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Abstract 

The Kingdom of Saudi Arabia is in a new era which is characterised by frequent and rapid 

change. As a result, the Kingdom has to cope with these changes by updating requirements in all 

fields. Regarding the educational field, new strategies of change and development are needed. 

These changes and developments have to be in accordance with Islam which is the religion of the 

Saudi nation and its total system of life, and the changes have to respect the prevailing culture. 

The quality of the conveyor of education, the teacher, is as important as the quality of the 

education itself and the teacher training system is a key factor in determining the quality of 

education. This thesis focuses on the female initial teacher preparation in King Faisal University 

in Saudi Arabia. 

The study investigated the female teacher preparation programme in an Islamic context by 

examining the perception of three groups: student teachers, university supervisors and 

monitoring teachers. The aim was to shed light on the strength and weaknesses of the preparation 

programme through examining its various aspects and to make key recommendations for change. 

The study used two instruments to gather the required data: questionnaires and interviews. The 

questionnaire sample consisted of 14 college advisors, 31 monitoring teachers and 117 student 

teachers in their final year where the teaching practice is placed. For the interviews the sample 

consisted of 6 supervisors, 8 co-operating teachers and 12 student teachers who were in the final 

semester of their course at King Faisal University. 

From the analysis of the responses many points emerged which lead to key recommendations to 

improve the programme with regard to the development of teaching skills and the organisation of 

teaching practice in particular. Some areas of development are also needed in relation to the 
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category of knowledge and understanding. A key recommendation is the need to define more 

clearly the mentoring aspect of the programme and to develop a new sense of partnership 

between university and schools. 
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Chapter One 

Introduction 

1.1 Introduction 

Education was established very early in Saudi Arabia as it coincided with the 

development of religious teachings. The "Khuttabs" were small schools located near or 

in the mosques, and were considered the supplier of Islamic instruction and a basic type 

of literacy. It was later acknowledged that there was a need to increase and advance 

education and the role of teachers was central in this process. Teachers play a vital role 

in society as they are the powerful agents of a nation's progress. Also they are 

considered by many to be the most important components of the educational process. In 

order for the goals of education to be achieved, the teachers must be prepared in such a 

way that they are fully aware of their essential mission. 

This study therefore endeavors to examine some aspects of teachers' preparation in a 

college of education at King Faisal University in the kingdom of Saudi Arabia, with a 

special focus on three dimensions which are teaching skills, teaching practice, and 

knowledge and understanding. An explanation of why these dimensions were selected 

as the focus will be given in the methodology chapter. The data were collected through 

the viewpoints of student teachers, supervisors, and monitoring teachers regarding 

these categories. As indicated above, the teacher preparation programme is or should be 

an essential step in the student teacher's life, because it provides and equips the student 

teacher with knowledge, skills and attitudes which are key to providing a better quality 

of education in society. 
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1.2 Statement of the problems 

Humans have a complex set of needs and abilities, and education is fundamentally 

about the way in which human beings are prepared in order to live their lives. One of 

its central functions is to improve the quality of life. The primary resources for the 

society and the nation are the individuals, and the task for education is to use the 

individuals' relationships in the development of the nation, human values, abilities and 

output. 

Teachers are the foremost elements who play a vital key role in the educational process. 

They are the major resource in the education system and the success or the failure of it 

is dependent on them. So teacher quality counts, as it is one of the most critical 

elements influencing successful student learning. Good teaching is not entirely explicit 

or simplistic. It is generated from comprehensive knowledge of student and subject, 

from the ability to convert complex ideas to be understandable, and from professional 

ju gment. 

Al -Ahmed (2005: 16) actually sees the teacher as "the cornerstone in the educational 

operation, the first step to effective pupil education is effective preparation of the 

teacher ". 

For the above reasons associated with the essential importance of the teacher in society 

and worldwide, the purpose of this research is to evaluate the teachers' preparation 

programme in the college of education at King Faisal University (KFU) in the 

Kingdom of Saudi Arabia. 
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1.3 The purpose of the study 

This study will attempt to shed light on the nature of the teachers' preparation 

programme in KFU in Saudi Arabia with special reference to the most important 

elements of it which are teaching skills, teaching practice, and knowledge and 

understanding. The programme will be evaluated from the points of view of three 

parties involved: student teachers, supervisors, and monitoring teachers 

The major focus of this study is to know the Saudi prospective female teachers' 

perceptions of their preparation and professional development through the program for 

preparing female teachers at the KFU. Additional perspectives will be provided by 

supervisors and monitoring teachers. 

The main title of the research is: 

An investigative study of the female teacher preparation programme in Saudi Arabia in 

an Islamic context: perceptions of the key participants. 

This will be explored with a view to determining key areas of agreement on the 

strengths and weaknesses of the programme and whether these can inform 

recommendations for future reform. 

In order to undertake this study the researcher has to answer this main research 

question: how is the teachers' preparation programme perceived by the key participants 

(student teachers, supervisors and monitoring teachers)? 

It was also necessary to take into account these sub-questions: 

* How effective is the programme on the practice of student teachers? 

e How far and how successfully are the objectives of teaching practice applied? 
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9 What arc the viewpoints of the individuals who have a direct relationship with 

the teachers' preparation programme? 

e How far do the pre-service and in-service teachers believe that preparation 

develops the students' skills as teachers? 

9 What do the student teachers feel that they would like to learn more about in 

order to meet the needs of their pupils? 

* What are the present strengths and weaknesses, as perceived by the educational 

supervisors? 

1.4 Limitation of the study 

This study will be limited to the teachers' preparation programme in King Faisal 

University in Kingdom of Saudi Arabia. Relevant personnel will be: 

I- Supervisors who are teacher assistants or lecturers in the Teachers' College; 

2- Monitoring teachers who have been assigned to support and advise the student 

teachers; 

3- Student teachers in the final year of teacher preparation programme, who have 

finished all the other college requirements and are doing their teaching practice. 

1.5 The significance of the study 

There has been some research about teacher preparation in the Kingdom of Saudi 

Arabia which has looked at teachers' preparation from different perspectives such as 

Al-Majed, (1998) who studied teacher preparation in general with a focus on women's 

education and the factors which have influenced women's participation in Education in 

Saudi Arabia. Also Kabli, (1999) and AI-Mufadda, (2003) have studied the initial 

training of male teachers' preparation; the former dealt with the male teacher 

preparation in the light of key principles and regarding teaching practice, whereas the 
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latter focused on the Islamic Education of male teacher preparation. However, none of 

these studies has addressed the female teacher preparation in relation to the views of 

the student teachers, supervisors, and monitoring teachers. 

