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ABSTRACT

This study focuses on a comparative evaluation of initial teacher training for Physical
Education teachers in Kuwait and in the United Kingdom. Survey data were collected
from a questionnaire sample of trainee teachers (n=162) and an interview sample of
teacher educators (n=11) to assess their views on current provision. The trainee and
teacher educator samples were drawn from two institutions, the College of Basic
Education (in Kuwait) and the I M Marsh Centre for Physical Education, Sport and
Dance (UK). The purpose of the study was to evaluate initial teacher training provision
for Physical Education in the two institutions with the main objective of investigating
how Physical Education teacher training in the College of Basic Education could be

made more effective and efficient.

Chapter 1 provides a general introduction to the study and sets out the research rationale
underpmming it. Chapter 2 explores the two differing research settings. A review of
relevant literature on teacher education and for Physical Education follows in Chapter 3,
which also develops a theoretical framework for the evaluation work. Six key
dimensions likely to have an important bearing on the effectiveness of mnitial teacher
training were 1dentified: (1) the curriculum, (11) teacher educators, (i) teaching practice,
(1v) facilities and equipment, (v) admissions policy, and (vi) the relationship between
the Ministry of Education and the training institutions. Chapter 4 addresses the
considerations influencing the research design, and reports on the conduct of the
fieldwork and data collection. The results are reported in Chapter 5 and discussed in
Chapter 6, along with a response to the findings from high-ranking officials in the
Kuwaiti Ministry’s Physical Education Department. The final chapter draws
conclusions from the study, puts forward recommendations on how initial training for
Physical Education teachers mught be improved in Kuwait. After acknowledging the
study’s limitations, suggestions for further related research are highlighted.

The study 1dentified a number of weaknesses in current provision in Kuwait, warranting
urgent remedy. First and foremost of these was the apparent mismatch between the
primary-based training programme offered by the College of Basic Education and the
likelihood that Physical Education graduates could find themselves appointed to
intermediate or secondary sector schools. Various aspects of teaching practice
arrangements were sources of concern, especially matters of supervision. The main
recommendation was that an improved dialogue between the Ministry of Education and
the College of Basic Education was essential to address the situation. with a view to
improving the suitability of the training provided, and the status of (and provision made
for) teaching practice. Suggestions for further research included a survey of recent
College Physical Education graduates to assess their views, once they had begun their
professional careers, on the usefulness and relevance of the training that they had
recerved.
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Chapter One
INTRODUCTION TO THE STUDY



1.0 Introduction

This study focuses on fieldwork conducted 1n England and Kuwait to explore the views
of teacher trainees and teacher trainers on imitial provision made for physical education
teachers. The opening chapter provides a general introduction to the study, by outhning
briefly its context and purpose, why 1t was undertaken, the research rationale behind 1t,
and by setting out the structure of the thesis.

A number of themes are, therefore, central to the context of the study. Apart from those
relating to the specifics of physical education teaching, there are some themes that can
be said to have equal validity regardless of a teacher’s subject specialism/area of
specialism. These are now considered briefly, as a prelude to a fuller discussion of
them in Chapter 2. These include the importance of teachers, their qualities and
attributes, expectations of parents, students and governments, and the importance of

good teacher education and what this involves.

As a profession, teaching can be both demanding and satisfying. For children, teachers
can be inspirational role models whose lessons last well beyond school. Pubhlicity
promoting teaching as a career, quoted the words of the British Prime Minister, Tony
Blair: “No one forgets a good teacher. We are passionate about education and I hope
that many people who feel the same will respond to this message and join us to help

raise standards. ~ (http://www.careerworld.net/hearticles/sl282a04 . htm)

Teacher qualities and attributes are also recognised as important. For example, in their
paper, Education Observed, Her Majesty’s Inspectorate drew attenfion to the

importance of teachers having,

¢é

. such a personality and character that they are able to command the
respect of the pupils, not only by the knowledge of what they teach and their

ability to make it interesting, but by the respect which they show for the
pupils, their genuine interest and curiosity about what pupils say and think,

and the quality of their professional concern for individuals. It is only
where this two-way passage of liking and respect between good teachers

and pupils exists, that the educational development of pupils can genuinely
Sflourish™ (Her Majesty’s Inspectorate, DES, 1985, p.3).

For Kyriacou (1991), there were three important elements in teaching skills:

1. knowledge about subjects, pupils, curriculum;
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2. decision-making, that occurs before, during and afier lessons: and

3. action and overt behaviour by teachers to foster leaming..

Capel (1997, p.1) provides a remunder of the complex of skills and professional

judgement that teachers need to be able to exercise:

“There are basic teaching skills in which teachers require competence.

Effective teaching also requires the development of professional judgement
in order to be able to adapt the teaching skills to meet the demand of the

specific situation, to take account of, for example, the needs and abilities of
pupils, the space and environment in which the lesson is being delivered”.

The purpose of teacher education and training should thus be to produce professional
teachers with good levels of theoretical knowledge and understanding, combined with
practical skills, competencies and a commitment to teach to consistently high standards.
Anayiat (1970) emphasised the importance of preparing teachers professionally so that
they could achieve the best results possible. If schools were to achieve good results, 1t
was dependent upon them having the right complement of teachers who had well

developed teaching skills through their professional training.

Today’s conception of teacher education stresses not only the matter of the skills that
initial teacher training should develop in trainees but also allies this with an ongoing
professional training throughout their teaching careers. In a world of rapid change, not
least in the fields of knowledge and technology, teaching has become more complex,
and with 1t the need for new skills and updated knowledge. Degree level initial teacher
training courses aim to provide high quality theoretical and applied professional
development with the purpose of producing teachers who are equipped to educate young
people for hfelong learning in the 21st Centurv. Jovce and Showers (1988. p.23)
emphasised the importance of the quality of teacher trainers and the conditions in which
the training takes place to the successful outcome of producing good teachers:
“High-quality trainees can be marvellous learners if they are provided with

high-calibre trainers under adequate conditions. Success breeds success”.
The State of Kuwait 1s committed to the provision of a good education for its young

people. In his introduction to the Kuwaiti report to the 44th Session of the International

Conference on Education in Geneva (Ministry of Education, 1994), Ahmad Al-Rubei,
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Kuwait’s Minister of Education and Higher Education put that commitment in these

ferms:

“Education is a national responsibility that is not less than defending the
homeland against enemies. This means that the work in the educational
field is required to be to the utmost of its zenith by all the teachers... ~ (Al-

Rubei, 1994, p.3).

Mr Al-Rubei also stressed the Ministry’s recognition of the crucial role to be played by

teachers in that provision,

“We believe that the teacher is the core of the educational process and the
most important among ils elements. We are in a bad need for assuring
his/her social importance and modifying his/her financial position and
providing him/her the healthy conditions for work” (Al-Rubei, 1994, p.4).

Having considered briefly some of the broader themes of teaching and teacher training,
it 1S now appropnate to give brief consideration to themes specific to physical education

and teacher training.

Physical Education i1s arguably an important and active vehicle that contributes to the
preparation for lifelong learning of young people by developing their physical skills to
educate them and give them the ability to face life’s difhiculties. Heath (1991, p.4)
suggested, “PE has a most significant part to play in the healthy development and
welfare of the individual primary child .

Mountakis (2001, p.103) commented:

“Physical Education teachers have to concern themselves with the
development of appropriate social and ethical behavior of their pupils
while engaging in sporting competition and society at large.”

Referring to the World Summit on Physical Education, Hardman and Marshall (1999,
p.20) suggested that 11 reinforced ‘the importance of Physical Education as a life-long

process’. Moreover, 1t was

.. particularly important for every child as articulated in the
International Convention on the Rights of the Child. All children have a
right to the highest level of health, free and compulsory primary

education for both cognitive and physical development, rest and leisure
and play.”

