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Abstract
The purpose of this study was to understand the motivational and demotivational
tendencies influencing the teaching profession at an all-boys elementary school in Saudi
Arabia. This study took place in a school located within the city of Nadra, in the
southern rural area of Saudi Arabia. I used qualitative methodology as the chosen
research paradigm, and I employed case study as the research design. There were three
modes of data collection: semi-structured individual interviews (x14), focus group
interviews (x2), and observation (two days in the school). In sum, 13 participants
partook in 16 interviews. I observed two different classes for two days. For the data
analysis process, I transcribed each interview first into Arabic and then into English. All
observational data were written in Arabic, which, I translated into English. Data were
organized into themes and subthemes that answered the research questions. With regard
to findings, according to the participant, the intrinsic motivation factors of teaching were
associated: one’s personal religious belief, the existence of collegial relationships, and
personal fulfillment of self and from student achievements. The extrinsic motivation
factors among participants were praise and recognition from outside sources, the salary/
awards, and proximity to families. There were many demotivation factors in Hijrah
School (all names are pseudonyms) such as pressure from a centralized education system,
the need for more resources in the school, the lack of extracurricular activities, travel, and
commuting issues, and lack of health insurance. With regard to professional
development, the repetitive training programs, the inappropriate timing of programs, and
unqualified trainers delivering these programs were strong demotivation factors for Saudi
teachers. Self-determination theory was used to analyze the findings, and helped to
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explain teacher competence, collegial relationships, and autonomy. For example, the
teachers felt pressured from the centralized ministry; these pressures took away their
autonomy.
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CHAPTER 1: INTRODUCTION
The country of Saudi Arabia has unique historical, geographical, and financial
features that impact its provision of public education. I start by introducing these factors
and explaining how such demographics influence this thesis.
Throughout the past 100 years, development and modernization have been
priorities within the Saudi Arabian government (Saudi Arabia, 2015). When King
Abdulaziz finalized the unification of the Arabian Peninsula in 1932, he had a desire to
build a positive relationship with developed countries. In 1940, the United States
officially sent its first diplomat to Saudi Arabia, an act that laid the foundation for an
alliance between the two countries (Pollack, 2002). In the years that followed, there have
been mutual benefits and respectful relations between the United States and Saudi
Arabia. One example of this strong international relationship is Aramco, an ArabianAmerican Oil Company established in 1938 in an Eastern area of Saudi Arabia (Pollack,
2002). Saudi Arabia has developed businesses and additional collaborative efforts with
other North American and European countries. For example, Bhuian (1997) explained
that there is a market relationship between Saudi Arabia and European countries such as
Germany and France. Over the past several decades, Saudi Arabia has made vast
advances in fields such as international and economic relationships. Since its foundation
in 1932, the Kingdom of Saudi Arabia has been ruled by the Al Saud family. At an
international level, the country wields significant political and economic influence
predominantly because it has large oil reserves (Blanchard, 2014). Looking at the
economy, Saudi Arabia is the most prominent oil exporter in the world and an essential
member of the Organization of Petroleum Exporting Countries (OPEC) (Lee, 2015).
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Furthermore, the country produces a third of the world’s oil; therein, it has a certain
amount of control on global oil prices (Hamilton, 2008). Saudi Arabia is renowned
around the world for its mass production of oil, which enables its economy to remain
stable. Also, the expansive oil business promotes financial interactions with many
foreign companies, which means that Saudi Arabia employs a large number of
multicultural workers of various nationalities.
Another factor that contributes to Saudi Arabia’s political power is its location—it
is in the center of the Arabian states. The country’s land area spans 2,149,690 square km
(830,000 sq. miles), which makes it the largest of the Arabian countries. It has a
population of approximately 27,000,000 (Gillis, Belanger, & Rich, 2014). Marked with
its expansive geography, rapid economic development, and increasing population, Saudi
Arabia is an influential country in the global context.
Moreover, not only is Saudi Arabia a significant presence in the global economy
and the Arab world, it also is a dominant influence in the Islamic world. According to
Gillis et al. (2014), Saudi Arabia has the two holiest Islamic cities, Mecca and Medina,
which have the two oldest and largest mosques in the Arab world. More than two million
people from countries all over the world visit the holy city of Mecca each year as a rite of
passage within the Islamic religion. This journey is called the Hajj Islamic Pilgrimage
(Bianchi, 2004). In reviewing this information, Saudi Arabia’s location, strong economy,
evolving international relationships, and significance as the birthplace of the Islamic
religion are noteworthy factors contributing to its role as an influential country.
During the 19th century, agriculture was the most important feature of Saudi
culture, but the intensive hot weather (e.g., 120° Fahrenheit /49° Celsius) and the lack of
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water resources negatively affected the agriculture sector (Mann, 2015). Currently, the
Saudi government does not focus on agriculture; instead, its main interest is improving its
education system, especially as the Arabian Peninsula has low literacy rates. Within
Saudi Arabia, education is a fundamental aspect in generating democratic citizens and an
avenue for promoting a populace that lives with and accepts different cultures (Pana,
2015).
As well, improving the education system is a fundamental way to support
economic resources in addition to the oil industry. Thus, in 1953, the King’s son, Saud
bin Abdulaziz, created the position of a Saudi Education Minister. The Saudi Ministry of
Education plays a significant role in the development of new schools across Saudi
Arabia.
For example, the south of Saudi Arabia historically did not have a local university, but, at
present day, in part, due to aid from the Saudi Education Minister, two universities have
been opened. In the early development of Saudi education in 1957, the first Saudi
University was established (Determann, 2014). According to the Saudi Minister of
Education (n.d.), there are now 25 public universities offering programs in diverse the
educational fields. States News Service (2014) indicted that from 1972 to 2014 the Saudi
Arabian literacy rates have improved from 7% to 68%.
The Saudi royal family believes that establishing additional economic resources
will be catalyzed by reforms to the education system (Krieger, 2007). One of these
educational reforms included sending young Saudi adults to study abroad. In 2005, King
Abdullah established the King Abdullah Scholarship Program. This program enables
young Saudis to pursue further education in academic universities around the world and
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obtain undergraduate and graduate degrees within any educational fields. As a part of
this scholarship, the Saudi government covers tuition for students to study abroad in their
countries of choice such as Canada, the United States, England, Australia, Ireland, Japan,
and China. According to the Saudi Ministry of Education News (2014), there are about
150,000 Saudi students studying abroad. When Saudi students return to home, they bring
modern ideas of education, which, in turn, supports the progress of the Saudi society and
culture.
Description of Saudi Schools
National efforts to further strengthen the country involve allocating resources to
support continual education improvement. According to Yusuf (2014), the Saudi
government spent 25% of the total budget on the education sector, which is equivalent to
$56 billion (US). It is important to note that the Saudi population is rapidly growing.
Recent statistics have shown that Saudi Arabia is growing at a rate of about 3.2% per
year (Aljughaiman & Grigorenko, 2013). With the increase in population, more attention
and energy needs to be devoted to education.
The Islamic religion heavily influences the education system, because the Islamic
law is the basic law of government (Baki, 2004). Arabic is the official language of Saudi
Arabia, and English is the second official language. Seventy years ago, there were only
12 schools with 700 students, all of whom were male (Alamri, 2011). In the past, Saudi
culture played a significant role in the education system, which meant people did not
accept the idea of women obtaining a formal education. Baki (2004) explained that until
the mid-19th century, traditional Saudi culture viewed women only as nurturing mothers
and housewives. As a result, there were no female schools until 1960, when the Saudi
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government built the first school for girls in the capital city of Riyadh (Alamri, 2011).
Nowadays, education policies in Saudi Arabia are different. With regard to attending
school, there are equal opportunities for girls and boys. Also, the Saudi government and
Saudi Cultural Bureau offices around the world help to ensure access to education for
marginalized Saudi women and to ensure that women have the option to study abroad.
The Saudi education system has improved in terms of broadening society’s views on
equal gender opportunities within its education policies.
In Saudi Arabian public schools, children are enrolled in Kindergarten at the age
of 5, and boys and girls study together. All Kindergarten teachers are female. After
Kindergarten, students are separated into male and female schools, and students
experience three stages of public school. From 6–12 years of age, students attend
elementary school. Between 12–15 years of age, they attend intermediate school, and,
from age 15–18, students study in high school (Aljughaiman & Grigorenko, 2013).
Across all levels, the school year consists of two semesters, each lasting about four
months. Students in Grades 1–4 leave school around 1:00 pm, while other grades finish
the school day at 2:15 pm. After Grade 5, students spend seven hours in school. From
Grades 5 and up, every day, there are approximately seven 45-minute classes. The
school week begins on Sunday and ends on Thursday. The weekend in Saudi is Friday
and Saturday.
There are additional unique features to Saudi’s educational realm. The Saudi
curriculum includes the subject areas of “Arabic, art education, English, geography,
history, home economics (for girls), mathematics, physical education (for boys), religious
studies and science” (Sedgwick, 2001, p. 2). Regardless of their country of origin, public
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education is free for all students. Also, in public schools, the government offers free
textbooks and health services to all students (Aljughaiman & Grigorenko, 2013). The
methods of testing and assessment have been updated in the Saudi education system. I
attended school from 1988 to 2001. In my generation, there was an annual standardized
test scheduled during Grades 4 to 12. However, for the past 10 years, there has been no
final or midterm test for elementary school students. Elementary teachers assess their
students during their classroom activities and formal student assignments throughout the
school year. In 2005, the Saudi government integrated students who have learning
disabilities or differences into regular public schools (Al-Ahmadi, 2008).
In many ways, teaching details in Saudi Arabia are different as compared to North
American’s system. Teacher preparation in Saudi Arabia had developed throughout the
years. For example, Alghamdi (2012) explained that in 1976, the Saudi government
decided to build educational institutions, called, Teachers Colleges, around the
country. To become a teacher, the educational requirements for Saudi teachers were
three and a half years of study within Teachers College and half a year in teaching
practice at a public school. During the first three and a half years, a student had the
option to choose a specialty between Arabic, English, Science, and Mathematics at
primary schools. However, Alghamdi mentioned that in 2005, the Saudi government
changed the educational requirements in Teachers Colleges. The government intertwined
universities and colleges to help the student gain more academic education and practical
experience. As such, students have to enroll in colleges for the duration of four years
without teaching practice to gain Bachelor’s degree, plus another year is considered as a
pre-service to prepare for teaching in primary schools. In terms of the teaching model in
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Saudi universities, they use a sequential system, which represents a series of courses that
a student has to enroll in before he/she is fully qualified to be a trained teacher
(Alghamdi, 2012). From Grade 1 to 12, Saudi teachers instruct specific subjects and do
not have their own classroom of students. Teachers work from 16 to 24 hours
weekly. When university graduates get teaching jobs in Saudi public schools, they are
immediately granted tenure. There are no term contracts for Saudi teachers. Once hired,
they have total job security and good salaries. Due to the security of these positions,
teachers may be less motivated to engage in optional professional development that might
strengthen their teaching skills. This degree of security may impact motivation for
increasing valuable professional aptitudes.
With Saudi Arabia, teacher job security and high pay may have an effect on
education system. These factors may negatively impact teachers’ ambitions to continue
to develop their teaching skills. Some teachers who have worked in Saudi public schools
recognize the need to foster and promote motivation in terms of improving teachers
pedagogy. For example, Cameron (2011), a former teacher in the Saudi system, pointed
out the lack of critical thinking skills among some Saudi students in the classroom.
Consequently, Saudi teachers need to support personal growth and professional
development to engage students in various critical thinking activities. Cameron
explained that the Saudi education system still uses the Asian method of teaching, which
involves mainly memorization and recitation of information and facts. For the most part,
the Saudi education system does not promote cooperative or group learning opportunities
for students. Perhaps, one of the reasons for maintaining traditional ways of teaching is
because teachers are uncomfortable or unable to take risks and discover new teaching
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methods. Also, Saudi teachers have minimal rates of autonomy due to a centralized
educational system (Alzaidi, 2008). In turn, a systematic factor that may demotivate
Saudi teachers might be the centralized education system, which may yield a lack of
autonomy and intrinsic motivation for betterment of the professional self. Therefore, as
the Saudi government invests billions to improve their education system, they may need
to consider promoting more opportunities for teachers to engage in professional
development.
Research Purpose and Research Questions
The purpose of this research is to describe the factors that motivate and demotivate elementary teachers in an all-boys school located in Saudi Arabia. This purpose
is based on the belief that in the 21st century, Saudi Arabia needs professional educators
to prepare a well-educated, democratically focused generation. High quality Saudi
teachers predestine students to become resilient and develop the ability to think critically
and creatively, a highly valuable skill needed in the midst of conflict in neighboring
countries in the Middle East. In line with the purpose of this study, the following
research questions were explored:
1. What intrinsic and extrinsic factors motivate teachers to teach well?
2. What aspects of the teaching profession demotivate teachers?
3. In what ways, if any, does professional development influence teachers?
Definitions Associated with Motivation
Motivation plays a significant role in improving individual skills among
teachers. Motivation refers to a tacit and reward-driven energy that pushes individuals to
achieve personal and professional goals, resulting in continuous professional
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improvement (Yaman, Dündar, & Ayvaz, 2015). Students and teachers need to be
motivated in order to create a positive educational environment, which enhances their
academic and professional outcomes. Specifically, this study focused on Saudi Arabian
teachers’ motivation to improve their own skills. Within Western research, there are
many studies about academic motivation, which show that teacher motivation is
positively correlated with student performance and academic engagement (Maulana, &
Opdenakker, 2014); however, similar research is lacking in Saudi Arabia.
Two types of motivation are intrinsic and extrinsic, each of which has important
implications in the development of teacher skills and knowledge (Ryan & Deci, 2000).
Intrinsic motivation involves an internal desire that causes individuals to feel interested in
doing something, while extrinsic motivation refers to the external factors, such as
tangible or verbal rewards that encourage individuals to do something (Gagné & Deci,
2005). An example of intrinsic motivation is when a child personally wants to go to
school for the enjoyment of playing and learning. An example of extrinsic motivation is
a university student choosing a major not based on personal interests but, rather, based on
which program is associated with a high paying job. This study examined each of these
motivational factors within the classroom setting and explored the impact they had on the
teacher experience in Saudi Arabia.
Overview of the Study
This study took place in a school located within a village near the city of Nadra1,
in the province of Asir. To maintain anonymity of the school, I provide the approximate
numbers of schools in the province of Asir. In Asir, there are about 400 to 500 boys’
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   All names of people and places directly associated with details of the research are pseudonyms.	
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schools, 500 to 600 girls’ schools, and 4,000 to 5,000 teachers. In total, there are about
35,000 to 45,000 Saudi students and 1,000 to 2,000 non-Saudi students. Nadra city is
located south of Riyadh, the capital city of Saudi Arabia. The area in which made city is
located is supported largely by an agricultural economy.
To conduct this research, I traveled from Canada to Saudi Arabia where I stayed
for one month to collect data. I used three data collection methods: semi-structured
individual interviews, focus group interview, and observational data. I conducted two
focus groups with teachers in an all-boys school. In addition, I conducted two rounds of
semi-structured individual interviews with teachers. All interviews were audio-taped.
Transcripts were made of all interviews. Although the interviews were conducted in
Arabic, I translated all interviews to English. I spent two days observing classroom
teaching. During that time, I documented such things as: teacher and student interaction,
types of learner activities experienced by students, student demeanor both during and
outside the classroom, and the school infrastructure (e.g., size of classrooms, location of
meeting rooms and staff rooms, etc.). Interview transcripts and my observational notes
were thematically analyzed to address the study’s purpose and research questions.
The paradigm of this research was qualitative (Creswell, 2014), and I employed
case study (Stake, 2005, 2010) as the research design. According to Creswell (2014), the
qualitative approach is well-suited for this study due to the explorative, people-focused
aspect of this research purpose. For my study I conducted interviews and observed
participants in their natural setting. I believe this methodology and research design
aligned with my intention of documenting the views, perceptions, and experiences of a
group of teachers in one Saudi elementary school.

	
  

11
Personal and Professional Background
I grew up in a small village in southern Saudi Arabia, which lacked modern
technology like the Internet and communication tools such as email and social media.
My mother and father were poor, but they raised five children—four boys and one girl.
My father is illiterate, but he worked hard all his life and always encouraged us to
study. My mother obtained a Grade 6 education, and she helped us with our homework
when she could. After high school, I traveled to the second largest city in Saudi Arabia,
Jeddah, to complete my studies. I graduated with a Bachelor of Arts (BA) in Sociology
in 2009. As a graduation project, I wrote two research papers about social issues and
challenges with regard to technology. They focused on the impact of teenage cellphone
use and the role of families in building a successful society, two core academic issues that
still fascinate me. Circumstances for my postsecondary education were difficult,
because, in my small village, there were no supports with the exception of my mother
who, spiritually was my only ally throughout my studies. There was no public library
from which to get information or to use computers. The nearest bookstore was about 50
km from my village. However, I will never forget the gift my mother gave me when I
began to study computer science—a desktop computer. For several years throughout my
studies, I also worked in the Registrar’s office of King Khalid University. In that
position, I learned a lot about the Saudi education system. For example, as mentioned
previously, the Saudi teachers are guaranteed an immediate position in public schools
after they graduate from university. From my university and employment experiences, I
have come to believe that volunteer work and practicum experience are important in
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order for new teachers to enhance their experiences, which helps them to be effective
teachers.
Although I possessed a BA and some work experience, I believed that I needed to
have more experience before I could teach students effectively. Still intrigued by the
aforementioned paper I had written on cellphone usage in school, I was motivated to
learn more about technology. I could not imagine myself as a teacher without obtaining
more background knowledge about computers and other digital tools. Thus, I enrolled in
a Computer Science program, and two years later I got a General Diploma in Education.
In 2011, I finished my General Diploma in Education with a GPA of 4.35 of 5,
and I worked at an elementary school for one semester. The experience of teaching in an
elementary school led me to constantly reflect on the importance of teachers’ professional
development. For instance, I noticed that most teachers did not use the technology in
classroom, but, in my view, technology in the classroom enables teachers to employ
different and effective methods of teaching. Although my major was Sociology, the
principal asked me to teach History and Geography for Grade 4, 5, and 6 students. This
request was common practice in Saudi schools, and I realized that there was a lack of
knowledge about the basics of leadership that might impact the school environment if
teachers are not able to cohesively work to attain education goals.
In Saudi schools, as mentioned, there is no homeroom teacher for each class;
rather, each subject has a teacher. Otherwise said, students do not have a teacher who
stays with them for the whole day. This lack of student connection with a specific
teacher and group may result in a lack of positive student-teacher relationships in
elementary schools. Not having a homeroom teacher, I believe, is detrimental to student
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performance and wellbeing. A homeroom teacher gets to know each student. Ideally,
fosters trust and connection between teachers and students. In such a manner, I believe,
the homeroom teacher is vitally important.
Additionally, with Saudi Arabian public schools, there is little professional
accountability when it comes to student safety. For example, while being a teacher, I
noticed there was no outside supervisor for students before or after school. For the most
part, teachers did not know who picked up students at the end of the school day or if
students even got picked up. In my opinion, such lack of supervision puts students at
risk. Also, and most unfortunately, during my experience as a Saudi teacher, I never saw
teachers connect with parents. Contemplating further on this point, my father never
visited or met with my teachers when I was in school. Moreover, when I was teaching, I
did not communicate regularly with my students’ parents, either. These commonplace
issues bother me.
Although I had a teaching diploma and some experience after my semester of
teaching, I still felt motivated to broaden my skills and teaching strategies, which is why I
decided to pursue my dream and obtain a Master’s of Education in Canada. In 2012,
despite being discouraged by many people close to me, I left my career in Saudi Arabia
and moved to Ottawa. I needed to obtain an English language diploma to gain
acceptance into Canadian universities, which I accomplished in 2014. I believed that in
order to improve the Saudi education system, I needed to study and volunteer in
developed countries such as Canada. I extend great appreciation to the Saudi
government, because, financially, it supported me in completing my studies abroad

	
  

14
through the King Abdullah Scholarship Program. My desire is to return to my homeland
with new and modern knowledge, which will help to improve Saudi education.
Not only does my Saudi scholarship allow me to study in and travel to Canada,
the scholarship enables my family to be with me during this Canadian journey, another
point for which I am greatly appreciative. I am married, and I have two children who live
with me in Canada. I feel very fortunate, because my children have begun their
education in Canadian schools. At the time of writing this document, my son, Abdul, is
in Grade 4 and my daughter, Toleen, is in Grade 1. My wife is a teacher, as well. In
Saudi Arabia, she taught biology in high school. During the writing of this thesis, she
perfected her English and was extremely busy with helping our children and helping
them with the transition of living and learning a new culture.
My experiences with my Master’s of Education, volunteering in a Canadian
elementary school, and observing my children’s learning in Canadian schools strengthen
my devotion to use my education and talents to improve Saudi education. In the future, I
want to positively influence teacher pedagogy, student outcomes, professional
development, and student teacher relationships within Saudi Arabia. To this end, I look
forward to exploring what it is that motivates teachers to develop their abilities to
positively influence education in Saudi Arabia.
Significance of Study
Middle Eastern countries such as Saudi Arabia need educational research in order
to continually improve their educational system and to foster more effective student
learning. Teacher motivation is one of the challenges facing Saudi teachers, because,
while teachers are required to engage in training programs for professional development,
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their interest and engagement in these programs is often questionable (Algarni & Male,
2014). In turn, this study addressed the motivational factors and potential methods for
engaging Saudi teachers in developing effective teaching, an area that, in my review of
the literature, has never been researched. Also, few studies have addressed intrinsic and
extrinsic motivation for teachers in the Arabian Gulf Countries. As such, my study
addresses this lack of research by examining professional development and motivational
factors of teachers in Saudi Arabia.
Understanding that education exists in a milieu of societal needs and priorities, it
is important to address other factors that impact education. For example, in Saudi Arabia
the national economy is greatly affected by global oil prices. Based on recent trends in
economic changes, Saudi Arabia may be negatively influenced by the fluctuating
unstable price of oil. Similarly, the King Abdullah Scholarship Program allows student
scholars to travel internationally to receive education. However, with the discontinuation
of this program in 2020, there will be fewer opportunities for Saudi students to engage in
international education development. In turn, my research is important due to the fact
that the future scholarship is more than likely in jeopardy. My study may illustrate
limited opportunities for such research. In Saudi Arabia, there is a need for educational
studies that address new strategies of international development of education. Given my
background and experience, a study in Saudi Arabia allows me to integrate my
knowledge of the Saudi Arabian culture and education background in a research project
that could aid the professional development of the teaching profession.
Also, currently the Saudi government is exploring reforms in education. As a part
of these reforms, the government intends to develop strategies that promote high quality
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professional development and foster motivation among teachers to sustain the quality of
the teaching profession. My study examined motivation factors and professional
development. In turn, this work may inform national changes in education. In other
words, my study could influence policy especially in the area of professional
development. Also with 25% of Saudi Arabia’s budget allocated to education, a lot of
finance and resources are available within the realm of education. This study focuses on
teacher motivation. The result may provide recommendations for how to envision a
change of policy and for how the educational budget is distributed. In turn, the study
could have policy related implications to improve the educational system. Currently, the
Saudi government is working on a project entitled Vision 2030. According to Khan
(2016), Vision 2030 is Saudi Arabia’s plan to improve and become a source of excellence
in all capacities. One of the main focuses of this document includes a description of how
to reform newly envisioned policies and practices for their education system.
For the most part, the Saudi education system still employs the banking model of
education (Freire, 1993). According to Abdal-Haqq (1998), the banking model of
education involves teachers orally dispensing information to students, for example, in the
form of lectures. Often students are asked to merely save or memorize content without
thinking critically about the material, resulting in deposits of information. This process is
metaphorically similar to making a bank deposit. As applied in Saudi Arabia, teachers
mainly use lecture-based teaching methods. They do not engage in social constructive
methods, such as self-reflection or group activities. There is no known research that has
explored reasons why the educational system appears to be unyielding of change. More
specifically, why do Saudi Arabian teachers maintain solely traditional approaches to

	
  