For that reason this subject is thought to be worthy of research. In addition, with regard 

to the preparation of prospective female teachers, this study is a pioneer attempt. The 

lack of previous studies, unavailability of reliable data and information on the female 

teacher program, caused the study to be mainly exploratory in nature and represents a 

first step in determining how the course is perceived by its key participants and how, if 

necessary, it might be reformed. Recommendations for further research will be given in 

the conclusion. The timing of this research turns out to be significant. As the Saudi 

Minister of Civil Service as reported in Asharq Alawast Newspaper ( June, 2006) 

stated, the outputs of university education do not suit the developmental needs of the 

country (see appendix 1) In fact, recently in February 2007 the King Abdullah bin 

Abdulaziz Project for the Development of Public Education was launched by the Saudi 

Council of Ministers. The overall budget for the implementation of the project reached 

9000,000,000 Saudi Riyal = 1,250,000,00 GBP which will be distributed over the 

period of implementation which is set for six years. The project aims to create 

standards measuring the efficiency of the educational process. The project consists of 

four programmes which are: 

I- Development of educational curriculum programme to comply with modem 

scientific thinking; 

2- Re-training and re-qualifying female and male teachers programme; 

3- Improving the educational environment programme by preparing to utilize 

information and communication technology (ICT) in education to stimulate 

learning; and 

6 



4- Non- curricula activities programme. (Asharq Alawsat Newspaper, 2007) 

So this project confirms the need for an evaluation and development of the issues 

addressed in these programmes. The development is considered as a support to this 

study which will be focused on teacher preparation from the viewpoint of student 

teachers, supervisors and monitoring teachers. It deals with three categories which are 

considered key components of the teacher preparation programme, these categories are 

teaching skills, teaching practice and knowledge and understanding. 

The overall picture of how well the teacher preparation programme works, how much 

needs to be changed in order to be more up to date with society's needs, and how good 

and relevant the programme is to the reality of student teachers' needs, is not clear. 

This study, hopefully, will contribute in the following ways: 

I- It will contribute to the universities and colleges of teachers' preparation with 

ideas and suggestions to develop the teacher preparation programme. It is 

necessary for all involved to come together and tackle any weaknesses of the 

programme. The empirical research will also shed light on the relationships 

between all members who have a key role to play in delivering this programme. 

2- It is expected that this study will provide useful data to the planners and 

designers of the programme. If the teachers' preparation programme is not well 

designed and managed, then very few teachers, who can face and meet the new 

challenges of education and keep up to date, are likely to emerge. 

3- In the light of the huge increase in the number of student teachers in the 

Kingdom in recent years and the burden placed on supervisors in terms of 

supervising and assessing teaching practice, the future development of the 
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teacher preparation is vital. This. thesis will seek to make a range of practical 

suggestions on the basis of the research. 

1.6 Language issues 

Translation from one language to another requires full awareness and multi 

competences, beside that it needs considerable thought in both languages to maintain 

the meaning of the words. 

Translation in the context of social and humanities sciences calls for choosing precise 

expressions and idioms in order to avoid distorting the meaning. As Jones (2001: 79) 

pointed out "some terms had to be examined more closely in relation to the different 

cultural and professional contexts to establish the extent to which an equation of the 

term across cultural andprofessional boundaries could be problematic ". 

Arabic and English are very rich languages, and words have many shades of meaning. 

Tbus, as in many languages, it often requires more wordiness to get the right meaning 

across. 

In this matter I worked hard to translate the questionnaires and the interview questions 

from English to Arabic and vice versa. There is a danger in making a lot 0 Ins- 

matching words when translating Arabic to English which may lead to changing the 

exact meaning. For example, not exclusively, when translating the words 'hierarchy' 

and 'amputate' from Arabic to English the meaning could be completely changed and 

the English sentences might not be clear and understood. So with a lot of help and 

discussion with my supervisors I endeavored to get the right meaning. 
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Because of the difficulty with translating exact meanings, when reporting data from the 

interviews which were held in Arabic, I included the original language as well as a 

translation. This was to strengthen the trustworthiness of the data as it is assumed that 

many of the main readers of the thesis will be able to understand Arabic. 

1.7 Overview of the thesis 

The remainder of the study comprises ten chapters, as follows: 

Chapter 2 summarizes the educational system in Kingdom of Saudi Arabia, starting 

with the nature of the Kingdom of Saudi Arabia and aiming to shed light on the history 

of Saudi Arabia education. Also it includes discussion of the introduction of women's 

education and the factors affecting women participating in education in Saudi Arabia. 

Then it covers the objectives and characteristics of the education system. Finally the 

chapter points out the agencies of education and the description of education levels in 

Saudi Arabia. Chapter 3 deals with one of the dominant attributes of the Educational 

system in Kingdom of Saudi Arabia which is the study of Islamic education as it is the 

only religion in the Kingdom of Saudi Arabia. Also because Saudi Arabia is the 

custodian of the two holy cities of Mecca (which is The Direction to which all Muslims 

around the world have to face when they conduct their prayer) and Madinah (which 

represents the emergence of the Islamic state and embraces the prophet Mohammad's 

grave), this has given the Kingdom a clear leading status in the Islamic world. So all 

the policy legislation including those related to education will emerge from Islamic law 

which has its sources in the Holy Quran and Sunnah. They are the main sources in the 

fields of rule formation, work, and the whole of life and therefore significant with 

regard to education. Islam is considered a comprehensive life system in the Kingdom of 

Saudi Arabia. In chapter 4 teacher training in general and specifically in the Kingdom 

of Saudi Arabia is discussed. Then there is some discussion of the concepts of 
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4practice' or 'placement' in relation to the time students spend in schools. This chapter 

highlights the duration of the teaching practice at King Faisal University and the 

conditions of enrolment in teaching practice. 

Chapters 5,6 and 7 present the empirical side of the study. Chapter 5 will outline the 

research design and methodology. Chapter 6 will present the analysis with regard to the 

results of the questionnaires whereas Chapter 7 will present the analysis results of the 

interviews. Chapter 8 will discuss the implications of the data obtained. Chapter nine 

concentrates on what are thought to be some key issues related to teacher preparation 

deriving from the empirical work, in particular the importance of mentoring and 

partnership. The final chapter will provide a summary of the findings, draw 

conclusions, offer recommendations for improving the efficiency and effectiveness of 

the teachers' preparation program and indicate areas where further research might be 

practicable and worthwhile. 

1.8 Derinition of the terms 

Problems sometimes occur in using terminology because different terms are used with 

slightly different meanings between countries. So for the sake of clarity, here is a 

definition of the key tenns in this study. 

1.8.1 Student teacher 

Students who have graduated from high school and they are full-time students in the 

college. 

1.8.2 Supervisor 

University lecturers: normally, the advisors have at least a master's degree and they 

must be a specialist in the subject on which they are supervising. 
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1.8.3 Monitoring teacher 

This tenn refers to the teacher who supervises the student teachers on teaching practice. 

This teacher normally teaches the student teacher's subject in the school, is experienced 

in her field and supports and advises the student teacher within the school. Other terins 

are often used but the use of these terms depends on differences in the educational 

system in each country. In the K. S. A. the terms 'subject teacher' or 'co-operating 

teacher' are often used. Co-operating teacher is more popular in the U. S. A. and mentor 

in the UK. They do a similar job, but under a different name - although one implication 

of this study is that there may be a useful qualitative difference between concepts of 

tsupervision' and 'mentoring'. 