14



A paper distributed to Physical Education teachers at the I M Marsh Centre for Physical
Education, Sport and Dance emphasised the major role to be played by physical
education in achieving educational objectives. It contributed ‘to the school curriculum
by enabling pupils to perform reflectively with increasing physical competence and
confidence in a range of physical activities and contexts’. It promoted ‘physical skills
and physical development, knowledge of the body 1n action, and positive attitudes to
engagement in physical activity through a process involving planning, performing and
evaluating’. It involved experiencing, learmning about, and learmning through, physical
activity 1n a range of activity areas. These required ‘different ways of thinking,

selecting and applying physical skills’ (I M Marsh Centre, 1999, pp.6-7).

1.1  Study rationale

The impetus for the present study came from the researcher's experience of teacher
training 1n Kuwait and subsequently of teaching physical education in pnmary and
secondary schools. The research problem was generated from that experience and could
be said to denive from two main elements:

1. the imtial teacher training curriculum: 1ts content, delivery and evaluation;

2. the relevance of that curriculum to would-be teachers and to the schools in which

they would later serve.

While these elements are germane to all aspects of teacher training, the researcher
considered them to be of particular relevance in the context of understanding the
situation of those undergoing training to become physical education teachers in schools
in Kuwait. In consequence, many of the issues explored in the course of reporting this
study are also of a generic nature. This was inevitable since physical education teacher
training (or that of any other area of specialism) cannot be divorced from the wider

training context in which it 1s provided.

The selection of physical education teacher training as the primary focus of the present
study was justified, on two particular counts. Firstly, the researcher’s own background
and 1nterest commended this approach. Secondly, in the particular context of Kuwait,

one of the field centres for this research, there were a number of aspects about physical
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education teacher training, of which the researcher had firsthand expenience which he

considered to be deficient. These emerged, as is presently explained, both from the

teacher training programmes that he had undertaken and from his experience of working

in schools.

1.2 Background to the research problem

The researcher completed a two-year teacher training programme at the Kuwait Institute
of Education with a Diploma in Education in 1988, before becoming a primary school
Physical Education teacher. While he was undergoing that traiming, the Institute
underwent a name change, becoming the College of Basic Education. For those who
subsequently enrolled, the previous diploma course was replaced with a four-year
(eight-semester) degree level programme. Having taught for a year, the researcher
returned to the College of Basic Education to enrol on the degree course to upgrade his
teacher qualifications and to enable him to teach in the secondary school sector (for 14-
18 year-olds). In any other secondary school subject specialism, it would have been
possible to train at the Kuwait Umiversity College of Education. However, as it did not
offer specialist physical education training, the only available training route open was
the degree level primary physical education training programme at the College of Basic
Education. Graduating in 1992 with a B.A., he subsequently worked for two years as a

secondary school physical education teacher.

Thus 1t could be said that the research problem emerged durning this penod, 1986-1994.
Dunng this time, the researcher had undergone physical education teacher training
under both systems (1.e. the diploma and the degree courses), and had taught physical
education in both a primary and a secondary school. That experience suggested that
there were a number of deficiencies in physical education teacher training, which

warranted systematic investigation.

While on the diploma course, the researcher noted in particular. the shortcomings in
curriculum content and teaching methods. They appeared to lack an integrated
approach to teaching and learming and did not include any aspects of school

administration or organisation. The curriculum, which should have emphasised how to

16



teach children skills and techniques, focused only on the performance of physical
education skills. For example, during a football course, trainees were only taught
soccer skills. It did not address how to teach these skills to children. The teaching
methods used by the teacher trainers did not extend beyond the °‘chalk-and-talk’
approach. The trainers did not seem able to combine theory and practice in any
meaningful way and of relating teaching approaches to children of different age groups

or abilities.

Lectures on child psychology were largely confined to theory. The contributions of
psychologists and educational pioneers like Piaget, Montesson, Froebel, and Skinner,
were rarely applied to an education context. No attempt was made to relate
psychological theory to what trainees might experience in the classroom. Similarly,
methodology lectures were concemned more with methodology as a discipline, rather
than practical tips on how this or that technique might motivate pupils of different age
groups to participate meaningfully in physical education.

The College’s Physical Education Department faced a number of particular problems
with regard to 1ts facilities. Apart from shortages of equipment including the hardware
and software needed for Information and Commumnications Technology (ICT) to support
delivery of the curriculum, there were no laboratories to address scientific topics, like,
for example, physiology and anatomy. Because there were no approprnate mndoor
facilities, practical work could only be done outdoors, when the weather allowed. (This
1s discussed further in Chapter 2, which looks at the countries in which the two research

settings were situated.)

On taking up their posts 1n schools, new entrants to the profession appeared to be
deficient 1In some teaching skill areas, such as setting lesson objectives, lesson
preparation, explaining to pupils how to develop particular skills, and dealing with
pupils’ behaviour. There also seemed to be a difference in how the Institute of
Education (later the College of Basic Education) expected trainees to approach teaching
and what the Mimistry of Education expected of teachers in government schools. This
was encapsulated in what the researcher had been told, on taking up his first school

appointment, by a well-meaning and expenenced colleague: “forget all you learnt at the
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Institute”. Although similar ‘wise’ words will have been offered to novice professionals

in many walks of life, let alone teaching, this seemed to suggest to the researcher that

there was a lack of a meaningful relationship or understanding between the Institute and

the Ministry of Education.

In the case of the researcher, the guidance given by his supervisor from the Ministry of
Education differed from that given by the Institute. As in other Arab countries, all
teachers are monitored by regular visits from a subject specialist supervisor (teacher
supervisor) to evaluate their performance in the classroom. This 1s a function shared
with the headteacher, who submits an annual report to the Ministry on each teacher’s

performance.

The Physical Education Department’s advice to trainees recommended changing the
oymnastic apparatus layout on a regular basis, yet the Ministry supervisor insisted on
the use of one layout for the whole year. This also seemed to suggest a lack of
communication and confusion between the teacher training institutions and the Ministry
of Education, especially as regards what skills beginning teachers needed for work in
schools. Lectures on how the school system worked might have been all the more
effective, if they had been informed by current practices in schools. This all suggested
that there needed to be more meaningful communication between the teacher trainers
and the Ministry’s teacher supervisors and headteachers to ensure that trainees were

better prepared for teaching practice and, on graduation, for entry to the classroom

On his return to the College to convert his diploma into a degree, the researcher was
able to compare the new degree level course with the old diploma-bearing one that he
had followed. Despite the change in length of the programme and 1its degree status, the
curriculum did not seem to have been extended 1n either quality or depth. The content
of most courses remained unchanged from those provided on the old two-year
programme. For example, in Football 2, a course which had been introduced 1n years 3
and 4, both the theoretical and practical contents were only slightly more advanced than
those in Football 1 studied in years 1 and 2. The two hours a week allocated for
practical classes seemed to be msufficient to promote the full development of the

trainees’ practical and teaching skills. No new courses had been added to the physical
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education teacher programme. Moreover, despite being a degree-bearing training
programme (and the only one in Kuwait for physical education teachers), 1t remained

rooted in primary school teaching, even though many trainees might find themselves

appointed to secondary schools on graduation.

As a secondary school teacher, the researcher formed the view that most newly qualified
teachers were unable to apply the skills taught in the College to the classroom situation.
They seemed unable to motivate or cqntrol the students. There were particular
problems in teaching physical education in this sector, as students could do this subject
either as an examination or as a non-examination. Students in the non-examination
classes did not take the subject seriously and were difficult to motivate, control and
teach. Failure to bring physical education kit was a constant problem. New entrants to
the profession had not been trained in how to handle students in the 14-18 age group
and faced many problems in trying to manage and teach them. This seemed to be a
particular problem facing physical education teachers, all of whom would have been
trained 1n the College of Basic Education, where the basic focus was on the training of

primary education sector teachers.

First-hand examples of the shortcomings of the education and training system were
sufficient to motivate the researcher to investigate and seek out alternative examples of
good practice. While recognising that this assessment of the situation was heavily
based on his own experience In terms of training received and of teaching, the
researcher wanted to find out the extent to which the views of those currently
undertaking teacher training for Physical Education at the College of Basic Education in

Kuwait and of those currently providing that traimng were consistent with his

assumptions and judgement.

