be positive traits taught in international 

education. These skills are the antithesis of the rote-memorization model found in the 

national system. They are not however uniquely ‘international’ or of the educational 

ideology of international schools.   

 
7.2.2.2 Developing Personality 
Within the survey, the topics of values, behavior, and character development in 

international education yielded complex data results. Thus, I was highly interested in 

enhancing my understanding of the host-country parents’ perspective on this matter. 

Through the interview process, the responses corroborate my earlier claim that parents’ 

are highly interested in character development as individual disciplined behavior. 

However, the interviews also exposed this to be a limited understanding of the host-

country parent’s attitude toward the subject.  
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When asked about values and behaviors taught in international education, both 

participants initially discussed disciplinary issues such as not lying, not bullying, not 

throwing trash on the ground. P1 referred to these as ‘ethics and manners.’ In their 

responses values such as honesty, fairness and nonviolence were all cited as good 

behavior that should be developed and encouraged in school. These answers are in direct 

correlation with the findings of the survey, yet two significant additions to this topic were 

observed in the interviews. One was P2’s stated belief that all schooling should teach a 

child good behavior, not specifically international education. The second was P1’s 

insistence that the home spaces had an important role to play in developing a child’s 

behavior. According to their response, good behavior depends: 
  

P1: ...on the environment at home. How they are dealing with their kids, how did they prepare 
their kids to go to school and to be leader and to give them skills, this is most important thing 
and specially from their mom. If their mom is let say—I don’t want to say leader—but they 
accept everything and absorb the personality of their mom, I think this is point. 

 

 In these considerations we can see that host-country parents do not believe character 

development to be fostered in a vacuum. Both respondents acknowledge multiple 

influences on their child’s character development and learned behavior. Moreover, it 

seems reasonable to conclude that while host-country parents care deeply about teaching 

their children good behavior, they do not innately connect character development –as 

defined by discipline –with specifically ‘international’ education.  

 

Instead, both respondents indicated it was their child’s personality as uniquely cultivated 

in international schooling that was of particular importance to them. In such discussions 

the interviewees focused on personality traits and attitudes rather than actions. They 

perceived international education to be specifically adept at developing a multifaceted 

person who could navigate the world not just through their credentials but also by 

utilizing their strong personality traits. P1 expressly states the benefits of  this in their 

statement:   

 
P1: OK, international education, it works in many different side of the personality of the 
students. Not only the academic, not only how your grades are, how much—or are you good, are 
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you gaining a good marks it depends on the personality. I mean that if my daughter is not good in 
math, it doesn’t mean that she’s not an artist.  

 
The same respondent goes on to discuss other personality traits their children have 

developed in international school. They are proud of how independent their children are, 

and how the older child takes on the responsibility of helping the younger with 

homework. P1 believes international education should and does “put [their children] in a 

situation and they need to find the solution all by themselves so...they are trained here in 

international school to face the hard life outside after that.”  

In these responses, there are inklings towards the international education ideology. P1’s 

expectation that international education should foster independence, responsibility, 

adaptability and resilience are roughly related to the IM philosophy through Tate’s (2016) 

notions of individualism, freedom, and optimism. P2 doubles down on the importance of 

individualism in their statement regarding the role international education plays in 

developing personality traits: 

 
P2: [Children] already have their own personalities, but I believe that in international 
education you should help shape that personality. So help them, because unfortunately-I don’t 
know abroad- but I want to say that I find that in our culture [Jordanian] we have a specific 
type of personality that is expected whether from males or females. And then you try to make 
everyone aligned with that specific personality. And I don’t agree with that, I think that each 
child and then later on student is born with their own personality, you should just help them, 
shape them into a better version of that-their own personality and then they’ll all be leaders if 
you give them the responsibilities that are expected of them. At every age, they would all be 
leaders not specifically “alpha” leaders the way that is for example expected I would say in our 
culture, but you know the best version of their own personalities. 

 

In this comment, we see the respondent’s inclination toward student empowerment to 

express their individuality. This understanding of international education aligns well with 

the global educationalist ideology and IM philosophy. P2 displays a further connection to 

IM ideology when asked what they meant when they used the term good citizen:         

 
Being a good citizen for me means respecting others, whether it be them as humans or their 
thoughts. As well as respecting the planet as a whole, so even if you are, ok you are Jordanian 
or not Jordanian but you are in in this place right now at this time, you need to give this place 
it’s respect.  
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While the term global citizen was never used, nor were phrases such as human rights or 

international mindedness, one would be hard pressed to find a more explicit definition of 

the IM ideology from a host-country parent. Here the interviewee recognizes that good 

citizenship is a substantial part of international education and perceives it to be a benefit 

of sending their child to such a school.  

 
On the topic of character development in this research, the value of my interviews cannot 

be overstated. These responses add much-needed context to my survey findings. As well, 

the aforementioned comments highlight some of the most compelling data in regard to 

the ideological interests host-country parents have in international education. Without 

such elaboration, my analysis and conclusions would be incomplete.  

 

7.2.3 The Importance of Teachers 

A topic that my survey did not cover yet one that arose repeatedly in both interviews was 

teacher quality. Both respondents presumed a higher quality of teaching in international 

education and pointed to this as a significant factor for opting into the international 

schooling system. While both respondents shared similar expectations, they were based 

on very different assumptions. P2 believed there would be better teachers simply because  

“international education costs almost double what national education does so then you 

find usually more qualified teachers. Teachers who are willing to give even more.” Due 

to tuition fees in private international schools P2 assumed this would pay for a better 

trained teaching staff. Furthermore, P2 believed this would lead to higher teacher salaries 

resulting in an increase in teacher commitment. This is clearly a driving factor for the 

respondent to opt into international education, but I would argue that such an assumption 

has more to do with differences between private and public schools not international and 

national school. This claim is further compounded by the fact that P2 is considering 

leaving AIS due to a lack of consistent teacher quality:  

 
I feel like in every class with every topic whether it be primary or middle or secondary from 
what I hear from parents, it depends on what the teacher has to give. Like you don’t have 
anyone who follows up with [them] At our school you don’t have that. I find that that is lacking. 
It depends on how much the teacher is willing to give or how devoted the teacher is personally. 
That’s why you find differences for example at every grade level.  
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The assumption of quality due to a schools status as a private international institution is 

often called into question (Hayden, 2006). There are no guarantees of excellence as P2 

found out in their experience with AIS. Yet it is important to point out this assumption of 

quality –whether true or not – as it may be a significant priority for parents in their choice 

to enter into the international education system. 

 
P1’s assumption of teacher quality at international schools is rooted in their interest in 

English language learning. It is commonly expected that international schools employ 

foreigners to teach, specifically native English speakers. P1 often pointed to the 

advantages their daughter received due to the foreign teaching staff. At AIS foreigners 

are employed less and less, therefore P1 believes that their younger child’s education has 

suffered:  
 

Because we had lots of foreigners at that time, this is the point... So she, at that time, she had the 
better chance to have all the teachers around her are foreigners. They speak first language 
English and they have been teachers for many years before in different schools. So this is also 
an advantage for her.... Her brother, unfortunately, it was—he didn’t get the chance to have 
many teachers, foreigner teachers. This is the point.   

 
P1’s comments never specify if they apply only to English language teachers or foreign 

teachers of any subject. However P1’s assumption that foreign teachers are better than 

national instructors could indicate a number of attitudes toward the state of English 

learning in Jordan, or to weakness in teacher training within the country, or potentially an 

implicit bias toward foreign educators in general. This of course could be another 

research project entirely as it is certainly beyond the scope of this one. Here I only seek to 

point out the host-country parents’ emphasis on and assumption of teacher quality as a 

driving factor for parents choosing international education..        

 
7.2.4 Summary of Interview Findings 

In summation the interviews, albeit limited in sample size, yielded illuminating results. 