17
instruction? What underlying motivational and de-motivational tendencies do teachers
experience? How does professional development and teacher ethics play into this issue?
These unanswered questions echo in my mind. Moreover, these questions reinforce the
significance of the study. No accessible research has addressed any of these questions,
therein accentuating the importance of this potentially groundbreaking study.
In recent years, there has been significant research concerning student motivation
and engagement. For example, Allaire, Thériault, Gagnon, and Lalancette (2013)
addressed how student motivation with regard to writing is affected by the creation of a
blog. The results showed that intrinsic motivation increased when students were given an
option to keep writing in a blog. Studies by Allaire et al. and Ersöz (2016) used selfdetermination theory to understand student motivation. My study also used this selfdetermination approach, but I used this philosophy to examine teacher motivation.
However, there is a notable lack of research focusing on the issue of teacher motivation
in Saudi Arabia (Richardson, Watt, & Karabenick, 2014). Also, Ferreira, and Nanda
Baidya (2016) mentioned that motivation is a complex term when studying it in relation
to human behavior. Thus, Ferreira and Nanda Baidya stated that there is a lack of studies
that focus on the motivation of teaching staff, which increased the importance of this type
of research. This study is vital because teacher motivation is associated with a student
motivation (Neves & Lens, 2005).
Furthermore, there is some research documenting concern about the qualifications
of Saudi teachers. AL-Hazmi (2003) believed that there is a gap between preparation
programs and the needs of the classroom. Inexperience can result in negative
consequences in terms of the teaching method used. Thus, it is crucial to investigate the
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methods that are needed to bridge this gap and motivate Saudi teachers to improve their
profession. As mentioned earlier, with 25% of Saudi Arabia’s budget allocated to
education, a lot of finance and resources are available. This study focuses on teacher
motivation. The result may provide recommendations for how to envision a change of
policy and for how the educational budget is distributed. In other words, the study could
have policy related implications to improve the educational system.
Introduction to the Theoretical Framework
To analyze and better understand the findings of this study as the theoretical lens
of this research, I used self-determination theory established in the mid-1980s (Deci &
Ryan, 2008). From 1975 to 2008, self-determination theory had been greatly influenced
by the theorists Deci and Ryan. Self-determination theory is a versatile theoretical
framework that can help explain motivational processes and outcomes throughout various
careers (Vallerand, Pelletier, & Koestner, 2008). The core tenet of self-determination
theory posits that autonomy, competence, and relationships influence psychological
processes in terms of intrinsic motivation. These three needs determine the type of
interactions one has with other individuals and professional groups (Kaplan, 2014). Early
self-determination research focused on how environments satisfy an individual’s
psychological needs, but the major focus of self-determination has extended to examining
the environmental factors (e.g., social, emotional, financial, etc.) and how they influence
one’s motivational tendencies (Vallerand et al., 2008). According to Deci and Ryan
(2011), self-determination theory enables researchers to examine the effects of extrinsic
support on intrinsic motivation. Moreover, the theory defines a relationship between
intrinsic and extrinsic motivation in terms of the various people’s interests and goals.
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Gagné and Deci (2005) argued that self-determination theory has influential findings on
motivation issues relevant to education more so than other motivational theories.
Self-determination theory approaches assume that intrinsic motivation involves
engaging in an activity without any external incentives. However, the theory also speaks
to extrinsic motivation and recognizes three subtypes of extrinsic motivation: external,
introjected, and identified motivation (Maulana & Opdenakker, 2014). Ryan and Deci
(2000) defined these three forms of extrinsic motivation. External regulation is
associated with an external locus of causality. Specifically, it refers to an individual
performing an action simply for an external reward. Introjected regulation involves
individuals performing an action when they are being pressured or in order to avoid
shame or guilt. Identified regulation is more autonomous than the previous two. It
involves a person identifying with the importance of the action that they are taking. As
such, self-determination theory addresses how different types of motivation exhibit an
important influence on behavioral outcomes.
Self-determination theory guided me to analyze the data through the three main
psychological needs (i.e., competency, autonomy, and relationships) of participants and
three external needs (i.e., external, introjected, and identified) of participants. For
example, if teachers strive to do things efficiently, in terms of self-determination theory,
this finding may relate to teachers’ feelings of competency. Autonomy, on the other
hand, may help teachers to work in stress-free environments where they have the liberty
to govern their own actions. Building strong personal interactions between humans is
needed to enrich relationships and to better understanding of how people build strong
relationships (Reis, Sheldon, Gable, Roscoe & Ryan, 2000). Competence, autonomy, and
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relationships also play an important role in satisfying psychological needs. It is not only
important in the character of the teachers in elementary schools, but it is important to all
individuals (Gagné & Deci, 2005). Self-determination theory addresses the impacts of
social psychology and environments on the development of individuals’ behaviors,
attitudes, and actions (Deci & Ryan, 2011). This framework helped to understand the
motivational factors in examining the sense of satisfaction about professional
development motivation and how this process pertained to elementary school teachers.
Chapter Summary and Overview of Thesis
This chapter introduced the reader to historical and current aspects of the Saudi
Arabia educational system. To contextualize this information, I provided a general
description of the financial, Islamic, and demographic features of Saudi Arabia. I
stipulated the purpose and research question of my study. Then, I provided a
methodological overview of this study. I explained my personal background,
professional and educational beliefs. After that, I demonstrated the significance of this
study, given the lack of existing research on teacher motivation in general, as well as
within the Saudi educational environment. I identified self-determination theory as the
theoretical guide I used to analyze the data for this study.
In Chapter 2, the literature review, I describe past research associated with my
research purpose and questions. That is, in Chapter 2, I present a thorough review of all
accessible past studies, which focus specifically and broadly on what intrinsic and
extrinsic features motivate teachers to do their best with students. I also review past
studies to address professional development issues for teachers.
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Chapter 3 is dedicated to explaining the chosen qualitative paradigm and study,
and why this type of research analysis aligned with my study. I explain the features of a
case study and also explain why this design is well-suited for my research. In Chapter 3,
I provide details related to participant selection, the modes of data collection, methods of
data analysis, delimitation and limitations of the research, the ethical issues related to the
study, and the timeline for my research.
In Chapter 4, I present the findings of my research. I discuss data description,
which includes intrinsic and extrinsic motivation factors. Also, I discuss the
demotivation factors that teachers face in Saudi Arabia.
In Chapter 5, I discuss the research findings as they related to self-determination
theory. Also, I offer recommendations resulting from the research. In addition, I provide
suggestions for future research. Moreover, I highlight what made this research more
efficient and high quality. At the end of Chapter 5, I summarize this research and provide
a short personal epilogue.
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CHAPTER 2: LITERATURE REVIEW
This chapter is organized into four sections, which address my research purpose
and questions. In the first section, I outline general aspects of teacher motivation, and I
identify specific features of intrinsic and extrinsic motivation pertaining to teachers.
Second, I highlight features of the teaching profession that tend to demotivate teachers.
Next, I explore the concept of professional development. In the last section, details about
my theoretical framework, self-determination theory, are provided.
Motivation for Teachers: Intrinsic and Extrinsic
Can (2015) stated that word motivation originates from the Latin word moti,
which means to move. Motivation in this study is used to describe engagement of Saudi
teachers and examine their desire to move their pedagogical skills to advanced levels.
Motivation inherently focuses on an individual’s physiological needs and the factors that
support and prepare individuals to improve their actions (Can, 2015). Hilz and Riedl
(2013) said, "For every profession you need skill and motivation" (p. 15). Thus, teacher
motivation is a significant issue in education.
The level of motivation among educators can vary widely. For example, there is a
low level of motivation among teachers who view teaching as just a job, while the
teachers who perceive teaching as their vocational calling have a higher level of
motivation (Watt & Richardson, 2012). Several core factors have been identified in
determining one’s motivation, including personal needs, goals, and beliefs
(Vidosavljević, Krulj -Drasković, & Lakušić, 2015). Research highlights the complex
nature of teacher motivation. In a study that took placed in Serbia, Vidosavljević, KruljDrasković, and Lakušić (2015) argued that motivation is a key aspect of the educational
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development process, because high levels of teacher motivation have many positive
results. It increases the quality of education and leads educators to feel more supported
as autonomous professionals (Sung, Reeve, Tae, & Hue, 2014; Vidosavljević et al.,
2015). Therefore, when I studied teacher motivation factors in Saudi Arabia, I attempted
to define their desires, aims, and beliefs that encouraged them to be more motivated.
Motivation is a concept that is closely tied with an individual’s behavior and
location. A study by Carson in the United Arab Emirates (2013) showed that motivation
has a central role in the longevity of teacher engagement within their profession.
Previous studies have classified motivation as methods of individual thinking that drive
one’s behaviors and actions (Achakul & Yolles, 2013). Hitka, Stachová, Balážová, and
Stacho (2015) conducted a study in Slovakia to compare teacher motivation in rural and
urban areas. They pointed out that, based on location, the individual’s needs are
sometimes different, and, in order to influence motivation, these unique needs must be
taken into consideration. Hitka et al. hypothesized that schools in rural areas have many
demotivational instructional factors such as low salary, teacher exhaustion, and the
integration of students with special needs into regular classrooms. However, in
comparing rural and urban teachers, their findings showed many motivational features of
the teaching profession were similar in rural and urban settings, which they found
surprising. For example, motivational factors rely on a supportive workplace
environment, interpersonal relationships, and financial benefits. Thus, a work setting that
is imbued with strong collegial relationships in a position that pays well would be
motivational for both rural and urban teachers. Similarly to Hitka et al’s research, my
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study took place in a rural area, which may have unique contextual findings related to
teacher motivation.
According to Ryan and Deci (2000), motivation can be divided into two types:
intrinsic and extrinsic. Intrinsic motivation “refers to doing something because it is
inherently interesting or enjoyable” (Ryan & Deci, 2000, p. 55). Extrinsic motivation
“refers to doing something because it leads to a separable outcome” (Ryan, & Deci, 2000,
p. 55). In essence, the difference between these types of motivation is that intrinsic refers
to doing something for the sake of feeling good or proud, while extrinsic refers to doing
an activity in order to obtain a tangible outcome such as rewards (Amabile, Hill,
Hennessey & Tighe, 1994; Gillet, Vallerand, & Lafrenière, 2012). Teo, Lim, and Lai
(1999) found that intrinsic motivation represents the enjoyable, self-reinforcing
behaviors, while extrinsic represents the obtainment of benefits from specific activities.
Likewise, Cullen and Greene (2011) indicated that motivation consists of internal and
external components, which are known as intrinsic and extrinsic motivation types. As a
result, when examining motivation among individuals, it is necessary to determine both
intrinsic and extrinsic factors. My study sought to explore both intrinsic and extrinsic
motivational factors among Saudi Arabian elementary teachers and how these factors
affect teacher behavior.
Intrinsic and Extrinsic Motivation: Intertwined Factors
Eyal and Roth (2011) pointed out that educational leaders can enhance the
extrinsic and intrinsic motivation experienced by teachers. In other words, education
leaders support the learning environment through their professional and personal impact
on working conditions. This positive influence improves motivation and commitment of
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teaching staff, subsequently, which supports the student learning outcomes. Leithwood,
Harris, and Hopkins (2008) found that successful leadership motivated teachers to
perform better, as well as positively affected a teacher’s personal feelings of professional
efficacy. Similar to the above point, these leadership traits increased teaching
proficiency, which, in turn, supported student-learning outcomes. Finally, a study
involving 502 teachers in in the Netherlands showed that transformational leadership that
makes a positive change in the school and education system is the most important factor
influencing the intrinsic and extrinsic motivation of teachers (Thoonen, Sleegers, Oort,
Peetsman, & Geijsel, 2011). Thus, these studies showed that when principals support
intrinsic motivational factors of teachers, these leaders promote teacher performances in
schools.
Many authors accentuate the different characteristics of intrinsic and extrinsic
motivations. Ryan and Deci (2000) indicated that the main feature of intrinsic motivation
is that it "provide(s) satisfaction of innate psychological needs" (p. 57). In other words,
intrinsic motivation promotes individuals to engage in the activities that are inherently
interesting and enjoyable for them (Miranda & Palmer, 2014). Furthermore, a study in
China by Ke, Tan, Sia, and Wei (2012) that involved 127 participants emphasized that
one feature of intrinsic motivation is that it enhances one’s effort when completing a task.
However, Thomas and Velthouse (1990) (as cited in Gagné, Senecal, & Koestner, 1997)
explored intrinsic motivation in an employment setting. They found that the
meaningfulness of the task had a positive relationship with higher levels of intrinsic
motivation; that is, the more an individual perceives work to be meaningful, the more
intrinsically motivating the work becomes. Meanwhile, Kannan and Narayanans’ study
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(2015) showed that there is a relationship between extrinsic motivation and teacher
satisfaction. They pointed out that extrinsic motivation has a significant impact on
teacher satisfaction through training programs that offer rewards. According to Hair
(1990), rewards for professional achievement come in financial and non-financial
forms. Non-financial rewards include the respect of colleagues and satisfaction received
by positive feedback for their work. A key factor in these rewards for teachers is the
feeling of autonomy a teacher gains through the teaching experience (Pink, 2009).
On the other hand, when extrinsic motivation includes financial rewards, it can
lead to a decrease in individuals’ intrinsic motivation (Deci, 1971). For instance, Pink
(2009) mentioned that extrinsic motivation could have negative impacts on individual
behavior when a minimum level of financial or social benefit standards is not met. This
acceptable baseline is reflected in such things as a decent salary, health benefits, safety in
the workplace, and other work-related issues. If these baseline rewards are not consistent
with the teacher’s minimum expectations, then all motivation is negatively impacted.
There are many studies that show additional important features of extrinsic motivation.
For example, extrinsic motivation can be influenced not only by rewards, but also with
the threat of punishment (Benabou & Tirole, 2003; Newby, 1991; Pelletier, SéguinLévesque & Legault, 2002). For example, a child who does not want to finish his/her
homework might be threatened with the possibility of missing out on weekend activities,
a punishment that is avoidable if the homework is completed. Similarly, teachers also
face the threat of punishment. For example, in my experience as a teacher, I recall visits
from a Ministry supervisor as sometimes posing a threat to my fellow instructors and me.
Having been informed of this visit, teachers would dedicate time to review with their
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students. The main purpose of the visit was to check on the quality of instruction. If
teachers were not able to meet the minimum standards of instruction, they faced
consequences, which include such things as a written report given to the principal and a
lower mark on their yearly assessment. Thus, although intrinsic and extrinsic motivation
sometimes has similar functions in terms of promoting performance tasks, they have
different characteristics.
A number of studies show that social environments such as classrooms and
workplaces affect intrinsic and extrinsic motivation. Amabile (1996) said that a positive
social environment and friendly workplace result in comfortable, and safe work
conditions, both of which stimulate intrinsic and extrinsic motivation. Likewise, a
Slovakian study by Hitka et al. (2015) found that teacher motivational factors thrive in an
environment with rich interpersonal relationships and job security. A supportive social
environment increases a desire to engage in professional activities, which, in turn, feeds
one’s intrinsic and extrinsic motivational goals (Vansteenkiste, Simons, Lens, Sheldon, &
Deci, 2004).
Intrinsic and extrinsic motivation play significant roles in the teaching profession,
yet previous research on teacher motivation suggests that the propensity to choose
teaching as a profession differs based on the presence of a central motivation. Findings
by Bastick (2000) demonstrated that these types of motivation were primarily intrinsic or
extrinsic motivators. Furthermore, the experiential type of motivation for entering the
teaching profession was related to the developmental stage of the country in which the
individual resided. For example, extrinsic motivation plays a larger role than intrinsic
motivation for teachers in developing countries, and intrinsic motivation plays a central
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role for individuals in developed countries when selecting teaching as a profession (Watt
& Richardson, 2007). Watt and Richardson (2007) explained that one of the main
aspects of intrinsic motivation that leads individuals to choose the teaching profession is
social contribution, a strong desire to make a positive difference to society. These
researchers also found that people choose the teaching profession because of the intrinsic
desire to work with children and the opportunity to make a difference in the future of
education. A Turkish study by Saban (2003) sought to identify the factors that motivate
elementary school teachers in choosing teaching as a career. He found that, despite the
low salaries of Turkish teachers, these educators still had a desire to become teachers.
Their main drive to enter the teaching profession was a focus on helping their society,
which reflects a high level of intrinsic motivation among participants. Thus, these
previous studies show that choosing teaching as a profession often involves altruistic,
intrinsic motivation.
A number of studies have shown that promoting teacher motivation and retaining
teachers in schools requires maintaining a balance of intrinsic and extrinsic motivation
(Lam, Cheng, & Choy, 2010). Previous studies emphasized that schools should support
teacher competence and autonomy, which are largely intrinsic factors. Therefore, several
studies have focused on decreasing the psychological and emotional stress often
experienced by teachers in order to maintain high levels of teacher motivation (Czubaj,
1996; Sargent & Hannum, 2005). Furthermore, a Taiwanese study by Wang (2012)
asserted that the stability of psychological and emotional wellbeing for teachers leads to
happy teachers who are engaged in their profession. Wang indicated that educators
improve their skills and performance in the classroom when their voice is heard, when
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their voice is respected, and when they are paid well. Similarly, Taylor, Jardine,
McNaney, Lehman, and Fok-Chan (2014) emphasized that a dynamic work environment,
where teachers are encouraged to try new things, stimulates the individual’s desire to
continually improve his/her skills.
Focus on Intrinsic Motivation
Some previous studies have shown that intrinsic motivation is more important
than extrinsic motivation. For example, Hilz and Riedl (2013) from Germany explained
that, for college students, intrinsic motivational factors played a more central role in the
choice of studies and professions than extrinsic motivational factors. Also, a study
focusing on elementary and secondary teachers in Portugal found that intrinsic teacher
motivation has a significant influence on the decision to remain in the teaching profession
(Neves & Lens, 2005). More specifically, Neves and Lens (2005) stated, “Low efficacy
expectancy can lead to reduced intrinsic motivation and, therefore, to reduced goal value
of professional activities” (p. 126). Thus, there is a relationship between a teacher’s
desire to be effective and his/her desire for professional development (Gibson & Dembo,
1984). Teacher efficacy expectancy appears to perpetuate a belief about personal
abilities. Self-efficacy has implications for teacher performance in that, “The way one
approaches a task or challenge is believed to be influenced by his/her level of selfefficacy” (Block, Hutzler, Barak, & Klavina, 2013, p. 185). In addition, motivational
elements of pre-service teachers were examined by Körhasan (2015). The author
suggested that enhancing intrinsic motivational factors for teachers would strengthen
motivational constructs such as expectancies and values, which are strong predictors of
future behavior. Thus, a teacher’s psychological needs play an important role in intrinsic

	
  

30
motivation. Vansteenkiste, Lens, and Deci (2006) mentioned that the intrinsic motivation
goals “are theorized to be more directly linked to satisfaction of the basic psychological
needs for competence, relatedness, and autonomy” (p. 28). Previous studies have
asserted that intrinsic motivation enhances teacher behaviors, techniques, and teaching
effectiveness.
Focus on Extrinsic Motivation
On the other hand, a number of studies have shown that extrinsic motivation has a
more significant effect on teacher motivation than intrinsic motivation. A Middle Eastern
study by Kreishan and Al-Dhaimats (2015) focused on motivational factors and level of
job satisfaction among English teachers in Jordan. These researchers showed that male
teachers in Jordan were highly influenced by extrinsic factors related to the teaching
profession. Likewise, Carson (2013) in the United Arab Emirates (UAE) conducted a
case study exploring the factors that motivate foreign educators to work in private
English schools. The findings of Carson’s study indicated that extrinsic motivational
factors such as tax-free salaries and a high standard of living encouraged expatriate
teachers to seek employment in the UAE’s private schools. In comparison, Carson
collected her study data from UEA international schools, and the data for my study were
collected from Saudi Arabian public schools. Saudi Arabia and the UEA have a similar
education system and culture. However, Carson’s study focused on foreign educators in
UEA, while my study was refined to the exploration of native Saudi teachers’
motivational factors.
Although not related to the teaching profession, Lepper and Greene (1975)
examined the effects of extrinsic rewards on children and found that children related and
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performed better with extrinsic rather than intrinsic rewards. A second conclusion was
that expectation moderated extrinsic motivation. Children in their study who anticipate a
reward were more motivated to participate in a task. In Lepper and Greene’s study, they
used an attractive set of new toys as their reward. Furthermore, this study demonstrated
that extrinsic motivations need to be attractive specifically to their intended audience in
order to adopt motivating qualities.
Colbeck (1992) examined extrinsic motivation such as attaining tenure for college
and university professors. Colbeck’s study showed extrinsic motivation such as attaining
tenure increased a professor’s interest in their academic tasks, including teaching.
Specifically related to Saudi Arabia, Cader and Anthony (2014) focused on motivational
factors of faculty members in Saudi Arabian colleges and universities. The study
included 25 faculty members and five academic managers who responded to surveys and
open-ended queries. Participants in their research were individuals of varying
nationalities who worked in Saudi universities, which means that they did not have the
same privileges as the local Saudi professors. For example, the Saudi government does
not provide training programs or payment for international conference attendance for
foreign professors who work in Saudi universities, because they are supposed to be
trained before coming into the country. Thus, Cader and Anthony’s study showed that
higher education professors in Saudi Arabia were not privy to extrinsic motivation such
as financial incentives. Cader and Anthony found that, as a result of lack of incentives,
recognition, and effective management, faculty members were demotivated to engage in
the improvement of academic programs. This result did not seem to affect their teaching
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performance, because they still were intrinsically motivated when teaching in their own
classrooms.
Demotivation and the Teaching Profession
Issues that demotivate teachers have negative impacts on their personal values,
abilities, beliefs, and goals. Previous research has asserted that negative student attitudes
in the classroom lead teachers to be demotivated. A study by Sugino (2010) involving
Japanese teachers found that negative student attitudes such as disrespect for the teacher
or sleeping in class are two contributing features of teacher demotivation. Soureshjani
and Riahipour (2012) from Iran tried to determine demotivation factors for teachers who
taught English speaking skills. They found that their personal lack of patience and not
feeling responsible for student learning were demotivation factors among educators. In
comparing results with Sugino’s (2010) study, both results assert that negative attitudes
within the school environment are main factors of teacher demotivation, whether the
negative attitudes come from students or other teachers. The disruptive attitudes from
students in classroom have a negative impact on student-teacher interactions, which also
impacts teacher morale (Hafen, Ruzek, Gregory, Allen, & Mikami, 2015). Skinner and
Belmont (1993) argued that teacher motivation is linked to student behavior. For
example, disruptive conduct of students in the classroom may lead teachers to
experiencing feelings of incompetence. In turn, feelings of incompetency logically
demotivate teachers to do well. In Saudi Arabia, there may be a need for creating more
positive student-teacher relationships to avoid negative student attitudes and enhance
motivation factors among teachers.
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As mentioned previously, a number of studies (e.g., Menyhárt, 2008) show that
low-salaries demotivate teachers. This point is especially relevant in developing
countries, because a low salary often leads teachers to look for another part-time job. As
a result, they cannot solely focus on educational goals in schools and their teaching
area. It has been found that low salaries among teachers in sub-Saharan Africa and Asia
negatively affect teacher motivation, which can influence low confidence and a lack of
job fulfillment (Bennell 2004; Kadzamira, 2006). The issue of low income in public
schools is also associated with teacher transitions, which means teachers leave public
school due to the low salary to move to a school or other form of employment that offers
a higher salary (Hanushek, Kain, & Rivkin, 2004). In addition, there are disadvantages
of low wages that affect teachers demotivation and influence their pedagogical and
psychological skills. For example, a study involving 109 teachers in two Romanian high
schools demonstrated low salaries “contribute to low teacher morale. In addition,
difficulties with the school administration could raise the level of stress, thus leading to
further problems” (Sava, 2002, p. 1009). Furthermore, in an Afghani study by Khawary
and Ali (2015), the negative effects of low salary on teacher motivation in developing
countries resulted in a decreased level of teaching quality. To summarize, within the
teaching profession, low salary represents a prominent issue that demotivates teachers. In
Saudi Arabia, the financial issues may or may not be a demotivation factor for teachers.
Having stated such, although Saudi teachers have a good salary, the Saudi family size is
often large. According to Salam, Elsegaey, Khraif, and Al-Mutairi (n.d.), the average of
Saudi family size is 6.4 persons, which means Saudi households need a large budget to
cover life needs.
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Stress and burnout are external factors that demotivate teachers in schools. Stress
and burnout have associated negative impacts such as exhaustion, which cause personal
and professional problems for teachers (Gagné, Senécal, & Koestner, 1997;
Kelchtermans, 1999; Kiziltepe, 2006). Myburgh and Poggenpoel (2002) asserted that
stress has negative impacts on teacher health and school environment; in turn, stressed
teachers tend to perform poorly in the classroom. They feel misunderstood and have
difficulty acclimatizing to their school environment. Therefore, Jepson and Forrest
(2006) explained that there is increased concern about the amount of stress teachers
experience because of its negative effects on the teaching profession. They pointed out
that stress decreases teacher capabilities and increases pressures, because stress and
burnout is a negative correlation to an individual’s physiological and psychological
wellness. In other words, more stress means less wellness. According to Smith, Brice,
Collins, Matthews, and McNamara (2000) (as cited in Jepson, & Forrest, 2006), “41% of
teachers reporting high levels of occupational stress. This is compared with 31% in
nursing, 29% in managerial jobs, and 27% in professional and support management” (p.
184). Bearing this point in mind, that teachers experience more stress than employees
within different fields of work, this issue should be of high concern to educational
stakeholders. Also, in comparing levels of stress with regard to gender, a study by
Antoniou, Polychroni and Vlachakis (2006) found that female teachers have higher levels
of stress than male teachers. In contrast, the results of separate studies showed that men
experience a higher degree of stress, as compared to women (Greenglass & Burke, 1988;
Schermerhorn et al. 2013). In sum, there appears to be inconclusive results as to whether
stress is associated with gender.
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A number of previous studies claimed that choosing a teaching profession as a
second or fallback career is negatively associated with teacher motivation. Topkaya and
Uztosun (2012) described the concept of choosing teaching as what they refer to as a
fallback career. They said, the choice of fallback career means “individuals’ selection of
teaching as a career because they have not been accepted into their first choices” (p. 129).
Financial issues and lack of an alternative career are reasons for choosing teaching as
fallback career. Richardson, Watt, and Karabenick (2014) described repercussions of
choosing teaching as a fallback career. These repercussions include decreased levels of
motivation, effort, and professional aspirations. When teachers choose a teaching
profession as a fallback career, their lack of intrinsic motivation may be demonstrated by
a decreased emotional engagement with their profession (Soureshjani & Riahipour, 2012;
Wong, Tang, & Cheng, 2014). As such, when a teaching career is chosen as a fallback,
this decision negatively impacts outcomes. In contrast, when educators choose the
teaching profession as a career because it is their first choice and professional love, they
actually are exhibiting intrinsic motivation.
Watt and Richardson (2008) explained that teachers with a high desire to work in
schools subsequently embody high engagement with their career, whereas teachers who
view the teaching profession as a fallback career are less engaged and motivated. Watt
and Richardson’s findings illustrate that the first type of teacher has higher engagement
in their teaching career, as a function of intrinsic motivation. However, the second type
of teacher who chose teaching as second choice career has lower engagement due to a
lack of such motivation. Alrasheed (2012) conducted a study about Saudi teacher beliefs