1.3

There were a number of assumptions underlying the present study:

Research Assumptions

1. There would be differences 1n the policies and national strategies on primary school
teacher preparation between the I M Marsh Centre for Physical Education, Sport and
Dance, and the College of Basic Education, Kuwait.

19



2. The relationships between the respective Mimstries of Education and the two
institutions would be difterent.

3. There would be differences in the preparation programmes that the two institutions
provided for training primary school physical education teachers.

4. The Physical Education teacher preparation programmes in both institutions would
face a number of obstacles that would differ in character or scale between one
institution and the other.

5. Some obstacles faced by trainers and trainees would be seen as more important than

others.

6. Various factors such as admussions criteria, programme, training, supervision,
teaching practice arrangements and equipment would have crucial influences on
successful teacher preparation outcomes.

These assumptions rested on a broader one. This was that a combination of factors

relating to the different cultures in which the study’s two field settings operated would

have a bearing on the study’s outcomes.

It was these that the researcher sought to test through his fieldwork investigation. The
fieldwork would, 1t was hoped, provide evidence as to the extent to which trainees and
those providing the training considered the current delivery of initial training for
physical education teachers in Kuwait to offer adequate preparation for the classroom.
He recognised that 1t was possible that, since he had undergone his training, there had
been improvements and, equally, that his own experience of training and perceptions of

its inadequacies might not be shared by others.

14  Assumptions underlying the study

Two main assumptions underpin the study. Firstly, the researcher’s perspective on

physical education teacher training in Kuwait was that 1t was confused and disorganised
and, therefore, steps neéded to be taken to establish a clear philosophy for that training,

particularly as 1t related to programme content.

The second assumption about the performance of newly qualified physical education

teachers in Kuwaiti secondary schools was that 1t would fall far short of the 1deal, as
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presented in the writings of a number of educationalists. Al-Malaifi (1992), for
example, emphasised the importance of a well-constructed teacher training programme
in providing trainees with the nght plattorm on which to build in the development of
their teaching skills and attributes. The end-goal of physical education teacher training
ought to be to produce effective teachers of the subject. Therefore, a preliminary step in
designing such a training programme ought to be to determine the characteristics of

effective and efficient physical education teachers.

According to Al-Motawa and Bedair (1996), many educators judge teachers to be
competent, if they have the necessary subject knowledge, and skills in planning and
preparation, organisation and classroom/class management. Other educators, they
asserted, saw competent teachers as being charactenised by having good communication

skills, powers of observation, and well-developed planming and mentoring skills.

Arguably, successiul teachers must have common charactenstics, such as knowledge
and understanding of the subject(s) they teach, and of school operational procedures,
and of how to deal with pupils/students through knowledge of how children learn and
how to promote leaming in the individual child. Furthermore, they should be
committed to educating pupils, be honest and sincere 1n their teaching and the way that
they convey information, and in acting as role models for them, socially, culturally,
morally, and spiritually. In their acquisition of those characteristics, the qualities and

expertise of those training them would have a particularly important part to play.

1.5 Research questions

The research questions generated from the assumptions listed above are as follows:

1. What points of similarity and difference are there between Imitial Teacher

Training for physical education teachers in Kuwait and in the United Kingdom?

What particular challenges and problems are faced in teacher preparation in
Kuwait?

3.  What lessons mught usefully be learned by The College of Basic Education in
Kuwatt from the expenence of physical education teacher training at the | M

Marsh Centre for Physical Education, Sport and Dance in the United Kingdom?
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1.6 Aims of the study

The aim of this study was to collect information about initial teacher training for

physical education teachers in Kuwait, with a view to corroborating the researcher’s
personal experiences and to generating recommendations that could help to improve
training that they received n the College of Basic Education, Kuwait. In order to
achieve this aim, a comparative approach was adopted, gathering data from two field
settings, the I M Marsh Centre for Physical Education, Sport and Dance, based in the
Liverpool John Moores University 1in the United Kingdom, and the College of Basic

Education in Kuwait. The justification for such an approach is considered presently.

1.7

Objectives of the study

The study sought to investigate:

1.  the most important issues in the training of quality primary school physical
education teachers;

2. factors adversely affecting trainee teacher development and performance;

3. the contnbution of vanous aspects of teacher preparation (i.e. the varnious
components of the programme 1tself, the parties involved in its delivery, including
those involved i school-based work) to producing appropnately trained and
quahfied teachers.

Through this, the study sought to make recommendations, setting out ways in which the

initial training of physical education teachers in Kuwait could be made more effective.

1.8 The approach to the research problem
As already established the research problem was addressed through a study of initial
teacher training 1n two settings: a teacher training institution 1n Kuwait (the College of

Basic Education) and one in the United Kingdom (I M Marsh Centre for Physical
Education, Sport and Dance).

The main reason, in the first instance, for the selection of the I M Marsh Centre at

Liverpool John Moores University as a UK-based teacher training institution, against

which to compare nitial teacher training for Phvsical Education in the College of Basic
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Education, was because of the evident quality of 1ts provision and of its philosophy for
physical education teacher training. This institution was accorded a Grade A status both
in an OfSTED inspection in 2000 and on re-inspection in 2003 (OfSTED Report, 2003).
Moreover, it was a training institution in England offering Physical Education
undergraduate and postgraduate teaching training for the primary (5-11 years), middle
(7-14) and secondary (11-18) education sectors, as well as M.Phil./Ph.D. programmes in
physical education. It was, therefore, considered to be a particularly appropriate
institution 1n which to investigate initial teacher training (7-11 years) for Physical
Education, and to use as a point of comparison for what was provided in the College of

Basic Education in Kuwait.

The impact of National legislation and change instigated by the Department for
Education and Employment (DfEE) throughout the 1990s and the responses the I M
Marsh Centre had to make to ensure the delivery of quality imtial teacher training
programmes provided many examples of coping with managenal and change processes.
Knowledge of the processes of change might help the researcher to formulate i1deas 1n
initiating strategies for change in Kuwait. (Quality control systems, whether in its

schools, let alone its two teacher training institutions have yet to be introduced in

Kuwait.).

1.9 The context of initial teacher training in the two research settings

The study of any teacher training institution needs to be set in the context of the country
in which it operates and in the particular context of the education system in which 1t 1s
located. That broader context seemed to be particularly important in the present study.
This was because one of the critical aspects in the delivery of initial teacher training 1n
Kuwait was the relationship between the College of Basic Education and the Ministry of
Education. While the College provided mmitial traiming for teachers and gave
accreditation as teachers to those who successfully completed 1it, the Mimstry of
Education was responsible for the schools in which the College’s graduates would

subsequently work. In light of this, the relationship between the two teacher training

institutions and their respective Ministries of Education and the influences of the latter
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on the former, especially with regard to reform and innovation were of particular

Interest.

1.9.1 Initial Teacher Education in the United Kingdom

During the last ten years, teacher education and training in England and Wales has

witnessed a significant number of major changes and developments. In the first

instance, DIEE Circular 9/92 (DfEE, 1992) required that:

= Students should spend a greater percentage of their training course in schools.
Trainee teachers undertaking the Postgraduate Certificate in Education are required
to spend 24 of their 36-week course in school-based training (32 weeks in the case
of students on a 4-year undergraduate training programme.

" An equal partnership was to be developed between schools and Higher Education
Institutions 1n the provision of training; and

* There was a transfer of funds from Higher Education providers to schools to allow

for these developments to take place.

In 1997, DIEE Circular 10/97 initiated another significant step forward in determining
the quality of 1imitial teacher training through:

= the introduction of National Standards for the award of Qualified Teacher Status

= the promotion of teacher training curricula for primary English and Mathematics

= standardising requirements for all initial teacher training programmes.

Within a year of these initiatives, another set of changes, set out in DfEE Circular 4/98
(1998), sought to build on these requirements by introducing additional initial teacher
training curricula for Science, English, Mathematics, and the use of ICT 1n. subject
teaching in all Initial Teacher Education (ITT) courses. Apart from the National
Curriculum requirements, the introduction of Standards for the award of Qualified
Teacher Status (QTS) were considered likely to have a significant influence on the
quality of imtial teacher training 1n all subject areas including physical education in both
primary and secondary schools. Qualified Teacher Status (QTS) was to be awarded to

teachers, who had made a successful transition from raw recruit to beginning teacher.
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1.9.2 Initial Teacher Education in Kuwait

In contrast, during the same period of time in Kuwait, few changes or developments had
taken place in teacher training. As Al-Sarheed (1998, p.12) noted that,
“Very little research, curriculum development or approaches to teaching methods
have changed in any significant way and it will take many more years to make

these changes.