1.8.4 Teaching practice 

This is part of the teacher preparation programme in the college and means practical 

and field study in the school. The student teacher spends a period in a school teaching 

with some guidance and supervision from college and school staff. 

1.8.5 Practice school 

School that takes student teachers for teaching practice and supplies a teaching practice 

place for the student teachers. This school should have all the essential educational aids 

and materials for supprting the student teachers. 

1.8.6 King Faisal University (KFU) 

KFU was established in 1975, in Al-Ahsa. It has 14 colleges which are education, 

medicine, agriculture and food sciences, administrative sciences, architecture and 

planning, applied medicals sciences, applied studies, sciences, computer sciences, 

pharmacy, dcntistry, and nursing. Morc dctails of the way teachcr training is organizcd 
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in the College will be given in chapter four. However before that it is important to 

provide some broader contextual information about education in Saudi Arabia in terms 

of its broad historical development and current challenges. 
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Chapter Two 

History of Education in Saudi Arabia 
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Chapter Two 

History of Education in Saudi Arabia 

2.1 Introduction 

This chapter will provide an overview of the nature of Kingdom of Saudi Arabia and its 

education system. First, this chapter will describe education in general, from its early 

history to recent education with particular emphasis on the education of women. To 

those unfamiliar with the Saudi education system, this chapter will produce an 

overview of educational policy, and it will shed light on the characteristics of the 

education system. Also it will go through the agencies of education and describe the 

educational levels in Saudi Arabia. 

Tbus, this chapter will present background information about the educational system in 

Kingdom of Saudi Arabia which will set the study in context and pave the way for the 

empirical work and discussion in subsequent chapters. 

2.2 The nature of Kingdom of Saudi Arabia 

The Kingdom of Saudi Arabia was founded in 23-9-1932 and is located on a peninsula 

where Saudi itself occupies about four-fifths. 

Saudi is bordered on the west by the Red Sea; on the north, by Jordan, Iraq and Kuwait; 

on the east by the Arabian Gulf, Qatar, the United Arab Emirates and Oman; and on the 

south by Yemen. 

Saudi is divided into five major territories: the eastern province that includes the oil 

fields; the western province where the Holy City of Mecca is situated. This is the 

spiritual capital of Islam as it is considered the direction to which Muslims turn in their 
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prayer and the birthplace of the prophet Mohammed. The central province, Najd, is 

where the capital city, Riyadh is located. Riyadh is the political and administrative 

capital of Saudi. There is also the southern province of Asir and the northern province 

of Tabuk. 

Islam is the only and dominant religion in Saudi in which Islamic and holy law is 

considered the constitutional and valid framework. The population of Saudi reached 

22,757,092 in 2001. The country's overall literacy rate is 62.8 percent (71.5 percent 

male and an estimated 50.2 percent female). 

2.3 A History of Education in Saudi Arabia 

Historically, education began very early in the Arabian Peninsula. In fact, education 

goes along with religious teachings, since the first teacher for the muslim majority was 

the prophet Mohammed, the holy Quran is the first textbook, and the mosque the first 

school. The fact that the holy Quran started off with the divine command "Read" 

(Yonies, et al, 1999) highlights the centrality of education; verses in the Holy Quran 

state that "seeking knowledge" is essential for every Muslim male and female. This 

legacy of Islamic faith paves the way for the foundation of education in the Arabian 

peninsular and later for modem Saudi Arabia. 

In the first century of Islam (7 1h century A. D. ) schools represented the most basic form 

of education. The 'Khuttab' was directed by an old wise-man of the mosque called the 

'Imam'. These small schools were located near or in the mosques. There were two 

kinds of Khuttab, one exclusively for boys and the other strictly for girls. Here we see 

the origin of the gender split which is still evident for example in the teaching 

programme on which this study is based. In the western region of Mecca, Jeddah and 

Medina were Khuttabs which allowed the mixed education of boys and girls until the 
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pre-kindergarten age of 6. In reality the mosque constituted not only the centre of 

worship, but also a place for learning, discussion and community life in general. 

Education was primarily for males and was dependent on memorization of the holy 

Quran with a secondary emphasis on reading and writing. As referenced previously, 

the Khuttabs included both boys and girls until a certain age, however, boys usually 

continued learning in the Khuttab to about the age of 12, whereas the girls were 

confined to education at home (Al-Dayil, 1999). A few girls extended their schooling 

to pursue specialized instruction in the mosque, but it was strictly limited to the Islamic 

science curriculum of Hadith (prophetic traditions), Sharia (Islamic creed) and Figh 

(Islamic jurisprudence). 

Since the Khuttabs supplied only a basic type of training, it was recognized that there 

was a need for more advanced education. As a result, in 1875, the Solateyah School 

was established with approximately 200 students and 10 teachers. Other schools which 

were well known in Macca in that period were, the Fakriah, the Kaireah and the Falah 

schools. Aside from these, there were 12 other schools located in Medina. All these 

schools were closed in 1961, because of the introduction of the official regular 

education. 

King Abdulaziz understood the significance of education to illuminate and unify a 

diverse population. In 1924 the Directorate of Education was established by the 

Government (M. O. E. 1992). Its duties were to establish elementary and secondary 

schools and to recruit teachers from outside the country, particularly Egypt, to carry out 

the instructional programmes for these schools. 
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The establishment of this Directorate was considered the starting point of formal public 

schooling in Saudi Arabia. The work of the Directorate included recording and 

regulating the few existing private elementary and secondary schools. In 1947, the 

number of schools in the Kingdom totalled only 65, with a role of 10,000 male 

students. 

This figure caused a great deal of concern to the Saudi government and prompted a new 

era in the development of modem education which began in 1953 when the Directorate 

General of Education was replaced by the Ministry of Education (AI-Salloom and AL- 

Makky, 1994). With the establishment of the Ministry more schools were opened, and 

public education started to spread throughout the country. Since that time, the 

goverrunent of Saudi, through the Ministry of Education, has worked hard to develop 

education programmes. "It has achieved much in improving and expanding education 

during a short period of time" (Al-Khatabi, 1986: 14). 

2.4 The Introduction of women's education in Saudi Arabia 

Before 1960, there was no formal public education for women in Saudi Arabia, as 

women were excluded from acquiring formal education in the early days. However, 

families who could afford the private education of their daughters did so by using tutors 

at home. "There were, however, a few private schools" (Al-Rawaf and Simmons, 1991: 

288). 

A few conscientious, enterprising citizens took the matter of girls' education into their 

own hands and opened private schools for girls before the 1960s. These schools were 

small and set up in private homes. The girls were taught the Quran, Arabic language 

and rudimentary mathematics. The first of these schools in Madina was established in 
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1928 and was called 'Tahdeeb Al-Akhlaq' meaning the 'Polishing of Ethics' school. 