The respondents confirmed a substantial interest in English fluency learning. Host-

country parents believe stronger English education occurs in international schools. They 

assume these institutions teach English as a first-language skill resulting in fluency in 

usage and mechanics that will serve them well in university and future employment. The 

interviews also highlighted host-country parents’ discontent with the rote-memorization 
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model of education found in the Jordanian system and that they are looking to foster 

thinking skills in their children. Discipline and moral behavior are assumed to be 

cultivated in all schooling. However host-country parents conveyed their intent to 

develop specific personalities traits related to the IM ideology when sending their child to 

an international institution. Finally, teacher quality holds significance to the host-country 

parent’s choice in opting into an international school, yet may not fulfill the parents 

expectations once they have enrolled their child.    
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8. CONCLUSION  
 
The final chapter of this thesis synthesizes data collected in the tier 1 and tier 2 processes 

in order to provide an analysis and discussion of the findings. Here I explore the data 

outlined in Chapter 6 in the context of my research questions, theoretical framework, and 

contributions to international education literature. As a result, I aim to draw reasonable 

conclusions regarding the host-country parents’ perception of international education and 

the factors that drive them to enroll their child/ren in such institutions. 

 
8.1 Summary of Research Methods and Findings 
The purpose of this research was to gain a deeper understanding of the often under 

researched demographic of host-country parents who are driving the growth of the 

international education sector. In this endeavor, I aimed to explore their interests in 

engaging with the international school system; their expectations and the perceived 

benefits of international education; and their attitudes toward the purpose of an 

international education. This research was ambitious in scope, yet it yielded important 

findings in both answering my research questions and testing my hypotheses.  

 

Data collection for this project was split into two tiers. An initial quantitative survey was 

administered to Jordanian parents with children enrolled at AIS. Using a Likert scale 

participants were asked to respond to four sections of inquiry: Section A) Why do parents 

choose an international education for their children? Section B) What content should be 

taught in international education? Section C) What values and behavior should be taught 

in international education? Section D) What is the purpose of international education? 

Responses from the survey were collected and sorted by mean from highest to lowest, 

with standard deviation calculated for each factor. Following the survey, problem-

centered interviews were conducted with participants.  

  

This mixed methods approach offered measurement strategies to qualitatively and 

quantitatively investigate my research topic. Utilizing these approaches in tandem 

allowed for insightful data collection. While my research was more heavily weighted 
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toward quantitative methods, the interview responses from P1 and P2 shed important 

light on the gaps within my survey findings, thus strengthening my research as a whole.   

 

A collection of the top-rated factor from each of the four sections of my survey offers a 

simplified summation of the host-country parent’s perception of international education: 

 
Ø I am sending my child to an international school because I want my child to learn in 

English. 
Ø International education should teach my child English fluency. 
Ø International education should develop my child’s character. 
Ø The purpose of international education is to prepare my child for higher education. 

 

These factors convey a strong interest in English language education, as well as perceived 

pragmatic benefits of English language and international education in regard to university 

preparation. The above description exhibits a lack of explicit interest in IM ideology, but 

an expectation that international education should develop their child’s character. 

Interviews were conducted to expand upon and crosscheck these findings. Through these 

interviews a deeper understanding of the host-country parents’ perception of character 

development, weaknesses of Jordanian education, and perceived benefits of international 

education were elucidated.  

 

8.2 Discussion   
A combined discussion of the qualitative and quantitative aspects of my research is 

required in respect to the important findings within my investigation. Specifically, the 

complexities of parental perceptions of English language in international education along 

with their understanding of forms of character development necessitate a deeper 

exploration in this section. Such consideration will shed further light on the host-country 

parent’s perspective and move us closer to answering the research questions set out in 

this project.  

   

8.2.1 Importance of English Language Education 

An analysis of my findings reveals English language learning to be of utmost importance. 

In survey sections A and B English was rated significantly higher than other factor in 
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regard to A: why host-country parents send their children to international schools and B: 

what content they believe should be taught in international education. Interviewed parents 

confirmed these survey findings with P1 describing English as the ‘language of the 

world’ and P2 stating lessons in international education ‘should be conducted in English, 

this should not be debatable.’ Furthermore, the interviews revealed that the prospect of 

English language learning is of particular importance to host-country parents in Jordan 

due to their experiences within the national education system. Their perception is that 

English education in national schools is weaker, learned through pedagogy of rote-

memorization, and produces inadequate English skills. Their perception of international 

education on the other hand is that foreign native-English speakers teach English in a 

manner that produces advanced fluency in the language.  

 

There are two underlying assumptions that influence the aforementioned attitudes host-

country parents have in regard to their interests in English language learning. First and 

foremost is that English language is a key factor to future success. In both the survey and 

the interviews, parents conveyed the importance of preparing their children for university 

or future employment, perceiving international education to be a direct route to these 

goals. However, there perception of international education was not that it is better at 

maths or science education, or provides higher graduation rates or test scores; instead 

they believed international education to have better English education. The logic being, if 

English is a key factor to success, and international schools provide strong English 

education, then international education will lead to future success and unlock 

opportunities.  

 

In the assumption that English is a key factor to success in university and the workforce, 

this logic holds water. When one considers the linguistic globalization of English 

(Sonntag, 2003) and the increased demand for advanced English skills in the Jordanian 

economy (Hamdan & Hatab, 2009) it is clear that expertise in the English language is 

coveted in Jordan and throughout the world. However, the second belief that international 

schools provide strong English education is worthy of more discussion. More specifically 

the two presumptions made by host-country parents at AIS: that international schools 
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provide stronger English education than the Jordanian system; and that foreign native-

English teachers are teaching English in international schools.  

 

The understanding of international schools as proxy English language schools; or the 

perception that international education equals English medium education is neither 

unique to the AIS case study nor the Jordanian context. Various studies have been 

conducted that highlight this perception of and interest in international schools 

(Mackenzie, 2010). Not only does Richards’ (1998) list of school expectations 

specifically include ‘English as the language of instruction’ (p. 175) but he also describes 

the expectation of international schools to employ a teaching staff of predominantly 

western-native English speaking instructors. My research however demonstrates that this 

is not always the case and cannot be taken for granted.  

 

P1 points out in their interview that AIS is currently lacking in foreign teachers. When 

describing the difference between their daughters’ and their son’s education the 

perception was that the daughter–who had access to many foreign staff members–had 

received a better education, particularly but not exclusively in regard to their English 

education. P2 was in fact considering leaving AIS due to what they deemed as poor 

teacher quality and lack of oversight. These statements expose the premise that 

international education inherently provides strong English education to be flawed. 

Moreover, AIS is not anomalous in their staffing and teaching issues. As the international 

education sector grows, particularly in non-English speaking regions that serve 

predominantly host-country parents, staffing struggles to keep pace with demand 

(Brummitt & Keeling, 2013). It is then important to call into question the presumption 

that international education provides strong English language education in these contexts. 

 

Such questioning is critical to an evolving understanding of parental perceptions of 

international education. It points to the problematic schism between what parents expect 

of international education and what these institutions can deliver. It is also important to 

consider the relevance of an IM ideology when the dominant draw for host-country 

parents is a strong English education. If the international education sector is 
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conceptualized as a commodity responding to an increase in demand, then surely 

institutions and administrations should focus on staffing and the English curriculum more 

so than IM ideology and progressive pedagogy. 

 

8.2.2 Character Development 

Beyond an interest in English language learning, both data tiers demonstrated the host-

country parent’s strong interest in character development. Here the findings were less 

clear-cut than those regarding English education. The survey highlighted aspects of 

behavior i.e. academic honesty, truthfulness and fairness, asking questions, etc. as very 

important. Conversely the character traits that could be explicitly regarded as holding an 

IM ideology i.e. developing global identity, fostering international mindedness and 

developing compassion for all human beings were seen as lower priorities. Later, the 

interviews confirmed the above observation; however they also revealed an interest in the 

development of other ‘personality traits’ not included in the survey design. Ultimately the 

research found that host-country parents conceptualize learning disciplined behavior and 

developing ethics as forms of beneficial character development, yet they do not 

exclusively associate this with international education. Factor of ‘good behavior,’ all of 

which were highly rated in Section C: Teaching Values and Behavior in International 

Schools are assumed to be taught in both national and international education. It is 

therefore not perceived to be a particular benefit of international education nor a driving 

force for enrolling in international schools. 