In particular, there appeared to have been a lack of any meaningful liaison between the

Ministry of Education and the College of Basic Education as far as national policies for
development 1n education and training were concerned. Yet, it might have been thought
that the Ministry of Education, responsible for the delivery of public education in
Kuwait, and the principal recruiter of the College’s graduates would have a particular

interest 1n establishing such a dialogue with the College as the provider of training.

Kuwait’s Ministry of Education recognised the challenges that it faced in improving the
quality of education in the State schools. In its report to the 44th Session of the
International Conference on Education, reference is made to the work of a committee
that it set up to ‘assess the problems facing teachers and suggest solutions’ (Ministry of

Education, 1994, p.108). Among the problems identified by the committee were the
following:

e constant changes to what were overloaded teaching syllabuses

e high teaching loads faced by teachers

e class sizes

e few financial and moral incentives

e growth in the number of early retirements

e some media presenting a negative view of teachers

e increased paperwork and other administrative/clerical tasks

e deficiencies in the preparation of new teachers for the primary school sector.

While the problems identified by the committee could not be seen as having direct
relevance to the teaching of Physical Education, they provide an indication of the

pressures on Kuwait’s education system, which has been undergoing a considerable

expansion in the 1990s, quite apart from the disruption to national life, ansing from the
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Iragi invasion of Kuwait. (Chapter 2 considers in some detail the growth of the state

education system in Kuwait.)

The study of initial teacher education in two very different systems would, the
researcher considered, generate a number of useful 1ssues and strategies. from which
useful suggestions could be developed for improving the provision of initial teacher

tramning, especially for Physical Education in the College of Basic Education in Kuwait.

1.10 The Physical Education teacher and child development

The physical education teacher plays a significant role in supporting the process of
mental, physical, social, spiritual and educational growth of the child. Al-Najar (1995,
p.11) asserted that “the Physical Fducation teacher is one of the essential factors that
plays a main role in achieving physical education goals, and in the teaching and

educating of future adult generations.”

The success with which physical education teachers carry out their roles is underpinned
by the quality of the institution where they undertook their training, and on the extent to
which they have benefited from the training process. It also depends on the readiness of
physical education teachers to develop their own professional development including

educational, social, spintual, psychological, physical and mental qualities.

To help future physical education teachers to fulfil such a goal, teacher trainers need to
recognise these aspects and their importance. The preparation of physical education
teachers should be given a special priority, because the nature of the education that they
provide for students shapes the nature of future generations. Teacher training should
educate and train effective physical education teachers who will guide the all-round
growth and development of young people. The most important aim of all 1s to educate
and train effective physical education teachers capable of conveying important

knowledge and understanding to students in support of the process of life-long learning

(Al-Najar, 1995).
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Gill (1986) referred to physical education 1n 1ts widest concept as having three main
integral points: (i) developing and improving physical education skills, and the fitness
of each individual child; (11) educating individuals to know and understand about bodyv
functions, and (ii1) contributing to the improvement of logical thinking and
understanding. In its “Berlin Agenda for Action for Government Ministers”, the World
Summut on Physical Education also drew attention to the wider benefits of quality
Physical Education arguing that 1t was:

“the most effective and inclusive means of providing all children, whatever
their abilities/disability, sex, age, cultural, racial/ethnicity, religious or
social background, with the skills, attitudes, values, knowledge and
understanding for life long participation in physical activity and sport”
(International Journal of Physical Education, 2000a, p.4).

1.11 The role of Initial Teacher Training

Arguably the purpose of initial teacher training for Physical Education should be to
produce teachers with sound professional knowledge, theoretical and practical, and who
are committed to teaching 1n a manner that is attuned to high national standards. They
should also recognise that there are different views internationally about the particular

skills and attributes required of Physical Education teachers, which might also usefully

inform their developing professionalism.

Teacher preparation 1s founded on two beliefs. Firstly, a good teacher needs a range of
teaching skills, and secondly, these skills are not innate but can be learnt (Ben-Peretz,
1995). Ben-Peretz (1995) described this process of learning as involving a combination
of subject matter studies, education studies and teaching practice. After completing
such a preparation, an individual is nationally recognised, and 1s thus certificated or
licensed as a teacher. Initial training has a significant influence on and meaning for
teachers, although it has been noted that substantial learning about teaching occurs
before entry into teacher training (Lortie, 1975). As Goodlad (1990) argued, 1t 1s

necessary to study teacher preparation in order to improve it.

Reviews of physical education teacher training by Bain (1990) and Locke (1984)

consistently identified four important aspects of a preparation programme: participants,

curriculum, governance, and evaluation.
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(1)

(iii)

The participants in the programme include the trainee teachers, teacher
educators, and co-operating teachers in public schools. Trainees engage in
teacher preparation programmes, the formal process towards their certification
and employment by schools as teachers. Teacher educators are charged with
planning, conducting, and evaluating the preparation programme. They do this
by teaching courses, preparing early field experience, and directing students’
teaching practice. Teacher educators are often seen as the most important factor
in a teacher preparation programme, and their influence on students 1s far-
reaching. However, according to Metzler and Freedman (1985), Goodlad
(1990), Lawson (1991), Goc-Karp and Willlamson (1993), Mitchell (1993), and
Graber (1995), there has been little research into effectiveness of all the agencies
involved in the training of physical education teachers. School teachers may be
assigned to act as on-site supervisors and mentors during early field experiences

and student teaching practice. They also play a vital part in the development of

trainee teachers (Byra and Coulon, 1995). Developments in the role of the
school and of partnership between teachers and teacher educators in the UK and

in Finland are considered further in the literature review (see Chapter 3).

The second aspect of teacher training is the curnculum itself. Teacher training
programmes have been defined by Locke (1984) and Bain (1990) as the
cumulative knowledge learned and experienced by pre-service teachers. The
teacher training curriculum therefore comprises formal course work, as well as

related and supporting experiences. It i1s through the teacher education

curriculum that trainee teachers gain the requisite knowledge leading to

certification and subsequent entry into the profession. Consideration of the

curriculum in any research on pre-service teacher training is, therefore, essential.

Governance is the third factor in teacher tramning. It refers to the process of
determining what is taught in teacher education programmes, and how 1t is
taught. It is defined by Gideonse (1995) as any policy or action taken by law-
making bodies or professional organisations that concerns the recruitment and

preparing of teachers and the maintenance and enhancement of their skills.
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Houston (1990) includes governance as an important factor in teacher education.
In England and Wales, increasing importance 1s being attached to the role of the
school in teacher training, as a partner of the training institution and, as a result,
trainee teachers being required to spend more time in schools to develop their

practical skills and to learn from teachers (Partington, 1999)

(iv)  Finally, programme evaluation has also been found to be of importance when
studying teacher education programmes (Houston, 1990). Galluzzo and Crag
(1990, p.599) defined such evaluation as being

“a data collection process wherein the focus is on making decisions
about the degree to which educational programmes, projects, or

materials are of value to the participants they are intended to serve and

fo the system in which evaluation operates.”

1.12 Importance of the study

The present study i1s a comparative one, investigating initial training for Physical
Education teachers in Kuwait and Liverpool. Alexander (2001, p.4) emphasised the

usefulness of comparative studies in the field of education:

“to define the possibilities and limitations of international comparisons in
education and of what one country can learn, borrow or adapt from another ... is

to point up similarities and differences.”

The results from such research can serve as a guideline for evaluating and 1mproving
current practice in either country or both. The findings of the present study, 1t was
considered, might be useful to Kuwait to help it to improve 1ts teacher training system.
In so doing, this study might make a contribution to improving the quality of education

received by its young people and future adult members of the population.