Six more private schools were established in Madina in the 1930s and also in other 

cities in the Hijaz but their widespread impact on girls' education was insignificant 

(Hafiz, 1987). 

A national education system for girls was not even an issue at the time of the 

establishment of the Ministry of Education in 1953. When the country's first 

University, the University of Riyadh, opened for men in 1957 not one public primary 

school yet existed for girls in Saudi Arabia. 

The 1950s brought an increase in popular demand for public education for girls in 

Saudi Arabia. A group of young, middle class, educated Saudi men launched an appeal 

urging the government to establish schools for girls. They expressed their social 

dissatisfaction through newspapers and articles and stated their need for educationally 

compatible wives. These young men, who had been educated abroad in higher 

institutions and whose number reached 600 in 195 1, complained about the ignorance of 

Saudi women, and their lack of modern education. They insisted that women's 

education was necessary to the family, the children and the marital harmony of the 

couple, although not necessarily for occupational purpose. Many of them could find 

intellectually compatible women from other Arab countries (e. g. Egypt, Syria, Jordan, 

Palestine, Lebanon and Iraq). This led to the emergence of a serious social problem 

with Saudi girls remaining single as the number of men marrying foreign women 

reached more that one hundred per annum (AL-Munajjedd, 1997). 

The first modem girls' school offering a wider curriculum, was founded in Jeddah in 

1956 by King Faisal's wife, Iffat. Many sectors of society viewed this school as 

exemplary and applauded it, but the religious authorities (Ulama) were still against 
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general public education for girls. However, modem forces were pressing the 

government to give way and finally in 1959 amidst stormy opposition and antagonism, 

a royal decree was issued establishing schools for girls throughout the country. The 

girls' schools were not placed under the Ministry of Education. Instead, a special 

commission of notable religious scholars and leaders (Ulama) were assigned by the 

government to supervise girls' education. This new commission was to be called the 

General Presidency for Girls Education (GPGE). 

The aim of the Saudi educational system was, and still is, to provide religious, moral 

and intellectual training to create citizens who are aware of their rights and their 

obligations to society. Education policy in the Kingdom of Saudi Arabia states that the 

aim of education is the correct understanding of Islam and the inculcation and 

dissemination of the Islamic creed, the imbuing of the student with Islamic values, 

doctrines and ideals, the imparting of various types of knowledge and skills, the social, 

economic and cultural development of society, and the preparation of the individual to 

be a useful participant in the building of society (Al-Hariri, 1987). 

A further objective of girls' education specifically is to "produce women who are able 

to achieve successfully their primary roles as housewives and mothers" (Al-Manea, 

1984: 56). 

The GPGE's objectives of girls' education are stated thus: 

1. To give girls a clear understanding of their responsibilities towards their 

children, homes and society. 

2. To satisfy the needs felt in the Kingdom for women who are capable of 

maintaining a balance between the changing patterns of today and the traditions 

of yesterday. 
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3. To ensure service in education and elsewhere. 

4. To provide all girls with an avenue to higher education. 

(Al-Manea, 1984) 

The particular nature of the education system influenced the approach to this study, 

particularly focusing on the training of women teachers, as will be described in the later 

chapters. 

2.5 Factors Affecting the Participation of Women in Education in 

Saudi Arabia 

2.5.1 Religion 

Education is considered an obligation for all Muslims, since the messenger Muhammad 

said "Seeking knowledge is mandatory for every Muslim man and women", also that " 

the rank of knowledge is among the highest". Interestingly, the statement makes 

explicit the equpivalence between men and women, and also clarifies women's rights in 

education in specific contexts and in the whole of life fields. In fact he asserts that " 

God commands us to treat women nobly". It is clear that the Quran and the sayings of 

the messenger are direct in stating that men and women are complementary to each 

other, and the purpose of life depends on their full co-operation. It can be argued that 

religion is supportive as regards the inclusion of women in education but the socio 

cultural context which has a more negative attitude to women seemed to be stronger in 

early times. 

2.5.2 Social 

Arebi (1994) asserted that social traditions (as opposed to religious teachings) stand for 

the development of prejudice and anti female education in Saudi Arabia. As an 
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example, when public schools for girls were opened, the Saudi conservatives perceived 

female education as a disruptive idea because that would influence the long-standing 

tradition of their culture regarding the status of women. Over time this attitude was 

changed by the emphasis on the Islamic point of view to encourage female education. 

2.5.3 Socio-Cultural 

A major hindrance of females to take up educational opportunities is the fundamental 

cultural discrimination in favor of males. Beside that, early marriage and early 

pregnancy, the domestic and subsistence duties of females especially in rural and desert 

areas, made an impact on lowering the regard for the value of female life. All these 

considerations affect the participation of girls and women in education. As life styles in 

Saudi Arabia have been changing rapidly, the hope of better education is widespread 

and there is a higher regard for female status. The government in Saudi Arabia is trying 

to encourage the education of girls, while bearing in mind social and cultural attitudes 

especially in rural areas. 

2.5.4 Geographical 

Saudi Arabia is a land of highlands, plateaus and deserts, and most of its surface is 

covered by sand. As mentioned previously in this chapter, it is divided into five major 

regions: the eastern province, the western province, the central province, the southern 

province, and the Northern Province. This presents a particular challenge when 

developing an education system. As a result of these rough and wide geographical 

areas, the government has tried to provide schools in every village but physically this 

has proved very difficulty to put into practice, particularly in the desert and mountains. 
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The transportation of building materials, the building itself and the transportation of 

teaching staff to remote villages in these regions have all contributed to the problem. 

Also the negative social attitudes towards working females have escalated the problem 

due to the fact that conservatives have considered working females as an infringement 

of their traditions and culture. 

In view of the fact that modernization has spread in the country and Saudi Arabia is 

considered as the world's largest exporter of petroleum and oil products, some of these 

geographical problems have diminished. 

These factors are related to the short history of Saudi Arabia since its unification in 

1932 and the fact that the female education system is only 50 years old. It is not 

surprising in developing countries; conditions of female education could not have 

changed without any of the supporting factors mentioned above. 

2.6 Educational Policy Objectives in Saudi Arabia 

The goverment education agencies apply an integrated national policy which is 

planned and overseen by the Higher Committee for Educational Policy, set up in 1965. 

This committee released a document entitled "Educational Policy in Saudi Arabia" in 

1970, detailing their responsibilities to education and policies in education development 

in Saudi Arabia. 

The Education Policy specifies the objectives of Islam in accomplishing the goals of 

education, and emphasizing the cultural and religious role of the Kingdom. Its most 

significant objectives are as follows: 

1. Promoting the spirit of loyalty to Islamic law. 
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2. Demonstrating the full harmony between science and religion in Islamic 
law. 

3. Understanding the enviromnent and broadening the horizons of students 
by introducing them to the different parts of the world 

4. Encouraging and promoting the spirit of scientific thinking and research, 

strengthening the faculty of observation of contemplation and 

enlightening the student about God's miracles in the Universe and God's 

wisdom in enabling his creatures to fulfill an active role in the building- 

up of social life and in steering it in the right direction. 