	
  

36
and attitudes. He mentioned that there is a relationship between demotivation factors and
Saudi teachers who chose teaching only for economic security.
The quality of curriculum and resources also appears to affect motivation. A
Turkish study by Aydin (2012) pointed out that an inflexible curriculum and lack of
teaching materials demotivate teachers. The modern design and creative features of
teaching materials and innovative curriculum approaches enable teachers to support
learner-centered pedagogy in terms of teaching methods, assessments, and determining
educational goals. In contrast, the lack of these resources demotivates teachers, because
they have to struggle with inadequate resources and traditional teaching methods
(Hitchcock, Meyer, Rose, & Jackson, 2002). In addressing the struggles educators face
with regard to a lack of resources, Borko (2004) found that access to high quality
teaching materials and professional development programs enhances teacher engagement
and promotes motivation in careers. Similarly, the findings of Suginos’ study (2010)
showed that within a Japanese setting, dated teaching materials and curriculum do not
encourage teachers to engage in the teaching process. Sugino (2010) asserted that the
learner outcomes documented in curricula are most successful when communicated in a
way that allows content to be understood easily by teachers and students. Körhasan
(2015) examined motivational elements of pre-service teachers in Turkey and found that
pre-service teachers were demotivated to learn quantum theory, because they had preexisting beliefs that it was difficult. Thus, unclear goals and convoluted content may
demotivate individuals to engage in learning. In applying this information with teaching
materials and curriculum in Saudi Arabia, the Saudi government is attempting to create
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new teaching resources and update the curriculum. These acts may enhance motivation
factors among teachers in that country.
Benefits of Professional Development
Adamson and Santau (2013) reported that elementary teachers receive many
benefits from professional development opportunities. These benefits included new
knowledge of appropriate pedagogy to enhance student understanding and improve
student outcomes. Otherwise said, professional development informs new teaching
strategies that enable teachers to enhance students understanding (Adamson & Santau,
2013; Clarke, Cheeseman, Roche, & van der Schans, 2014). Also, teacher professional
development supports student achievement, because effective professional development
increases student engagement in classroom activities (Katz & Dack, 2013). Professional
development enhances the ability of the teacher to clearly promote a variety of learning
paradigms, thus, teachers have the ability to scaffold knowledge to their students through
different activities (Yoon, Duncan, Lee, Scarloss, & Shapley, 2007). A study involving a
50-state survey by Darling-Hammond (2000) argued that higher levels of student
achievement and performance are directly related to teacher qualifications and continued
professional development. Darling-Hammond pointed out that professional development
plays a significant role to improve teacher qualifications. Furthermore, Scripp and
Paradis (2014) conducted a study in public schools in Chicago to examine the influence
of professional development on student outcomes in the area of Art. The results
emphasized that the teachers’ professional development were important in ensuring Art
students met their academic goals. In summary, there are significant positive effects of
professional development on student achievement, behavior, and engagement.
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In particular, in developing countries, there is a need to improve the pedagogical
training of teachers in teaching training programs and of teachers in most schools
(Algarni & Male, 2014; Mansour, Alshamrani, Aldahmash, & Alqudah, 2013). Algarni
and Male (2014) described the needs of Saudi Arabian public schools and why
professional development is important for public school teachers in that country. They
explained that the advantages of professional development were that it improved teacher
skills, improved communication between schools and their communities, and improved
the type of learning activities teachers did with students. Katz and Dack (2013)
summarized the importance of professional development when they said, “Student
achievement is most influenced by classroom practice, and classroom practice is most
influenced by teacher learning” (pp. 5–6).
There are additional benefits to having teachers experience ongoing professional
development. Kaye (2014) asserted that professional development informs teaching
strategies, which improve critical issues of adult teaching. Wilkie and Clarke (2015)
showed that professional learning helps elementary teachers to improve their
understanding of mathematics. Other researchers indicated that professional
development helps to build a positive teacher-learner relationship (Daugherty & Custer,
2012; Penuel, Fishman, Yamaguchi, & Gallagher, 2007). In addition to teacher-centered
benefits, professional development positively affects the school community. Professional
development enhances school-home communication and teacher-parent connections
(Iciar, María-Cristina, & Rosa-María 2015; Wlodkowski, 2003).
There is a relationship between teacher motivation and professional development
programs. According to Angeline (2014), “Understanding the role that motivation plays
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in seeking out methods for individual enhancement can serve those who seek to design
professional development programs that are practical, impactful, and beneficial” (p. 1).
Thus, motivation encourages an individual to continue the self-development process
(Angeline, 2014). Also, professional development is associated with intrinsic and
extrinsic motivation. Iciar, María-Cristina, and Rosa-María (2015) advocated that
intrinsic motivational factors have a greater role in professional development, as
compared to extrinsic motivational factors. Intrinsic motivation drives individuals to
want to enroll in professional development programs, because they are personally
interesting and driven to improve their skills. On the other hand, extrinsically motivated
individuals improve their skills in order to gain rewards (e.g., credentials for a higher
salary, credential for a job position, etc.), but they might not continue to engage in the
development process without monetary benefits. Such extrinsically motivated
individuals may be less likely to continue in professional development. As a result,
“Most important, intrinsic motivation enables the generation and transfer of tacit
knowledge under conditions in which extrinsic motivation fails” (Osterloh & Frey, 2000,
p. 540). In summary, the level of engagement in professional development programs
may depend on types of teacher motivation. Moreover, intrinsic motivation appears to
have stronger effects than extrinsic motivation on the relationship of professional
development and motivation.
Mumtaz (2000) explained that professional development programs enable
teachers to recognize the advantages of using Information and Communications
Technology (ICT) in classroom. It informs teachers about how to access technological
resources, how to engage students in ICT activities, and how to create a supportive ICT

	
  

40
school environment for students. Professional development encourages teachers to use
ICT to enhance their own critical thinking with regard to using digital educational
materials in classroom. Due to the ICT professional development of teachers, students
are often better supported to access digital educational materials after school hours (Ivala,
Gachago, Condy, & Chigona, 2014). A recent study by Diana (2013) argued that
reforming education systems requires integration of technology training into professional
development programs. Diana (2013) pointed out that the United States successfully
established a project to reform teacher education that sought to raise the quality of
professional development opportunities through the integration of technology. Similarly,
the Saudi government is looking at providing professional development programs that
enhance teacher skillsets pertaining to ICT use in schools. Therefore, the education
development process in Saudi Arabia may also benefit from adopting similar practices of
incorporation of technology.
Algarni and Male’s (2014) study described Saudi Arabian public school needs
and why professional development is important for public school teachers. They
evaluated the role of professional development in public schools. Algarni and Male
believed that professional development is a main factor that can transform teaching in
Saudi Arabian public schools. Indeed, there are many benefits of professional
development that will help Saudi education. For example, Bernhardt (2015) argued that,
within Saudi, professional development supports the change from traditional activities
related to learning (e.g., memorization of fact, regurgitation of information, etc.) to
critically and creative forces of learning (e.g., student projects, group learning activities,
etc.). He suggested that school districts need to establish professional development
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programs, for teachers and administrators, which reflect 21st century learning. In such a
manner, the potential advantages of professional development for Saudi teachers include
learning how to design student-centered activities, how to prepare teachers to solve
problems and challenges, and how to support teachers in engaging student learning in the
classroom activities.
According to Katz and Dack (2013), challenges to effective teaching included a
perceived lack of support, poor culture in the school, and a lack of time. One of the
largest barriers to effective teaching, however, was the lack of time that teacher have.
Mansour, Alshamrani, Aldahmash, and Alqudah (2013) described the need for teachers in
developing countries to partake in professional development opportunities. They
mentioned that education in developing countries needs to improve their personal
development, which includes attention toward supporting positive teacher attitudes.
Likewise, Saudi teachers may need personal and professional development to understand
new government policies targeting curriculum such as reforms and assessment for
students.
Self-Determination Theory
In using self-determination theory, I attempt to better understand the motivational
factors of elementary teachers in Saudi Arabia with regard to their teacher skills and
attitudes toward teaching. Gagné and Deci (2005) stated that self-determination theory
distinguishes between intrinsic and extrinsic motivational factors. In discussing selfdetermination theory, Ryan and Deci (2000) identified the difference between intrinsic
and extrinsic motivation in terms of the relationship to logic and the creation of personal
goals. In essence, self-determination theory focuses on human motivation.
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According to Vallerand (2000), over the past two decades self-determination
theory (SDT) has gone through several revisions (Deci, 1975; Deci & Ryan, 1980, 1985,
1991). Multiple studies in the different fields of education, health, and sport used selfdetermination theory to examine human motivation factors (Gagné & Deci, 2005). Selfdetermination theory describes behaviors that seek out new experiences and behaviors
that are somewhat challenging in order to improve individual skills. As such, selfdetermination theory is a suitable model to understand human motivation and its impact
on issues of individual development (Deci & Ryan, 2008). Deci and Ryan (2011)
developed self-determination theory to examine the influence of volatile social
environments on motivation factors and behavior of individuals. In turn, selfdetermination theory guided my research.
A study by Conway, Clinton, Sturges, and Budjanovcanin (2015) discussed the
relationship between motivation and self-determination theory as positively influencing
an individual’s life satisfaction and wellbeing in the pursuit of intrinsically rewarding
experiences. As mentioned in Chapter 1, self-determination theory addresses two types
of motivation: intrinsic and extrinsic motivation. Each of these two types has three
subtypes. Ryan and Deci (2000) explained that intrinsic motivation provided the
satisfaction of three innate psychological needs for humans: competence, autonomy, and
relatedness. Maulana and Opdenakker, (2014) identified the three subtypes of extrinsic
motivation to be: external, introjected, and identified motivation.
In general, intrinsic and extrinsic motivation are the two basic motivational
factors for teachers. Through examining intrinsic motivation, I sought to determine
teacher interests, beliefs, and engagement factors in an elementary school. Also, through
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exploring extrinsic motivation factors, I attempted to find the current reasons that
challenge teacher motivation in terms of rewards and punishments. This study
considered the role of the Saudi economy as affecting extrinsic motivation. Moreover,
my study sought to explore new extrinsic motivation strategies for Saudi teachers in crisis
such as dropping economic rate, and stopping training programs abroad.
Self-determination theory uses the concepts of intrinsic and extrinsic motivation
to determine personal goals that control one’s behaviors (McHoskey, 1999). In other
words, self-determination theory helps to define the type of motivation that an individual
feels and expresses. Moreover, the level of self-determination that an individual
embodies will moderate motivation, action, and the subsequent outcome (Standage,
Duda, & Ntoumanis, 2003). According to Palmer and Wehmeyer (2003), increased life
experience and maturity contributes to increased development of problem solving skills
and goal setting behavior as positive influences for achievement. As such, a relationship
between behavior and achievement outcomes may be supported by the association of
motivation and experience. Similarly, Pelletier and Tuson (1995) asserted that many selfdetermined motivation styles generate positive outcomes. In consideration of
motivational tendencies, Koludrović and Reić Ercegovac (2015) suggested that
motivation exists on a continuum for interest in academic involvement. As such, selfdetermination theory suggests that an individual’s propensity to be engaged with teaching
is in part determined by where motivation manifests itself on this spectrum.
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Summary
There are two aspects of motivation that are commonly identified within the
research: intrinsic and extrinsic motivation. Intrinsic motivation inspires emotional
behavior when the outcome creates feelings of pride or happiness for the individual.
Alternatively, extrinsic motivation is guided by positive, materialistic rewards such as a
promotion or monetary gain. Previous studies identify the main components of intrinsic
motivation in the teaching profession to be an increased belief of self-efficacy, supported
psychological wellbeing of teachers, and enhanced student performance in the classroom.
Commitment to the teaching profession for the enhancement of society is also an aspect
of intrinsic motivation in teachers. Some examples of extrinsic motivation in the
teaching profession are obtaining tenure, obtaining credentials, seeking high salaries, and
receiving tax-free salaries. Previous research has shown many aspects of the teaching
profession that demotivate teachers such as negative student attitudes, low-salaries,
teachers stress and burnout, choosing a teaching profession as fallback career, an
inflexible curriculum, and lack of teaching materials. The main benefits of professional
development include the support of a learner-centered environment, increased use of ICT
in classrooms, supporting the evolution of the education system, and increased school and
community involvement. For this research, I used self-determination theory to analyze
the findings, where self-determination theory refers to the study of types of intrinsic and
extrinsic motivation as they pertain to goal-related behaviors.
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CHAPTER 3: METHODOLOGY AND RESEARCH DETAILS
In this chapter, I identify the research paradigm, research design, the methods of
data collection, and the methods of data analysis chosen for my study. I also offer details
with regard to site and participant section. I explain ethical considerations pertaining to
qualitative research.
Methodology: Qualitative Research
Qualitative research promotes the exploration of the organic study of human
behavior (Guest, Namey, & Mitchell, 2012). Researchers often use qualitative research
to study and understand the interactions between people. At the core of qualitative
research is the study of human experience. As such, this paradigm ideally suits the study
of selected Saudi elementary school teachers, because I studied their professional
teaching experiences, which is a lived human experience.
According to Creswell (2014), qualitative research transpired from the collective
perspectives of anthropology, sociology, and humanities, and their respective assessments
about research about human conduct. Similarly, Stake (2010) stated that qualitative
research is characterized by the careful interpretation of human affairs. The qualitative
paradigm is a means to understand relationships and social climate. Yin (2011)
suggested qualitative research is ideally suited for the study where conversations and
interactions among individuals are an important part of the data collection process.
Specifically, Yin stated that qualitative research is the key to understanding “the motives
each conversant might be pursing-potentially a helpful way of understanding physicianpatient, teacher-student, and peer-peer relationships in their real-world setting” (p. 5).
The core of qualitative research places the first-hand accounts of the individual
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experience at the center of the research and, as such, individual perspectives are of the
upmost importance within the study. Creswell (2014a) stipulated that it is valuable for a
researcher to understand the environment where the research is to be conducted and
where participants are observed in real world conditions, rather than an artificial
laboratory setting. Furthermore, according to Creswell (1998), “Qualitative research
involves the studied use and collection of a variety of empirical materials-case study,
personal experience, introspective, life story, interview, observational, historical,
interactional, and visual texts” (p. 15). This design allows for the documentation of
natural behaviors and provides information representative of the experiences of the
participants. In addition, qualitative research assists researchers to extract in-depth
information about a topic in relation to unveiling sociological, psychological, and
education based research findings (Yin, 2011).
Based on the above information, the qualitative paradigm was appropriate for my
research that sought to examine the views and opinions of participants. Furthermore,
interviewing teachers and observing teachers within their school environment enabled
me, the researcher, to understand the unique experiences within the Saudi educator’s
workplace embedded in real world conditions. As said by Marshall and Rossman (2011),
outcomes from qualitative research could contribute to increasing human wellbeing. As
such, the findings from my research had the potential to increase in-depth knowledge
regarding the teaching vocation of Saudi teachers while simultaneously potentially
improving personal and professional working conditions within the Saudi Arabian
education system.
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Research Method: Case Study
The research method that I employed for my thesis is case study (Stake, 2005,
2010). Neiswiadomy (2011) stated, “Case studies are in-depth examinations of people or
groups of people. A case study could also examine an institution” (p. 177). The case
study is a kind of research design used when particular consideration is given to the life
experience of participants restricted within a certain set of circumstances. Case study
aims to derive a richly descriptive account of a single defined study unit. According to
Merriam (2009), “The case study focuses on holistic description and explanation” (p. 43).
Moreover, specifically defined study criteria for the case study research means that the
field of interest is limited to a particular occurrence (Merriam, 2009). Therefore, a case
study is referred to as a bounded system. Defining what is to be researched provides a
case study with a sense of purpose or direction. The investigation of defined
circumstances occurs through using qualitative methodologies for the collection of data.
As a form of field research, such information is gathered through direct surveillance by
the researcher. Chadderton and Torrance (2011) mentioned that a case study explicitly
considers experiences as being shaped by a particular set of environmental circumstances
where emphasis is placed upon the description of a unique situation. In case studies,
qualitative meaning is primarily drawn from the participants and their interpretation of
experiences in a particular setting.
In selecting a case study for my research project, I aimed to understand and
explore the importance of motivational styles for Saudi elementary school teachers in one
school in Saudi Arabia. My study was bounded by its purpose (e.g., to describe
professional and personal features that motivate and de-motivate elementary teachers)
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and its context (e.g., within the setting of an all-boys school located in Saudi Arabia).
According to Savin-Baden and Howell Major (2013), case studies are a historically
accepted primary method of research within the professional fields of education and
health. My study was bounded within an educational setting. Using qualitative case
study as my method of investigation enabled the observation and description of real
world engagement in the teaching profession of one Saudi elementary school. Similarly,
according to Savin-Baden and Howell Major, a case study involves the consideration of
individual actions. Within my study, such individual action included motivation and
demotivation as targeted issues influencing teacher interaction with students in school
classrooms.
Data Collection
Stake (2010) mentioned that methods of qualitative research include features such
as using observation, interviewing, and examining documents. For my research, data
collection was represented through three modes of collection: semi-structured interviews,
focus group interviews, and observation. Collecting data through individual
interviewing, focus groups, and observations facilitated a triangulated collection of data
(Bowen, 2009) related to the experiences of teachers in Saudi Arabia.
Semi-structured interviews, the first mode of data collection, allow a participant
and a researcher to interact on a one-on-one basis. According to Kvale (1996) on the
nature of this method, “technically, the qualitative research interview is semi structured:
It is neither an open conversation nor a highly structured questionnaire” (p. 27). As
compared to focus groups, individual interviews are more private. The overall purpose of
semi-structured interviews is to provide a private opportunity for deep discussion and to
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access nuanced individual perspectives on a specific topic. Furthermore, semi-structured
interviews gather in-depth personal experiences pertaining to the research topic and allow
the research to probe the interviewee’s personal understanding and experience related to a
specific topic. I interviewed seven participants in two rounds of semi-structured
interviews.
When conducting any type of interview, Creswell (2013) pointed out that the
interpersonal climate requires attention and contributes to the overall quality of the
findings. As such, it is beneficial for interviewers to sustain a positive, engaging
environment surrounding the predetermined semi-structured questions. Furthermore,
good interviewing techniques are supported by preparation for the interviews. As stated
by Creswell (2013), conducting interviews may be beneficial when the researcher is able
to guide the interview based on the predetermined questions. For example, Merriam
(2009) said the sets of questions in semi-structured interviews are flexible, which
prevents researchers and participants from feeling confined by the style of question.
Thus, Merriam said the researcher usually uses the verb describe in the semi-structured
interview questions. Selecting a semi-structured interview format suited my research
project as it allowed questions to guide the research conversation in a way that stimulated
discussion while provoking disclosure about the research question. Merriam (2009)
pointed out that the core purpose of an interview is to collect special kinds of peoplerelevant data, which help research to achieve a qualitative research purpose. As such,
semi-structured interviews create a means by which to facilitate conversations
surrounding sensitive topics. For my study, I used a semi-structured format for both
focus groups and individual interviews. According to Savin-Baden and Howell Major
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(2013), the semi-structured interview format is well-suited for research where multiple
interviews may be conducted.
Focus group interviews were the second type of data collection. According to
Creswell (2014b), focus groups usually involve six to eight interviewees and a researcher
whose role is to engage with them through asking open-ended questions. Savin Baden
and Howell Major (2013) described focus groups as “a gathering of a limited number of
individuals, who through conversation with each other, provide information about a
specific topic, issue, or subject” (p. 374). The main purpose of a focus group was to
provide the researcher with an understanding of how a group thinks about a specific topic
and to uncover the group’s perceived consistencies and inconsistencies about that topic
(Creswell, 2013). As said by Creswell (2014b), a focus group can be most advantageous
when participants can create a cohesive discussion and perform cooperatively. The
shared similarities between participants may stimulate new information and sharing
collaborative behavior. Focus group interviews are effective in the collection of baseline
data pertaining to a research purpose (Savin Baden & Howell Major, 2013). During the
focus group, I asked participants open-ended questions and prompted group discussion.
The questions were quite general to extract baseline information from participants. I
conducted two sets of focus groups with three participants in each group.
In order to better understand the educational culture in Saudi Arabia and teacher
engagement with students, additional data were collected through direct observation—the
third form of data collection. Savin Baden and Howell Major (2013) suggested,
“Observation captures the whole social setting in which people function, by recording the
context in which they work” (p. 392). Kvale (1996) mentioned that observation is “one
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of the most important methods of data collection. It entails being present in a situation
and making a record of one’s impressions of what takes place” (p. 15). As part of the
research data, for two days, I collected observational data about the school. The purpose
of this observation period was to assist me in understanding the teaching climate of the
school, and the case study realities of my participants.
Observations included a description of teacher and student interaction, types of
learner activities for students, and overall student demeanor both during and outside the
classroom. Observations included a description of the school infrastructure including
such things as the size of classrooms and the location of meeting rooms and staff rooms.
I collected data on the school environment, the school schedule, the perceived
relationship between student and teacher, and the dominant teaching methods. The
process of observation involved taking detailed notes about these and other conditions.
According to Creswell (2014), the advantage of collecting data through
observations includes the ability to access non-verbal information in particular situations,
and it allows the researcher to take on a new perspective on the situation. Similarly,
observers need to be aware of potential barriers to effective observation data such as how
the researcher’s presence may affect the behaviors of those individuals being observed as
well as the limitation of being contained to the site of research. To address these
potential difficulties, I acquired permission of the Saudi Arabia Ministry of Education.
As well, to the best of my ability, I ensured my presence did not disrupt the flow of the
class or affect student learning.
The data collected from individual interviews, focus group interviews, and
observations were meant to help me understand the experiences of teachers in Saudi
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Arabia. Kvale (1996) compared interviewer style to occupying the role of a traveler.
This traveler metaphor represents my role in data collection in Saudi Arabia, where the
data findings depicted reconstructed stories of personal experiences as told by Saudi
teachers. This interviewer-traveler wanders through the conversational landscape and
enters into conversations with the people encountered. The interviewer as a traveler idea
explores the many domains of the research question, with guided questions, while
maintaining the freedom to allow participants to express their experiences.
Analysis of Data
Once data collection is completed, the analysis of data is conducted in five
phases. These five phases also described how I conducted this analysis. In the first phase
of analysis, the audio recordings from interviews and focus groups were manually
transcribed from Arabic to English. With regard to the observational data, I typed out
handwritten notes. At the end of this phase 1, I had all data in the form of typed English
transcriptions and typed observational notes.
The second phase of data analysis consisted of ensuring the timely analysis of
data. I reviewed my audio recordings and translated transcripts that were bilingual in
English and Arabic.
The third phase of content analysis required analytical reading of the transcripts
and taking note of repeated themes and emerging major categories. I completed phase
two by writing summary notes about the content of the interview transcripts.
Phase four of content analysis involved making sense of key findings and locating
evidence of their existence within the transcriptions. Such findings are supported by
pithy quotes supporting the key ideas. This process is completed by hand, where
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Creswell (2014b) mentioned that this process involves division of the data and marking
sections or phrases using colors to code meaning. As said by Bowen (2009), this
procedure for conducting content analysis involves careful reading and comparison of
documents. The result of phase three was documented of key ideas. Creswell (2014)
alludes to these overarching ideas as themes, which are repeated concepts that emerge
from the data and can be used in analysis to uncover analogous sets of codes. According
to Creswell (2014), correct steps in determining themes from data include the
organization of repeating patterns or categories that surfaced in the data.
Phase five of data analysis consisted of applying triangulation to the data.
According to Bowen (2009), triangulation involves comparing multiple sources of data to
find coherence in key findings. I compared the data across focus groups, individual
interviews, and my detailed observational notes. Creswell (2014) mentioned that
triangulation allows justification for themes developing from the findings. According to
Lather (1986), “Triangulation of methods is strong, especially the combination of
interviewing and participant observation. The triangulation of different data sources is
also quite strong. The comparative case studies were built into the research design, and
the search for counter-patterns as well as convergences is documented” (p. 72). Similarly
to Lather, my study combined individual interviews and participant observation. The
method of data triangulation allowed my study to combine different sources of data to
potentially support research validity. Once phase four has been completed, a summary of
the data analysis will be constructed. As said by Creswell (2014), a narrative discussion
is “a written passage in a qualitative study in which authors summarize, in detail, the
findings of their data analysis” (p. 78). I wrote an analysis summary including
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descriptions, supporting evidence, codes, themes, and triangulation in conclusion of these
analyses phases, which are included in the results section.
Assumptions, Limitations, and Delimitations
As this study took a qualitative paradigm approach, there were fundamental
assumptions regarding subjectivity in the practices of collecting, analyzing, and
interpreting the data. My study contained an assumption of subjectivity impacting the
findings. Qualitative research maintains that the subjective reality exists in a particular
context, wherein the participants may interpret their unique lived experience. As such, it
was important to recognize that personal experiences and subjectivity cannot be mutually
exclusive in my research project. For this study, it was important to be aware that there
was an assumption that reporting on experiences in the teaching profession was laden
with subjective interpretations. A second assumption regarding this project was that the
findings were unique to the context and participants selected. As such, the findings are
not generalizable to other populations.
With regard to the research, I had imposed a few delimitations. First, I only
invited participants who were teachers and/or administrators from an all-boy's school.
Otherwise stated, my research did not include the experiences of female teachers.
Second, participants had no less than five years of teaching experience. Last, this
research took place in the south of Saudi Arabia. All of these delimitations contributed to
the meaning and manageability of my project.
I also acknowledge a number of limitations related to my study. The first
limitation was that findings that result from this qualitative study can not be generalized
to all male teachers in Saudi Arabia. According to Flick (2002), taking a qualitative
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paradigm eliminates opportunities for extending these findings to other situations. This
point is due to the specific context-laden quality of this paradigm. The use of qualitative
research inherently limits work to its distinct context. Flick explained:
Despite all the methodological controls, influences from interests, social and
cultural backgrounds are difficult to avoid in research and its findings. These
factors influence the formulation of research questions and hypotheses as well as
the interpretation of data and relations” (p. 14).
Even so, the individual narratives that were provided by participants of this study are
valuable for describing the experiences of the case study that I researched.
A second limitation of my study was the timing of data collection. I traveled to
Saudi Arabia in April 2016 to collect data. The end of the school year was the middle of
May. In turn, collecting data at the end of the academic year in Saudi schools might have
affected the data pertaining to teacher motivation, because, by the end of any school year,
teachers are tired. Skinner and Belmont (1993) described that the relationship between
classroom engagement and the time of the school have a complicated relationship. These
findings suggest that first semester teacher-student activity levels can predict engagement
across the school year. As such, this limitation might have impacted teacher motivation
as affected by the timing of my data collection.
Ethical Considerations
According to Government of Canada’s (2010) Tri-Council Policy Statement, there
are three fundamental interests regarding high quality research: (a) respect for persons,
(b) concern for welfare, and (c) justice. In my ethics proposal that I submitted thesis
research ethics were attended to the University of Prince Edward Island (UPEI) Research
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Ethics Board (REB). I obtained ethics approval from this REB (See Appendix G).
Additionally, I have completed the Tri-Council Policy Statement: Ethical Conduct for
Research Involving Humans Course on Research Ethics (TCPS 2: CORE) certification in
February 2015 (See Appendix F). Then, I obtained permission from the Saudi Arabian
Ministry of Education by Nadra School Board to complete a research project within an
elementary school (see Appendix H). This process involved a written request submitted
to the Ministry of Education in Saudi Arabia, requesting permission to enter the school
for the purpose of academic research pertaining to the completion of a Master’s of
Education thesis. Once permission was acquired from the Saudi Ministry of Education, I
contacted the principal of the school asking his permission to collect data from his
teachers and about his school. When I met the participants, I gave them: (a) an
Information Letter about the study, (b) a copy of the participant Consent Form, and (c)
copies of the focus group and individual interview questions (See Appendices A, B, and
C). Before starting any interviews, I asked participants to sign the consent form. When
writing up the findings, all participants were given a pseudonym. Also, any comments
that could identify participants were omitted for the findings of this study. All transcripts
are kept in a secured location in my home. Digital copies are kept on my computer,
which requires a password to open. As well, after I defend my thesis, I will share my ethesis with participants who indicated that they wanted a copy of the results of the study.
Site and Participant Selection
All of the participants in this study were teaching in a school located in village
near the city called Nadra. This city is located in the south region of Saudi Arabia. All
participants had at least 8 years of experience teaching in elementary schools. Thus,
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these participants were knowledgeable of the positive and negative aspects of the Saudi
educational system. A research study like this one was never done before in this city, and
the participants were very enthusiastic about providing information.
The data presented in chapter 4 represents 14 individual interviews with seven
participants and two focus group interviews with three participants in each focus group
(i.e., six focus group participants, in total). The seven participants who partook in the
individual interviews and the six participants who partook in the focus group interviews
were different participants. In sum, 13 participants partook in 16 interviews. In what
follows, the participants who took part in the individual interviews are identified through
Arabic names (i.e., Ahmed, Bandar, Fahad, Omar, Rashid, Salman, and Turki), and the
participants in the focus group interviews are identified by Western names (i.e., Charlie,
David, George, Henry, Joseph, and Peter).
As well, data include journal observations I documented during my time in the
school. More specifically, after receiving permission from the school principal, I spent
two full days in the school documenting observations about the school environment,
teacher pedagogy, and interaction among teachers and students. During the two days, I
spent most of my time with the Grade 5 and 6 teachers to attend their classes as a listener
and observer. The Grade 5 teacher taught Science, and the Grade 6 teacher taught
English. All observational data were written in Arabic in the booklet. After I completed
my observations, I translated my notes from Arabic into English and added these data to
my transcription booklet. For these data, I stipulated the date and times I attended each
class.
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All individual interviews and one focus group interview were conducted in the
school, and the second focus group interview was conducted in a participant’s home.
With regard to the latter point, for a number of reasons, a participant wanted the last
interview to be done in his home. One of these reasons was because, within a couple of
days after the interview, I was scheduled to leave Saudi Arabia to travel back to Canada.
Having the interview in his home was a cultural and hospitable way for him to bid me
farewell. Also, the participants of the second focus group knew each other well and were
comfortable gathering at this house.
The average length of the first set of individual interviews was 63 minutes, and
the average length of the second set of individual interviews was 62 minutes. With
regard to the focus group interviews, the first was 54 minutes and the second was 66,
with an average length of 60 minutes (See Tables 1 and 2)
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Table 1: Overview of Individual Interview Participants and Length of Interviews
Participant
Ahmed
Bandar
Fahad
Omar
Rashid
Salman
Turki