 

A further analysis of my data informed the need to differentiate between the development 

of disciplined behavior and the development of personality traits, both of which were 

important to host-country parents, but held different significance to my participants. This 

ultimately became the difference between a shallow investigation into host-country 

parent’s perceptions and a deeper exploration provided by the interviews. Tristian Stobie 

(2016) adds context for such a differentiation when he states in The Curriculum 

Battleground: 

 
While school culture is often understood only at a surface level relating to behaviour, including 
the visible aspects of curriculum pedagogy and assessment, it is also important to recognise the 
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existence of deeper structures which include fundamental beliefs. In between these two layers, 
attitudes and values overlap.” (p.54) 

  

I would argue that in regard to character development, my survey exposed the surface 

level understandings of the international school culture while my interviews revealed the 

attitudes and values that parents deem significant in international education.  

 

Character development in the form of developing personality traits, attitudes and values –

of which the survey did not measure, yet the interviews highlighted –were important to 

host-country parents and directly associated with international education. These were 

viewed as specific benefits in an international education culture where students are 

viewed in a more holistic manner. The traits mentioned in the interviews primarily 

focused on developing individualism, self-expression, self-confidence, responsibility, and 

independence.  

 

In these traits there are indications of an interest in the IM ideology that was unclear in 

the survey data. It would be no stretch to interpret the preceding traits as rooted in 

student-empowerment as well as in Nicholas Tate’s defining characteristics of the 

ideology of international education, of which he lists individualism and freedom (Tate, 

2016). With these answers it would be difficult to claim that the IM ideology has 

absolutely no influencing affect on host-country parents and that international schools are 

solely used as English language schools.    

 

However, at best one could only argue that host-country parents are orbiting the IM 

ideology as survey findings also showed relative apathy toward the development of a 

global identity or human rights education. These concepts were absent from the 

interviews as well. In fact, Jordanian host-country parents seem openly uncomfortable 

with other characteristics of international education ideology such as democracy and 

universalism. Survey questions regarding current events, international politics, and non-

violent conflict resolution were all ranked toward or at the very bottom.   
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It is also significant to note that these perceptions of character development still had 

pragmatic undertones. In most instances where parents referred to this type of character 

development, they noted that the personality traits gained from international education 

would assist their child when moving on to university. For example: a child 

independently finding answers was grounded in research skills that would improve their 

experience in university. Self-confidence was mentioned in terms of an ability to speak 

English and provide answers in a self-assured manner at university.  

 

This perception of character development in international education is an area in need of 

further investigation as my research only hints at the complexities of this subject. 

Nonetheless it can be observed that IM ideology is not a primary factor in driving AIS 

host-country parents to use the system. This observation aligns with Hayden and 

Thompson’s (2013) discussion on the emergence of ‘Type C’ ‘non-traditional 

international schools. These schools are less concerned with IM ideology than with 

offering a western English curriculum, thus AIS fits well within this classification. 

However, AIS will find itself in an interesting conundrum as it moves from an IGCSE 

curriculum to a more ideologically focused IB curriculum. Unfortunately, my insights are 

limited here, however this does pose an interesting question. If host-country parents show 

limited interest in the IM ideology, what effect will an educational shift toward such 

ideology have on their perception of and interest in such institutions?  

 

8.3 Findings within the Research Objectives 
In viewing my findings through my research questions and my proposed hypotheses, 

more concrete claims can be discussed. In this section I attempt to provide evidence for 

such claims by addressing each question and each hypothesis separately. I will also 

explore my methods for collecting data that have allowed me to effectively answer 

questions and test my hypotheses.  

 
8.3.1 Exploring Research Questions 

My first research question examined the reasoning behind host-country parent’s sending 

their child/ren to international schools to gain an international education. This question is 
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of particular importance to my research demographic because they choose to engage in 

the system. As previously stated, host-country parents and their children have the 

cultural, linguistic, and epistemological background to succeed in national systems –

either private or public. It could be considered a significant change for host-country 

parents to leave the comfort of such traditions for an international education. Thus, my 

first research question: What factors influence host-country parents’ decision to opt into 

international education? 

 

In attempting to investigate this query in both my survey and interviews, I used multiple 

questioning methods. Explicitly, my survey section A asked parents to rank the reasons 

for opting into international education in levels of importance. Conversely, in my 

interviews I directly asked why parents did not send their children to national schools.  

Implicitly, I endeavored to explore push and pull factors that influenced parental choice. 

Analyzing survey answers in regard to Sections B and C as well as interview responses in 

regard to attitudes toward the local system, I was able to conceptualize how host-country 

parents differentiated international education from national education and infer that such 

distinctions either pushed parents from the Jordanian system or drew them to the 

international system.   

 

The combined data from these questions indicated two primary factors that influence the 

host-country parents’ decision to choose an international education for their child/ren: 1.) 

the parents’ interest in English language learning; and 2.) the weaknesses in the national 

education system. The survey indicated in two sections that English learning was a top 

priority for parents. The interviews corroborated a pull toward the strong English 

language learning assumed to occur in international education. Moreover, the participants 

expressed their aspirations for English education to be conducted at a first-language level 

for their children, something their national education system could not provide. In this 

vein perceived weakness in the national system is a push factor for host-country parents. 

Responses from P1 and P2 were of particular value in understanding this attitude toward 

the Jordanian system. While dissatisfaction with the national system did not rank highly 

in section A, the interviews revealed this to be the most significant factor second only to 
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English learning. Speaking from their own experiences both P1 and P2 expressed the lack 

of preparedness they felt when moving into university level academics due to their 

experience in the national school system. Specific weaknesses stated were: 

 

Ø Due to local staffing and ‘second-language’ teaching methods, students acquire lower 
level English skills in national education. 

Ø Students do not retain information well using the rote-memorization methods of the 
Tawjihi system, even if they achieve high marks. 

Ø Students are reduced to grades and test scores in the national system; they are viewed 
more holistically in international education. 

Ø National education does not teach students how to think or research.   
 

In these attitudes, it is concluded that a significant influencing factor for host-country 

parents to enroll their children in international education is the perceived weaknesses of 

national education.  

 

This transitions nicely into my second research question: According to host-country 

parents, what are the perceived benefits of an international education? In an evaluation 

of perceived weaknesses of national education, we can flip this to infer that parents 

assume these to be strengths of international education. Here again, my research 

highlights English, particularly English fluency through speaking, reading, and writing 

skills as a perceived benefit unique to international education. However, this is far from 

the only perceived benefit. 

 

Using direct interview questions such as what skills do international school students 

learn that national schools students do not? and how does international education 

prepare your child for the future? as well as survey sections B, C, and D, answers to my 

second research question emerged. The benefits were largely skills oriented, however 

personality development was also seen as a significant positive of international education. 

A general view of the data both in the survey process and the interview process 

highlighted the following specific advantages: 

 
Ø Advanced English skills 
Ø An independent personality 
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Ø Strong leadership and communication skills 
Ø critical thinking and research skills 

 

The survey also conveyed the opinion that international mindedness should be taught in 

international education (See section A, factor 1), however interviews and other answers 

within the survey revealed only a superficial interest in this factor. Furthermore the four 

listed advantages were all perceived to be beneficial attributes of international education 

in preparing their child for higher education and/or future employment, thus validating 

their placement on this list. International mindedness on the other hand was never 

mentioned as an advantage to future opportunities of which host-country parents believe 

to be the purpose of international education (See section D).    