The desired aims of the educational process cannot be achieved without training

effective teachers who are able to meet educational objectives. This study was therefore

considered important for the following reasons:
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1. It recognised that primary school physical education teachers must be able to plan
and direct activities that are appropnate to the different educational needs of their
pupils.

2. It would generate and test a series of factors that could be considered important
and essential to the preparation of primary school physical education teachers.

3. It would generate information that could be used to improve the College of Basic
Education programme, and, in particular, its training of primary school phvsical

education teachers.

1.13 Scope and Limitations of the Study

As indicated earlier, the study set out to gather the views of trainee teachers and teacher
educators about mitial teacher training for physical education in two teacher training
Institutions, one in England and one in Kuwait. Ultimately. this was done to determine
how training might be made more effective in Kuwait. To support the study, data were

collected from samples of trainee physical education teachers and teacher educators in

two teacher training institutions.

It was recognised that the study, like any other being undertaken by a single researcher
would be subject to a number of Iimitations and constraints. These would include the
time and other resources at the researcher’s disposal. Thus, while the present study
could be said to involve an international comparison, 1t focused on only two teacher
training institutions. It was, therefore, possible that the researcher’s findings might be
coloured by the circumstances of the particular moment when the study was undertaken
and the contexts in which the institutions found themselves at that particular time. In
that sense, 1t was a matter of regret that 1t was not possible for the researcher to extend

the comparison to include another mstitution preparing physical education teachers in a

western country.

It was also recognised that this study was not exactly comparing ‘like with like’. For
example, the College of Basic Education in Kuwait 1s, as already mentioned, the onlyv
teacher training institution in the State offering physical education teacher training. In

contrast, the I M Marsh Centre for Physical Recreation, Sport and Dance is one of a
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number of institutions in the United Kingdom that offer specialist phvsical education
teacher training. In consequence, the nature of the relationship between Ministry of
Education and Teacher Training Institution, as far as Physical Education teacher
training was concerned, might well differ in the two chosen settings, simply because the
necessary communications structures differed. In Kuwait, this was likely to be part of a
direct Ministry/College link. On the other hand, in the United Kingdom, apart from anv
direct link between the Ministry (1.e., the DIES/DfEE) and the 1 M Marsh Centre itself,
the existence of specialist physical education units in other teacher training institutions
offered opportunities for the exchange of views among staff and the possibility for joint
representations to the DIES/DIEE. Additionally, the existence of other specialist umis
enabled the possibility of interaction and dialogue between them on matters of concern
arising from governmental demands, whereas the Physical Education Department at the

College of Basic Education remained in relative isolation.

Finally, there was also the matter of the way that the fieldwork for the study was
approached. As is discussed in Chapter 4, which considers the research design and
methodology, data collection for the fieldwork focused on a questionnaire survey of
Physical Education trainee teachers and on interviews with teacher educators in the two

institutions, supported by some observation of trainees and teacher educators at work.

Nonetheless, despite its obvious limitations, it was hoped that the present study would
usefully inform practice in Kuwait and the debate about initial teacher training for

physical education in general. This, it was considered would centre on the roles of the
teacher educators, the training institution and the schools, and the relationship between

the Ministry of Education and the College of Basic Education and the College’s
Physical Education Department in particular.

1.14 Structure of the thesis

This thesis is presented in 7 chapters. The present chapter has provided a general
introduction to the studv. Chapter 2 presents a comparison of the two countries 1n

which the fieldwork was conducted, Kuwait and the UK. Chapter 3 presents a review

of literature relating to teacher education and draws on studies from a number of
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countries. It also seeks to establish a theoretical framework to inform the design of the
instrumentation used in data collection. Chapter 4 considers the research design, and
conduct of the fieldwork. The findings from the fieldwork are presented in Chapter 5.

Chapter 6 discusses the findings and reports on the response to them from two senior

staff in the Kuwait Ministry of Education’s Physical Education Department.
Chapter 7 draws conclusions from the study, puts forwards recommendations for the

Ministry of Education and the College of Basic Education, acknowledges the limitations

of the present study, and puts forward suggestions for further related research.
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Chapter Two
THE TWO RESEARCH SETTINGS IN CONTEXT



2.0 Introduction

The previous chapter provided a general introduction to the study, addressing its research
objectives and the rationale underpinning it. It established that the study sought to evaluate
initial training for pnmary school physical education teachers in a teacher training
institution 1n a developing country (Kuwait), using a highly rated training establishment in
a developed country (the United Kingdom) as a point of comparison. It was explained that
this was undertaken with a view to highlighting the strengths and weaknesses of the
Kuwaiti teacher training establishment and, through this to put forward suggestions as

regards how that provision might be improved.

The present chapter seeks to consider aspects of the geo-cultural settings in which the two
teacher training institutions need to be understood. On the surface, there are points of
similanty between the two. For example, both provide training and accreditation for those
seeking to become primary school physical education teachers. Basically, both seek to
cater for people who have successfully completed secondary school education and are
seeking a career in teaching. Both provide a first-degree level programme. The training
provision in both combines a mixture of the theoretical and practical, through the
institutional-based work and through teaching practice undertaken 1n schools. On
successful completion of that initial training, graduates would subsequently seek

appointment in a school and set out on a professional career path.

However, without reference to the immediate context in which the two teacher training
establishments operate, there is the danger/mnisk that any differences between them are not
fully appreciated. It is hoped that a better understanding of these will become apparent in
the course of this chapter. Accordingly, it begins by looking at the two field settings for the
study. After considering the broader geo-cultural differences, 1t then turns to the more
immediate contexts of education systems and of teacher education. Finally, 1t attempts to

highlight the main points of difference in context of the two training institutions.
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2.1

Geography

2.1.1 Lecation and Climate

The State of Kuwait occupies the north-western corner of the Arabian Gulf It is bordered
in the east by the Arabian Gulf; in the south and west by the Kingdom of Saudi Arabia, and
in the north and west by the Republic of Iraq (Ministry of Planning, 2000). The distance
between extreme points of the state boundaries from north to south is about 200 km (124
miles), and from east to west along Parallel 29 about 170 km (106 miles). The capital of
Kuwait 1s Kuwait City.

Great Britain is the largest island in Europe and lies off the northwest coast of the mainland
of Europe. Great Britain comprises the countries of England, Wales, and Scotland, forming
with Northern Ireland, the United Kingdom. The total area of the United Kingdom is
244111 sq. km (94,252 sq. miles) (Microsoft Encarta, 1997), which is about 13 times the
total area of Kuwait: 17,818 sq. km. (6,969 sq. miles) (Ministry of Planning, 2000).

The climate of Kuwait 1s predominantly tropical semi-desert with long, hot, dry summers
and short, warm winters with relatively little rain. In the United Kingdom, the climate is
temperate but subject to frequent changes, moderated by southwest prevailing winds.

Temperatures in the north of Britain are generally no more than a couple of degrees lower

than in London. London in January has an average temperature of 4°C- 39°F, and in July

18°C (64°F), while Edinburgh has a mean temperature of 3°C (38°F), and one of 15°C
(59°F) 1n July.

With the exception of some small coastal areas, Kuwait 1s barren desert with flat to rolling
terrain. The average annual temperature i1s 25°C (77°F). The maximum temperature in the
desert region ranges between 42°C (108°F) and 46.1°C (115°F) dunng the day in summer,
and may drop close to freezing at night in winter. There are occasional dust storms,
sometimes accompanied by thunder and light rain. Along the Arabian Gulf, humidity is
high, making the summer time very unpleasant (Microsoft, 1997, Ministry of Planning,

2000).
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In contrast, the United Kingdom has a rolling landscape, increasingly mountainous towards
the north. To the north-west 1s the highland zone of old hard rocks and to the south-east is
the lowland zone where rocks are generally less than 200 million years old. The highest
point in Britain is situated in the Scottish Highlands. The rift valley of the central lowland
separates the highlands from the smooth green hills of the southern upland to the south
(Shenton, 1979). Vegetation, with its wealth of important species, consists of a wide
variety of grassland or deciduous and coniferous trees and shrubs in forests, coppices,
hedgerows, and heath and moorland in the deforested and higher regions. Natural
resources include, petroleum, natural gas, tin, limestone, iron ore, clay, chalk, gypsum and
silica. Kuwait obtains its freshwater supply from the desalination of seawater. Petroleum
and natural gases are Kuwait’s only natural resources. Kuwait, which has no mountains,
rivers or other natural features was, for a long time, a transit area for nomadic tribes and

caravalis.