*Length of Interview #1 *Length of Interview #2
59 minutes
58 minutes
61 minutes
76 minutes
61 minutes
30 minutes
61 minutes
60 minutes
71 minutes
72 minutes
58 minutes
66 minutes
71 minutes
72 minutes
63 minutes
62 minutes
(Average length)
(Average length)

*Note: All interviews are rounded off to the nearest minute.
Table 2: Overview of Focus Group Interview Participants and Length of Interviews
Participant
Charlie, David, George
Henry, Joseph, Peter

*Length of Interview
54 minutes
66 minutes
60 minutes
(Average length)

*Note: All interviews are rounded off to the nearest minute.
Description of Participants
To help the reader understands the findings of the study, I provide background
information about each participant. To help maintain participant anonymity and
confidentiality, these participant descriptions are quite general; nonetheless, these short
descriptions are a way to introduce each participant and a means for the readers to obtain
a basic understanding of each participant’s personal and professional background.
Ahmed
Ahmed had 12 years of teaching experience. He graduated from college as an
Arabic teacher, but the school administration told him that he would be a math teacher.
During the interview, Ahmed informed me that at a young age, he desired to be in the
military. However, his father wanted him to live close to his family in Nadra, so Ahmed
followed his father’s wishes and became a teacher. Ahmed reported that he had a good
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relationship with his colleagues; however, he admitted that he preferred to distance
himself from personal issues that students often experience.
Bandar
Bandar had 11 years of teaching experience, and he was the father of two
children. Initially Bandar’s desire was to study Anatomy Science. However, after the
death of his father, Bandar took full responsibility for his family. Therefore, he chose to
be a teacher to remain close to his family. Bandar obtained a degree in athletics. He
taught Physical Education, and he was responsible for school activities in the area of
sports and recreation. Bandar had good relationships with the teachers and the students.
He explained that his relationship with administration was a bit strained. He believed
that private schools are better than public schools.
Fahad
Fahad had 21 years of teaching experience. Previous to teaching, Fahad served in
the army for three years. Fahad mentioned a few key reasons for his career move from
the army into the teaching profession. For example, he said that the teaching profession
paid a higher salary than the army, and it also permitted him live close to his family.
Fahad was a native resident of Hijrah village, and he is an Imam. Fahad is active both in
school and in society and he is involved in charity work. Fahad told me that he was
related to the principal of the school where he teaches. Fahad supported the use of
corporal punishment as a form of student discipline.
Omar
Omar is a Science teacher for primary school, and he has 15 years of teaching
experience. He mentioned that his contribution to this study represented the first time of
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having an opportunity to be a participant in research, and he was keen to provide
information. Omar has three sons and two daughters. Omar enjoyed travelling and had
visited 30 countries. Originally, he is from one of the largest cities in Saudi Arabia.
Omar reported that he was considering changing his current occupation. He was
frustrated with the educational system, and he was concerned about the limitation of
teachers’ rights.
Rashid
Rashid had 14 years of teaching experience. He is the father of one child.
Initially, Rashid’s area of study was science; however, the school assigned him to be the
librarian. Rashid reported that his relationship with his colleagues was somewhat
strained. Also, he believed that all school buildings in the country were less than ideal.
He thought that most of all the buildings in the country looked old and were in need of
better resources. Rashid drives about 60 kilometers from his house to the school each
day.
Salman
Salman is a religious man, and he is the father of three children. He has over 20
years of teaching Grades 1 through 3. Salman stated that he always wanted to be a
teacher, so he eventually left his military career and became a teacher. He mentioned
that, throughout his teaching career, he has developed a good relationship with his
colleagues. Salman is a well-informed teacher, and he enjoys watching videos on
YouTube in an effort to inform his teaching.
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Turki
Turki had 17 years of experience in the same school. He is the father of two
children. Turki chose to be a teacher, because his teacher influenced him while he was in
middle school. During that time, his teacher built a positive relationship with Turki. He
reported having good relationships with his students. Turki mentioned that he would like
to retire soon, because he struggles with the strict educational system in Saudi Arabia.
Focus Group Participants: Charlie, David, George, Henry, Joseph, and Peter
The participants in the first group interview were the school principal (George),
the vice principal (Charlie), and the school counselor (David). George has a Bachelor in
Arabic Language, Charlie has a Bachelor in Science, and David has a Bachelor in Islamic
Studies. The participants in the second group interview were an Arabic language teacher
(Joseph), an English teacher (Peter), and a Science teacher (Henry). Joseph worked two
years in elementary schools, and then he moved up to the school board as an
administrator in the projects and constructions department. Henry had 18 years of
teaching experience. Peter worked in the military, and he is currently working as an
English teacher for 8 years.
Although the principal has power over staff members (e.g., he evaluates staff
members as mentioned in Chapter 1), the principal’s presence within the first focus group
did not appear to affect the vice principal and school counselor opinions and comments.
For example, during my interview with focus group one, I noticed that the vice principal
and school counselor were keen on reminding the principle about many problems that
demotivated them. During the focus group, it appeared to me that they wanted to show
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the principle that they cared about their school and staff, and they are aware of the
motivation and demotivation factors.
An aspect of the principal’s hierarchical position is that he has the power to
choose his vice principal and school counselor without any interference from the school
board. In turn, the principle usually assigns candidates who are close to him and in
whom he can trust. Therefore, I was keen on interviewing the principal, the vice
principal, and the counselor together, because they possesses strong relationship with
each other; they appeared to have a close-knit relationship. In contrast, if I had
interviewed the principal with other teachers within focus groups, my guess is that the
teachers would have felt pressured and may not have answered all questions as openly
and honestly as, I believe, they did.
Description of Research Site
In order to maintain site anonymity, herein, I only provide a general overview of
the research site. The study was conducted in a small rural school, called Hijrah School,
which is located in southern Saudi Arabia. This school is approximately 45 km from
Nadra city center. Hijrah is a village that has number of schools (e.g. elementary,
primary, and high-schools) for both genders. Also, there are a couple of walk-in clinics,
small Thursday Farmers Market, and one community center. The population
demographic is predominantly middle-aged young families. Most high school graduates
go to university in Nadra city. Hijrah School has 12 classrooms, a school library, and a
science lab. Hijrah Elementary School has from Grade 1 to Grade 6. There were over
200 students and about 20 teachers. The main employer in Nadra city is Nadra School
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Board, which is a large building filled with offices for teachers and students affairs,
trainers, and supervisors who visit schools and handle financial aspects.
Generally, there is no great difference between elementary schools in Saudi
Arabia in terms of school infrastructure and educational culture due to the centralized
education system. However, I chose this rural school, because it is 1,000 km far from the
capital city, Riyadh, and, potentially, the last distance from Riyadh gave this research an
ideal case study context. Through my qualitative research, I did not seek to compare
urban and rural schools, but, as a sideline to the research, I was interested in the
uniqueness of rural education. I sought to examine the efficiency of professional
development programs in rural areas in order to reform it in government project “Vision
2030”. According to Barley and Beesley (2007), “Rural schools also face serious issues
in providing a full range of qualified teachers and the supportive resources to ensure
success” (p. 1). Based on Barley and Beesley's argument, I was interested in what I
might find about this rural school.
Translations, Transcription, and Data Representation
Each interview was conducted in Arabic. To promote the quality of data and data
analysis, I transcribed each interview first into Arabic and then into English. I completed
this two-step process, because, upon initially trying to listen to the Arabic and directly
translating the words into English, my English transcripts were less than ideal. The
participants spoke quickly in Arabic; understanding what they said, holding on that
information, and transcribing it into English was too complex of a process to ensure high
quality English transcripts. In turn, for the first set of transcripts, I handwrote, in Arabic,
what each participant said. My handwritten notes were approximately 350 pages long.
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After that, I translated the Arabic handwritten transcripts into typed transcripts in English.
The English transcripts were 228 pages (Time New Roman, font 12, single-spaced). As
well, all of the notes I recorded in my journal were organized into bullet points in the
booklet. In sum, due to the fact that my interviews were done in Arabic and I wanted to
create high quality transcripts, my transcription process probably took twice as long as
compared to interviews that were done in Arabic and transcribed directly into English.
Once the English transcripts were completed, I paginated them into one booklet, which
contained the 14 individual interviews, the two focus group interviews, and my
observational notes. I divided the data into the individual interviews, focus group
interviews, and observation notes by using a different colored font for each group of data.
Summary
In this chapter, I explained the qualitative research paradigm associated with this
case study. My data collection consists of individual interviews (x14), focus groups (x2),
and observational data (two days at the school). I analyzed the data through content
analysis, which was completed in five phrases. I concluded this chapter by explaining
that I obtained University of Prince Edward Island Research Ethics Board approval, the
Ministry of Education in Saudi Arabia approval, and approval from the principal to
conducting this study in his school.
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CHAPTER 4: RESEARCH FINDINGS
In what follows, I present the findings of my research, which include verbatim
quotations from participants. I provide the name of the participant and the corresponding
page numbers from the transcript booklet. This information is provided to promote the
credibility and quality of the research study. If a participant quotation audit were to be
performed, the person doing the audit could check the information presented in the
paginated transcripts. In what follows, when I insert page numbers, I use the same type
of format as APA citations, which are consistently used in the rest of this thesis. For
example, when a quote stated by Salman is followed by “(p. 7),” the quotation can found
in page 7 in the transcription booklet.
Data Description
In presenting the findings of this study, I am guided by answering the researcher
questions. As a review, the three research questions were:
1. What intrinsic and extrinsic factors motivate teachers to teach well?
2. What aspects of the teaching profession demotivate teachers?
3. In what ways, if any, does professional development influence teachers?
I answered these questions through a thematic analysis of the data. In addressing
research question 1, the themes that emerged were: (a) religious beliefs, (b) relationships,
(c) personal, professional, and academic fulfillment, (d) praise and recognition, (e) salary
and tenure, and (f) proximity to family. For the second research question, the main
themes were: (a) centralized policies such as dissatisfaction with Ministry, lack of
curriculum resource freedom, travel and commuting issues, school infrastructure and
environment, lack of extra-curricular activities, and no health insurance, (b) lack of
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quality professional development such as unqualified trainers, inappropriate timing, and
lack of certification or recognition, (c) specific types of relationships within the school
community, and (d) other issues such as student poverty and sub-standard lifestyle,
school resources, and stress associated with job.
During my data analysis of research question #1 and 2, I realized that the
demotivational factors overlapped the thematic answers for the third research question.
For research question #3, I wanted to determine the impact that professional development
programs had on teachers at Nadra’s school. However, when participants spoke about
the demotivational aspects of their job, participant voluntarily identified professional
development as a demotivation factor. In other words, research question #3 was
addressed in the answers to research question #2. I do not view this point as problematic
or disconcerting. In contrast, allowing the thematic answers to evolve from participant
data is strength a qualitative research. In this case, one theme that surfaced for research
question #2 also answered research question #3.
Intrinsic Motivation: Religion, Relationships, and Personal Fulfillment
For participants, their personal belief system was linked to their intrinsic motives
for quality teaching. Because all participants were Muslim, they had a strong, common
belief with regard to psychological-educational needs in the area of: religion, professional
fulfillment, and professional relationships, all of which are described below.
Religion
Islam and the teaching profession. All participants had a core, intrinsic belief
that God will reward them if they were diligent teachers. For example, Salman explained
that from God they would seek their reward for hard work. He said, “Because you seek
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your reward from God, teaching is an honorable career with a high status” (p. 12). The
participants believed that the profession of teaching is an important and an integral part of
Islam. When I asked Turki about the characteristics of an effective teacher, he said,
“First of all, a good teacher should follow the religious teachings and apply them in his
work. They should treat the students nicely and be close to them” (p. 91). Turki clarified
that teachers need to experience positive relationships with their students and listen to
their students because to do so are a part of religious teachings. Turki, Salman, and
Ahmed found that these intrinsic beliefs motivated teachers to be the best they could be
while, at the same time, these beliefs left a positive impact on the students. For example,
Salman encouraged other teachers to follow and apply the religious teachings for the sake
of God and for His acceptance. He said, “The teacher must do good deeds for the sake of
Allah, even if he pays from his own pocket to get prizes to reward the students” (p.
16). Ahmed mentioned that in the Saudi educational system, one of the main focuses in
elementary school is teaching the students Islam. Therefore, when I asked Ahmed about
the benefits of working in an elementary school as a teacher, he said, “There are benefits
of working in the elementary school, because we are getting rewarded for teaching
religious matters from God” (p. 55). Ahmed’s statement clearly showed that the teachers
believed that teaching religion is not only beneficial for students but also for themselves.
The participants believed that teaching is a part of Islamic worship, which works as a
huge intrinsic motivational factor. Salman explained this point when he said, “Teaching
was the message of the Prophets. Teachers should work hard, because they are
responsible for other Muslim children. They take them from the state of being ignorant
to the state of being knowledgeable, from darkness to light” (p. 3). Through these quotes,
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an inspiration to be a good teacher was closely aligned with religious duties to be a good
person.
Salman, Turki, and Fahad also spoke about Prophet Mohammed, peace be upon
him. They believed that he was the first teacher, and he taught his friends and family.
Therefore, the teaching profession, as far as these Saudi teachers were concerned, is an
important profession, according to Islamic beliefs. “The teacher follows the teachings of
the Prophet, peace be upon him. Our Prophet is the first teacher. This is the teacher’s
right, and he should be respected within the society” (Fahad, p. 169). I observed that this
internal belief appeared to help them overcome the daily challenges they faced while
practicing their profession. For example, I observed that there were quotes of Prophet
Mohammed on the school walls. These phrases were motivational quotes that the
teachers referred to in their daily teaching to guide them to be the best they can be.
Salman shared, “I thank my God for awareness, perseverance, diligence to work
well, and for paying attention to the students' comprehension. They learn new
knowledge, new skills, and this motivates me to cope with all obstacles” (p. 1). The
Saudi teachers I interviewed believed that teaching young people aligns with the
teachings of Islam. In other words, being a giver of knowledge and being a bridge of
wisdom for students is considered as a practice of worship and highly appreciated in
Islam.
In addition, Turki wanted to draw attention to the teaching content that Prophet
Mohammed (peace be upon him) employed with his friends. He mentioned, “The
Prophet used to teach his friends good manners, and the teacher should follow the
Prophet and teach his students good manners. For example, one should have good
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Islamic manners as taught by our Prophet” (p. 102). According to Islam, it is an honor to
have a career in the teaching profession. This belief follows the Prophet Mohammed’s
words. Participants believed that teachers inspire young minds to be compassionate,
kind, and to do good deeds. The teaching profession brings both internal and external
rewards such as joy and God’s grace to people who choose to be teachers.
The fear of Allah (God). The Saudi teachers who I interviewed had respect and
love for Allah; moreover, they had a fear of God, too. Some of them mentioned that the
fear of God in one’s heart and the seeking of rewards from Him is a primary intrinsic
motivational factor to do well as a teacher. For example, Peter stated, “We should fear
Allah when we work” (p. 225). When Peter was speaking, he advised his colleagues to
fear God in order to do their work the way it should be done. As well, Charlie
mentioned, “People should work hard for many reasons, such as fearing Allah” (p. 215).
Furthermore, Turki and Bandar emphasized that fearing God helped them in being
dedicated to their work, and it gave them the peace of mind and spiritual satisfaction that
everyone needs. Turki said, “One of the main factors for being a good teacher is fearing
Allah in your work. Everyone [on judgment day] will be questioned about his work” (p.
81). Bandar attested, “The good teacher works sincerely and fears Allah. We should all
say that we fear Allah. There is something called ‘honesty’, and what I mean by honesty
here is responsibility wherein the student is your responsibility” (p. 129). Peter agreed,
“Actually, we should fear Allah when we are working” (p. 225). Charlie emphasized the
overarching point was that a teacher’s hard work is driven by this intention, and it
motivates that person to avoid falling into the sin of not doing their work as it should be
done. During school observations, the fear of Allah was demonstrated by the teacher's
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direction for the students to pray daily. From my interviews, I was informed that the fear
of Allah means that there is recognition that Allah watches His people all the time. To
fear him, is to be concerned that negative things will happen in a person’s life if they are
not obedient to Allah’s wishes. In turn, these teachers wanted to be good at their
profession, because they did not want to experience any negative things in this life or the
next.
Rewards of Allah. In addition to the fear of Allah, there was a great belief among
the participants that Allah rewards teachers whenever they sincerely help others within
their classrooms and society. Along with dedication and devotion toward for their work,
the participants’ personal beliefs improved their behavior and treatment of students.
When I asked Fahad about his passion for teaching, he said, “I swear … I hope to serve
the community in a way that Allah rewards me for it” (p. 151). As mentioned in Fahad’s
participant description, Fahad played a significant role in several charitable projects in his
home village. Omar believed that teaching was an honorable career, and, through it, he
would receive rewards. He highlighted this point when he said, “It is a noble job. As
Muslims, we work hard, and then we seek the reward from Allah” (p. 172). Also, within
the focus group, David shared, “We seek our reward from Allah when teaching the
students” (p. 211). David asserted that the teachers’ fundamental intention is seeking the
reward from God. In reviewing the above quotations from the participants, there was
consensus that their Islam beliefs intrinsically motivated them to be the best teachers they
could be.
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Relationships
Relationships with students. For the participants, the desire to become a teacher
emerged from the hope that, through the profession, they would build positive and
healthy relationships with the students. Turki stated that he had a passion for teaching
children, especially elementary-aged. He advocated that teachers need to build a positive
relationship with their students just like his past teachers had done with him. Turki
shared, “There should be a good relationship between you and the students. You should
love one another” (p. 83). In addition, Bandar recorded that he also had a positive
relationship with the students, which made him proud to be in the profession. He stated
the students were pleased with how he treated them, and, in return, the students spoke
positively about him. He believed, “This is a blessing from Allah” (p. 130). Bandar built
rapport with his students by using nicknames. He said, “I always like to give my students
nicknames, such as hero or sweetheart” (p. 130). Omar said, “I deal with the students as
if they are my own children. Thank God” (p. 178). Henry noted the importance of a
good relationship with the students when he said, “Thank God. I have a good relationship
with my students, and I feel like I benefit them” (p. 227). The idea that good student
relationships were important came from the both Islamic beliefs and the fulfillment that
the participants felt when they interacted positively with students.
Collegial relationships. The need to experience solid, strong professional
relationships among colleagues was an intrinsic motivational factor for elementary school
teachers. Most participants spoke about the effect that positive professional relationships
had on their performance during the school day and how these rich relationships
motivated them to do well in their profession. Some teachers mentioned that they had
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good relationships with their colleagues not only inside school, but also outside of the
school. For example, Salman stated:
All relationships are very good. Our relationships are not only work-related, there
are also meetings held outside school such as the weekly meeting that is called
‘Al Tholathiyah.’ I think that having meetings outside the school makes the
colleagues’ relationships stronger. It also helps for breaking any barriers (p. 21).
Salman believed that professional and social relationships help teachers become engaged
with each other, which, in turn, motivates them to do well in their profession. Salman
showed his satisfaction with how fairness among colleagues was being represented in his
school, he said, “Thank God. Everything is going well, and there is justice. There is no
discrimination at all” (p. 22). Bandar believed that it is important to help his fellow
teachers. He said, “I am a sports teacher, but I help the rest of the teachers” (p. 114).
Bandar praised the teachers in his school and said, “There is collaboration between some
teachers and myself” (p. 138). He added, “The relationship with the colleagues is
strong. It is actually very strong” (p. 138). Ahmed clarified that one of the personal
intrinsic factors that motivated him the most was “the collaboration between the
colleagues” (p. 40). He shared, “There is a lot of collaboration between the colleagues”
(p. 40). Ahmed believed that professional relationships influenced him and his
colleagues in a good way. He articulated, “Here, the support is only coming from the
colleagues” (p. 46). Rashid, the librarian, also spoke positively about the relationships
between colleagues. He mentioned that colleagues should support and respect each
other. He said, “It is supportive, because we respect one another.” (p. 203). Two
participants of the group interviews spoke about the personal relationships between
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educators in their school. David stated, “The strong relationships between the colleagues
motivate us” (p. 211). Peter agreed with what David said, he stated, “There are good
relationships, and it is the real support for us” (p. 227). These comments show that
positive, productive, strong collegial relationships were a foundational support that gave
them both inspiration to do well and the reinforcement of the hard work they were doing.
Ahmed, Bandar, Turki, and Rashid believed strong collegial relationships
supported effective instruction of students. Ahmed mentioned, “All teachers are very
helpful, and the focus should be doing what is good for the student” (p. 55). In addition,
Bandar emphasized the importance of positive relationships in school when he said, “As I
told you, the most important thing is the collaboration between the colleagues. It is a
very important factor. If they know the importance of collaboration, the students would
love the school and never want to leave” (p. 124). One morning while I had a breakfast
with the teachers, I could see that the teachers had strong and respectful relationships
with each other. It was clear that there was a mutual trust, respect, and support of one
another. For example, during the breakfast time, I observed that all the teachers would
not start their breakfast until all the school personnel came and sat to eat. Furthermore, if
one was late, the rest of them would wait until he was present to eat together.
Collaboration was the common theme for a continued success for both the teachers and
the students. Demonstrating collaboration in the school and in the classroom was an
example of teacher modeling that resulted in an overall improvement of both colleague
and student’s morale. In turn, this morale was an indirect and tacit, yet important,
motivational aspect of their job.