 

8.3.2 Answers to Hypotheses 

The predicted outcomes proposed in my research were both proven true in my findings. 

Hypothesis 1: English learning is the host-country parents’ top priority in sending their 

child/ren to an international school was proven correct through my survey ranking of 

both sections A and B. In these areas English was rated highest among factors in regard 

to reasons for sending a child to international school and what content international 

education should teach. In interviews participants continuously brought up strong English 

as the driving factor towards and intended outcome of international education. More than 

just the primary reason for opting into international education, host-country parents 

incorporated English learning into their very definition of international education, 

marking English medium education as synonymous with international education.   

 

The second hypothesis: Host country parents are driven by perceived pragmatic benefits 

over an interest in international ideological when enrolling their child/ren in 

international education holds true as well. Host-country parents explained their interests 

in English as purely pragmatic, perceiving it to be a key skill to economic and academic 

opportunity. Pragmatic skills like math, science, and technology were prioritized over 

human rights education and global identity. Moreover, the above-mentioned benefits 

were all interpreted to be advantageous due to their perceived impact on university 

success. Possibly the most definitive evidence for the host-country parents’ pragmatism is 
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Section D’s finding that parents believe the very purpose of international education is to 

prepare students for higher education and future employment. Again, let us revisit the top 

rated factors in each survey section: 

 
Ø I am sending my child to an international school because I want my child to learn in 

English. 
Ø International education should teach my child English fluency. 
Ø International education should develop my child’s character. 
Ø The purpose of international education is to prepare my child for higher education. 

 

There is very little interest in an IM ideology in this attitude toward international 

education. Even within the interviews, the majority of answers focused on university 

preparedness, English learning, and weaknesses within the local system. Only in 

discussions of developing personality traits were there glimpses of an IM ideology. Yet 

even here personality traits of individualism, responsibility and self-confidence were 

perceived to be of assistance to their children in the context of university success. In 

conclusion, the IM ideology was not rejected outright or even nonexistent in the minds of 

host-country parents. Ultimately it just wasn’t a significant priority.      

 
8.4 Findings in Context of the Theoretical Framework 
When Izquierdo and Minguez (2003) describe the dual epistemological challenge of 

education as:  
“on the one hand, it must respond to market globalization, which imposes a convergent education 
training individuals to occupy postmodern jobs and on the other must integrate multicultural 
education as a model of divergent education, able to educate citizens in what has been called 
equality of differences, as a civic, tolerant, and nonexclusive form of culture” (p. 36) 

 
they are describing the pragmatic and ideological paradox found in international 

education. Yet through their dialectic synthesis and the dual model of education, these 

seemingly contradictory objectives of education become a sliding scale. The original 

purpose of international education was intended as an education ideology of cultural 

tolerance and human rights, leaning it toward a framework of multiculturalism and 

universalism on the dual model (Izquierdo and Minguez, 2003). However, the growth of 

this sector and changes in enrollment demographics have shifted international education 

from ideological to pragmatic. Particularly in countries serving predominantly host-



	 95 

country families, international education has moved towards a response to market 

globalization and what Izquierdo and Minguez (2003) refer to as ‘new economy of 

education.’ Perhaps the ideal international education institution would be evenly 

weighted between these two epistemological challenges in the dual model, yet this seems 

aspirational at best.  

 

In practice, my research shows that –at least from the host-country parent’s perspective –

international education is utilized as a pragmatic tool in response to linguist and 

economic globalization. It therefore prioritizes ‘convergent education training’ over 

multicultural education. It is here that the dialectic perspective of Izquierdo and Minguez 

(2003) becomes highly significant. This perspective rejects the idea that these 

epistemological challenges are mutually exclusive. Thus, while host-country parents 

enrolling their children in international education may prioritize pragmatism, they may 

also consider ideology in some shape or form. This was shown to be somewhat the case 

at AIS and highlights the dialectic perspective, albeit limited in its conceptualization, of 

host-country parents who engage in the international education system.   

   

8.5 Contributions to Literature and Further Research 
The research conducted in this project has the potential to add to discussions on 

international education as it is conceptualized and utilized by families, most specifically 

host-country parents. Additionally, the findings within my data contribute to literature 

concerned with the practical outcomes of the globalization of education as well as the 

growth of English as the lingua franca of the world.  In exploring the perceptions and 

expectations of the host-country parent demographic I am adding another piece to the 

enigma that is international education. In this project, the participants were able to 

construct a working definition of what international education is and should aspire to 

provide, why it is beneficial to children, and the expected outcomes of such an education. 

In short, I have developed a contribution to debates about what international education is 

for from the point of view of Jordanian host-country parents. 

 



	 96 

This of course is not the answer to what international education is for. It is clear that there 

are limitations to the scope of this research and further inquiry should be done in regard 

to exploring the particular perspective of host-country parents. Due to my single case 

study design, the specific AIS education atmosphere heavily influenced my results. An 

expansion to my sample pool of Jordanian parents pulled from multiple international 

education institutions within the country could offer illuminating results. Further research 

could also be conducted in other MENA countries or non-English speaking countries in 

an effort to expand generalizable claims in regard to host-country parents perception of 

and interest in international education. The possibilities for further research is infinite as 

the number of international institutions grow and the amount of host-country parents who 

engage in the market increases.  

 
8.6 Final Thoughts  
 
Taking into account multiple international education factors–the boom of the 

international schools market; lack of a consistent regulating body within the field; and the 

absence of clarity in defining international educational spaces–it is clear that families are 

engaging in an unpredictable international education system. Add to this an identity crisis 

within the international educational field between ideological and pragmatic objective, 

and international schooling has the potential to be a ‘mixed bag’ of educational 

experiences. For families wishing to place their children in international schools, there 

can be no guarantee that the quality and educational atmosphere are consistent from one 

experience to another (Hayden 2006).  

 

This can be particularly problematic for host-country parents in regard to the dominant 

expectations of English language education and the influence of Western 

pedagogy/curriculum in international education. Parents, who do not have English 

language skills or have not navigated western pedagogy in their own educational 

experience, can face significant challenges in navigating their child’s education system. 

In many cases, particularly in Type C  ‘not traditional’ schools–of which this research has 

focused its study upon–there is serious potential for parents to hold little understanding of 

the international education systems they are engaged in. Or more likely, these parents 
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may hold perceptions of international education influenced by their local educational 

experiences that are incongruent with other institutions and stakeholders providing the 

international education.  

 

A disconnect between parents and schooling can have detrimental consequences to 

efficacy of education. There is academic consensus that parent involvement in the 

education process positively impacts academic and social achievements of the child 

(Castro et al., 2015), with perceptions of parental involvement evolving from passive 

‘observer’ to that of a ‘doer.’ The current expectation of successful parenting is that the 

parents themselves become ‘educators’ by providing homework help, reading support, 

and engage with the school on a semi-regular basis (Ramaekers & Suissa, 2011). Quality 

parental involvement is understood to occur when parents and schools are ‘working 

toward the same goal and can speak openly and honestly’ (Kohl et al., 2000 p. 517). 

Unfortunately, parents of international student, particularly host-country parents in non-

English speaking countries, may not be able to cultivate such a relationship due to their 

differing cultural, educational and linguistic backgrounds. In these studies there is an 

implicit assumption that both the school and the parent similarly define educational 

expectations and that there is a common understanding of the school’s atmosphere when 

asking about activities and work. More explicitly, there is an expectation that the parent 

speaks the language of education (English) when developing reading skills. In Type C 

international education, none of the aforementioned behaviors can be taken for granted.  