S. Equipping students with at least one of the living languages to enable 

them to acquire knowledge of arts and new discoveries, to transmit 

knowledge to other communities and to participate in the spreading of 

Islam and serving humanity. 

6. Studying individual differences among students in order to orientate 

them and to help them grow in accordance with their abilities, 

capabilities and interests. 

7. Providing special education to mentally and physically disabled 

students. 

8. Training the necessary manpower and diversifying education with 

special emphasis on vocational training. 

9. Instilling students with enthusiasm for work, equipping them with 

scientific skills together with instruction in applied training and practice 
in handicrafts, providing opportunities for participation in production 

processes and helping scientific principles of the various activities 
leading to increased productivity and creativity. 

10. Recognizing gifted students and setting up special programmes for 

them. 

(Saudi Arabia Higher Committee, 1974). 

So we can see that educational policy has emerged from the Islamic view which is 

considered the faith of Saudi Arabia. As a consequence any need or development in 
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education including in teacher training, has to spring from the society's needs and 

improvement requirements, but also needs to consider Saudi society attributes and 

values. 

2.7 Characteristics of the education system in Saudi Arabia 

An awareness of Saudi Arabia culture leads to a better understanding of the country's 

education system. The special features of the Saudi education system, as asserted by 

Al-Salloom and AI-Makky, (1994) are as follows: 

2.7.1 Concentration on Islam 

"Islam is considered a way of life for the present and future". (Al-Salloom, and Al- 

Makky 1994: 19). 

Saudi Arabian education is intrinsically linked to Islamic education. Islam is the spirit 

of the Saudi education curriculum, the study of Quran and Islamic subjects are started 

at kindergarten until the last level of higher education. It is essential to point out that 

religious studies are not taught as detached from other fields; on the contrary, Islam is 

integrated and an important part of other realms of study such as education, economics, 

sociology, psychology, medicine and law (Abdullah, 1996) 

2.7.2 Centralized Educational System 

The national educational policy is set by the Supreme Committee on Education Policies 

and stems from Saudi Arabia's heritage and rich Islamic values. Though the Ministry 

of Education is responsible for male education and the General Presidency of Girls' 

Education was responsible for female education, all educational directorates throughout 
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the Kingdom follow the same educational policy, curricula, educational heirarchy, 

evaluation techniques and method of instruction as laid out by them. 

Private non-state sponsored schools and special training schools directed by other 

goverment agencies also follow these policies. 

2.7.3 Separate Male and Female Education 

The education policy of Saudi Arabia is determined by separation of the sexes at all 

levels of education with the exception of kindergarten and nursery and some private 

elementary schools in the first and second grades. Subsequently, because of the need 

for separation there are detached school buildings, staff, and completely separate 

institutions. 

Female students in higher education, where necessary, work and listen to lectures from 

male teachers using closed-circuit television. This happens where the curricula are 

identical, and there is a need for a male teacher for either males or females. An 

exception to this is home economics and physical education which is totally gender 

exclusive (AI-Salloom, AI-Makky, 1994). 

2.7.4 State Financial Support 

Education is seen as a leverage agent for progress and as a means for promoting the 

achievements of the inclusive national development plans. The Saudi Arabian 

government's understanding is that the function of education is to improve the quality 

of life, subsequently education is made available to all (EFA 2000) and education is 

free to all Saudi citizens and residents. Furthermore, the government supplies students 

in higher education and for specific fields of training with various stipends and 
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subsidies, the variation depending on the demands of the specialization of the student 

(EFA 2000). 

In addition to stipends which is considered as a monthly reward given to the students , 

free housing is provided to higher education students who live a great distance from the 

univcrsity (Ministry of Finance and National Economy, 1994). Transportation is also 

available at no charge to female students. The government also supplies the students 

and staff with medical care (Al-Hugail, 1998). These facts highlight the importance and 

support given to education. 

2.8 Agencies of Education in Saudi Arabia 

Education in Saudi Arabia is controlled by four main sectors and is administered 

mainly by the government. These are: 

o The Ministry of Education 

* The General Presidency of Girls' Education (later, as will be explained shortly, 

change happened to this agency). 

e The Ministry of Higher Education 

e The General Organization for Technical Education and Vocational Training. 

2.8.1 The Ministry of Education 

The Ministry of Education is presently considered to be the largest centralized 

educational agency in Saudi Arabia. Its responsibilities range ftom participation in 

policy making, planning and budgeting for staff to providing physical and teaching 

materials and supplies to all elementary, intermediate and secondary male schools. 

This Ministry was at one time solely responsible for the teaching and training of males. 
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The Ministry of Education has offices in various regions of the country, to administer 

and supervise education in each district. 

The Ministry has the following stages and types of education for boys: 

* Public education (primary, intermediate, secondary) 

9 Teacher training 

9 Special education 

e Adult education and literacy campaigns. 

It also supervises the private education sector for boys (this sector being established 

and financed by the private sector and sometimes supported financially by the state) 

(EFA, 2000). The number of students in Education Ministry schools in 2002 totaled 

more than 2.36 million in 13,849 schools with 189,303 teachers. 

2.8.2 The General Presidency for Girls' Education 

This organization was established in 1960, to be responsible for girls' education at all 

levels, including women's colleges, which reached seventy six colleges in 2000. The 

fundamental accountability of this organization is to provide general education for 

female students from kindergarten to secondary school and up to college level. It is 

also responsible for the training of female teachers. Elementary education began in 

1961 and intermediate and secondary levels in 1963 (Al-Hugail, 1998). 

The General Presidency of Girls' education controls the complete range of schoo ing 

for female students. It is divided into two main departments: the Directorate General 

for general education which is responsible for directing schools and programmes at all 

levels, elementary, intermediate and secondary, and the Deputy General of Girls' 

Colleges which monitors undergraduate and post-graduate levels. It also manages 
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specialized training institutes and technical schools that are dedicated to nursing, 

teacher training, tailoring and adult education (Al -Baker, 1994). 

Women's Colleges, as listed in the Sedgwick (200 1) are: 

9 College of Arts (Riyadh) 

9 College of Arts (Damamam) 

* College of Education (Riyadh) 

e College of Education (Jeddah) 

* College of Education (Mecca) 

e College of Education (Abha) 

9 College of Education (Medinah) 

* College of Education (Tabuk) 

* College of Education (Dammam) 

* College of Social Work (Riyadh) 

These colleges were established between 1970 and 1982 and are also overseen by the 

General Presidency for Girls' Education. They offer four-year Bachelor of Education 

degrees. In 2002 it was estimated that the number of female students at various stages 

of education in 14,461 institutions reached 2.37 million, being taught by approximately 

228,000 female teachers. 