	
  

75
Relationship with principal. An important aspect of collegial relations was the
influence of the principal. Most participants spoke positively about their experiences
with the school principal and explained that a strong relationship with administration was
a motivational aspect of their job. Many participants praised the principal, his
collaborative skills, and the way he dealt with them. For example, Turki explained, “In
our school, thank God, our relationships are very good, and the principal is the reason
behind good relationships” (p. 107). Turki asserted that the school principal created an
atmosphere of collaboration and respect between the teachers. Also, Fahad stated, “The
principal is very helpful with the teachers and the students. He really cares about them,
and he is not too strict with them. I am not saying this to just compliment him. It is the
truth” (p. 159). Fahad provided further details and said, “He [the principal] is a
hardworking person, and he is disciplined. He is really keen, and he works hard, and this
is very important” (p. 159). Ahmed thought being appreciated and being recognized for
achievements encouraged teachers: “The principal’s thanking us is a very important
motivational factor” (p. 40). In general, there was awareness among the teachers of how
colleague relationships were enhanced by their principal, whom they viewed as a
dedicated leader. I observed that the participants were encouraged by the principal’s
recognition of their work when well done. For example, in the school there was a
meeting each morning. The teachers and the principal would meet at 6 a.m. They would
spend time together over coffee and tea discussing the previous day’s events. During this
time, the principal would offer words of encouragement for certain teachers based on
their actions and good deeds. This recognition continued to motivate the teachers to
become more effective and dedicated teachers in their classrooms. In sum, the teachers
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felt a sense of accomplishment and pride when they received acknowledgment and
respect from the authority figure.
Personal, Professional, and Academic Fulfillment
Personal fulfillment. The intrinsic motivation of these elementary school
teachers was also influenced from a sense of personal fulfillment from profession. As an
example of fulfillment, Rashid had a goal to make a difference in his city. He wanted to
encourage reading among a new generation. I asked him to explain, and he responded, “I
started a competition called ‘Read and Talk’” (p. 192). Rashid showed me the increase in
the number of student readers from the previous number of zero to the present number of
10. “Look at the log. About 10 students visit me a day” (Rashid, p. 192). Similarly,
fulfillment was also important for Salman who had a desire to increase the academic
development of students, increase overall wellbeing of students, and to improve society.
He used the example of Japan: “I have seen some schools in Japan while browsing the
Internet. I wish we could embrace the same methodology they are applying in their
schools” (p. 32). In particular, Salman was impressed by Japan’s value on the cleanness
of the school and the value Japan places on their students. He mentioned, “The students
clean their classrooms, as well as clean the school” (p. 32). Salman also said, “In Japan,
school provides private storage spaces for each student” (p. 32). He stated fulfillment for
him was promoting progress in the educational system in Saudi Arabia. He adamantly
desired to experience education changes and a better future for the students in Saudi
Arabia. In line with Salman’s points, while in the school, I observed that students had
minimal furniture in the classroom. Also, I observed that the school floors were
extremely dusty from the sand, and the students did not have their own personal space.
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Turki also expressed his personal desire to give back to others and improve
society when he described why he became a teacher. Turki shared a good example from
his experience when he was student. He said, “My teacher’s treatment in middle school
made me love this profession. His good treatment really affected me positively. This is
when I started having a strong desire to become a teacher” (p. 69). Therefore, Turki’s
fulfillment came from achieving his childhood dream. A past teacher had a strong
influence on Turki, and, in turn, he wanted to give back to others and be a positive
influence on his students. Through the profession of teaching, Turki wanted to be a
change agent in the form of a positive role model for students. Moreover, when I asked
Charlie what motivated him to remain a teacher in a public school, he explained that he
felt motivated to be a role model or guide for his students. In sum, by choosing the
teaching profession, these participants wanted to make a positive change in their schools
and communities. Thus, this sense of making a positive change is defined as an intrinsic
motivation whether this change is in their schools and communities.
Fahad explained that fulfillment for him was to increase his own personal and
professional development. Thus, he left his previous employment as a soldier to become
a teacher. He mentioned, “I want to improve myself, and I want to learn new things” (p.
149). Fahad read every day at the public library to improve his self-development.
“When I missed a day from the library, I was really upset” (Fahad, p. 164). Again, with
Fahad’s strong desire to learn, the teaching profession supported his desire and enactment
of being a lifelong learner.
As well, Fahad’s mentioned another intrinsic factor associated with his teaching: “I
think being loyal and loving your career is one of the most motivational factors” (p. 153).
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Fahad continued, “Not everyone gets paid enough for their work. That’s why loving your
career is more important. If the person doesn't have intrinsic motivation, he won’t be as
productive” (p. 153). Another participant, Omar, stated that he acquired a sense of
personal satisfaction derived from being in a noble profession. He said, “I love it, and I
believe it has a high status. I teach people, and I think it is a very noble profession” (p.
172). Through these quotes, participants explained that when they are helping
themselves, they are in an ideal position to help others, too.
Student achievement. Another aspect of the participants’ explanations of
professional fulfillment was exemplified through the achievement of students. From
Fahad’s perspective, the successes and achievements of his students were an underlying
reason why he strived to maintain the high caliber quality of his teaching. In relation to
this point, Fahad shared a story:
The Social Development Department threw a party to honor the top students. I
attended the party and, among the things that brought joy to my heart, was seeing
that all of the top students that were honored were my students that I taught in
Grade 1. Some of my students now are university students. This is what motivates
me to stay in this profession, and I consider it one of my greatest accomplishments.
(p. 152)
In fact most of the participants I interviewed spoke about how the educational progress of
the students positively affected them and made them aware of the importance and the
status of their career. For example, Salman mentioned, “Thank God. This is the only
thing that motivates us and pushes us to stay in teaching. You see your efforts paid off”
(p. 7). Ahmed also shared, “The thing that makes me proud the most is seeing my
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students being the best [they can be]” (p. 38). The overarching message with Bandar’s
comment was similar: “I get motivated when the students take my instructions then
improve” (p. 121). Bandar believed that having students respectfully follow his
directions and guidance was intrinsically motivating for him. In sum, the participants
explained that when a student succeeds, the teachers feels proud and is motivated to
continue to teach well. Teachers wanted to see and know that they have made a
difference in student lives.
Furthermore, four of the focus group participants discussed their intrinsic
motivational factors as they related to student achievement. For example, David said,
“What motivates me to be a teacher is when a student comes to me and tells me that I
taught him when he was young.   It just makes me feel proud” (p. 218). In this quote,
David was referring to some of his former elementary students who had moved to middle
school. David felt proud being an influential part of that student’s life. In accordance
with David, Peter expressed his pleasure with teaching by saying, “When I think that I
am teaching generations, it makes me happy” (p. 219). Charlie also prided himself in the
fact that he was responsible for giving the students an education that they needed to
succeed in life. Henry described the pleasure he felt when he taught. He said, “I feel so
happy when I give the students some information, and I feel that they benefitted from it”
(p. 225). In other words, properly conveying information to his students and getting them
to fully understand it was an intrinsic motivation that pushed Henry to work hard and do
well in his profession. Similarly, Peter shared this feeling, he said, “When I see that any
student understands an English grammar rule, I feel proud” (p. 227). From the above
information, for these Saudi Arabia teachers, their student’s academic success was a

	
  

80
motivational reason to be a good teacher. These teachers felt joy, passion, and pride
when their efforts resulted in knowledgeable and successful students.
Extrinsic Motivation: Praise, Money, and Lifestyle
Some extrinsic motivators for the participants were associated with praise and
recognition, their salary, and their ability to reside near their families. These extrinsic
factors motivated them when faced with challenges and obstacles. These themes and
sub-themes are explicated below.
Praise and Recognition
Verbal and tacit recognition. Most participants admitted that there were many
encouraging aspects about their job, and, in particular, they talked about recognition and
praise. For example, Ahmed said, “I think the best motivational factor here is when the
supervisor thanks the teacher” (p. 61). Ahmed confirmed that supportive words of praise
played a significant role in motivating teachers and encouraged them to improve.
Similarly, Bandar mentioned that he was so motivated when the supervisor talked
positively about his exerted efforts. More specifically, he said, “When supervisor Saad
visits me. He enjoys it a lot. He used to visit me twice a month. One day he told me,
every time I visit you, I find something new! He encourages me when he says that” (p.
124). Bandar made it clear that verbal praises from supervisors encouraged him, too.
Bandar said that when this supervisor said, “‘You are a professional and hardworking
teacher, these words were enough for me” (p. 148). Through these comments, words of
praise were provided a type of inspirational energy to do well in the profession.
Another kind of praise was exemplified through acceptance and approval from the
principal. When I asked Ahmed to identify extrinsic motivational factors associated with
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his job, he shared, “First of all, the principal thanks the teacher for any performance he
does” (p. 40). Then Ahmed went on to share his story from a previous school regarding
the treatment by the principal with the teachers that are coming from outside of the city.
He narrated:
Some principals respect and take good care of any teacher who is coming from
another city. Some of them respect this matter. That’s why once the teacher comes
from another city, they would welcome them and help them. They would be nice to
them and give them excuses if they have any emergency. (pp. 39–40)
In this example, the principal not only acknowledged the long commute of the teacher,
but welcomed the teacher to the school. According to Ahmed, this acceptance was a
motivational factor for the profession.
Other participants spoke about additional verbal and nonverbal praise and/or
approval from the principal. Statements made by four participants, Ahmed, Bandar,
Omar, and Salman, clarified the importance of verbal praise. For example, Salman was
motivated by a principal’s behavior toward development. He said, “The principal
encourages new ideas, and talents and he accepts and encourages new suggestions” (p.
14). Omar spoke about the nonverbal praise. He affirmed, “He [the principal] treats me
nicely” (p. 184). In addition, Salman spoke about how the principal dealt with him: “He
encourages new ideas and talents. He also accepts and encourages new suggestions” (p.
14). Salman made it clear that the principal has a strong influence on him and the
teachers. Like Salman, Ahmed said, “The thing that motivates me the most is the
principal’s treatment” (p. 51). Fahad stated that positive reactions from the principal
encourage teachers to work better and improve their professional skills. He confirmed
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this point when saying, “If the principal’s reactions with the teachers are positive and
understanding, it pushes you to work hard and improve yourself” (p. 170). In general,
participants explained that when the principal is an open-minded person, is accepting of
new ideas and suggestions, and is a good listener, teachers are more passionate about
their work and their profession.
Physical rewards. In additional to verbal and nonverbal praise, participants
explained that physical rewards predominantly given by senior administration motivated
them. Fahad said, “There are some motivational things such as rewards and prizes”
(p.168). However, Fahad stipulated that the rewards were not enough: “There are some
rewards, but on a very small scale. We can’t say that there are no rewards, but there are
very few” (p. 168). When I asked Omar if they get any rewards, he said, “The
government still does good things for us” (p. 176). In turn, Rashid explained an example
of such gifts and stated, “Two years ago they [the Government] introduced a new idea,
which is a BMW car gift for the special teacher. There are 10 cars for 10 special teachers
every year” (p. 205). The participants also spoke about other kinds of rewards that they
got. Salman expressed his happiness about some rewards distributed by the school board.
Salman said, “The school board is throwing a rewards ceremony this week” (p. 16).
When I asked Salman who received an award, he answered, “I was rewarded for being a
good teacher, and also the principal was rewarded for being a good leader. This was
because of the individual efforts, improvements, and one’s performance in one’s job” (p.
34). Salman believed that when a teacher works hard, his efforts pay off. Ahmed agreed
with Salman and explained how school board recipients are chosen. Ahmed said, “The
principal sends the names of the professional teachers to the school board, and they
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reward them for their exerted efforts” (p. 58). However, Ahmed stipulated that this
rewards system was adopted recently in their schools. He explained, “They only started
giving rewards for the good teachers three years ago” (p. 58). Bandar’s praise and
rewards from senior administration was given in the form of words and a certificate that
he showed me. He stated, “Now, the school board of [Nadra] rewarded me, and the
supervisors visited me. This is my honor certificate” (p. 118). He was proud of his
certificate, and he spoke a lot about how it greatly motivated him to do better as a
teacher. Regardless of the gifts that the participants might receive in the end of school
year, the physical rewards were considered one of the extrinsic motivational factors for
any employee. In many ways, many of the physical rewards were a metaphorical pat on
the back, which made the participants feel good. In conclusion, most participants I
interviewed greatly valued any type of praise or reward, whether it was verbal, nonverbal,
or physical, that they received (or could receive) from their principal, school board, or the
Saudi government.
Salary and Tenure
Teachers are some of the highest paid professional people in Saudi Arabia. This
financial influence played an important role in the participant's’ choice to be teachers.
Salman explained, “I think that the current teachers salaries are very good and sufficient.
I don’t think that there is any other job that has a higher salary or status than teaching” (p.
31). Ahmed said that the salary motivated him to work hard. He said, “Of course, the
financial side is considered a motivational factor, and it helps you work better” (p. 65).
In fact, the high salary of Saudi Arabian teachers was the deciding factor as to why many
individuals chose to leave their non-teaching careers and enter into the teaching
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profession. Some of the comments made by the interviewees support this claim. For
example, Fahad said, “As you know, military salaries are much lower than teachers. … I
chose teaching over my military job” (p. 149). Salman also spoke about the yearly raise
in teachers salaries. He said, “It is good. After three years, it goes up to 10,000 Rial2” (p.
13). Salman went on to say, “I don’t think any other job would be better than teaching,
financially speaking” (p. 30). Rashid agreed, “The salary is very good” (p. 195).
Furthermore, the focus group participants, George, David, Charlie, Peter and Joseph,
spoke about the financial advantage that teaching affords. George succinctly indicated,
“The only benefit of teaching is the financial benefit” (p. 211). David commented on the
salaries and said, “In general, the salaries are good here” (p. 211). When I asked Charlie
about what motivated him to stay in a public school, he answered, “Earning a source of
income” (p. 215). Likewise, Peter thought, “The salaries are a bit motivating” (p. 223).
Also Joseph confirmed, “Teachers’ salaries are very good” (p. 224). In Saudi Arabia the
salaries of teachers are tax-free and there is no income tax deducted. Both the salary and
salary-related benefits encouraged teachers to continue to teach.
Moreover, many participants spoke about how, when a teacher is hired, they have
long-term job security. For example, Salman explained that as soon as a teacher gets
hired, they have tenure. He also explained, “Any graduate from the college of education
is hired right away” (p. 20). He thought it was a strong extrinsic factor related to the
teaching profession, because the teacher lives peacefully and comfortably knowing that
his job and pension are guaranteed. He also spoke about how the Ministry of Education
encouraged Saudi citizens to be teachers by giving them hiring priority over foreigner
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teachers. He commented, “The policy of the Ministry of Education is to hire the Saudi
citizens who received a degree from a Saudi Arabian College of Education” (p. 20). The
aforementioned points showed that financial aspects as well as the tenure were core
reasons for choosing to be a teacher and continuing in the profession.
Proximity to Family
Five of the participants believed that one of the strongest motivational factors about
being a teacher is the ability to live close to their families. Fahad succinctly exemplified
this point. “Teaching is better, because it allows you to live close to your family in the
village. That was my main reason for choosing teaching” (p. 149). Henry shared the
same thought and stated, “There are some positive sides such as being close to my
family. If I had been in any other job, I would be far away from my family” (p. 224).
Also, Bandar had family responsibilities at a very young age, which propelled him to go
into teaching. He explained, “To be honest, I chose education because of my situation.
My dad died when I was in Grade 6, and I was the oldest among my siblings. That’s why
I took full responsibility for the family” (p. 116). With Charlie, his goal was getting
satisfaction and approval from his father by being close to him. Charlie summarized,
“The most important thing for me is that I satisfied my father” (p. 210). When I asked
Ahmed about the motive behind choosing teaching as a profession, he answered,
“Because I had to stay near my father” (p. 35). These comments show that the personal
life in Saudi Arabia plays a significant role on the individual’s career choices. It also
reflects the warmth of the relationships and how people are attached to their families and
societies.
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Demotivation Factors: Aspects of Education System and Its Delivery
There were demotivation factors related to the teaching professional. On this topic,
the general theme was related to the structure and delivery of educational system in Saudi
Arabia. More specifically, demotivational systematic issues were associated with: (a)
centralized policies and procedures, (b) professional development, (c) lack of
relationships, and (d) educational resources. These demotivation factors, which are
further explained below, had a negative effect on the teacher’s performance and
improvement.
Centralized Policies and Procedures: Ministry of Education
Dissatisfaction with Ministry. There were some participants who displayed
dissatisfaction about the Ministry. Some participants were struggling with having a
centralized Ministry of Education, because not all the schools in Saudi here the same
needs and opportunities. In turn, specific districts should be given the freedom to
determine their own goals. For example, Peter argued:
There are a lot of obstacles in our educational system. Those obstacles are caused
by the central administration. The central administration is responsible for all the
schools and the school boards in the Kingdom, meaning that the decision maker is
only one person. Freedom should be given to every region or district. (p. 220)
Other participants talked about how teachers from the south of Saudi were not being
supported by the Ministry. Omar mentioned, “The Ministry of Education is very tough
on us. The declarations from the people working in the Ministry are always against us. I
don’t remember even one time being praised by them” (p. 173). He thought that the
Ministry enforced policies that created obstacles for teachers. As well, Omar criticized
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the Education Minister’s behavior. He said, “We were shocked. He ignored the teachers
after he became a minister. Also, he didn’t care about their rights. He only talks about
education development, and we don’t really see any results” (p. 176). Henry spoke about
the absence of strategies “There is no strategy for education here. Every new Minister
tries to put some new rules in to discard the efforts of the previous Ministers” (p. 219).
Bandar’s concern was about the educational projects in the villages that the Ministry of
Education developed. He thought these projects were inadequate for the teachers and
students of the village. He explained, “All the projects coming from the Ministry are
such a failure, they are not applicable to our lives” (p. 136).
Rashid spoke about the Ministry of Education’s transportation policy for students.
He believed the accessibility for all students learning was unfair. He criticized the
services in the public schools when he said, “Only private schools have buses. Their bus
takes my son from the house and brings him back to the house. You can never find that
in a public school. They have no buses” (p. 202). Indeed, while I was an observer in the
school, I did not see buses for students. Instead, I witnessed many students by the
roadside waiting for their parents to arrive at the end of their workday. One of my
participants, Joseph added, “One day, I passed by a public school, and I saw the young
students left by themselves by the school’s door at 1:30 p.m. They were about 8 years
old!” (p. 225). Such participant quotations showed there was a need for more resources
for each region including the south, more transportation for all learners in the public
school, and a desire for accountability of more decentralized policies. In general, most
participants believed that there was a need to shift from the centralized policies in
learning to the democratic policies for each province.
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Lack of curriculum resource freedom. Another issue related to the
demotivation of teachers was the lack of curriculum resource freedom. Saudi teachers
were not permitted to have any input in what the Ministry decided to be in the curriculum
or resources used to deliver the curriculum. The Ministry made the choices and decisions
pertaining to content, how the content would be taught, the time frame in which it was
taught, and the resources that were to be used to teach the curriculum. Most participants
spoke about the limitations of Ministry curricular and its resources. For example, Fahad
stated that teachers could not add their own knowledge and experiences into the
curriculum. He said, “I can’t give information that is not in the curriculum [textbook].
You are limited with respect to the topic and what information is provided” (p. 158).
Rashid relayed, “The teacher can’t add or delete anything from the curriculum” (p. 207).
Teachers were not able to make any changes to the curriculum that the Ministry
mandated.
The curricular limitation issues guided me to question the participants, “Tell me
about how the curriculum influences your teaching? In other words, does the curriculum
allow you the freedom to be the best teacher?” Rashid shared, “I am unable to alter what
is in the curriculum [textbook]… When the student says that the lesson is boring, I could
only smile with him, but I would not be able to change the topic” (p. 199). Fahad also
said, “The curriculum affects us in terms of how it is designed. It is designed in a way
that might suit the cities and not the villages” (p. 169). Bandar supported Fahad’s
comment by saying, “There is curriculum, but it doesn’t suit the student’s situation. The
curriculum is not very applicable. For example, what is the purpose of learning tennis if
we don’t have tennis fields in schools?” (p. 121). During my observation, it came to my
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attention that the teachers could not even share their valuable thoughts and experiences in
developing and promoting the curriculum. Therefore, Bandar emphasized that the
current curriculum did not demonstrate how to serve the society. He said, “To
summarize, the reality doesn’t simulate with the curriculum” (p. 145). To support
Bandar’s point, Rashid claimed that the curriculum resources with which they were
supplied sometimes did not match the curriculum, itself. He said, “15% of the equipment
in the laboratory had nothing to do with the curriculum” (p. 196). In short, the
participants were discouraged and disappointed with the lack of freedom that they had
with regard to teaching the curriculum. Indirectly, the participants explained that they
would like the Ministry of Education to recognize their expertise and permit the teachers
to use professional judgment when teaching curricular content.
The other demotivation related to the curriculum was the obligation that the
teachers had with regard to finishing the curriculum over a certain period of time. The
Ministry called for the strict adherence to their curricular format and timeframe without
any exceptions. For instance, Omar asserted that teachers go fast on the subjects in order
to finish the curriculum on time. He said, “The curriculum is very long, and it forces you
to go really fast to be able to finish it” (p. 189). Fahad also spoke “You are committed to
finish your own curriculum” (p. 153). I noticed that adhering to time restrains smothered
the teacher’s creativity in the classroom. For example, the predominant pedagogy that
the Ministry supported was lecture, because it was the fastest way to deliver content.
Henry stated, “I want to do experiments, but if I do, I will waste my time. Then the
Ministry will punish me for not finishing the whole curriculum on time.   This is the
problem: you have no freedom in the curriculum” (p. 222). When Henry mentioned
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punishment, he referred to the teacher evaluation. In Saudi Arabia when a teacher does
not follow the Ministry mandate, such as not completing the curriculum, they often
received a lower score in their teacher evaluation. This lower score could lead to a lower
pay the following year.
Through my observation of the teachers in their classrooms, I witnessed a lack of
freedom of curricular resources when teaching. For example, my observations in both
the English and Science classes were that the teachers continued to use the traditional
method of teaching. The teachers would come into the class, sit at the desk, ask the
students to get out their books. The teacher would read, and the students would follow
along. There were no resources for science projects or materials for group work activities
in the classes. Salman mentioned that school board sent a supervisor to check if the
teachers followed their policies and textbooks. He said, “They would also check to see if
you are falling behind in the curriculum or if the curriculum is not in correspondence
with the study plan” (p. 29).
In summary, the lack of curriculum resources and lack of pedagogical choices
limited the professional creativity among teachers and was a demotivational factor for
them. Participants wanted to have more freedom to choose to teach through a variety of
sources, not just one Ministry-mandated textbook. Participants did not enjoy teaching
curriculum that they did not choose, because it caused boredom for both them and their
students. “It was very boring and repetitive. Everything is the same every year, same
curriculum, same classroom, same preparations” (Rashid, p. 193). There was a lot of
pressure on teachers in Saudi Arabia, as there never seems to be sufficient time to do
what the Ministry required.
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Travel and commuting issues. In Saudi Arabia, teachers struggle with an
inability to choose the school or location where they want to teach. After teachers
graduate, they wait until they hear from the Ministry of Education about where they will
teach. Because the Ministry decides where they will teach, often teachers are located far
from their families. Also, the Ministry often forces teachers from the south of Saudi
Arabia to go to the north parts of the country to teach. Salman believed when teachers
were forced to live a long distance away from family members, it had negative effects.
He said, “In addition to the long distance, being far away from his family and house, it
would affect him psychologically. As a result of that, he might start doing work only as
an obligation and routine” (p. 25). Likewise, Turki showed his frustration. He thought
about retiring, because he did not think the school board would relocate him close to his
family. He mentioned, “I have been in this village for 17 years, and there is no hope that
I would move” (p. 78). Also, Ahmed explained that he was about 900 kilometers from
his family. He said he was starting to begrudge his profession, because of the commute,
“It partially made me hate it, because of the stress. … That’s why there was
psychological pressure” (p. 39). Bandar agreed, “The problem is the long distance” (p.
118). Bandar told me that he had projects in school that students were engaged in, but he
could not observe them, because he lives far away from the school. He explained:
I am one of the people who come back to school after the school day finishes in
order to follow-up with my work and projects. I like to come early here to
prepare for my classes. However, the long distance made it very difficult for me
to come back. First, the long distance makes it hard to come back. Second, there
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are some psychological matters such as not being able to pick up your kids from
schools. (p. 119)
Likewise, Fahad spoke about his colleagues who were not from the Hijrah village. He
shared, “There is only one problem, which is moving teachers to other schools. Some of
my colleagues have been working here for 16 years, and they haven’t moved yet” (p.
158). Fahad realized that the long distance was a significant demotivation factor for
teachers, and they did not have alternative way to solve this problem. Rashid indicated,
“There are some teachers who drive 60 or 80 kilometers for 15 or 17 years. I am far
away from my family, and I have 24 classes a week. These are all demotivation factors”
(p. 206). Charlie also added, “They [the Ministry] don’t help good teachers to move.
They only move undisciplined teachers!” (p. 217). George concluded, “Every teacher
wants to be beside his family (p. 217).
It was evident from participants that long travelling distance to and from school
and the time away from their families were detriments to the teaching profession in Saudi
Arabia. The long distance often caused the teachers to have decreased motivation and
low energy to complete any extra-curricular activities, and some participants were left
discouraged and overwhelmed. During my observations and reflections from my time
with the participants, I witnessed first-hand the consequences of the long distance
commute for teachers. They had anxiety about their families and their long drive because
of the increased risk of a car accident.
School infrastructure and environment. Although there were new schools
being built in Saudi Arabia, according to participants, some of these schools were unsafe
and/or had insufficient room for the teachers and students. Turki described the building
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he worked in: “This building was approved to build 30 years ago. It is too small, and it
only has six classrooms” (p. 100). He continued by saying, “There are supposed to be
emergency exits. For example, there is supposed to be an emergency exit in this side for
them to use. There is nothing” (p. 101). Unfortunately, for Omar, the situation appeared
the same: “There is not even a place for the students to eat breakfast. They eat under a
tent. They should start selling food and installing air conditioners, and the school should
be a safe place” (p. 176). Thus, schools that were not up to safety codes make teaching
hazardous. Consequently, the workplace would also be filled with obstacles that have the
potential to injure teachers and students.
Through my observation, I saw all teachers shared one small staff room. They
used this room for multiple purposes such as eating, class preparation, and correction of
student work. Omar asserted, “There is only one room for all teachers. It wasn’t big
enough for us, so we started sitting on the floor” (p. 176). Ahmed voiced the same
concerns when he said, “The school building actually does demotivate me, because,
really, everyone desires to have a school that is almost ideal, and very high class” (p. 48).
He continued by saying, “This school doesn’t have enough rooms. There are no offices
for teachers. There is no place where we can sit and have a meeting with the principal,
and there are no extra rooms” (p. 48). In terms of an unsafe environment, Bandar shared,
“The floor of the theatre is not done according to the safety and the system requirements.
The columns are mixed up, and the tubes are hanging down and we had to cut a part of it”
(p. 130). Also, he said, “The stairs going down to the field are very dangerous. What if a
student pushes his friend towards it?” (p. 131). Charlie was concerned about adequate
teaching space, and he said, “Teaching Science here is only theoretical.   There are no
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buildings or laboratories that match the new curriculum” (p. 214). The participants
continued to share their perspectives on the structures. They explained that new schools
were built; however, Rashid said, “If you see the school buildings that they build now,
you will be shocked! Bad buildings! ” (p. 197). In sum, the participants spoke about
unsafe school equipment and unsafe building codes. In addition, they believed the
facilities for the teachers, such as office space, were inadequate. These factors were
demotivation features of their profession.
Lack of extra-curricular activities. Although extracurricular activities are
commonly considered an important part of school, I found that the lack of extracurricular
activities was another factor that minimized the motivation of the teachers at Hijrah’s
elementary school. Most participants spoke about the importance of extracurricular
activities, and they desired to have an increase in school spirit. For example, Bandar
wondered why there were no extracurricular programs in public schools. He said, “Only
in the private schools, they have full programs and variety activities” (p. 119). Bandar
talked about what the students wanted and said, “There is supposed to be daily activities
so that the students compete, but I am the only teacher asking for this. This is a
problem!” (p. 126). Turki agreed and added that there should be after-school activities:
“There are supposed to be evening activities in schools such as sports” (p. 103). He said,
“Having no activities related to the society demotivates me” (p. 106). Salman was in
agreement with Bandar and Turki when he said, “There are no activities in all schools”
(p. 8). Although Turki wanted to do an extra activity in his class, he explained that he did
not have the resources to do so. He shared, “There are no available means to facilitate it.
Also, another negative factor is that we have activities that we have to use a video with,
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but the video is not available” (p. 74). In addition, Rashid pointed out that after-school
activities and programs were prohibited by the Ministry of Education for unknown
reasons. He said, “The after-school activities are completely banned here” (p. 198).
Similarly, Omar stated that not only were extracurricular activities were banned, but also
being in contact with students outside of school was banned. He noted, “We are not
allowed to meet with the student outside school. They also banned school trips” (p. 178).
Fahad also admitted there were no activities within the school itself. For example, Fahad
said, “There are no activities. There are some community centers that just opened such
as soccer fields” (p. 155). Charlie mentioned that the schools did not have enough
budgeting to provide extracurricular activities. He shared, “There are no after-school
activities at all.   The school board specified that the budget was for photocopying and
prizes for students, and the money was not to be used for extracurricular activities” (p.
213). Finally, Salman expressed how activities have changed over the past few years by
saying, “In general, there are no activities in all schools. It was in your generation [the
researcher], when you were a student that you had activities!” (p. 8). In summary, during
my observations, I saw no extracurricular activities in the Hijrah 's elementary school.
Also, the school administration showed no progress toward potentially creating extracurricular policies.
No health insurance. In Saudi Arabia, health insurance is provided for most
professions with teaching being an exception. Fahad said, “The teacher needs a lot
of things and among them is health insurance” (p. 169). David and Charlie spoke about
the cost of hospital visits: “When I take my children to the hospital, I pay 200 Riyal.
  However, another employee in a company that has health insurance would pay 10 Riyal”
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(p. 212). Charlie said, “1,000 Riyal is not enough in the hospital” (p. 212). The
participants were frustrated that they had to pay for their healthcare from their own life
savings. Peter’s comment depicted a perceived reality for teachers. He said, “The
teacher is the only employee who takes his children to public hospitals.   The rest of the
employees has health insurance” (p. 220). Joseph agreed with Fahad about the
importance of health insurance when he said, “It is very important to have health
insurance. I am thinking of paying to get health insurance” (p. 225). The fact that the
teachers are one of the few professions that are not covered by health insurance provides
an image of the value placed on teachers.
Professional Development
Participants explained that, in Saudi Arabia, professional development
opportunities and resources are often dated and repetitive. According to Salman,
“Apparently, there are programs, but, in reality, there is nothing. Sometimes … they
would repeat the same training program every year” (p. 27). Omar shared his frustration
too. He said, “The training courses are repeated. Every year they have this one course
called “Classroom Management” (p. 183). Charlie voiced, “The school board is
supposed to provide courses. I think the training courses are not beneficial for many
reasons. First, they are repeated, the same thing every year” (p. 216). Turki and Ahmed
shared similar perspectives about the repetitiveness of the professional development in
Saudi Arabia. Ahmed argued that current–training programs did not fulfill the teacher's
professional needs. He said, “There are no training programs in my field” (p. 41). He
clarified, “To be honest, everyone knows that the courses are repeated” (p. 41). The
teachers were frustrated about the lack of quality in their professional development.
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Turki concluded by saying, “No, no, they [the programs] have no motivation. The
teacher has not improved [after participating it them]. Also, from what I understand, the
training programs are repeated” (p. 81). Although Rashid agreed that the programs are
repetitive, he did add that it was not the same everywhere. He said, “They are repeated.
There are three well-known courses. In one of the biggest cities, there are 30 or 40
different courses in each semester” (p. 193). In summary, professional development was
offered to teachers, but the selection of courses offered was redundant and did not cater to
specific needs of the southern teachers. They offered a limited amount of courses in their
rural school district.
Lack of certification or recognition. The participants reported much
disappointment in the lack of accreditation or some type of formal recognition of
completed training courses. Salman expressed his concern and said, “This is
contradictory, because you force the teacher and don’t count it for him. Then he won’t be
motivated to apply for training courses” (p. 33). Bandar’s experience was similar to
Salman. He mentioned, “They don’t encourage us. They don’t even give accreditation
points” (p. 147). Ahmed had similar responses about this area of concern. Ahmed said,
“Because you actually take programs and there are no extra points to motivate you, umm
… They don’t give it a separate accreditation. They think it is under the teacher’s
performance for lessons” (p. 66). According to the conversations that I had with the
participants, extrinsic motivational factors, such as rewards and certificates, played a role
in encouraging teachers to participate in the training programs. “They are not very
generous with us when it comes to rewards and recommendations for training courses”
(Fahad, p.168). Rashid also spoke “They don’t give any rewards or money” (p. 205).
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David said, “In the big cities, whoever takes a training course gets a point for it. Here,
they get nothing” (p. 216). Ahmed also shared, “A lot of training programs are available
in Riyadh. They would give you a financial reward for taking the training program” (p.
61). Indeed, there was a lot of discouragement among the teachers with regard to the lack
of some type of formal acknowledgment for teachers who attended professional
development sessions. The reasons for the lack of recognition toward teachers in the
smaller villages remained unclear. The participants did not comment further on this
issue.
Inappropriate timing. When I asked about the timing of the professional
development programs, Ahmed said, “Yes, we ask for evening training programs” (p.
60). Bandar agreed, “There should be training centers here, and let the trainers come
in on the evening not in the morning” (p. 122). Additionally, Turki shared his story:
There is a problem in the training here, and the problem is the trainer. For
example, last year I took a training course that was really good. However, the
problem was the timing, I took it at the end of the school year! Ok! What am I
going to do with it at the end of the school year? I have two or three months of
vacation. The training is supposed to be at the beginning of the school year. (p.
71)
Likewise, Charlie and David explained similar experiences; they spoke about the
inappropriate scheduling. “How are they asking us to improve if they are giving us
training courses in the last week of the school year?   I will spend 4 months on vacation,
and I will forget everything” (Charlie, p. 216). David added “They give the courses on
the state holidays!   I need the holiday to rest a bit” (p. 212). The inappropriate timing of
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professional development sessions affected Fahad negatively. He said, “When you attend
a training course, you must leave your students without a teacher” (p. 153). During my
two observational days within the school, I observed that there were no substitute
teachers to cover the ones who attended training programs in Saudi school. Omar said,
“It is very bad. They arrange training courses for a day or two, just for the sake of taking
pictures of us taking it” (p. 182). These comments reflected that most participants did not
want to take advantage of professional development, because sessions were not provided
during an appropriate time. Consensus from participants was that professional
development scheduling needs to be altered.
Unqualified trainers. Some participants explained that there were many
unqualified supervisors and program trainers who facilitated the training programs. For
example, Turki talked about the program trainers “The Ministry gave the orders to the
trainers to give the courses to the teachers, even though the trainers were not prepared”
(p. 70). Turki explained, “The trainer would take the CD and start playing it using the
computer and let us talk about it. I can do that on my own. I can do what the trainer does
myself” (p. 70). Omar noted, “The trainers are supposed to take courses abroad. I feel
like I have more information than some of the trainers we have. I mean we need trainers
with Masters or PhD degrees” (p. 187). Furthermore, Bandar’s example helped me to
understand better what can happen in Saudi Arabian training centers. He shared his
story:
One time, I took a training course in [Nadra]. After it was over, the trainer asked
me and some other teachers to do a project. We finished the project, and we
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discovered that he took our ideas, put the document under his name, and did not
give us credit (p. 122).
David spoke of another concern with regard to the instructors of professional
development sessions. He said, “There is a bigger problem.   For example, if you pick a
seven-day training course, when you go there, the trainer will try to finish and summarize
it in three days, even though they get paid for seven days” (p. 212).
According to participants, the instructors who lead professional development
session were not professional or well-informed about their topics. Participants explained
that many professional development instructors were the friends of certain teachers at
school. These friends got the role of instructor through an Arabic word, “wastah,” which
means a social connection where one person has an influential power within a situation
like hiring. For instance, Turki commented, “When the educators apply to be a trainer,
the school board wouldn’t choose the person who is more qualified, but they choose
according to ‘wastah’” (p. 88). Most participants I interviewed had a great desire to
develop themselves professionally. However, according to the participants, in Saudi
Arabia the instructors of professional development programs and/or the Ministry of
Education were not able to provide high quality workshops. The instructors appeared to
have little to no certification or knowledge to facilitate the workshops and courses. The
lack of qualified trainers left the participants demotivated.
Specific Types of Relationships Within the School Community
Student issues: Discipline and respect. Throughout the world, class
management is a common challenge faced by many teachers. Some participants
emphasized that the students in the Hijrah school did not honor or respect teachers. This
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behavior caused a rift in the relationships between teachers and students, and, in turn,
demotivated them to be the best at their job. Referring to some students, Ahmed said, “I
swear there is no respect” (p. 42). Ahmed thought the society was not supportive of the
role of the teacher, because it did not prepare the children to respect the teachers. He
said, “Actually it is considered that the society affected the teacher’s reputation” (p. 45).
During my observation, I saw students disrespecting teacher’s authority, because they
knew their fathers would defend them. For example, I observed a student walking on top
of the school wall. The student refused to get down when the teachers asked them. Not
only was this a disrespectful response, but also an unsafe situation. The students often
neglected the teachers because they knew that their father’s would protect them from the
consequences. Fahad added that sometimes “We [the teachers] also need protection
against any physical abuse” (p. 169). Omar explained, “Now, the teacher is being hit in
his class! The parent would come to the classroom and hit the teacher” (p. 176). The
participants also spoke about the society disrespecting teachers. Henry agreed by saying,
“It is very demotivating. In the past, the teacher used to be highly respected” (p. 219).
Omar spoke about some students’ disrespectfulness. He mentioned, “These students
didn’t learn how to respect the teacher in this society” (p. 179). Omar said, “I mean that
the family ignored respecting the teacher. In the past, the parent used to tell the children
how to love and respect their teacher. I’m not sure what happened now” (p. 181). The
participants explained that sometimes, the teachers would avoid getting the parents
involved, even when the students were misbehaving. These participants explained that
did not enjoy having to deal with student behavioral issues. They also did not want to
deal with potential angry parents. They viewed these issues were demotivational aspects
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of their job. In conclusion, participants mentioned, in the past, parents were more
involved in school system. However, teachers now felt they were left to teach respect to
children. Parents of the students in the classes felt that it was the teacher's sole
responsibility to teach appropriate classroom behavior and discipline. Parents in the
school district had a hands-off approach to what happened inside the classroom.
Student poverty and sub-standard lifestyle. Regardless of student behavior,
some participants identified a demotivation factors in the southern schools was related to
student lifestyle. For example, Salman, Ahmed, and Rashid had concern about financial
issues and the orphan status of some students. Salman said, “Poverty and orphans, there
will be obstacles and the most widespread challenges are the disintegration of the family,
whether as a result of divorce or the death of a parent” (p. 9). When I asked follow-up
questions relating to students, Ahmed shared, “There are some families who are having
some financial issues here. That’s why some of them don’t really take good care of their
kids” (p. 46). Rashid suggested that school helps students to cope with this problem. He
said, “Some students have family problems, but the main problem here is poverty. It is a
serious problem, and I hope that the principal puts a charity donation box to help them (p.
198). He added, “When you see that your students are very poor, this will affect
you. The social problems here affect the teachers” (p. 198). Student issues such as the
lack of attention, absenteeism, and disrespectfulness were issues that demotivated
participants to do well at their job. In short, when the basic needs of the students were
not being met, education was disrupted.
Parents. There were participants who wanted parents to have a more active role
in the school system in order to help their children to achieve educational goals. For