 

In this observation, my research cannot be extricated from Bourdieu’s (1986) concept of 

cultural capital theory as, according to him, the possession of cultural capital in line with 

the educational culture affects a student’s success. The potential for such a cultural 

capital deficit represents a problematic relationship between school and home that is 

unique to host-country parents and international education. This may be less dubious for 

Type A ‘traditional’ schools that create their own cultural enclaves. However, Type C 

‘non-traditional’ schools, of which increasing numbers of local parents utilize, are highly 

vulnerable to such challenges to parent involvement. 
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The host-country parent perspective is a critical addition to discussions of international 

education and holds crucial significance to our understanding of why parents opt out of 

education systems they may be more familiar with. This particular research found that 

host-country parents were primarily interested in English language learning when 

choosing to enroll their children in international education and perceive international 

schools to be more adept at preparing their children for university and future employment 

than the local Jordanian education system. Yet a further exploration of this particular 

demographic has the potential to reveal attitudes toward linguistic globalization (Sonntag, 

2003) western pedagogic hegemony (Breidlid, 2013) and cultural capital challenges. 

With further research and the increased involvement in the international education sector 

such insights in regard to perceived benefits of this type of education, push us to 

continuously question what international education is for in practice, and what 

international education should aspire to be.  
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EXAMINING HOST-COUNTRY PARENTS’ EXPERIENCE AND 

CONCEPTUALIZATION OF INTERNATIONAL EDUCATION SURVEY 
 

Demographic Information- Jordanian Parents of Children in International Schools 
This section asks factual information which will be used for statistical purposes. All data will be 

treated as confidential. Please answer all questions. 
 یرجى. سریة أنھا على البیانات جمیع مع التعامل سیتم. اإلحصائیة لألغراض استخدامھا سیتم واقعیة معلومات القسم ھذا یطلب

األسئلة جمیع على اإلجابة . 
 
How many children do you have enrolled in this international school? ______________ 
ة؟كم عدد األطفال الذین التحقت بھم في ھذه المدرسة الدولی  

 
Please circle each grade in which you currently have a child in the school. 
 .یرجى وضع دائرة حول كل صف یكون لدیك فیھ طفل في المدرسة حالیا
 
Pre-K K 1 2 3 4 5 
6 7 8 9 10 11 12 
 
How many years have you been with the school? ____________ 

المدرسة؟كم سنة شاركت في   
 
Please indicate your gender:  �Male  � Female 
 انثى  ذكر یرجى اإلشارة بجنسك
 
Q1 Are you Jordanian?       Yes      No 
ه؟\ھل انت االردني               ال نعم  

 
Q2 Is your partner Jordanian? �Yes  �No 
ه؟\ھل شریكك اردني  ال               نعم 

 
If the answer to either Q1 or Q2 is no, please identify your nationalities  
 اذا كانت االجابھ للسؤال االول او الثاني "ال", یرجى تحدید جنسیاتكم
 
Mother: ___________________ 
 االم
Father: ___________________ 
 االب
 
What is the principal language spoken in your home? ___________________________ 
 ما ھي اللغة الرئیسیة المستخدمة في منزلك؟
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Section A: Choosing an International Education 
Please indicate with a cross (x) how important each of these factors was in your decision to 

Choose an international school for your child(ren). 
 .یرجى اإلشارة مع (+) مدى أھمیة كل من ھذه العوامل كانت في قرارك باختیار مدرسة دولیة لطفلك (أطفالك)

Please list any other factors, not already listed, that were important to you in deciding to send your child to an international 
school. 
 یرجى ذكر أي عوامل أخرى ، لم تذكر بالفعل ، والتي كانت مھمة بالنسبة لك في اتخاذ قرار إلرسال طفلك إلى مدرسة دولیة
 
 

I am sending my child to an international school because: 
 أرسلت طفلي إلى مدرسة دولیة بسبب:

Not important 
  غیر مھم

Somewhat 
important 
 مھم نوعا ما

 
Most 

important 
 األھم

I want my child to be internationally minded 
أرید أن یكون طفلي على المستوى الدولي بتفكیره   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

International schools have better reputations than public schools 
تتمتع المدارس الدولیة بسمعة أفضل من المدارس العامة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

International education will provide my child with a higher 
status in the community 
 سیزود التعلیم الدولي طفلي بمستوى أعلى في المجتمع

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

I do NOT want my child to participate in the Tawjihi test 
ال أرید أن یشارك طفلي في اختبار التوجیھي   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

I want my child to learn about different people from different 
places 
 أرید أن یتعلم طفلي عن أشخاص مختلفین من أماكن مختلفة

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

International education will help my child gain better 
employment 

سیساعد التعلیم الدولي طفلي على الحصول على عمل أفضل   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

I am dissatisfied with the local government schools.  
الحكومیة المحلیةه من المدارس \أنا مستاء . 

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

I like the international curriculum more so than the 
local/national curriculum 

أنا أحب المناھج الدولیة أكثر من المناھج المحلیة / الوطنیة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

I want my child to learn in English 
أرید أن یتعلم طفلي باللغة اإلنجلیزیة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

International education will prepare my child to study at a 
university abroad 

سیعد التعلیم الدولي طفلي للدراسة في إحدى الجامعات في الخارج   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

It is easier for my child to get good grades in an international 
school than it is in government schools.  

من األسھل على طفلي الحصول على درجات جیدة في مدرسة دولیة أكثر مما ھو  
 الحال في المدارس الحكومیة

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Learning in English will provide my child with a better future 
سوف یوفر التعلم باللغة اإلنجلیزیة لطفلي مستقبالً أفضل   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

School facilities at international schools are better than 
local/national schools 

المدارس المحلیة / الوطنیة.المرافق المدرسیة في المدارس الدولیة أفضل من   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

I want my child to learn about different religions, cultures, and 
races. 

أرید أن یتعلم طفلي حول األدیان والثقافات واألعراق المختلفة.   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

I want my child to learn leadership and communication skills. 
أرید أن یتعلم طفلي مھارات القیادة واالتصال.   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

The international school atmosphere is better than local/national 
schools. 
 الجو المدرسي الدولي أفضل من المدارس المحلیة / الوطنیة.

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

I want my child to learn global citizenship أرید أن یتعلم طفلي  .
  المواطنة العالمیة.

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 
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Section B: Teaching Content in International Schools  
Please indicate with a cross (x) whether you agree or disagree with the following statements 

التالیة العبارات على توافق ال أو توافق كنت إذا(+)   مع االشاره یرجى  

	
Please add any additional comments regarding what content should be taught in international schools.  أي إضافة یرجى 

الدولیة المدارس في تدریسھ ینبغي الذي المحتوى بشأن إضافیة تعلیقات  
 
  

International education should: 
یجب على التعلیم الدولي:   

Strongly 
Disagree 
اعارض 

 بشده 

Disagree 
 اعارض 

Neutral  
محاید   

Agree 
 اوافق

Strongly 
Agree 
 اوافق بشده

Teach ONLY content that will be on the final exam 
تعلیم فقط المحتوى الذي سیكون في االختبار النھائي   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Use creative hands-on projects to assess my child’s learning 
استخدام المشروعات العملیة اإلبداعیة لتقییم تعلم طفلي   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Use only tests to assess my child’s learning 
استخدام االمتحانات فقط لتقییم تعلم طفلي   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Support students in gaining high grades and test scores 
دعم الطالب في الحصول على درجات عالیة ودرجات االمتحانات   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Foster artistic creativity 
تعزیز اإلبداع الفني    

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Be LESS test centered 
كون أقل تركیزا على االختبارت  

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Develop 21st century technology skills 
تطویر مھارات تقنیة القرن الحادي والعشرین   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Introduce multiple diverse narratives to students 
تقدبم العدید من القصص المتنوعة للطالب   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child the importance of environmental sustainability 
تعلیم طفلي أھمیة االستدامة البیئیة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child modern math, science, and technology skills 
تعلیم طفلي مھارات الریاضیات والعلوم والتكنولوجیا الحدیثة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child international history and world literature 
تعلیم طفلي التاریخ الدولي واألدب العالمي   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child about current events and global politics 
تعلیم طفلي حول األحداث الجاریة والسیاسة العالمیة    

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child to take care of their natural environment 
تعلیم طفلي أن یھتم ببیئتھ الطبیعیة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach students about human rights (i.e. gender equality, religious freedom 
etc.) 