Recently the General Presidency for Girls' Education merged into Ministry of 

Education, as King Fahd bin Abdulaziz issued a Royal Decree in 2002 directing that 

the General Presidency for Girls' Education be fully incorporated into the Ministry of 

Education, which traditionally has dealt only with the schooling of boys. So as a 

consequence, boys' and girls' education run under one agency that is the Ministry of 

education, and they both study the same curriculum with slight differences according to 
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the gender. The significance of this merger is to raise the performance competence in 

boys' and girls' education through the integration and coordination of the experiences 

and efforts. The intention is to promote cooperation and collaboration in the attainment 

of goals by creating one system. In addition, from an economic perspective, the policy 

will save or decrease the financial costs as it will concentrate on one aim which is the 

quality of the education. 

There were some Saudi conservatives who resisted the new integration of both General 

Presidency for Girls' Education and ministry of boys' education into one Ministry of 

Education of boys and girls. They believed that this would impact negatively on their 

traditional way of life and Islamic religion. 

2.8.3 General Institutions for Technical Education and Vocational 

Training and Special Colleges 

In 1980, all the training centers and institutes for technical education, the Ministry of 

Labour and Social Affairs, as well as the technical institutes of the Ministry of 

Education were integrated into one institution, now called 'the General Institution for 

Technical Education and Vocational Training'. They were integrated to develop 

technical education and vocational training to implement the plans and programmes set, 

in order to develop the national and professional forces with the framework of the 

policies as laid out by the labour force council in all matters related to technical 

education, in all its fields, such as industry, agriculture, commerce and vocational 

training (EFA 2000). In 2000 the number of colleges reached nine. 

This organization is confined to male learning and does not graduate teachers as it aims 

to supply qualified manpower for various technical fields instead. 
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Other colleges such as colleges of nursing and institutions which have been established 

in 1992 are under the supervision of the Ministry of Health. The number of these 

colleges and institutions has reached in 2000 thirty seven, of which nineteen institutions 

are for males and eighteen for females. 

Also there are military colleges and institutions which are subjected to the Ministry of 

Defence and Aviation, and some of them are authorised to the Ministry of interior and 

national guards. In addition, some colleges follow the governmental institutions as Al- 

Jubail and Yanbu industrial colleges. Also the diplomatic institution is subjected to the 

Ministry of Foreign. 

2.8.4 Ministry of Higher Education 

The ministry was established in 1975; prior to that, higher education was under the 

supervision and administration of the Ministry of Education (Al-Salloom, AI-Makky, 

1994). The Ministry of Higher Education supplies support and services to the 

Kingdom's eleven universities and seventy-eight colleges. This ministry trains both 

males and females separately, also it is responsible for the supervision, coordination 

and follow-up of higher education programmes and connects with national 

development programmes in different fields and provides the various sectors with the 

necessary technical and administrative manpower. It also supervises scholarships of 

Saudi students studying abroad (Al-Hugail, 1998). 

The following universities are controlled by this ministry: 

" Imam Mohammed bin Saud Islamic University, Riyadh (1974) 

" Islamic University, Medinah (1960) 

" King Abdul Aziz University, Jeddah (1970) 

" King Fahd University of Petroleum and Minerals, Dhahran (1975) 
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o King Faisal University, Al-Ahsa (1975) 

o King Saud University, Riyadh (1957) 

* Umm AI-Qura University, Mekkah (1981) 

o King Khalid University, Abha (1998) 

o Al-Qassim University (2003) 

o Al-Taif University (2003 ) 

9 Taibh University (2004) 

These universities offer two types of education; traditional Islamic education and 

western-orientated education. The Islamic University of Medinah and Imam 

Mohammed bin Saud Islamic University focus on Islam law, Quranic studies, Arabic 

language and social sciences (Sedgwick, 2001). Access to institutions of higher 

education is based on the results of the General Secondary Education Certification 

Examination. Individual faculties may administer their own entrance examination in 

addition to Secondary Certification. 

The Kingdom's universities and teacher training colleges, polytechnics and health 

colleges and institutes have 502,000 students and 20,000 teachers, most of these 

universities undertake teacher preparation. 

2.9 Description of Education levels in Saudi Arabia 

Education in Saudi Arabia is divided into four levels: 

9 Pre-first level, kindergarten; 

o First level, Elementary; 

0 Second level, Intennediate; 

0 Third level, Secondary Education 
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These levels are directed by Ministry of education 

* Fourth level, Higher Education, is directed by Ministry of higher 

education as mentioned previously. 

The number of years for the first four levels breakdown is as follows: 

Kindergarten (2 years), starting from age 4 

Elementary (6 years), starting from age 6 

Intermediate (3 years), starting from age 12 

Secondary (3 years), starting from age 15. 

2.9.1 Kindergarten Education 

Because of the nature of Saudi society, kindergarten education developed 

comparatively late. Most women do not work outside the home, so they keep their 

children at home. However, with the modernisation of education, together with some 

liberalisation in the role of women, more of whom now have a university education and 

a career Oobs such as in the girls' schools, hospitals and elsewhere are considered 

appropriate for women according to Islam) a need for kindergarten provision emerged. 

In 1960, there were no kindergarten schools in the country, but by 1965 there were 15 

private kindergarten schools. By 1974 the number had increased to 65 and in 1980 

there were 169 kindergarten schools in the country (Al-Hugail, 1998). 

2.9.2 Elementary Education 

In 1987 the Ministry of Education advocated that the elementary level is the 

foundation on which rests the preparation of youth for the following stages of their life. 

It is an important stage which covers all the members of the nation and provides them 
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with the fundamentals of sound ideology and trends and with experience and 

infonnation. 

The school year is made up of two semesters. Each semester is usually three months 

long. The Saudi school system, at all levels of general education depends on success in 

the yearly promotion examination which all students must pass to continue on to the 

next grade. These examinations are prepared by the individual schools and 

administered by them to their students. Students must pass the examination in all 

subjects. If a student fails in any subject, he must be retested before the end of the 

summer. If a student fails the retest, he must repeat the grade level for another year. 

To enter the intermediate level, students must pass the sixth grade examination at 

primary level. The General Presidency of Girl's Education was responsible for setting 

examinations at this level and sending them out to all schools in the country. At that 

time, the responsibility for this examination was taken over by the General Directorates 

of Education (district authorities). Today, each school individually sets its own 

examinations but has to abide by nationally set examination times. 

The curriculum of this stage consists of. - Arabic, Art education, Mathematics, Islamic 

studies, Science, Geography, History, Home Economics for girls and Physical 

Education for boys. The degrees of elementary teachers were obtained from teacher 

training programmes at secondary or intermediate colleges. Few had a Bachelor of 

Education Degree. However, today, there are new changes regarding teacher 

qualification standards; these demand that all teachers have a Bachelor degree to 

become an elementary teacher, and those who have only training certificates must 

upgrade (Ministry of Planning, 1996). This indicates the concern to raise standards in 

teacher preparation and is of particular relevance to this study. 
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2.9.3 Intermediate Education 

This level consists of 3 years starting from the age of 12 until the age of 14. The school 

year at this level is also divided into two semesters, but each semester is much longer 

than at elementary level, being approximately 15 weeks duration with an additional two 

week examination period. 