Geographical location and climate have their impact not only on how people earn their
livelihoods, on lifestyles, and, in turn, on socio-economic structure and the systems
designed to support it. In terms of climate especially, Kuwait differs from Britain and this
impacts on the education system and the curriculum it seeks to deliver. For instance,
physical education lessons 1n Kuwait’s schools are usually variable in duration. At the
beginning of the new semester in September, the majority of physical education lessons are
scheduled for the morning to avoid the hot weather. Typically, the maximum number of
classes doing Physical Education outside, weather permitting, 1s two at any time, or one, 1f
it is an indoor lesson. Given the Physical Education staffing allocation in any school, 1t 1s
inevitable that some physical education lessons have to be time-tabled for the last session of
the school day. Winter also causes as many problems as the summer season, and most
physical education classes tend to be time-tabled to the last lesson of the school day.
Swimming is considered as an important element in most physical education programmes,
yet provision tends to be very poor in Kuwait primary schools. The building and siting of
swimming pools need to take into account the climate in Kuwait, which varies markedly

between summer and winter, making it necessary to provide covered pools, which are more

expensive to build and maintain.
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In a study on physical education in Kuwait, Behbehani (1992) drew attention to the
problems and limitations of suitable indoor facilities in schools in Kuwait. As in other

Middle Eastern countnies, in which there are climatic extremes (e.g. high/low temperatures,

desert sandstorms, and so on), the importance of adequate indoor physical education
facilities 1s obvious. Where schools have to rely on outdoor sessions, many Physical

Education classes simply have to be cancelled, because of the weather conditions.

Kuwait’s climate affects all kinds of planning, especially in the field of physical education.
The 1nitial teacher training programme at the College of Basic Education in Kuwait has
physical education courses in which some activities should be external, such as football,
basketball, and some athletics. Teacher trainees in the College’s Physical Education
Department attempt to exploit the facilities, which are offered by some sports clubs,
whether grass football fields, running tracks or the covered hall to combat hot or cold
weather. This often necessitates their leaving the college to travel to a local club often

resulting in trainees arriving back late for their next College class.

In the case of the United Kingdom, where there has been a long tradition of team games,
the terrain and climate have made it possible to provide green playing fields for outside
activity, although some of this land has been disappearing in recent years, having been sold
as building land. Such sales, however, have allowed some Local Education Authorities
(LEAs) to make more capital available for school buildings and facilities. School-based
swimming pools are the exception rather than the rule, because of the expense of
construction and maintenance. Here too, climate plays its part, the variations in the United
Kingdom weather requiring pools to be covered and heated. Some larger schools have
entered into partnership with their Local Educational Authority to create indoor sports
centres, which become a shared resource, with the school using the facilities by day and the

local community in the evenings and at weekends.

2.1.2 Population

As has been seen, the geography and climate of the countries in which the two research

settings for the present study were located differ substantially. In another important
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respect, those countnes differ in the size and make-up of the population. As Mackinnon.
Statham and Hales (1996, p.6) noted, “the size of the population of school or college age
has important implications for educational policy and planning .

The native people of Kuwait are Arabs, but many minority groups are also present,
including Arabs from other countries, as well as Indians, Pakistanis and Iranians (4nnual
statistical Abstract, Mmmistry of Planning, 2000). Table 2.1 shows population figures for
the period, since Kuwait was liberated from Iragi occupation. Apart from a considerable
dip at the time of the Iraqi invasion and occupation when many thousands (especially non-
Kuwait1 residents) fled, the population of the country has increased steadily over the years.
The latest statistics put the population at 1,991,115 (Ministry of Planning, 2000, p.25).

Islam 1s the predominant religion in Kuwait, 90% of the population are Muslims, 8%
Chnstians and 2% Hindus. The main and official language is Arabic, while English is the

second language and the medium of communication in some fields.

Table 2.1 Kuwait: Pepulation 1993-1999
1993 1994 1995 1999
| 657493 | 681526 | 708115 | *1991.115
323,892 337934 331314 - 1,220,743
| 331601 | 343592 | 356801 | 770372

Source: Pubhication and Database Research Unit, IBS (1998)
*WWW.0Odci.gov/cia/publications/factbook/ku.html (1999) CIA-The World Factbook 1999-
Kuwait

Table 2.2 Kuwait: Population Age Structure (1999)

Vi

343,461 285,129 628,590
15-64 years 850,689 468 618 1319307

26,593 16,625 43218

1,220,743 770272 | 1991,115

Source: WWW.Odci.gov/cia/publications/factbook/ku html (1999)
CIA-The World Factbook 1999-Kuwait
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Table 2.3 Kuwait: Government School Students, by gender and sector

1997/1998 Kindergarten

Intermediate [ Secondary Total J

Male 21,272 45.472 | 33,322 149,690
Female 20,800 44 906 36,566 150,901
Total 42,072 90,378 l 69,888 - 300,591
Source: Ministry of Education (1998)
Table 2.4 Kuwait: government primary schools
Students Teachers Classes Schools
Year G B Total F M | Total G B T G B T

195

88/89 | 58,742 | 59,378 | 118,120 [ 4,166 | 3,093 [ 7259 [ 1864 | 1,900 | 3.764 | 97 | 98

89/90 | 59,144 | 59,634 | 118,778 [ 3,472 | 3,630 | 7.102 | 1.870 | 1.877 | 3.747 | 99 | 98
90/91 | 45,778 | 47,996 | 93,774 [ 3,270 | 2560 | 5.830 | 1.418 | 1433 | 2581 | 75 | 77

197
152

159

91/92 | 41,210 [ 41,249 | 82459 |[3324 | 2471|5795 [ 1307|1318 | 2.625 | 78 | 81

162

92/93 | 43,582 | 42,844 | 86426 |3546 | 2162 (5708 | 1.409 | 1.364 | 2773 | 80 | 82

169

93/94 | 44,489 | 43815 [ 88304 |[3958 [222216.180 | 1476 [ 1.427 | 2903 | 84 | 85

174
175
178

94/95 | 45612 | 44,843 [ 90455 [4404 | 237516779 [ 1507 | 1.470 | 2977 |85 | 89
95/96 | 47,035 | 46.809 | 93844 [3642 | 3347 6989 [ 1549|1560 | 3.109 [ 86 | 89
96/97 | 47,579 | 47,575 | 95,154 [ 3852 [ 3670|7522 [ 1586 ] 1597|3183 |88 |90

97/98 | 46,975 | 47,213 | 94,188 4,193 | 3,838 | 8,031 [ 1,593 | 1,603 | 3,196 [ 89 | 90 | 179

98/99 | 47072 | 47,571 | 94,643 4,216 | 3,833 | 8,049 | 1,599 | 1613 | 3,212 | 89 {90 | 179

99/00 | 48,317 | 48270 | 96587 | 3,979 | 3838 | 7.817 | 1,623 | 1,634 | 3257 |91 | 91 | 182

Source: Annual Statistical Abstract, Ministry of Planning (2000)

Table 2.5 United Kingdom: Population (1993-1999)

1993 1994 1995 1999
mz 58.191,000 58,395,000 58,295,119 59.113.439
29,718,000 29,803,000 28.527.964 29.037.788
Female 28,474,000 28, 592.000 29 767.155 30.075.651

www. Helicon.co.uk Annual Abstract of Statistics, 1998, Office for National Statistics © Crown

copyright.
*www.cia.gov/c1a/publications/factbook/uk.html
CIA-The World Factbook 1999-United Kingdom
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A 1999 estimate put the population of the United Kingdom at 59,113,439, making 1t the

second most densely populated country in Europe. The overall population density is 233

people per sq. km (616 per sq. mile). A small percentage of Britons live in rural areas,

about 11%, while 89% are urban dwellers. The largest cities in Britain are London

(6,803,100 in 1991), Birmingham (934,900), Leeds (674,400) and Glasgow (654,542)
Liverpool (450,000). The population age structure is shown in Table 2.6.