تدریس الطالب حول حقوق اإلنسان (أي المساواة بین الجنسین ، الحریة الدینیة ، إلخ.)   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child local history and customs 
تعلیم طفلي التاریخ والعادات المحلیة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child good communication skills 
 تعلیم طفلي مھارات التواصل الجید

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child the importance of art, drama, and music 
تعلیم طفلي أھمیة الفن والدراما والموسیقى   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child business and economics 
تعلیم طفلي األعمال واالقتصاد   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child English fluency 
تعلیم طفلي طالقة اللغة اإلنجلیزیة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child Arabic fluency 
تعلیم طفلي طالقة اللغة العربیھ   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child another language in addition to English or Arabic 
 تعلیم طفلي لغھ اخرى باالضافھ الى العریبھ و االنجلیزیھ

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 
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Section C: Teaching Values and Behavior in International Schools  
Please indicate with a cross (x) whether you agree or disagree with the following statements    

التالیھ العبارات على توافق ال أو توافق كنت إذا(+)   مع االشاره یرجى   
 

 
Please add any additional comments regarding teaching values and behavior in international schools.  أي إضافة یرجى 

الدولیة المدارس في والسلوك القیم تدریس بخصوص إضافیة تعلیقات  
 
 
 
 

International education should: 
 التعلیم العالمي یجب ان یحرص على:

Strongly 
Disagree 

بشدهاعارض   

Disagree 
 اعارض 

Neutral 
  محاید

Agree 
 اوافق

Strongly Agree 
 اوافق بشده 

Develop my child’s character 
شخصیھ الطفليتطویر   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Develop my child’s sense of morality and ethics 
 تنمیھ احساس طفلي باالخالق

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child discipline and good behavior 
 تعلیم طفلي االدب و حسن السلوك

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Foster international mindedness 
 تعزیز الفكر الدولي

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Develop national identity 
 تطویر الھویھ الوطنیھ

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Develop a global identity 
 تطویرھویھ عالمیھ

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Provide male and female students with the same 
academic opportunities 

تزوید الطالب والطالبات بنفس الفرص األكادیمیة    

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Encourage students to speak their mind 
تشجیع الطالب على التعبیر عن آرائھم   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Encourage students to ask questions 
تشجیع الطالب على طرح األسئلة     

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Encourage students to find creative solutions to 
global problems 

تشجیع  الطالب على إیجاد حلول مبتكرة للمشاكل العالمیة     

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Develop my child’s curiosity 
 تطویر فضول طفلي

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child to be truthful and fair 
 تعلیم طفلي أن یكون صادقًا وعادًال 

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Develop academic honesty in my child 
 تطویر األمانة األكادیمیة في طفلي

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Encourage compassion and empathy for all human 
beings 
 التشجیع على التعاطف مع جمیع البشر

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Encourage students to be tolerant of all people, 
religions, and classes 

جیع الطالب على أن یكونوا متسامحین مع كل الناس واألدیان تش 
 والطبقات

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Ask students to give back to their community (i.e. 
volunteering, fundraising, and helping those less 
fortunate than them) 

الطلب من الطالب أن یعیدوا إلى مجتمعھم (أي التطوع ، وجمع  
 التبرعات ، ومساعدة من ھم أقل حظًا منھم)

      1     
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Teach my child non-violent conflict resolution 
skills 

تعلیم مھارات حل النزاعات غیر العنیفة لطفلي    

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Ask students to reflect on local, national, and 
international politics 
 الطلب من الطالب التفكیر في السیاسة المحلیة والوطنیة والدولیة

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 
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Section D: Purpose of International Education  
Please indicate with a cross (x) whether you agree or disagree with the following statements    

التالیة العبارات على توافق ال أو توافق كنت إذا(+)   مع االشاره یرجى  

 
Please add any additional comments regarding the purpose of international education 
 یرجى إضافة أي تعلیقات إضافیة بشأن الغرض من التعلیم الدولي
 
 
 
 
 
 

Thank you for taking the time to complete this survey. Your responses are highly valued. 
إكمال ھذا االستبیان. ردودكم عالیة القیمة.نشكرك على الوقت الذي قضیتھ في   

 
Please indicate if you would be willing to be interviewed to explain your responses in more detail by checking one 
of the boxes below. 

التفصیل عن طریق تحدید أحد المربعات أدناهیرجى اإلشارة إلى إذا كنت ترغب في إجراء مقابلة لك لتوضیح إجاباتك بمزید من  . 

☐ Yes, I would sit for an interview. 
 نعم, سوف اجلس لمقابلھ.     

☐ Maybe, I am not sure. 
 ربما لست متأكًدا.       

 ☐ No thank you. 
 ال، شكرا.      

The purpose of international education is to:  
الغرض من التعلیم الدولي ھو:   

Strongly 
Disagree 
 اعارض بشده

Disagree 
 اعارض

Neutral  
 محاید

Agree 
 اوافق

Strongly Agree 
 اوافق بشده

Provide my child with skills and tools they will need 
for future employment 

تقدیم المھارات واألدوات التي یحتاجھا طفلي للعمل في المستقبل   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Help my child get a good job 
 مساعده طفلي في الحصول على وظیفة جیدة

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Assist my child in gaining admission into university 
مساعدة طفلي في الحصول على القبول في الجامعة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Prepare my child for higher education 
 اعداد طفلي للتعلیم العالي

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Prepare my child for vocational education 
 اعداد طفلي للتعلیم المھني

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Prepare my child for happiness 
تجھیز طفلي من أجل السعادة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Prepare my child for leadership positions 
 تجھیز طفلي للمناصب القیادیة

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Prepare my child to interact with people from 
different countries and backgrounds 

تحضیر طفلي للتفاعل مع أشخاص من بلدان وخلفیات مختلفة    

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Prepare my child to make the world a better place 
 تحضیر طفلي لجعل العالم مكانًا أفضل

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Foster national pride and a strong sense of Jordanian 
culture 

تعزیز الفخر الوطني وإحساس قوي بالثقافة األردنیة   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Strengthen connections to the international 
community 
 تعزیز الروابط مع المجتمع الدولي

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 

Strengthen economic development in my community 
تعزیز التنمیة االقتصادیة في مجتمعي   

1 
___ 

2 
___ 

3 
___ 

4 
___ 

5 
___ 
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APPENDIX II 
 
Problem Centered Interview Guide 
 
1. How would you define international education? 
 
2. Why didn’t you send your child to a national (public) school? 
 
3. What should international education be teaching your child? 

1. Should the school be teaching your child how to behave? 
 If so, what behaviors should be taught? 
2. Should the school be teaching your child morals and values? 
 If so, what morals and values should be taught? 

 
4. How do you support your child in their education? 
 1. Do you feel you have the adequate skills to help your child with their education? 

2. Do you feel as if you fully understand what/how your child is learning at school? 
 
5. Do you think there are differences between the school space and home space? If so 
what are these differences? 
 
Survey Specific Questions  
 
Choice (English is highest ranked 4.62) 
What does international mindedness mean to you? (3rd highest ranked 4.47) 
Why are leadership skills important? (2nd highest ranked 4.61) 
 
Content 
How should schools monitor and evaluate student progress? (testing and grades ranked 
lowest, I need to explore this) 

1. Are grades and test scores important? If so, how important? Why are they important? 
 
What skills do international school students learn that national (public) school students do 
not? (Again English is highest ranked 4.80) 

1. If not already addressed, ask parent what skills and concepts they believe are 
important to international education. 

Values 
Do you think international education has an impact on developing your child’s identity? 
How? 
 