The curriculum that is devoted to these stages consists of. Arabic, Mathematics, Art 

Education, Geography, History, Religious Studies, Science, Home Economics for girls, 

Physical Education for boys. 

A far greater proportion of teachers at this level have Bachelor degrees. Others have a 

qualification from Intermediate or Secondary College level teacher training 

programmes (Ministry of Education, 2000) 

2.9.4 Secondary Education 

This level is also of 3 years duration from the age of 15 to 17 years. Students must 

finish these three years receiving a Secondary School Certificate which permits them to 

enter university, dependent on the grades they have achieved. 

After the student has finished the first grade of secondary school, he/she has to 

specialise in either arts or science. The student will then continue in the secondary 

school in their chosen specialization for the remaining two years. Choosing between 

these two forms of specialization relies on the student's capability and mark in the final 

examination at the first year of secondary school. If he/she gains a higher level in arts 

subjects, the result is the enrolment in the art specialization, and if he/she attains a 

higher mark in science subjects, he/she will enroll in the science specialization. The 
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choice between these two specializations will determine the choice of subjects available 

to those wishing to enter university or college. 

At the secondary level, teachers must have no less than a Bachelor degree (Ministry of 

Education, 1992). 

In Saudi Arabia, the school week lasts five days, starting from Saturday to end with 

Wednesday. Schools are closed on Thursday to Friday. The school day starts at 7: 30 

and finishes at 1.00 p. m., the exact timing varying from a summer to a winter session, 

depending on the time of sun rise every day. Pupils have seven or eight periods of 

instruction, of approximately 45 minutes duration each day. After the third period, the 

pupils have 15 minutes as a break. 

2.10 Summary 

This chapter has provided background information needed to familiarise the reader with 

the history of the education system in Saudi Arabia. The chapter has provided a variety 

of infon-nation on the education system but the key features are as follows. 

The foremost attribute of Saudi education system is that it is tightly tied up under the 

shadows of Holy Quran and the Prophetic tradition, Therefore, all of the written 

education curriculum, discipline and character rely on the Quran and Sunnah texts and 

devices. Later, as will be explained in chapter three which is Islamic Education, the 

Islamic education system integrated education side by side to the teachings of Islam 

and its concepts, principles and purposes, Therefore, it is different from all the 

educational systems in terms of its sources, objectives, and some foundations, 

principles and institutions, methods, and properties. 
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A key feature which emerges from this chapter is the deep commitment to the 

importance of education as is advised by the Holy Quran and the Sunnah of Prophet 

Mohammad, who is the first and represent of the perfect teacher in the Muslim 

societies, and the adherence to producing the best teachers. 

The segregation of men and women in all education aspects such as the ministries, 

coordination, curriculum, and buildings is of particular note and has been but its control 

has been re-organised , bearing in mind the recent merger of the General Presidency for 

Girls' Education with the ministry of boys' education into one Ministry of Education as 

mentioned earlier. These particular characteristics need to be kept in mind when 

considering possible reforms and changes to the process of teacher education. 

Also the introduction of women's education and the factors that impact on female 

participation in education in Saudi Arabia was reviewed. It was pointed out that some 

changes and developments have occurred in the education of women, even if this has 

not happened very rapidly. All these slight changes have happened with due 

consideration for Islam and have conformed to the cultural context. 

A key theme of this chapter has been the official support for education and the 

determination to improve and reform education within the society 

So regarding this study the ambition is to add some thing worthwhile to the education 

of women, in particular the female teacher preparation. Furthermore it needs to be 

borne in mind that any development or change will not automatically come just from 

taking part in the improvement of teacher preparation; it will help, but a separate 

change strategy will surely be needed to facilitate change in attitudes within the whole 

culture. Also any change will need to be very systematic, well organized and planned. 

Also, although there is an appetite for reform, any changes need to be made in the 
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context of the cultural values already existing within the society; in Saudi Arabia 

religion is a strong influence on the education system. The next chapter will focus on 

Islamic education and its profound roots in the education system of the Kingdom of 

Saudi Arabia. This chapter will explain the reason for the strong attachment between 

the Islamic education and the Kingdom of Saudi Arabia. 
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Chapter Three 

Islamic Education 

3.1 Introduction 

Islamic education as a concept clearly consists of two words 'Islam' and 'Education'; 

both words need consideration. In order to understand and define this concept there is a 

need to know what we mean by 'education'. Peters (1973) has described education as 

being concerned with initiating young people into what is worthwhile. His viewpoint 

regards "what is worthwhile" as the models of thought and awareness which are 

implicit in the disciplines of history, mathematics and aesthetics, together with 

initiation into moral, prudential and technical forms of thought. 

Previous chapters provided us with background about the history of the Kingdom of 

Saudi Arabia education and necessary contextual background for discussion of the 

teacher preparation programme. These issues are extremely influenced by Islamic 

religion, so consequently it is necessary to cover Islamic education in more detail to 

illuminate the correlation between education and Islam. There are two reasons for this. 

Part of the study sample consisted of Islamic education student teachers and this factor 

has an influence on their preparation. Also, as this study was conducted in Great 

Britain, it is essential to equip the foreign reader with knowledge about Islam and 

Islamic education to assimilate the notion of the strong link of the whole Saudi society 

to Islam. Any recommendation for the reform of teacher education needs to take this 

context into account. 

This chapter will briefly present the concept of education in Western and Muslim 

educationalists' thought. Also it deals with many related aspects such as the sources of 
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Islamic education and the contents highlighting their objectives and importance. In 

addition, the chapter discusses the characters, and the qualities of the teacher of Islamic 

education, and ends by shedding light on the importance of Islamic education in the 

Kingdom of Saudi Arabia and how it is reflected in its education policy document. 

3.2 The concept of Education in Western and Muslim Educational 

thinking 

Educationalists differ in their definition of "education". These vary because of the 

differences in educational philosophies, the complexity of the process of education 

itself, differences from one society to another, and their development over the 

centuries. 

One of the most important definitions of Education amongst Western educationalists is 

a definition of Emile Durkheim (cited in Lukes, 1985) who confirmed that education is 

the work performed by adult generations for un-mature generations. According to 

Rowntree (1981) education is an important way of shaping human behavior to suit the 

prevailing patterns of social organization. Herbert Spencer transcribed by Ryan (2000) 

highlighted education as the preparation for public life. Also John Dewey (1924) 

illustrated that education is life and not preparation for life as it is a process of growth, 

a process of learning, building and renovation of ongoing experience and a social 

proccss. 