	
  

103
example, Salman requested that the parents needed to collaborate with teachers in order
to help students learning. “I argue that the role of the home is zero. The teacher should
not rely on the home substantially, even if the family is educated” (p. 9). Likewise, Turki
believed that the parents’ connection with school had a big role to encourage teachers to
teach well. He mentioned, “When the teacher sees that the parent is caring about his son,
the teacher will care more. However, I teach students in my class for whom I don’t know
who their parents are” (p. 73). During my presence in this school, I never saw any
teacher-parent interactions. Furthermore, in talking with participants, I learned the school
had no parent–teacher meetings during the school year. Bandar and Fahad also spoke
about the lack of parent involvement in the school. “The parents don’t help the school”
(Bandar, p. 123). Fahad reported that the fathers tend not engage in the education process
of their children. He mentioned, “The parents and the families cause the problems that we
face. Here, no one really cares about their kids’ learning. There are more educated
people in the cities that really care about education” (p. 150). Omar believed, “There are
challenges with the parents. They don’t care about their children” (p. 181). In reviewing
participant comments, there appeared to be no dialogue between the teachers and parents,
even though most of the participants wanted to talk with the parents. Henry shared, “We
really need to meet with the parents.   There is a gap between the school and the parents”
(p. 222). Peter also spoke about the lack of parent involvement in the school. He said,
“There is no relationship between the school and the house” (p. 222). The lack of
parental participation in the education process seemed to be a demotivational aspect in
the teaching profession.
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School resources. Participants explained that lack of sufficient educational
resources were demotivational factors for them. For example, Rashid stated, “As you
see, none of the computers work. But, last week I gave courses for 25 students on how to
use Word office. I let them all rotate and use my own computer” (p. 194). As for
educational resources, Turki added “There is an education sources office, and they have
really old books in it that are not beneficial for the students” (p. 77). The participants
were so concerned about the lack of resources. Bandar said “I am trying to move from
Nadra now, because I found that there are better facilities for my kids” (p. 121). Salman
supported his colleague’s views when he said “The teachers even have a lot of ideas and
projects, but then he won’t be able to implement them because of the lack of equipment”
(p. 23). Charlie confirmed this point, he said, “All the equipment that we have is only
suitable for the old curriculum.   I am a science teacher, and I know that all the equipment
is not suitable for the new curriculum” (p. 213). According to Bandar and Fahad,
athletics were not supported either. In turn, as I mentioned in chapter 1, the Saudi
government provided 25% of the public budget for education, but the schools in the south
still struggled to provide sufficient resources (Yusuf, 2014). For example, Bandar said,
“I was using the field for running, and I used to use hurdles that I borrowed” (p. 113). I
also observed there were limited resources. For example, there was only one computer in
the library for all school students. There were a few resources in the science lab, but they
were old and covered by dust. In turn, this lack of resources was a key issue that
demotivated teachers with the students learning.
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Other Issues
General negative attitude and lack of change. There was consensus from the
participants that improvements to the educational system in Saudi Arabia were slow, at
best. For some participants, their disappointment reached the point to where they wanted
to quit their jobs and retire early. Turki expressed his frustration and disappointment
with the educational system. He stated, “To be honest, currently there is nothing to be
proud of in the educational field. Education is very frustrating. There is a lot of
frustration involved. There are no motivational factors” (p. 79). Rashid also explained
the negativity of using traditional teaching methods. He shared, “We have to use the
lecture system. There are no school tools, and this is frustrating” (p. 200). Turki thought
that education in the past was better than it is now. Salman was more optimistic; he
thought that a bright future is yet to come. He said, “The Kingdom has taken major steps
towards improving the educational system, but we haven’t yet reached the desired level
where the teacher is able to be creative and perfect his work in his field” (p. 17). He
admitted that there were major steps taken, but their results were not reached
yet. Meanwhile, I observed that the strict rules and old system affected the teachers
negatively and had set the educational system behind while stopping the system from any
developments. For example, there continues to be a separation of gender in the
classrooms. In addition there continues to be corporal punishment in all of the grades
including hitting students with a stick toward very young students in Grade 1, 2, and 3.
With regard to lack of development and lack of consistency, the participants
shared how, in some schools, an English course starting from late Grade in elementary,
and some schools did not even offer the course at all. Turki agreed, “Some schools start
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teaching English at Grade 4 and others no. Can you imagine? There are some schools
that don’t teach English in Grade 4 such as the next door school” (p. 96). In reviewing
these quotes, the participants’ anxiety resulted mostly from lack in progress and
inflexibility of the educational system.
Stress associated with job. During my interviews, many of the participants
explained that their workload was very demanding. For example, Turki said, “I have no
time to do the activities. Today I have classes until five. Yesterday I had classes until
six, and tomorrow I have classes till six, too. It is about twenty hours a week” (p. 103).
Ahmed asserted the same concern. “There are some stresses in the workplace such as
extra work” (p. 36). Bandar explained with his story “When I demonstrated that I did my
work efficiently, they simply gave me more responsibilities and activities” (p. 133).
Fahad’s point of view was similar. He said, “I have more responsibilities, and I no longer
have time to rest” (p. 152). Rashid said, “I am stressed because of the daily schedule, the
education system, the school board, and the students. I mean there is a difference
between being a teacher in a village like here and being a teacher in the downtown” (p.
193). Omar told me “The teacher has 24 classes, and he has to take care of his children
in his own house. This might be a cause of him getting sick” (p. 182). Rashid, Charlie,
Joseph, and Peter had similar responses. For example, Rashid mentioned an important
point, “The primary school teachers should sign a paper that they would teach whatever
they ask them to teach. I mean whatever is given by the school principal should be
taught” (p. 199). Charlie said, “Teachers have to work for 24 classes a week.   Those are
all demotivating factors” (p. 217). Joseph believed “24 hours a week is too many” (p.
221). Peter concluded by saying “The number of students in each class should not
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exceed 18 students” (p. 220). Participants appeared, at times, to feel overwhelmed with
the responsibilities associated with their job, and the intense workload caused a lot of
stress on both their personal and professional lives.
Teaching profession not first choice. Several of the participants explained that
they were in a profession that was not their life passion. For example, Ahmed and
several other participants shared that their choice of profession was not teaching. Ahmed
shared, “It was my father’s desire” … My father told me to become a teacher” (p. 35).
Similarly, Charlie said, “I swear it wasn’t my desire.   My father’s desire was to stay in
this city” … After finishing my high school, my dream was to be a doctor” (p. 210).
Charlie went on and explained:
I was accepted into the Faculty of Medicine and was given the timetable for
lectures, but my father wanted me to come back to Nadra. He asked me to study
here, because he was an old and sick man.   That’s why I came back here to Nadra
and left the Faculty of Medicine—to satisfy my lord and my father. (p. 210)
Initially, George had other plans for his future as well. He also shared his story:
After high school, I went to the Faculty of Medicine, and I was accepted, but,
because my grades were a bit low, they moved me into the Faculty of Pharmacy.
  I studied at the Faculty of Pharmacy for two years. The teaching profession
wasn’t in my calculations. But, because of financial issues, I decided to come
back to [Nadra] and attend the Teacher’s College. (p. 210)
The participants shared openly about how their present situation came about. “To be
honest, the educational college was close by where I lived” (Rashid, p. 202). Peter’s
answer was similar. He said, “I had no other options” (p. 219). The same perspective was
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evident for Ahmed when he said, “In order to find any job, I became a teacher, and I
studied in the Teacher College in [Nadra]” (pp. 34–35). In short, there was a link
between the personal desire to be a teacher and the motivation factor. Thus, some
participants were demotivated due to the fact that teaching appeared to be their fallback
career.
Reflection About Participant Answers
When reviewing aforementioned dominant themes, at times, some participants
had two opposite answers for the same question. For example, Omar explained that some
of his students motivated him; “I deal with the students as if they are my own children.
Thank God” (p. 178). Later, he said that some of his students demotivated him, because
“These students didn’t learn how to respect the teacher in this society” (p. 179). In this
case, students were both a motivational and a demotivational aspect of his teaching.
Upon first read of these findings, it might appear that the thematic results are unreliable;
however, when thinking further about these results and this particular example, one
theme can, indeed, have both positive (motivation) and negative (demotivational)
features.
Another reason why some participant seemed to identify motivational and
demotivational aspects of their job as the same thing deals with the context of this
research. When I went to Saudi Arabia to collect the data, there was a huge event that
was being promoted, Vision 2030. As I mentioned in Chapter 1, Vision 2030 is being
implemented to make significant changes in the educational system in Saudi Arabia. The
participants were eager to tell me the motivational aspects of their job; however, due to
the Vision 2030 movement, they were keen to bring to my attention the issues that needed
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to be addressed. It appeared to me that all participants greatly valued their interviews
with me. The participants were eager to inform me, as a researcher, about these issues,
because they were hopeful that the information would get shared with educational leaders
in the Saudi government. In the past in Saudi Arabia, many teachers feared to speak up
to their government, because they could lose their employment if they went against
policies. However, with the timing of Vision 2030, participants viewed their interview as
an opportunity for them to openly share opinions. Due to Vision 2030, they were excited
and attentive to communicate things that needed to be changed, and, as indicated above,
recognized that many of the positive aspects of the their job also incorporated negative
aspects of their job, too.
Finally, as a qualitative researcher, it is my responsibility to listen, record, and
honor the participants’ voices. If participants perceive motivational factors also to be
demotivational factors, I must be truthful to the data and indicate as such.
Chapter Summary
This chapter represented the findings of the study. Things that intrinsically
motivated participants were related to their strong belief that God is watching them and
rewarded them for their good work. Also, participants were motivated by their strong
relationships among colleagues, which was demonstrated by an effort to collaborate with
each other. Finally, participant fulfillment was achieved by personal and professional
growth reflected by the fact that teaching promoted their lifelong learning. They were
also fulfilled when seeing their students using the knowledge they gained in the
classroom.
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Things that extrinsically motivated participants were their salary, and praise and
recognition from the Ministry of Education or the school administration. Another
extrinsic motivation was having immediate tenure after being hired. Many participants
also mentioned the motivation of being in close proximity to their families while working
in the school system.
There were many teacher-related issues that participants found extremely
frustrating. Some of the main issues were centralized policies and procedures of
education system in Saudi Arabia. In addition, there were some demotivational factors
such as lack of curriculum resource freedom, lack of extracurricular activities, and no
health insurance. Other demotivational issues were unsafe schools, a hands-off mentality
by parents with regard to helping their son in school.
With regard to professional development, participants indicated that courses were
offered at untimely hours by under qualified staff. Training courses offered were
repetitive in the Narda School Board. Finally, taking professional development courses
discouraged some participants, because their students would be left without teachers.
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CHAPTER 5: ANALYSIS AND INTERPRETATION OF RESEARCH
In this chapter, I compare and contrast my research results with the previous
studies, many of which were mentioned in the literature review section. I use selfdetermination theory as a philosophical framework to theoretically analyze my findings
related to motivational and demotivational tendencies experienced by Saudi teachers.
Also, I offer a number of recommendations emanating from the research, including
suggestions for the Saudi Arabia Ministry of Education, supervisors and trainers in Saudi
school boards, and administrators and teachers. I offer recommendations pertaining to
practical implications with regard to teaching pedagogy, student activities, parental
issues, and southern schools within Saudi Arabia. Also in this chapter, I provide
suggestions for future research, ideas, which extend from this research. I identify things
that worked well in this study and what made this research of high quality. I end this
chapter with a summary of this research, reiterating the research design, purpose,
research questions, methodology, data sources, modes of data collection, research site,
data analysis, thematic findings, theoretical description of findings, and research
implications.
Discussion of Findings
There are numerous similarities and differences between the results of previous
studies that are related to my research and my research findings. Baki (2004) stated that
all laws in Saudi Arabia completely rely upon the Islamic religion. More specifically,
Baki argued that Islam impacts how the Saudi education system is organized and
delivered. He explained that the Islamic faith and its rules are embodied in how
educators teach. As Harber (2014) mentioned there is a relationship between religion and
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education in developing countries. Alotaibi, Paliadelis, and Valenzuela (2016) also spoke
about the influence of religion on Saudi employees; however, their study was in the
health sector. Alotaibi et al. found that the Islamic religion motivated Saudi nurses to take
care of their patients, because in return for quality care, these caregivers would get
rewards from God. Similar to my findings focusing on teacher motivation, Islam was a
main intrinsic motivational factor for teachers. The Saudi teachers I interviewed sought
to earn the deeds and rewards from God if they were effective, good teachers. They also
feared falling into the reputation of sin if they were not effective, hard-working teachers.
Teachers were under the impression that God sees them and totally loves and understands
them. Teachers believed their passion for teaching came from God, and, if they teach
well, they will be rewarded in heaven. I found that the teachers’ cultural and religious
upbringing influenced their inner drive to do well at their job. In turn, this religious
lifestyle keeps teachers motivated and working in a job that Allah will reward them for
their efforts.
Another factor in my study pertaining to motivation was positive relationships
among school personnel. These Saudi teachers had good collegial and/or personal
relationships with each other, and these connections motivated them to stay in the
teaching profession. Compared to collegial relationships, relationships between teachers
and students appeared a less motivational factor. This main finding aligns with the
literature. The literature pertaining to positive relationships among teachers revealed it
has a great influence on a teacher’s intrinsic motivation (Eyal & Roth, 2011; Leithwood,
Harris, & Hopkins, 2008). The majority of participants agreed that positive relationships
among teachers and leaders decrease the pressure of the disadvantages of education
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system in their school. Thus, the teachers felt a greater connection with others and they
internalized the feeling as a sense of self-worth.
This study took place in a southern part of Saudi, often referred to by locals as the
rural area of the country. I found that Saudi teachers who I interviewed in this rural area
strongly valued the time they had teaching with their colleagues. Berry and Gravelle’s
(2013) study showed that faculty members in schools in rural areas tend to have strong
rapport with their colleagues. Their study revealed that the rural schools promote the indepth relationships between teachers. In my study, participants indicated that the
cooperative relationships and supportive attitudes they experienced among their coeducators encouraged camaraderie and enabled motivation in the teachers, themselves. It
appeared that strong interpersonal relationships may decrease the workload pressure,
because colleagues can collaborate, communicate, and share responsibilities.
With regard to intrinsic motivation in Hijrah school, self-fulfillment was an area
that surfaced as vital among the Saudi teachers. Some participants spoke of how they
believed, through their teaching, they had an influence to improve their society,
expanding their own knowledge, and enhancing student achievement. Likewise, previous
studies found that the feelings of personal fulfillment are often the strongest type of
motivation. An example of teacher fulfillment was the Turkish study by Saban (2003).
Saban mentioned that Turkish teachers were motivated to teach even though they had
relatively low income, because they were fuelled with ambitions to improve their society.
With regard to my findings there was a relationship between self-fulfillment and
addressing a psychological need for competency. The sense of competency was reached
when the teachers felt that they were making a difference in both the student’s lives and
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the surrounding communities. Thus, self-fulfillment was a strong intrinsic motivational
factor to continue with their teaching careers.
Another aspect of my findings was related to extrinsic advantages of teaching in
this all-boys school. The participants mentioned three main aspects of extrinsic
motivation, which were praise and recognition, salary, and proximity to family. Previous
studies conducted in the United Arab Emirates highlight that extrinsic motivation include
rewards such as; tax-free salaries, high salary incentives, and tenure for teachers (Carson,
2013; Kreishan & Al-Dhaimats, 2015). In particular, Colbeck (1992) emphasized that
tenure is one of the extrinsic motivation factors for educators in Saudi Arabia. Likewise,
my participants mentioned that, when employed as a teacher, this lifestyle is aligned with
opportunities to provide personal benefits such as job security with tenure, free-tax
incomes, and living close to one’s family.
Participants identified the demotivation factors of the educational system in Saudi
Arabia and professional development programs in the southern region of Saudi.
Participants talked about the bureaucracy of the education system, a lack of curriculum
freedom, a lack of student extracurricular activities, less-than-ideal school infrastructures,
and pedagogical restrictions for teachers. In particular, my participants described the
challenges with professional development programs in the south region of Saudi Arabia.
The participants spoke adamantly as they articulated their struggles with the education
system. Many of my participants (i.e., Bandar, Henry, Joseph, Omar, Peter, and Rashid)
believed that the Saudi Ministry of Education centralized system needs to be reenvisioned and reorganized. The participants spoke with conviction about the negative
effects of the hierarchical centralized system. For example, in Saudi Arabia the Ministry
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dictated to teachers as to where they would teach and what they would teach. In turn, the
teacher’s motivation and their mental health were affected as this meant they were often
working far away from their families. Also, they would often be trained in one subject,
yet they would be told to teach another unfamiliar subject. These demotivational factors
often impacted the teacher’s psychological wellbeing. With the system in such turmoil it
was difficult to predict what the Ministry would do next. There was no consistency with
the Ministry. For example, as Henry said in chapter 4, “Every new Minister tries to put
something new in to wipe away all the efforts done by the previous Ministers. Ministers
put new rules on us without them being tested in other societies” (p. 219). Therefore, the
lack of long-term strategies demotivates teachers and causes a lot of obstacles and
challenges.
Another huge issue that impacted the morale of the teachers and the school was a
one-design curriculum. To compare to previous studies, a Turkish study by Aydin (2012)
found that indeed the quality of the materials being used to teach and the ability to have
input into the curriculum impacts motivation. In Saudi Arabia, the Ministry demanded
that teachers teach whatever is in the curriculum, regardless of the appropriateness of the
grade level or the content. The teachers were adamant that the one-design approach did
not address the individual needs of the students. In turn, this approach impacted the
morale in the classroom and in the entire school. This one-design of curriculum
promoted a sense of low competence with teachers and the students. The majority of
participants criticized the present education curriculum in Saudi Arabia, where the
Ministry creates all the textbooks for all subjects. The teachers are mandated to strictly
follow these textbooks, which were informed by specific knowledge-based objectives.
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The teachers’ desire to reform this textbook-dominated curriculum was discussed through
three predominant areas. First, many of the mandated curricular objectives did not relate
to the demographical culture or realities of the southern region of Saudi, the research site
for this study. In other words, participants wanted the curricular objectives to reflect the
diverse contextualized educational needs of the students across the country. Second, they
wanted a curricular reform. They wanted professional freedom to use their own
knowledge and experiences when teaching curriculum content. In other words, the
teachers wanted the freedom to use their own resources and pedagogical abilities. Third,
in Saudi Arabia the Ministry of Education demands that teachers strictly adhere to the
teaching the curriculum, and the Ministry punishes them for diverging from the
curriculum. The punishment often received was a negative report on the teachers’
evaluation.
Another discouraging factor was the absence of educated, competent trainers for
the teacher’s personal development. The Ministry hired trainers who were often
unqualified. The lack of knowledgeable trainers discouraged the teachers from attending
the workshops, because they found it was a waste of their time. Yet, according to a
previous study, it was found that professional development is a factor supporting a
teacher’s desire to be effective and knowledgeable (Gibson & Dembo, 1984). In short, I
realized that the education system in Saudi Arabia is more of a dictatorship as opposed to
a democratic system, which needs to be revised to improve the overall functioning of the
educational system. This revision will enhance the flexibility in Saudi’s education
system, which will, hopefully, result in increased teachers motivation factors for the long
term.
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Furthermore, according to my participants, the Ministry prioritized schools in
urban areas. For example, Salman, Omar, Fahad, and Rashid argued that the Ministry of
Education system distinguishes between schools in large cities and villages and that this
made the quality of education in the south very poor. A previous study by Hitka,
Stachová, Balážová, and Stacho (2015) demonstrated that the location of a school
impacted motivation. Similar to the rural schools in my study, there were specific needs.
The participants mentioned that the urban schools in Saudi Arabia have the best resources
in terms of quality infrastructure, high quality professional development, and other school
resources such as equipment and materials. For example, Ahmed told me that in the
capital city of Saudi Arabia, there is many advanced training programs. As mentioned in
Chapter 4, he said, “A lot of training programs are available in Riyadh. They would give
you a financial reward for taking the training program” (p. 61). Considering this
favoritism along with the aforementioned frustration issues, some of the participants in
this study were greatly dissatisfied with the way in which they were mandated to teach
and, in turn, were thinking of leaving and retiring from education.
Hence, there is an educational gap or discrepancy between rural and urban
schools. The geographical size of Saudi Arabia is large. As I mentioned previously, the
country’s land area spans 2,149,690 square km, and, due to challenges associated with
geographical distance, it is hard to provide equal effective education across the
country. Another reason is related to culture; southern Saudi is different from northern
Saudi. For example, Rashid said, “The big cities are much better than here. The school
board’s, the principal’s, the parents’ and the supervisors, treatment there is very
nice. Those are all motivation factors. Also, the schools building motivate you, because
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they are very beautiful.” (p. 201). Thus, based on participant opinions, it seems that there
is kind of urban favoritism in the education system.
Theoretical Analysis of Finding
Deci and Ryan, (2011) developed self-determination theory to determine the
influence of social environments on motivational factors through behavior of individuals.
Self-determination theory helps researchers to understand the concepts of intrinsic and
extrinsic motivation that define an individual’s beliefs, goals, and behaviors (Gagné &
Deci, 2005; McHoskey, 1999). Using self-determination theory helps to identify and
explain the internal and external resources that motivate or demotivate participants in this
research.
Moreover, Ryan and Deci (2000) stated, “SDT is concerned not only with the
specific nature of positive developmental tendencies, but it also examines social
environments that are antagonistic toward these tendencies” (p. 69). Also, Ryan and Deci
(2000) argued that SDT could be used to examine the different types of motivation in
education and learning. Vansteenkiste, Lens, and Deci (2006) explained that the intrinsic
motivation goals “are theorized to be more directly linked to satisfaction of the basic
psychological needs for competence, relatedness, and autonomy” (p. 28). In contrast,
Zohar, Huang, Lee, and Robertson, (2015) defined extrinsic motivation, “According to
SDT, extrinsic motivation explains task performance in terms of its expected instrumental
value for obtaining tangible rewards or avoiding undesired outcomes” (p. 85). Thus,
extrinsic motivation involves rewards and outcomes such as payment, evaluations, praise,
grades and points. In summary, I use self-determination theory to explain the intrinsic
and extrinsic motivation and demotivation factors for the teachers of Hiarah school. By
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utilizing these main aspects of self-determination theory, in what follows, I examine
Saudi teachers’ intrinsic and extrinsic motivation and their psychological needs of
autonomy, competence, and interrelations.
Intrinsic Motivation
Intrinsic motivation comes from the emotions, desires, interests, and hopes felt
and embodied by a person. It is the reason that an individual does something that is
pleasurable or intriguing (Ryan & Deci, 2000). Ryan and Deci (2000) indicated that the
main feature of intrinsic motivation is that it is a concept that can help explain how to
achieve goals and why a person is driven to meet his/her innate psychological needs.
When Saudi participants explained what motivated them in Hijrah School, they
mentioned three main intrinsic motivations. The intrinsic motivation factors were the
Islamic belief system that being a teacher was a noble profession, the importance of
positive relationships, and the importance of feeling fulfillment through one’s