Purpose 
How does international education prepare your child for their future? 
  
	
	



	 115 

APPENDIX	IIIa	(English)	
 
Kelsey Richardson 
University of Oslo  
Comparative International Education Department 
Blindern Campus Oslo, Norway 0864 
kelseybr@student.uv.uio.no 

  
Are you interested in taking part in this research project? 

WHAT IS INTERNATIONAL EDUCATION FOR? Exploring The Perspectives Of Jordanian 
Host-Country Parents Who Send Their Children To International Schools: A case study of Aqaba 

International School in Aqaba, Jordan 
 

This is an inquiry about participation in a research project where the main purpose is 
to examine Jordanian parents and how they conceptualize and understand international 
education. This study aims to explore why Jordanian parents send their children to 
international schools and what Jordanian parents deem most important to their child’s 
international education. Ultimately, this research seeks to better understand the needs, wants 
and interests of host-county parents whom choose to engage in the international education 
system here in Jordan. In this letter we will give you information about the purpose of 
the project and what your participation will involve. 
 
Purpose of Project 
This research project is part of a yearlong master’s thesis paper conducted through the 
University of Oslo’s Comparative International Education program. The aim of this research 
it so ask Jordanian parents of children who attend international educational institutions to 
describe their experience and interest in international schooling. The following are the main 
lines of inquiry for this project. 
 
1. What factors influence Jordanian parents who choose to send their children to 
international schools? 
2. What educational characteristics do Jordanian parents understand to be most important in 
international education? 
3. How do Jordanian parents interact with international educational institutions? 
 
The data collected in this research will be used solely for the purpose of this research project. 
 
Who is responsible for this research project?  
University of Oslo is the institution responsible for the project. The proposed date of 
completion is June 2019 
 
Why are you being asked to participate? 
All Aqaba International School parents, who identify as Jordanians, have been asked to 
voluntarily participate in this research project. You specifically are being asked to participate 
in this because you identify as a Jordanian parent who has one or more children currently in 
attendance at Aqaba International School. 
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What does participation involve for you? 
Your participation will require you to fill out a paper-based survey questionnaire. This survey 
will require approximately 20 minutes of your time and will collect demographic information 
such as nationality of parents, gender of the parent filling out the survey, and the grade level 
of you child(ren) attending the school in the first section. In the subsequent sections, you 
will be asked to state your opinions in response to questions regarding international 
education. Your answers will be recorded on paper.  
 
There will be an opportunity at the end of this survey to convey your interest in participating 
in a more in depth interview. Your participation in the paper-based survey DOES NOT 
require you to participate in the interview portion of this project. 
 
If you choose to participate in the interview portion of this research you will sign 
another consent form when you and the interviewer sit down together. The interview 
will take approximately 45 minutes and will be recorded on a voice -recording device. You 
will be asked to elaborate on and provide your thoughts regarding the findings of the survey 
regarding international education.   
 
Participation is voluntary 
We will only use your personal data for the purpose(s) specified in this information letter. 
We will process your personal data confidentially and in accordance with data protection 
legislation (the General Data Protection Regulation and Personal Data Act).  

• In connection with this project, the only entities who will have access to this data are 
the student researcher (myself), the thesis advisor for this project, and University of 
Oslo. 

• Once data is collected it will be anonymised so that data that cannot be directly 
linked to individual participants i.e. participants names will be replaced with codes.  

• The private recording device will only be used for transcription purposes and then 
the data will be transferred to the University of Oslo data server. Survey data and 
interview transcriptions will be processed in Oslo, Norway at the University of Oslo. 

 
Participants will not be recognizable in publication. While the Aqaba International School 
will be named as the participating institution in this project, no individualize will be 
identifiable. 
 
What will happen to your personal data at the end of the research project? 
The project is scheduled for completion in 2019. Upon completion of this project your 
anonymised personal data will be stored at University of Oslo. This will include anonymised 
interview transcripts and digital recordings.  
 
Your rights  
So long as you can be identified in the collected data, you have the right to: 

- access the personal data that is being processed about you  
- request that your personal data is deleted 
- request that incorrect personal data about you is corrected/rectified 
- receive a copy of your personal data (data portability), and 
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- send a complaint to the Data Protection Officer or The Norwegian Data Protection 
Authority regarding the processing of your personal data 
 

What gives us the right to process your personal data?  
We will process your personal data based on your consent.  
 
Based on an agreement with University of Oslo, NSD – The Norwegian Centre for Research 
Data AS has assessed that the processing of personal data in this project is in accordance 
with data protection legislation.  
	
Where can I find out more? 
If you have questions about the project, or want to exercise your rights, contact:  

• Kelsey Richardson (project researcher) via kelseybr@student.uv.uio.no 
• University of Oslo via Fengshu Liu (Project contact person) at fengshu.liu@iped.uio.no  
• University of Oslo Data Protection Officer: Maren Magnus Voll at 

personvernombud@uio.no. 
• NSD – The Norwegian Centre for Research Data AS, by email: 

(personverntjenester@nsd.no) or by telephone: +47 55 58 21 17. 
 
Sincerely, 
Kelsey Richardson 
	
	
------------------------------------------------------------------------------------------------------------	
Survey Consent Form  
I have received and understood information about the project WHAT IS 
INTERNATIONAL EDUCATION FOR? Exploring The Perspectives Of Jordanian Host-Country 
Parents Who Send Their Children To International Schools: A case study of Aqaba International School in 
Aqaba, Jordan and have been given the opportunity to ask questions. I give consent:  
 

¨ to participate in a paper-based survey 
 

 
I give consent for my personal data to be processed until the end date of the project, approx. 
June 2019 
 
 
---------------------------------------------------------------------------------------------------------------- 
(Signed by participant, date) 
 
 
 

Your time and participation are very much appreciated. If for any reason you wish to 
withdraw consent, please email Kelsey Richardson at kelseybr@student.uv.uio.no 
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------------------------------------------------------------------------------------------------------------	
Interview Consent Form  
I have received and understood information about the project WHAT IS 
INTERNATIONAL EDUCATION FOR? Exploring The Perspectives Of Jordanian Host-Country 
Parents Who Send Their Children To International Schools: A case study of Aqaba International School in 
Aqaba, Jordan and have been given the opportunity to ask questions. I give consent:  
 

¨ to participate in an in person interview  
 
 
I give consent for my personal data to be processed until the end date of the project, approx. 
[insert date]  
 
 
---------------------------------------------------------------------------------------------------------------- 
(Signed by participant, date) 
 

Your time and participation are very much appreciated. If for any reason you wish to 
withdraw consent, please email Kelsey Richardson at kelseybr@student.uv.uio.no 

 

  



	 119 

APPENDIX	IIIb	(Arabic)	

 
 

 
 كلسي ریتشاردسون
University of Oslo  
Comparative International Education Department 
Blindern Campus Oslo, Norway 0864 
kelseybr@student.uv.uio.no 

  
  

في األردن ةعقبة الدولیال: دراسة حالة مدرسة HOST-COUNTRY لتعلیم الدوليلباء اآلینظر  عن كیف الفحص  
 
  

الھدف الرئیسي لھ ھو فحص اآلباء األردنیین وكیف یتصورون التعلیم الدولي وبحث الاستفسار یخص المشاركة في مشروع  وھذا ھو
ماذا یعتبرونھ من أھم المكونات للماذا یرسل األباء األردنیون أوالدھم إلى مدارس دولیة و معرفةالدراسة  هھذمن قصد الویفھمونھ. و

ً بالنسبة للتعلیم الدولي ألوال  host countryواالھتمامات لآلباء ال توضیح فھم االحتیاجات والمتطلبات دھم. ویطلب ھذا البحث جوھریا
تكّون م تعلیمات تخص غرض المشروع وكیف الذین یختارون المشاركة في نظام التعلیم الدولي ھنا في األردن. وفي ھذه الرسالة سنعطیك

مشاركتك.  
 