Table 2.6 United Kingdom: Population Age Structure (1999)

Total 29.037,788

30,075,651 | 59.113.439

Age range Male
15-64 years 38,497,588
over 65 years 9,270,828

29,037,788 | 30,075,651

www.c1a.gov/cia/publications/factbook/uk. html
CIA-The World Factbook 1999-United Kingdom

Comparison of the population age structures shows a considerable difference between the
two countries. Those under 15 years of age in Kuwait make up almost a third of the total

population (31.2%), whereas their United Kingdom counterparts make up just under a fifth
(19.2%).

Britain 1s a multicultural society with a long tradition of religious freedom. According to a
1991 estimate, the number of people in religious groups are Anglican (27 million), Roman
Catholic (9 million), Muslim (1 million), Presbyterian (800,000), Methodist (760,000),
Sikh (400,000), Hindu (350,000), and Jewish (300,000). The majority of Britons (81.5 %)
are English, Scottish (9.6%), Irish (2.4%), Welsh (1.9%), or from Ulster (1.8%). The
remainder includes Indians, West Indians, Pakistanis, Africans, Bangladeshi, Chinese, and
Arabs (2.8%).

(www .cia.gov/cia/publications/factbook/uk.html CIA-The World Factbook 1999-United Kingdom)

The country’s main and official language 1s English, but there are more than one hundred

minority languages, indicative of the cultural and racial mix. Provision of schools and. of
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particular relevance here, of teacher training institutions to train the teachers necessary to
staff them is also influenced by demographic considerations. The scale of operation 1s of

significance here. For example, the total of Great Britain population i1s 59 million, while

that of Kuwait is only 1,991,115.

2.1.3 The Economy

A country’s economy 1s another critical aspect in the development of an education system.
It 1s important in a number of ways. For example, the strength of a country’s economy 1s
an important factor in the amount of resources available to support the education system
(and other public services). The strength of the economy i1s an important factor in the

resultant opportunities open to those who progress through the education system.

The nature of the economy is also likely to influence the demand for particular types of
skills to strengthen or sustain the economy. Those skills can be imported if a country has
the resources to do so, or developed in the local population through the education
programme. In the United Kingdom, one of the factors in the introduction of a National
Curriculum (in England and Wales) was to raise the standards of education received by
young people 1in schools. At the same time, this was to be linked with an expansion of
provision in the higher education sector with a view to increasing the proportion of the
population with high level skills, as this would help the economy to sustain itself by
providing a high skilled workforce and thus maintaining (or increasing) the living standards

of the population and helping to meet the costs of public services.

The Kuwait economy 1s based on petroleum, and it 1s one of the world’s richest countries in
terms of annual Gross National Product (GNP), although, in April 1999, Kuwait cut back
its production to 1.836 million barrels per day set by its OPEC (Organization of Petroleum
Exporting Countries) quota. The then production capacity was 2.4 million barrels per day
with plans to increase it to 3 million barrels/per day by the year 2005 (www kuwait-

info.org/html/s-oilindustry.). Much of this wealth is in the hands of the ruling Sabah
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family. The country is almost entirely dependent on petroleum production for its domestic

development and foreign exchange.

Kuwait’s crude oil reserves are estimated at 94 billion barrels, 10% of the world’s o1l
reserves (see Table 2.7). However, Kuwait lacks fresh water resources and has practically
no arable land, this prevents the development of agriculture. With the exception of fish, 1t
depends almost wholly on food imports. Kuwait provides its citizens with an extensive high
standard of health and educational services, as well as generous retirement benefits. For
example, Kuwaiti schoolteachers were entitled to full pension rights after 15 years of
service and 1t was common for women teachers to retire between the age of 30 and 40
(Kuwait National Commission for Education, Science and Culture, 1996, p.184). Although
Kuwait enjoys abundant financial resources, the losses resulting from the economic and
political problems such as the fluctuating o1l market and the Gulf crisis led to a deficit in
the general budget of the state, at a time when there was a growing need for financing the

growth and development of education (Buouyan, 1999, p.115).

Table 2.7 Kuwait & other GC Countries: Crude Oil Reserves (billion barrels)

Country 1996 1995 1994 1993 1992
' 96.5 96.5 96.5 96.5 96.5
97 8 08.1 08.1 08.1 98.0
261.5 261.4 261.4 261.2 260.3
Qatar 4.5 4.5 4.50 4.7 3.8
Oman ) 5.14 50.14 4.83 3.7 4.7
Bahrain - 0.21 - 0.21 0.21 0.11 0.11
Total GCC* 465.65 510.85 465 .54 464 31 459 61
% of World Reserves 450 48.8 44 5 455 4577

* GCC = Gulf Co-operation Council Countries
Source: Ministry of Planning (1998)

Crtically also, 1t 1s recognised that oil 1s a finite resource and that if Kuwait is to continue
to enjoy high standards of living and high quality public services, it will need to diversify
its economy, so that alternative forms of revenue can make up for the eventual loss of oil
revenues (Buouyan, 1999). This has implications for the quality and relevance of the
education received by the population, and, of particular significance in the context of the

present study, the quality of the training received by the teaching force.
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The United Kingdom is one of the greatest trading powers and financial centres, and its

economy ranks the fourth largest in Western Europe
(www.odci.gov/cia/publications/factbook/geog/uk/html#Econ).

The economy is essentially capitalistic and highly open and falls into four areas: the
extraction of coal, natural gas and oil; agriculture: manufacturing; and the services
industries.  Agriculture is intensive, highly mechanised and efficient by European
standards, producing about 60% of food needs with only 1% of the labour force. Industries
Include transportation, communications, steel, petroleum, gas, and electricity. Services,
particularly banking, insurance and business services account, by far, for the largest
proportion of GDP, while industry continues to decline in importance, now employing only
25% ot the work force and generating only 21% of GDP. These economic activities
contributed to making Britain a world leader in international trade. In January 1973, Great

Britain became a member of the European Community (now called the European Union).

2.2 Education

Formal education has a critical role to play in a nation’s life, both for individual and

collective development. Recognition of this is true both of Kuwait and the United

Kingdom, as is reflected in the following statements:

“Education is the means to prepare an individual of balanced thought and

culture, one who performs positively in the different areas of private and
public life. ... education is the main tool for building a highly performing

society from the institutional, cultural, economic and social points of
view” (AI-Rubei, 1996, p. 1).

“Foremost is a belief in education, at home and at school, as a route to
the spiritual, moral, cultural, physical and mental development, and this
the well-being of the individual. Education is also a route to equality of

opportunity for all, a healthy and just democracy, a productive economy
and sustainable development” (Qualifications and Curriculum Authority,

OCA, 2004).

Apart from the differences already considered in the comparison between Kuwait and the

United Kingdom, in their geography, population and economy, how the education system

in each country operates warrants examination.
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Today, Kuwait is divided administratively into six governorates, namely, the Capital (Al-

Asemah), Hawalli, Ahmedi, Farwania, Jahra, and, most recently, Al-Mobarak Al-Kabeer.
In each, there is a local educational authority. These local education authorities are

responsible for implementing local policy within the framework of the general plan set out

by the Ministry of Education.

Education in Kuwait started in the form of the kuttab as early as the seventeenth century but
was restricted to males until the beginning of the 20th century. Its curriculum was limited to
learning to recite the Holy Qur’an, and to read and write, with some arithmetic to help the
learner 1n his trade or business (Al-Terkait, 1987). Education in Kuwait, in a formal sense,
1s a far more recent development, the present day system’s origins going back to the 1930s
when an Education Council was set up to organise the first schools, and the moves towards
a comprehensive public education system did not really get underway until the 1950s

(Abdul-Gatur, 1978). However, education was not made compulsory until 1965
(UNESCO, 2002).