professional life. First, in Saudi Arabia, there is one religion, Islam. Thus, religion
guides the teachers in all areas of their lives, in their thoughts and in their actions. Due to
the reputation and value that Islam places on the teaching profession, teachers,
themselves, are intrinsically motivated to do well, and, in turn, as mentioned above, will
receive the rewards of heaven. In turn, they found that when they continued to follow
their religion in school, they were satisfied and motivated. Second, Saudi teachers spoke
how personal, professional, and academic fulfillment motivated them. This fulfillment is
represented by the participants’ desires to be competent teachers. The teachers enjoyed
teaching, because they were following an inner passion to make a difference in the
world. Self-determination theory posited the identified motivation refers to that
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individuals engage in doing something in order to achieve personal goals (Standage,
Duda, & Ntoumanis, 2003). Thus, there were participants who chose the teaching
profession, because doing so, would allow them to make a difference in their society or
improve their own knowledge. Third, psychological need of intrinsic motivation was the
interrelatedness between school personnel. The majority of participants in this study
showed their satisfaction as they talked about their collegial relationships. Even though
some of the participants’ relationships with students were weak, they felt their
relationships with each other motivated them to go to school every day.
In further contemplating intrinsic motivation and Islam, I wonder, what would
motivate foreign teachers who are non-Muslim if/when they work in a Saudi school?
Also, considering that a few participants had average to low interpersonal relationships
with their colleagues, how would this impact their overall intrinsic motivation in public
schools? In addressing this point, I believe these individuals would benefit from
accentuating other positive aspects of the school environment.
Extrinsic Motivation
Extrinsic motivation is about external factors such as money or rewards that
support individuals to obtain their personal or professional goals (Gagné & Deci, 2005).
As mentioned previous there are three subtypes of extrinsic motivation in selfdetermination theory. These subtypes are: identified, introjected, and external motivation
(Maulana & Opdenakker, 2014). In Deci and Ryan’s (as cited in Zhang, Wang, Lin, &
Tai, 2015) study, identified motivation refers to an individual’s awareness of the
importance of personal values with regard to behavior such as praying or good manners.
In addition, according to Vansteenkiste, Niemiec, and Soenens (as cited in Zhang et al.,
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2015), introjected motivation is when a person acts out of obligation to do something in
order to gain a sense of wellbeing, or to avoid criticism. The last subtype is external
motivation, which means a person is motivated by something outside oneself such as
money or rewards, (Vansteenkiste, Niemiec, & Soenens, as cited in Zhang et al., 2015).
With regard to participant answers, there were three main extrinsic motivation factors in
Saudi education, which were salary (i.e. external), praise and recognition (i.e.
introjected), and proximity to family (i.e. identified).
With regard to salary, Ahmed, Fahad, Rashid, Salman, and Turki admitted that
they would look for another job if the government reduced the current teacher salary.
That means, the salary affected, to some level, some teachers’ decision and motivation to
be continued teaching. With regard to praise and recognition, verbal support and/or
reinforcement from the school principal or school board enticed elementary teachers to
teach well. For example, as Ahmed said, “I think the best motivational factor here is
when the supervisor thanks the teacher” (p. 61). The participants valued having a job that
allowed them to be in a location physically close to their family members. Proximity was
akin to a physical extrinsic motivator.
Demotivation Factors
There is research that used self-determination theory to explore how an individual
was motivated when it concerns the satisfaction of psychological needs (Deci, Ryan,
Gagné, Leone, Usunov, & Kornazheva, 2001). On the other hand, if the psychological
needs are not met or satisfied, a person becomes less motivated. Aydins’ (2012) study
from Turki found that issues such as working conditions, extensive time on class
preparation, and parent issues are factors that demotivate teachers. Also, Sugino (2010)
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focused on the negative external influences that are demotivating such as negative student
attitudes. Other than parent-teacher relationships and student attitude, these issues are
predominantly external, job-focused challenges of the teaching profession. For my study,
there were many demotivation factors that influenced Saudi teachers in Hijrah school.
They included the lack of extracurricular activities, no health insurance for teachers, lack
of school resources, lack of parent involvement, lack of pedagogical freedom, lack of
student respect, less–than–ideal infrastructure, some issues of student poverty in the
south, and the stress related to the workload. SDT demonstrated that if there is
dissatisfaction in one's psychological needs, it generates individual’s demotivation. In
regards to my study the teachers were often left with a feeling of incompetence as they
were often improperly trained.
In particular, participants spoke about their dissatisfaction with the professional
development that was offered to them. Adamson and Santau (2013) reported many
benefits of professional development for elementary school teachers. These benefits
included the use of appropriate pedagogy in classroom to enhance student understanding
and improve student outcomes. In particular, a study by Algarni and Male (2014) argued
that Saudi public schools need training programs to enhance teacher knowledge and
skills. However, my findings revealed that the quality of professional development my
participants received did not satisfy the expectations of teachers in Hijrah school. The
majority of participants criticized school board’s policies not only in terms of quality, but
quantity of professional development programs. They spoke about the lack of
certification or recognition, repeated training programs, inappropriate programs timing,
and unqualified trainers. This dissatisfaction with regard to professional development
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negatively influenced their psychological needs and yearning for a greater sense of
competence in their profession. They felt their need for a sense of belonging was void in
regards to the Ministry. The Ministry held all of the control for professional development
programs in Saudi Arabia. Without the inclusion of teachers in the decisions the teachers
were left with no voice, no say toward what could be done to improve. Thus, the
participants were demotivated often because they felt their work as teachers was not
important or valued by the Ministry. For a visual overview of the thematic analysis, see
Figure 1 below.
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Figure 1: Thematic Overview of the Findings
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Recommendation Resulting from the Research
The recommendations based on my research focus on three areas. I discuss
recommendations in the area of decentralizing features of the Ministry of Education. I
speak to the topic of improved competency in the Nadra School Board, and I talk about
embellishing relationships in the Hijrah School.
Ministry of Education (Autonomy)
With regard to the Saudi Ministry of Education, I believe there should be a revisioning of its current centralized education system. Taleb (2014) spoke about the need
to change the current Saudi education system. He said, “When it comes to implementing
systemic changes, 85% of the problems in educational organizations are caused by the
incumbent system” (p. 434). I agree with Taleb, I believe the current system limits
teacher autonomy. In addition, as mentioned previously, the Ministry of Education
dictates what teachers teach in schools, in terms of content and the student textbooks that
are used to deliver the content. According to my participant Rashid, the Ministry
requests that a teacher signs a paper to show the teacher agrees to teach the curriculum in
a fashion dictated by the Ministry of Education and to teach in the subject area assigned
to them. For instance, regardless of a teacher’s specialty, they are required to teach the
grade and subject area they are directed to. A teacher with a specialty in mathematics
might be asked to teach History, and the history teacher might be asked to teach Science.
As reflected in my study, one of my participants with a science background became the
Gym teacher although he had little to no background in physical education.
Thus, a recommendation is for the government to increase teacher autonomy in
order to give teachers the confidence and freedom that they desire to feel more involved
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in the decisions. The government should change the policies of authorization by making
more effort to align teacher employment to the individual teacher's specialized
knowledge and interest. As well, the Ministry should be open to allowing teachers to
decide on the curriculum resources they will use when teaching content. Because this
suggestion would be a major change to the system perhaps the Ministry could start with a
pilot project in a few schools. Then successful and challenging experiences from the first
pilot schools could be used to inform other schools. As well, a train the trainer model
could be used to support teachers as they learn how to reinforce the curriculum by
choosing their own resources. In other words, quality professional development from
specialized knowledge consultants would teach a select few of Saudi teachers. Then
these trained teachers would instruct other teachers about how to effectively choose
quality curricular resources.
Also, I recommend that the Ministry of Education revise its curriculum. In order
to maintain consistency in the level and type of education provided, a set of core
objectives or general learning outcomes need to be dictated by the Ministry of Education;
however, even these core documents should have input from experienced teachers, such
as the participants in my study. Once these fundamental documents are created, the
Ministry may want to create textbooks that align with the curricular objectives. These
textbooks could be one valuable resource for teachers to use, but the textbook should be
enriched with additional resources chosen by the teacher.
Moreover, the participants spoke that the Ministry of Education curriculum often
excludes contextual information related to rural areas of the country. The policies that
are created and implemented are often directed toward urban centers and are not
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applicable to the rural schools or areas outside the main economic hub of Saudi Arabia,
which is the northern part of the country. There is a lack of educational resources and a
lack of quality infrastructure in rural and southern schools. Yet, the Ministry of
Education mandates that every school teach its centralized curriculum even when
computers, classroom space, science labs, and gyms are not present. The smaller villages
and many schools in the southern part of Saudi are not privileged with such resources.
Based on these issues, I recommend the Ministry of Education have a specialized or
enriched curriculum for rural schools and the southern parts of Saudi Arabia. The new
curriculum should relate to the rural and southern culture and society. In addition, I
recommend that, for southern schools, the financial budget be increased and
infrastructure be improved.
In terms of the employment policy, I recommend the Ministry of Education
change the policy to incorporate a gradual promotion in the teaching profession instead of
the upon-hire, automatic tenure status of teachers. Teachers need to gain experience
before they are automatically given tenure. Indeed, I recommend that the Ministry
should hire teachers for the first and second year as contract employment. These
contracts will encourage teachers to take well developed and more structured professional
development courses and trainings in order to gain valuable and applicable knowledge to
qualify teachers for a tenure employment. In terms of increasing employment
advantages, I recommend the Ministry of Education to provide health insurance as part of
their employment contract. The majority of participants indicated that having a secured
healthcare insurance would be greatly appreciated and would be a motivational aspect of
their job.
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Finally, I recommend the Ministry of Education work to improve the school
environment so that all schools within the country are more inclusive and welcoming for
teachers. For example, in my study, the main intrinsic motivation factor was geared
toward religion. I recommend the environment should be improved so teachers from
other countries and religions feel included, and, can be hired in public schools. To
promote this point, Ministry of Education could create a Foreign Teachers Association,
which would provide supports and services. In turn, this Association would enhance
psychological needs satisfaction, which support their intrinsic motivation. In particular,
there are many foreign teachers and professors who come to Nadra city to work in the
new university. Thus, this recommendation could apply for both public schools and
universities. In turn, I feel that this recommendation would motivate all teachers, both
Muslim and non-Muslim.
Finally, I recommend the Ministry of Education review the Bachelor of Education
programs in terms of making them more technological based and advanced in terms of
pedagogy and learning. The pedagogies and learning theories presented within the BEd
programs should align with 21st century ways of teaching and learning, which supports
learning to be student-centered, hands on, and relevant such 21st century teaching and
learning is promoted through having students assuming the responsibility of being
knowledge creators and disseminators. It is about making the learning activities of the
student the most dominant focus of the classroom.
Nadra School Board (Competence)
My recommendations toward the Nadra School Board are in the area of
competency. The findings of this study revealed that the trainers for the professional
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development programs in Saudi Arabia are less-than-ideal. For example, when teachers
attend training, the instructor often is not educated on the topic he presents and often has
outdated information. Therefore, the school board needs to choose the professional
development instructors who have expertise about the subject he is presenting on. Also,
these instructors should have competency and knowledge about how to facilitate an
effective professional workshop. For example, the training programs should include
group work and experiential learning instead of a lecture style. I recommend that there
be a variety of instructors who can incorporate in different worldviews and different
international perspectives about education and pedagogy. As the School Boards begin to
improve their professional development, they may want to bring in educational
consultants from outside of Saudi Arabia. As mentioned above these consultants could
teach local educators on professional development issues. After local educators are better
educated, they could facilitate future professional development sessions. In such a
manner, the teachers in Saudi Arabia can learn about other teaching methods from around
the world.
Another recommendation is to improve the timing of the professional
development days. Often, the professional development days are on holidays, which give
the teacher no time to be with their families during holidays and special occasions. In
addition, the courses are scheduled during the day when the teachers are committed to
teaching their own students. When a teacher attends a training program, their students are
left alone. Thus, I recommend that there should be more evening courses for teachers to
attend. I also recommend that teachers be provided with a substitute teacher for when
they are on trainings and absent from their class. Also, the Nadra School Board could
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incorporate a number of professional development days (e.g., 2 to 5 day per year) that
only the teachers (not students) attend. Teachers would be paid to attend these
professional development days. These recommendations would help Nadra School
Board to not only motivate the teachers to be the best they can in their profession, but
these recommendations would most probably have a positive influence on student
learning.
Hijrah School (Interrelatedness)
Lastly, I offer recommendations for Hijrah school to consider. The school
administration and its team of teachers need to work together to support the
psychological needs of the entire staff (and students and community) particularly in terms
of school-community relationships. More specifically, the gaps between school and
society and the gaps between teachers and students need to be lessened. To improve the
relationships between teachers and students, extracurricular activities during the school
day should be encouraged. I recommend that administration should incorporate afterschool activities, too. Teachers should be invited to lead these activities. With regard to
time, teachers spend organizing and maintaining student participation in these
extracurricular events; they potentially would be financially compensated. Promoting a
school environment that is imbued with enthusiasm may help improve teacher-student
relations. To support a positive school environment, a student council should be
created. A teacher should lead this council. Student representatives from each grade
should be welcomed. The school council could support such events for example,
recycling day, read-a-thon, student talent show, or national day celebration.
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Suggestions for Future Research
Extending from this study, there are numerous areas where future research may
evolve. One particular area of research would be focused on female teachers. More
specifically, this same study could be replicated using a similar methodology, research
design, and theory with the exception that the participants be female, and the study be
conducted in an all-girls school. For my study, the male participants talked about the
motivational and demotivational aspects of teaching. Yet, these male teachers can drive,
they are the dominant gender, and they hold much of the power within society. However,
for women in Saudi Arabia, they do not drive, and they are often seen as subordinate.
The purpose of future research with female teachers could focus on their motivational
and demotivational perspectives. In conducting such a study, it would be difficult (but
not impossible) as a male researcher to address this issue, because men are not permitted
in an all-girls school.
Another potential research area could focus on the student motivational factors
related to school. Such a study could focus on elementary students and/or high school
students. More specifically, the purpose of such research would be to explore the Saudi
Arabian student opinions of how the current education system is aligned with and
addresses their personal interests and/or is not aligned with and does not address their
personal interests. Also, such a study would provide an avenue to document the voice of
the student. According to Alotaibi (2016), there is a need for Saudi research related to
student self-efficacy and the experiences of students, in general. In particular, there
should be research that focuses on motivational factors for students who have disabilities.
During my observations, I noticed that there was no wheelchair accessibility in the
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school. As mentioned in Chapter 1, since 2005, the Saudi government has integrated
students who have learning disabilities into regular public schools (Al-Ahmadi, 2008).
However, during my observation, the education system was not integrated and inclusive
of students with disabilities in Hijrah school. In turn, a study focusing on student
motivation could also include an aspect of student motivation for students with
disabilities.
During my interviews, some participants identified aspects of administration and
the school board as demotivational factors within their job. However, other than the
principal being a part of a focus group3, I did not collect data from senior administration.
What does the senior administrations workload and responsibilities include? What do
senior administrators view as motivational and demotivational factors within the teaching
profession? Future research could include collecting such data through interviewing
senior administrators, such as principals, superintendents, and Ministry of Education
personnel. The purpose of such a study would be to further investigate the concept of
motivation and demotivation factors within the teaching profession according to a
different contingent of educators in higher leadership positions.
Also, I believe research on curriculum reform in Saudi Arabia needs to
happen. Within Saudi, often the textbooks are outdated and this curriculum limitation
can affect both teacher and student motivation. Therefore, a study could explore the
strengths related to the curriculum documents and compare these documents to quality
curriculum from other countries. Most specifically, such a study could involve a
document analysis process, which would mean collecting and analyzing the Saudi
	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  
3	
  Note: The focus group, which included the principal, also included the vice-principal and school
counselor. These three individuals appeared to share a high level of trust. I did not perceive the presence
of the principal to have affected the responses articulated during the focus group.
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curricular documents and their prescribed textbooks with another chosen country. Such a
study could be initiated and/ or refined by first concentrating on one subject (and perhaps
one grade).
Finally, I believe that there is a need for research with regard to teacher
competency in Saudi Arabian schools, especially considering that many teachers in Saudi
Arabia go directly from the military sector into the classroom of the elementary schools.
For example, in my participant sample, there were three teachers who were soldiers
before they changed their career to become teachers. I noticed they physically held a
rule/stick for much of the school day. They believed in corporal punishment in
elementary schools. The research could focus on the stories of how soldiers transition
into the teaching profession and how their career in the military might influence their
pedagogy beliefs, behaviors, and experiences.
Reflections on the Research
In reflecting upon the process of writing a thesis, many of my successes and
challenges come to mind. I highlight these points below.
Research Successes
With regard to successes, there are many things related to this study I believe I did
well. First, my data sample was solid in terms of voice and quantity. My participants
represented a good portion of the total teachers within the school where I collected my
data. More specifically, there were a total of 22 educators in Hijrah School. My study
included 15 of these teachers (i.e., 68%). In terms of data quantity, I had seven
participants who met with me two times, equating to 14 individual interviews. Also,
there were two focus groups interviews, and each group had three participants (i.e., 6
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individuals, in total). I conducted 16 interviews with about 17 hours of recorded data. In
addition, I reserved two full school days for documenting school observations. In
reviewing a number of Master’s of Education thesis from universities across Canada, I
believe my data set was strong.
As well, I spent a lot of time in the research site. Because I conducted almost all
of the interviews in the school, I spent a total of three weeks in the Hijrah School. I
attended school from 6:00 am to 1:00 pm on these days. I spent the school day talking
with teachers and building rapport with the participants. Aligned with this point,
physically returning to Saudi Arabia to collect my data in person was a successful feature
of this study. Be immersing in the research site and developing rapport with participants
I created a level of trust between us, which enhanced the depth and credibility of the data.
All participants had between 8 to 21 years of teaching experience, and they were
more than willing to cooperate in this research. The teachers wanted to take part in the
study, because they saw that there was a void of research that promoted improvement for
the Saudi educational system. The participants were knowledgeable and experienced in
their field. They were enthusiastic to partake in this study, because they wanted their
voice to be heard. These points positively affected the quality of data.
I also spent a lot of time working with and analyzing my data, which means I
became extremely familiar with the voice and perceptions of each participant. As
mentioned previously, my data collection was written in Arabic. I translated my data
from Arabic into English and documented it into my transcription booklet. Thus, I had
two sets of transcriptions. One was written in Arabic, and the second one was typed in
English with codes that I created. There was a member check to check my recording data
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with the two transcripts. After that, I categorized, analyzed, and interpreted my study
findings. In turn, I became extremely familiar with my data set, which promoted a
thorough analysis of findings.
In general, research on all-boys school made this study severely lacking. As well,
there is a lack of educational research that addresses teacher motivation and demotivation
in the Middle East, especially, in Saudi Arabia. This research was an amazing experience
for me, namely, because I researched a topic that mattered to me–researching motivation
and demotivational factors of teachers in an all-boys school is important to me.
Moreover, related to my topic, I am proud that this research is the first of its kind in the
south of Saudi Arabia. Many people in Saudi are interested in receiving the results of my
study. I am proud of the uniqueness of my study, and I view it is a successful trait of this
work.
Research Challenges
If I were to do this study again, there are some things I would do differently.
First, the timing of the data collection should have been done at a different time of the
school year. I conducted this study during the last month of the school year in Saudi
Arabia. Many teachers were extremely busy with their students. For example, toward
the end of the second interview with Salman, he said, “I hope we are almost done. We
are busy finishing the material and we also have to mark tests” (p. 28). Thus, a few
interviews were a bit rushed, because participants were busy during the last month of the
school year.
Second, the location of the interviews was not comfortable as it could have
been. As I mentioned, there was limited space in this school, so the interview atmosphere
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was often noisy due to the fact that we could not find an area that was quiet and secluded
from the rest of the school. I appreciate the school principal and teachers, because they
gave me the counselor office to do my interviews, but it was still not an ideal space for
recording.
Third, I would have liked to have made better use of my observational data. I
only collected formal data during two days in the classroom observing teaching;
however, I should have documented observational data during the two weeks I was in the
school. I should have made more notes about the school environment including the
art/lack of art on the walls, the physical dimensions of the school, number of students in
the hallways, etc. Inclusion of such contextual data would have made it easier for the
reader to envision the research site.
A fourth area that I think could have been improved would be to introduce myself
to the students. The teachers were aware of my purpose in the school. Yet, during my
observations in the classroom, I sat silently and took notes. A better approach could have
been to introduce myself to the students and to explain my purpose to them. Also, I
would have enjoyed getting to know the students better by communicating with them as I
was in their classroom all day. This introduction would have assisted in building a
rapport between the students and me.
In addition, there are many other somewhat minor things that I could have done
differently during my research. With regard to my trip to Saudi, I could have planned
better. For example, I could have taken some UPEI business cards and given them to the
principal and participants. Also, I could have improved my time management skills. For
instance, during the end of my stay in Saudi Arabia, I was rushed in my return for
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Canada. Before leaving I visited the principal saying a quick final thank you. However,
I would have preferred to more fully thank the principal and my participants. With
regard to the writing of this thesis, I would have benefited from having two computer
screens to assist particularly during the literature review and analysis of data.
Plan to Disseminate the Research
These findings may have an influence on education reform in Saudi Arabia as
they seek to enhance their education equality. However, in order for this work to be
potentially influential, it needs to be disseminated. I plan to publish my study findings
through different places in both Canada and Saudi Arabia. Below, I provide a bulletpoint list of where/how I hope to disseminate the findings of this research.
•