  

غرض المشروع  
ھدف ھذا یالمقارن في جامعة أوسلو. و ليیتم تنفیذه عبر برنامج التعلیم الدو عاممدة لثي ھو جزء من رسالة ماجستیر ھذا المشروع البح

دولیة أن یصفوا تجربتھم واھتمامھم في التعلیم الدولي. ب من اآلباء األردنیین والذین لدیھم أوالد ملتحقین في مؤسسات تعلیمیة البحث الطل
الرئیسیة للمشروع ھي كالتالي:وخطوط التحقیق   

 
  

عوامل المؤثرة على اآلباء األردنیین الذین یختارون إرسال أوالدھم إلى المدارس الدولیة؟. ما ھي ال1  
یعتبرھا اآلباء األردنیون أكثر أھمیةً في التعلیم الدولي؟ التي . ما ھي الممیزات التعلیمیة2  
المؤسسات التعلیمیة الدولیة؟. كیف یتفاعل اآلباء األردنیون مع 3  

 
وسوف تستعمل بیانات المجموعة في ھذا البحث فقط ألجل غرض ھذا المشروع البحثي.   

 
من مسؤول عن ھذا المشروع البحثي؟  

.2019/  6جامعة أوسلو ھي المؤسسة المسؤولة عن المشروع. والتاریخ المقترح لإلكمال المشروع ھو   
 
  

لماذا یطلب منك المشاركة؟  
عقبة الدولیة ویعتبرون أنفسھم كأردنیین. وأنت باألخص قد تم طلب الالمشاركة في ھذا المشروع البحثي من كل آباء طلبة مدرسة  ستطلب

عقبة الدولیة.ال) ملتحق حالیاً في مدرسة و أكثرأم أردني/ة لك ولد (أ كأب أومشاركتك في ھذا المشروع   
 
 

؟ةمشاركالتشمل  ذاما  
دقیقة تقریباً من وقتك ویجمع معلومات دیموغرافیة  20ي. ویطلب ھذا االستطالع استطالع استفساري ورقي إكمال مشاركتك ف تتمحور

(أو أوالدك) الملتحق بالمدرسة، وذلك في الجزء األول. وفي الجزء الثاني  لطالب/ةوالمستوى الصفي ل ھوجنس معبئ البیاناتمنھا جنسیة 
سئلة تخص التعلیم الدولي. وسوف تسجل أجوبتك على الورقة.ك لالستجابة ألئیطلب االستطالع أرا  

 
 ال تجبركمشاركتك في االستطالع الورقي علماً أن المشاركة في مقابلة أعمق. رغبتك في  حدیدوتوجد فرصة في نھایة االستطالع لت

بالمشاركة في جزء المقابلة للمشروع.  
 
 

دقیقة  45تحتاج علماً أن المقابلة موافقة آخر وقت المقابلة. نموذج طلب توقیعك على  سیتمإن اخترت المشاركة في جزء المقابلة للبحث 
أفكارك فیما یخص نتائج االستطالع عن ل. وسوف یطلب منك التوضیح والتوسع بتقریباً وسوف یتم تسجیلھا عن طریق جھاز التسجی

التعلیم الدولي.  
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طوعیةالمشاركة ھي   

شریعات حمایة تالغرض المحدد في ھذه الرسالة. سوف نعالج بیاناتك الشخصیة بشكل سري ووفقاً ل بھدفلن نستخدم بیاناتك الشخصیة إّال 
).البیانات الشخصیةقانون و تنظیم حمایة البیانات العامالبیانات (  
• الباحث (أنا)، ومستشار الرسالة لھذا المشروع، ، لن یستطیع الحصول إلى ھذه البیانات إّال الطالب فیما یتعلق بھذا المشروع 

وجامعة أوسلو.  
•   حین تجمع البیانات سوف یتم إخفاء الھویة لنؤكد أّن البیانات ال یمكن ربطھا بشكل مباشر بالمشاركین الفردیین، أي سوف 

.برموز وشیفراتتستبدل اسماء المشاركین   
 

 ولیسالمؤسسة المشاركة في ھذا المشروع، ة عقبة الدولیالأّن سیتم تسمیة مدرسة البحث المنشور. مع المشاركین في بتعریف ال لن یتم
.األفراد  

 
ماذا سیحدث لبیاناتك الشخصیة عند نھایة المشروع البحثي؟  

نسخة نص المقابلة  تشملسیتم تخزین بیاناتك الشخصیة في جامعة أوسلو،  عندئذ، 6/2019قد تم تحدید التاریخ النھائي للمشروع في 
رقمیة.مجھولة االسم والتسجیالت ال  

 
خقوقك:  

وطالما یمكن تعریفك في البیانات المجموعة فلك الحقوق كما یلي:  
- البیانات الشخصیة التي تم معالجتھا عنك إلىالوصول    
- طلب إلغاء بیاناتك الشخصیة   
- طلب تعدیل/تصلیح بیانات شخصیة غیر صحیحة   
- الشخصیة (تنقل البیانات)استقبال نسخة بیاناتك    
- بخصوص معالجة بیاناتك الشخصیة. ھیئة حمایة البیانات النرویجیة ضابط حمایة البیانات أوإرسال شكوى إلى    

 
 

ماذا یعطینا حق معالجة بیاناتك الشخصیة؟  
سنعالج بیاناتك الشخصیة بموافقتك.  

 
قد تم القرار بأن معالجة البیانات   NSD – The Norwegian Centre for Research Data ASحسب اتفاقیة مع جامعة أوسلو 

الشخصیة ضمن ھذا المشروع ھي وفق قوانین حمایة البیانات.  
 

كیف استطیع أن اعرف أكثر؟  
ممارسة حقوقك، الرجاء التواصل مع:اسئلة بخصوص المشروع أو إن أردت  كان لدیكإن   

(باحثة المشروع)كلسي ریتشاردسون  -  
جامعة أوسلو (باسم فانج شو لو) (الشخص الذي یمكن االتصال بھ بخصوص ھذا المشروع) -  
ضابط حمایة البیانات  - جامعة أوسلو –  
- NSD –  المركز التروجي لبیانات البحثAS () عبر االیمیل () أم الھاتف  

Where can I find out more? 
If you have questions about the project, or want to exercise your rights, contact:  

- Kelsey Richardson (project researcher) via kelseybr@student.uv.uio.no 
- University of Oslo via Fengshu Liu (Project contact person) at fengshu.liu@iped.uio.no  
- University of Oslo Data Protection Officer: Maren Magnus Voll at personvernombud@uio.no. 
- NSD – The Norwegian Centre for Research Data AS, by email: (personverntjenester@nsd.no) or by 

telephone: +47 55 58 21 17. 
 
 
 

 مع جزیل الشكر،

 كلسي ریتشردسون
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--------------------------------------------------------------------------------------------------------------------- 

اسمتارة موافقة على المشاركة في االستطالع  
 

التعلیم یتصورون باء اآل HOST-COUNTRY عن كیف الفحصلقد تسلمت وفھمت المعلومات التي تخص المشروع باسم (
) وقد أتیحت لي الفرصة لطرح االسئلة. أنا اوافق على:الدولي: دراسة حالة مدرسة العقبة الدولیة في العقبة في األردن  

 
 المشاركة في االستطالع الورقي ¨
 

 
ً  6/2019 وھو المشروع نھایة تاریخ لعند الشخصیة بیاناتي معالجة على أوافق .تقریبا  

 
 
---------------------------------------------------------------------------------------------------------------- 
  

)والتاریخ المشارك، بقلم موقع(  
 

 
 

نقدر وقتك ومشاركتك، وفي حال الرغبة بسحب الموافقة الرجاء التواصل مع كلسي ریتشردسون عبر العنوان االلكتروني 
)kelseybr@student.uv.uio.no.(  

	