Like other developing third world countries, Kuwait believes that educating its people 1s the
main investment for the future (Kuwait National Commission for Education, Science and
Culture, 1996). In Kuwait, much attention is given to the education system and teaching.
The Ministry of Education monitors the achievements of other countries, their experiences
and modern educational theories. It adopts what 1t considers to be approprnate for the
Kuwait1 context and what 1s suitable in the various public education sectors (Ministry of
Education, 1989).

Despite the severe disruption to the economy and public life caused by the Iraqi invasion
and occupation, Kuwait has nonetheless maintained its commitment to public education, as
1s reflected in the steady expansion of the budget allocated to educational services. The
education budget in Kuwait increased from $270,000 in 1946 to a total of $1.4 billion in
1990, reflecting an annual expenditure of approximately $4,000 per student (Ministry of
Planning, 1998). In the Umted Kingdom, most education expenditure comes from public

funds. According to statistics from the Department for Education and Skills (DfES), the
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total annual central and local government expenditure “in real terms” on education and

training in England was around £35.672 million from 1993/94 to 1998/99 (DIES, 2004).

General education is free in Kuwait for all children aged between 5 years and 16 years 1n
primary, intermediate and secondary schools and is financed from public funds. Only
around 7% of school age children are educated privately. Children spend four years in each
educational stage, i.e. primary, intermediate, and secondary. Kuwait University, given its
charter in 1962 and opened in 1966, has an annual enrolment of about 17,000 students,
while more than 200 Kuwaitis study abroad annually (Ministry of Planning, 1998). School
attendance 1s compulsory for all children between the ages of 6 and 14 years, in the primary

and intermediate stages. The present number of registered students in all Kuwait’s schools

and institutions has reached approximately 30% of the total population.

Schooling in Kuwait i1s based on a yearly system until the secondary school stage, i.e.
student progression through the grades is dependent on their end-of-year performance.
There are two types of secondary education system. Just over half the secondary schools
operate the two-session system, where students’ progress through the grades 1s dependent
on their performance in the twice-yearly examinations and the others operate a credit hours
system. In the credit-system secondary schools, students have to complete successfully a

number of courses to obtain the necessary credits with a high enough grade point average to

graduate (Ministry of Education, 1989).

Private education was introduced in 1967 to satisfy the needs of the increasing numbers of
multicultural expatriates seeking work in Kuwait. In the oil boom years, schools for
children multiplied until, in 1990, there were 633 public and private schools, 373,718
pupils, and 27,937 teachers, including American, French and British schools (Ministry of
Planning, 1998). There are religious institutes, in which education includes religious
subjects, i.e. Sharia in all its aspects, with the aim of a better understanding of religion and
its impact in improving the quality of life. Study subjects comprise Sharia, Arabic, a
foreign language, history, Physical Education, art education, mathematics and science. The

Ministry of Education gives great attention to children with mental or physical disabilities
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and provides cultural care for them at special private education schools. The first of these
institutions, Al-Nour Wal Amal, was opened in 1955, since when provision has expanded

to cater for students with visual disabilities, hearing disabilities, and those who are mentally

or physically handicapped.

Table 2.8 Kuwait: time allocations for the core curriculum in the three school sectors

Intermediate | Secondary
 3grade | 4"grade |
Arabic

10 hrs/week 10 _]:u_'s/}ve_e_k 10 h__l_:_s_[_week 10 ll_rs/wgel_<
Mathematics 5 hrs/week 5 hrs/week 5 hrs/week 5 hrs/week

Rehgious Studies 4 hrs/week 4 hrs/week 4 hrs/week 4 hrs/week

2 hrs/week 2 hrs/week | 3 hrs/week 3 hrs/week
Physical Education 3 hrs/week 2 hrs/week 2 hrs/week 2 hrs/week

An overview of the educational and curriculum structure in Kuwait 1s presented in Table
2.8. This provides a comparison between the three education stages in terms of the number

of hours allocated per week to those subjects.

It can be seen that the number of hours devoted to Arabic, mathematics, religious studies
and sciences stays the same across the different school education stages. However,
Physical Education is reduced to 2 hours a week at the end of the elementary level and then
remains the same at the secondary level. In fact, the Physical Education allocation across
the different levels has remained the same from the outset. The reduction in the number of
hours in Physical Education can be explained by the addition of other subjects to the

curriculum 1n the higher levels of the school structure and the need to fit everything into the

timetable.

In Kuwait, the primary education stage is the starting point for establishing the principle of
equal opportunities for all pupils (Kuwait National Commission for Education, Science and
Culture, 1996, p15). Children in the primary school age group are entering one of the most
critical phases in their lives. Moreover, this phase seeks to provide the basic foundation for

all the subsequent stages. Accordingly, it receives much attention, because of its
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importance in children’s development and its critical contribution in preparing the ground

for the following phases of the education process.

General Education (i.e. primary and intermediate school education) in Kuwait has been the
subject of several conferences, research studies and articles. For example, the Centre for
Curricula and Educational Research (1995) conducted a survey of primary school
headteachers about the recently introduced changes in the primary stage. It concluded that
the primary education programme needed to be subjected to more evaluation studies to
determine its strengths and weaknesses. In 1996, the Journal of Education arranged a
conference on education strategy in Kuwait for the year 2000 and most of the participants
agreed that there was the need to raise the quality of education in the State. In the late
1990s, the Kuwaiti Ministry of Education announced its intention to adopt a new policy on
staffing, by appointing female physical education teachers to work in boys’ primary
schools. For some time, females have been appointed as teachers of other subjects in the
boys’ primary education sector. Unless this policy were later reversed, it was possible that
eventually there might be no male physical education teachers working in the primary
sector, at least no Kuwaiti ones. Furthermore, in Kuwait (as in other Arab countries), males
are not allowed to teach females. Thus, that policy could have implications for the nature
ot the provision made by the College for Physical Education teacher training and its

objectives, not least as far as Physical Education 1s concerned.

However, such a view also has to be seen against the proportions of females in the teaching
profession. From the figures for 1996/97 it can be seen that females make up some 62% of
teachers 1n all government schools. As a proportion of Kuwaiti nationals in the profession,
the figure i1s considerably higher, with females making up almost 80% (Ministry of
Planning, 1998). To some extent, the figures are somewhat inflated because of nursery
school sector teachers being exclusively female, and well over 90% of these are Kuwaiti
nationals. However, in the primary sector, females make up just over half (52%) of the

- total teaching force, and 55.5% of all Kuwaiti nationals.
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British Law expects pupils to spend not less than 11 years at school to ensure that they
acquire the knowledge, skills, values and attitudes to participate meaningfully in their
society, either through continuing their education beyond secondary education or through
being prepared for productive work. The basis for such learning since 1989 has been
through a state-imposed National Curriculum. On the other hand, teachers are expected to
respond approprately to rapid social and technological changes in society whether or not

these are reflected in the National Curriculum.

In the United Kingdom, schooling is typically divided into two sectors: primary and
secondary, with the transfer to the secondary from the primary school sector at the age of
11 years (12 years in Scotland). Compulsory schooling begins at 5 years (4 years in
Northern Ireland), but an increasing proportion of 3 to 4-year-olds are being accommodated
in primary schools. Compulsory education ends at the age of 16, but the majority of young
people remain in education or training after that age. Recent UK government statistics
show that over 85% of 16 year olds, just under 80% of 17 year olds and 60% of 18 year
olds were engaged 1n either post-16 education or training in the period 2001-2003 (DFES
Research and Statistics, 2003).

As already mentioned, the National Curriculum was introduced 1n schools to give all young
people access to a broad and balanced education. Established under the Education Reform
Act 1988, this sets out what subjects pupils should study, what they should be taught and

what standards they should achieve. Participation in full-time education 1s compulsory for

children between the ages of 5 and 16 years. The National Curriculum defines four key
stages: Key Stages 1 (children up to the age of seven years); 2 (seven to eleven years); 3
(eleven to fourteen), and 4 (fourteen to sixteen). Key Stages 1 and 2 cover the primary
phase and Key Stages 3 and 4 constitute the secondary phase. The core subjects are
English, Mathematics and Science. There are also seven foundation subjects: Technology,
History, Geo<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>