The University of Prince Edward Island: The findings will be sent to Robertson
Library in UPEI. The findings will be available as a digital copy through the
library.

•

Saudi Arabia Bureau in Ottawa: I will submit one hard copy and one digital copy
of the thesis to the supervisor in the Saudi Bureau in Ottawa office. The hard
copy will be in the Saudi Bureau library in Ottawa, while the digital copy will be
on the Saudi Bureau website. These copies will be available for the Saudi students
who study abroad. Moreover, the Saudi Bureau office in Ottawa will publish the
title of my study in their monthly newsletter.

•

Nadra School Board: When I applied for Nadra School Board ethics, they asked
me to provide them with results. Thus, I will send a hardcopy to the Nadra School
Board library.
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•

There were two participants who asked me to give him a hard copy of my
study. I will print a copy for each of these participants.

•

University of Bisha: I am an employee of the University of Bisha. I will send a
hardcopy and a digital copy to be in University of Bisha library.

•

Social Media: This study will be disseminated through my Twitter, Instagram
accounts, and Facebook page.

•

Vision 2030 Website: I will send a copy for the government project Vision 2030
website. The focus of this project is on the development of education, so I think
my findings may be of great interest to the policymakers and leaders associated
with Vision 2030.
Epilogue
This study completely transformed many of my perceptions of the teaching

profession in Saudi Arabia. Before starting this research, I perceived that Saudi teachers
were lucky. They were provided with a large salary, had instant tenure, and enjoyed long
vacations. I did not fully understand the dynamics of teaching. At the beginning of this
research, I thought all schools were well-funded; through speaking to my participant and
doing a literature review, I learned that many building are old and in need of repair.
Many teachers would like to see greater parental involvement, and many teachers want
community endorsement in their school. Salary is not everything, and the educational
system is inflexible. I learned so much about Saudi’s employment policies, curriculum
designs, and the Ministry’s vision and strategies. Although, at the start of this study, I
respected Saudi teachers, now, I have a greater respect for them, because I have a better
understanding of their situation. Through listening to the personal stories of my
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participants, I have greater comprehension and appreciation of the tremendous work these
teachers do and the steadfast devotion they have for their educating students. Now, I am
at the end of my study, and I feel grateful and motivated to do more. I am grateful to my
participants for changing my educational views, and, in turn, changing my life. I am
motivated to do more for my country, its teachers, and its students. My dream is to
continue to study the concept of teacher motivation and to endorse strategies to endorse
teacher motivation in Saudi Arabia. Hopefully, these new strategies might be
incorporated in project Vision 2030, as this policy reforms the current education system.
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APPENDICES
Appendix A: Individual Interview Questions Set #1
1. Tell me your name and a bit about yourself (e.g., about your family, personal
interests or hobbies, etc.)
2. Why did you choose to be a teacher?
3. Describe your current teaching load.
4. Describe the type of preparation you do before you teach a class.
5. Right now, what motivates you to stay in the teaching profession?
6. Describe what a successful 30- or 60-minute class is like. More specifically, how
does it feel to teach a great class? What does it look like? What does it sound
like?
7. What are some teaching accomplishments that you are proud of?
8. What school-related or personal factors motivate you to do your job well (e.g.,
professional development, salary, personal drive, etc.)
9. Would you say that you have a positive relationship with each student in your
classroom? Why and why not?
10. In what ways do you attempt to connect with your students? (i.e., email, after
school activities, etc.)
11. Comment on the potential importance of after-school activities. In other words,
do you think after-school activities are valuable for students and teachers? Why
or why not?
12. Are there any student-related challenges that might frustrate you or demotivate
you as a teacher? Please explain.
13. If you are teaching a course and one of your students tells you the topic you are
teaching is boring, what would you do? How would you react/respond?
14. Are there any parent-related challenges that demotivate you as a teacher? Please
explain.
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15. Are there any school-related challenges that demotivate you as a teacher? Please
explain.
16. Are there any school board or government-related challenges that demotivate you
as a teacher? Please explain.
17. Do you agree with the idea of contract employment? Why or why not?
18. There is a description of teaching called “the banking model.” The teacher makes
a knowledge deposit in the bank/student, and, later the teacher withdraws from the
bank/student in the form of tests. This model is based on the idea that the teacher
lectures, and it’s the students’ learn the material. The students need to listen and
memorize fact for the test. Do you believe in such teaching, and do you use this
form of teaching in your classroom?
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Appendix B: Individual Interview Questions Set #2
“The last time I had a chance to speak with you, you told me many interesting things. I
appreciate you being here for a second interview. In this interview, let’s continue our
conversation about professional and personal features of your job as a teacher that
motivate and demotivate you.”
1. Describe a really good teacher.
2. What support systems need to be in place for a teacher to do well? Compare your
answer to your own experience, how does your school environment support you
to do well? What could your school do to help you be an even better teacher?
3. Do you feel that colleges adequately prepare their graduates to be great
teachers? Do you think graduates of these programs ready to immediately begin
work as elementary school teachers? Please explain.
4. Presently at your school, can you tell me a little bit about professional
development programs or activities that are available for teachers? Have you
engaged in any professional development programs or activities?
5. Can you tell me a little about the dominant workplace culture in this school? For
example, does the school culture feel supportive to teachers?
6. What about the level of support from governmental departments?
7. There is a perceived stereotype associated with teachers in the south of Saudi
Arabia. Describe how you view education and educators in the south of Saudi
Arabia? Do you think this view impacts your teaching?
8. With regard to the Nadra School Board and its policies, if you could change
anything what would you change?
9. In what ways might the Nadra School Board motivate you to improve your
teaching skills/become an even better teacher?
10. In what ways might the policies of the Nadra School Board potentially create
obstacles or roadblocks for you? In other words, is there anything the Nadra
School Board does that prevents you from being the best teacher you can be?
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11. Tell me about how the curriculum influences your teaching? In other words,
does the curriculum allow you the freedom to be the best teacher you can be?
12. Do you think that the curriculum used in Saudi Arabian education is good enough
for societal expectations of students? Does curriculum you work with promote
skills in critical thinking in your students?
13. As I am sure you’re aware, the Saudi Arabian economy may be negatively
affected by the decreasing price in oil. If this economic change decreases your
salary, will you be looking for another job? In other words, how does your salary
influence your decision to be a teacher and to be a great teacher?
14. If you could change anything about your job, what changes (if any) would you
like to see?
15. Teacher evaluations are an important part of your career. Occurring twice every
year, an evaluation score is assigned points based on a performance of certain
objectives (e.g. careful organization of school activities, good conduct, the
preparation of lessons, etc.). If you’re familiar with item #11 on the outline for
teacher responsibilities and duties provided by the Saudi education, teachers are
supposed to engage in professional development activities. Even so, professional
development is not accounted for by the evaluation point system. Professional
development is not recognized by teacher evaluations. Tell me how you interpret
this? How might this be a problem?
16. Continuing on the topic of teacher evaluations, accumulated points for basic
objectives determine one’s score. If you receive a 59 twice, you will lose your
job. If you get a score of 100, there will be nothing different provided to you as a
reward compared to a score of 60. In sum, there is no reward for higher
achievement on teacher evaluations. Do you think point influences a teacher’s
motivation to do well? Do you think there should there be increased rewards for
scores reaching closer to 100?
17. Please add any other comments you might have with regard to aspects of your job
that might motivate or demotivate you to do well.
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Appendix C: Focus Group Interview Questions
1. Let’s go around the table. Please tell me your name and one or two sentences
about yourself.
2. After high school, what were your professional goals?
3. Explain how you began your career in the education system. For example, did
you choose the profession or was this profession chosen for you?
4. Imagine that you were back in high school. Knowing what you know now, would
you still choose to be a teacher/principle/vice principle/school counselor? Why or
why not?
5. What aspects of the education profession do you think motivate teachers to do
well?
6. What aspects of the education profession do you think demotivate those who
work in schools?
7. Describe how possible issues such as health insurance and professional
accommodation affect the motivation of those who work in the field of
education. What external factors affect one’s disposition and inner drive to do
well?
8. Maybe you have heard of the school security (Al-Harss) from the Elementary
School 373 for Girls. He helped a number of girls safely cross the road in front of
the school. He was intrinsically motivated to help students. What is the role
intrinsic motivation in your work in a public school?
9. If you are a teacher, do you feel that the professional development of teaching is a
priority at your school? As a teacher, how frequently are you do you engage in
professional development activities?
10. From your own perspective, how can fellow teachers and staff support one
another, both personally and professionally? What does a supportive social
climate do for this elementary school?
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11. Thinking back on your career so far. Take a moment to reflect on a time when
you felt successful as a professional in education. Tell me about how that
memory motivates you to return to shape young lives every day?
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Appendix D: Invitation Letter to Participate in Research
I invite you to participate in a research project called, “Motivation and De-motivation Tendencies
Influencing Elementary teachers in an All-Boys School in Saudi Arabia.” In order to make an
informed decision about whether you wish to be a part of this research study, you should understand
the details of this study. Please take time to read this invitation letter carefully.
What is the purpose and design of the study?
The purpose of this research is to understand the motivational and de-motivational factors influencing
the teaching profession at an all-boys elementary school in Nadra, Saudi Arabia. The three research
questions are to: (a) identify extrinsic and intrinsic factors, which motivate teachers to teach well, (b)
to identify aspects of the teaching profession that demotivate teachers, and (c) to describe in what
ways (if any) does professional development influence teachers.
For this qualitative, case study, I will collect data from focus group interviews, semi-structured
individual interviews, and observations. Focus group and semi-structured individual interviews will
be conducted with educators in one Saudi Arabian all-boys school. The participants will have at least
five years of teaching experience. More specifically, I will conduct two focus groups. The first focus
groups will be composed of the principal, vice principal, and counsellor at the elementary school. The
second focus group will be composed of three to 7 teachers.
I will conduct two rounds of semi-structured individual interviews with about 7 teachers (about 14
interviews, in total). Some of the same teachers may be involved in the focus groups and individual
interviews.
Additionally, field observations of the elementary school will be conducted on site over a period of 2
to 4 days. For these observations, I will do my best to be an unobtrusive as possible. In others words,
I will do my best to not interfere with the regular activities of the school. My observational data will
include such things as a general description of teacher and student interaction, types of learner
activities experienced by students, student demeanor both during and outside the classroom, and the
school infrastructure (e.g., size of classrooms, location of meeting rooms and staff rooms, etc.).
What will participants do in this study? Where will it takes place? How much time will it take?
The focus groups and the individual interviews will be conducted in person, in a time and place
convenient to the participants. Focus group and individual interviews will take approximately 60 to
90 minutes each. I will ask participants to be audio-recorded during each of the interviews and focus
groups. If participants say yes, transcripts will be made of the focus groups and interviews. If
participants say, no, I will take detailed notes during the interview, treating the notes like transcription
data. All participants will be given a copy of the questions prior to the interview. Participants do not
need to prepare for the interview in any way, other than potentially reviewing the questions and
thinking about their answers ahead of time, if they desire.
If I desire, can I withdraw from the study, and, if so, how?
Your participation in the study is entirely voluntary. This point means that it is your choice whether
or not you want to participate in this study. If you decide to participate, but later decide that you no
longer wish to participate, you may withdraw from the study up until I have written the result of the
study, which is about 3 months after the last interview. If you may choose to withdraw from the
study, there will be no consequence of any sort and all the data you have contributed will be
destroyed.
Are there any possible risks and/or benefits
There are no known risks for participating in this study. As a potential benefit, after I defend my
thesis (approximately 8 months after the last interview), I will send all interested participants an
electronic copy of my thesis.
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Will my view remain confidential? How will the research ensure confidentiality of the raw data?
The audio recordings, subsequent transcriptions, and field observation notes collected during this
study will not be accessible to anyone other than me, Mahdi Albishi and my thesis supervisor, Dr.
Jane Preston. I will keep all data on a password-protected computer. After five years, all data will be
destroyed.
For the field observation notes and audio-transcriptions, anonymity will be preserved. Participants
will be given pseudonyms or a false name. False names will be used in the written results and
presentations. Furthermore, any personally identifying information disclosed will also not be used in
the written results and presentation.
With regard to focus group interviews, I will ask all participants not to identify the names of anyone
present at the start of the meeting and not to repeat anything that was said at the meeting to anyone
other than those present at the meeting. I will also explain that although I asked that people in the
focus group not to talk about comment/information of the meeting, I cannot guarantee that participant
identity and content/information talked about at the focus group meeting will be kept confidential by
all focus group participants.
How will you report the results?
After the focus groups and individual interviews are completed, I will create written transcriptions of
the audio-recordings. Although all interviews will be conducted in Arabic, the transcriptions will
translated to in English. I will publish the results in the form of a thesis. As mentioned above, if the
participants is interested, I will provide him with a electronic copy of my completed thesis. I also
hope to publish the results of this study in academic journals. Additionally, I hope to present the data
at academic and other professional conferences.
Whom should I contact if I have any questions?
If you have any questions concerning your participation or this study, please feel free to contact either
myself or my supervisor at any time (see contact information below). Also, please note that this
research has been approved by the UPEI Research Ethics Board. Any concerns with regarding your
involvement with this study may also be directed to reb@upei.ca or +1 (902) 620–5104.
What do I need to do if I choose to participate?
Enclosed with this information letter are two copies of a written consent form for your
consideration. If you choose to accept our invitation to participate in this study, please sign and date
both consent forms. Please return one of these copies of the consent form to me. Keep the other
signed copy of the consent form for your own records.
Sincerely,
Mahdi Albishi
Education Master Student
University of Prince Edward Island

In Saudi Arabia:
Bishah – Alshaqiqiah
Bishah University +966507963339

	
  

Dr. Jane P. Preston
Assistant Professor, Faculty of Education
University of Prince Edward Island
555 University Ave, Charlottetown, PEI,
C1A 4P3
(902) 620-5074 (office)
jpreston@upei.ca
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Appendix E: Consent Form
Dear Participant,
We invite you to participate in a research study called, “Motivation and de-motivation
factors influencing elementary teachers of an all-boys school in Saudi Arabia.” Please
read the Invitation Letter and this form carefully and ask any questions you might have.
Your signature on this form means that:
• You understand that I will ask participants to be audio-recorded during each of
the interviews and focus groups.
• You have read information about the research. You have been able to ask
questions about this study and are satisfied with answers to your questions.
• You understand what the study is about and what you will be doing.
• You understand that there are minimal risks associated with the study.
• You understand that you are free to withdraw from the study (until 3 months after
your interview), without provide a reason. If you withdraw from the study, any
data collected from you will be destroyed.
• You understand that the information you provide will be confidential within the
limits of the law.
• You understand you can keep a copy of the signed and dated Consent Form.
• You understand that you can contact the UPEI Research Ethics Board at (902)
620–5104, or by email at reb@upei.ca if you have concerns about the ethical
conduct of the study.
• You understand that, if you sign this form, you do not give up your legal rights
and do not release the researchers from their professional responsibilities.
If you would like me to send you an e–copy of my final thesis, please provide your email address:
___________________________________
Signature of Participant

_________________________________
Date

Signature of Researcher: I have explained this study to the best of my ability. I invited questions
and gave answers. I believe the participant fully understands what is involved in being in the
study, any potential risks of the study and that he/she has freely chosen to be in the study.
___________________________________
Signature of Researcher

_________________________________
Date

Researcher Contacts:
Mahdi Albishi
Master of Education Student
University of Prince Edward Island
Charlottetown, PEI, C1A 8T1
In Saudi Arabia:
Bishah – Alshaqiqiah
Bishah University, +966507963339
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Appendix G: UPEI Ethics Approval
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Appendix H: Nadra School Board Permission

	
  