Amongst Muslim educationalists, education is the process of bringing up the child in 

all stages of life, so that he/she can rely on himself/herself, and may dispense with the 

others (Al-Nahlawy, 1996; Yalgan, 1986, and AbuSaleh, 1996). Others consider 

education as a method that contributes to equipping the child with complete culture, or 

gives the child a set of habits which fonn the patterns of behavior of the child in 
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mental, social, psychological and moral matters (AbuSaleh, 1996). In the view of 

others, education means the process which contributes to the development of all aspects 

of the individual, serving the individual and society (Ali et. al. 2004). 

There are a lot of definitions of "education" in the literature. Some Muslim scholars 

such as Al-Asfahani (cited in Al-Abrachy, 1985) believe that education is developing 

gradually up to fullness. Where as Al-baidawy (cited in Al-Abrachy, 1985) asserts that 

education is the communication and interaction with things to progress to gradual 

perfection. Also Ibn Sina (cited in Al-Abrachy, 1985) sees education in terms of habit, 

which is trying to repeat something to reach perfection. What is more, Draz (2001) 

threw light on education as the introduction of maturity and perfection dealing with 

humanitarian aptitudes and abilities. 

So we can reach the conclusion from the previous definitions of "education" that, 

contrary to what is sometimes the popular belief, the meanings Muslim Scholars give to 

'education' are similar in some respects to the beliefs of Western educationalists, that 

education is the process by which the individual is encouraged and enabled to develop 

his/her innate potential. Furthermore, education is considered as a socialization process, 

growing and getting expertise and skills-building behavior. 

3.3 Sources of Islamic Education 

The only main sources of Islamic education are clear in the words of the prophet "I 

have left between you something which by adhering to it, you won't ever be mis-lead 

after me: the Holy Quran and my Sunnah". 

So these are the sources of Islamic education cited by Al-harnmed (2002) and Madcor 

(1999) and scholars unanimously. 
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3.3.1 Quran 

The Quran is the primary source of Islamic education: Muslim scholars view the Quran 

as the source of all first legislative regulations to be applied in Muslim society, to the 

education system, and the formulation, preparation and upbringing of the Muslim. It is 

therefore natural that the Holy Quran is the primary source of Islamic education; 

derived from the Quran are fundamental objectives, principles, and values, means and 

methods, and some of the behavioral patterns of the constituent content of the Islamic 

education. Islamic Education is influenced by certain characteristics, as reflected in 

Quran texts and purposes. So by saying the Quran we mean the verses, phrases, 

sentences and chapters uttered by the prophet of Islam, not as his own words, but as the 

word and the book of God revealed to him. 

The Quran should be considered as the primary source of Islamic education, says Al- 

hammed (2002): "The Holy Quran is a great treasure of the treasures of Islamic culture, 

and especially spiritual life. It is the first book to refer to with regard to rearing and 

discipline in general, and raising social, moral and spiritual, in particular" p. 29. 

3.3.2 Sunnah 

The Sunnah is the second principle source of the Islamic education curriculum 

immediately after the holy Quran, which provides a clear indication of its sanctity and 

high place. Before considering the objectives of the Sunnah we should have knowledge 

about what is meant by this word. 

In Arabic 'Sunnah' means the way or custom, therefore the Sunnah of the prophet 

Mohammed means the way of the prophet, or what is commonly known as the 

prophet's Mohammed traditions (Al-hammed, 2002). 
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So the Sunnah came to serve two objectives as illustrated by Al-hammed (2002) that 

are: 

(1) Providing detail and explanation of what has come in the Quran. This is referred 

to in the Quran by almighty God "And we have sent down unto thee the Message, that 

you have to explain clearly to mankind what is sent for them, and that they may give 

thought. " Surat Al-Nahl, 16 verse 44. 

(2) Explaining and providing details of the Islamic legal jurisprudence and other 

behavioral issues. This is referred to in the holy Quran by "It is he who has sent 

amongst the unlettered a messenger from among themselves, to rehearse to them his 

signs, to purify them, and to instruct them in the book and wisdom, -although they had 

been before in manifest error, "Surat At-Jumu'a, 62, verse 2. 

3.4 The characteristics of Islamic Education 

Madcor (1991,1999), Tawelah (1997) and Al-hashmee (1997) verify that the 

curriculum of Islamic education is characterized by a group of features, the most 

important of which are: 

3.4.1 Integrated System 

The first characteristic is that the curriculum of Islamic education is a system which is 

integrated, meaning by this concept that its characteristics, pillars and components are 

related and every part of it influences the other parts and impacts on it. (This concept of 

integration will be re-visited in the discussion of teacher preparation, p. 257). 

3.4.2 The divinity of origin and aim 

The second characteristic is that, this curriculum stems from the Islamic conception of 

the earth, mankind and life. Therefore it is a (divine) curriculum in its origin and aim, it 

43 



provides the educated mankind with basic facts, criteria and divine values that direct 

the work and contribution that will assist mankind in inhabiting and promoting life on 

the earth in accordance with divine manner. The divine criterion that characterizes the 

curriculum of Islamic education is the same as the comprehensive Islamic pattern. 

What is meant by divine here according to Al-Garadawi (1986) are two matters: 

3.4.2.1 The divinity of origin and source 

It is a divine system directed from God to mankind, and not created by Mankind. 

Mankind receives it from the creator; it is not mankind that creates it the way it creates 

the idolater or philosophical imagination- in spite of the difference between the two-the 

contribution of man to it is to receive, understand and adapt to it as well as apply its 

requirements in human life (Quotab, 1982). 

3.4.2.2 The divinity of direction and goal 

By 'divinity of direction and goal' according to Al Garadawi (1986) this means that 

Islam in its final objective and goal aims at a good relationship with almighty God to 

obtain his acceptance and satisfaction, which should be ultimately, the aim and goal of 

all mankind. 

Based on what has been mentioned above, resulting from the fact that the Islamic 

program is a divine one in its origin and goal it is a comprehensive and integrated one 

that does not accept any development or addition. As well it does not accept any 

external influence from an external source because it is made by God and any other one 

made by any one except him is incompatible (Ali et. al, 2004). 
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The function of mankind in this program is to receive it, understand it and be diligent 

within its context in order to adapt to it, aiming at applying its essentials to the reality 

of life (Ali et. al. 2004). 

3.4.3 Experience 

The third characteristic is that the Islamic education curriculum depends very much on 

experience, as experience is the main pillar for building mankind and society. The 

experience requires the individual to be active and aware of the educational situation 

and to be interactive with it. Originally the Islamic education curriculum does not 

depend on recitation only but it depends on also on educating through creation, 

experience and work and through rewards and punishment in addition to education 

through stories, giving examples, and projection in addition to the use of powers of 

perception god provided mankind with (Shahata, 1998). There are echoes here of the 

philosophy of the western educational philosopher John Dewey. (The concept of 

4experience' will also be re-visited in the discussion of teacher preparation). 

3.4.4 Positive and realistic 

The fourth characteristic is that the Islamic education is a positive and realistic 

program. According to Quotab (1983) it is a design for a reality to be built in 

accordance with this design through deep thinking and activity in a positive way as 

mankind is the only inheritor for the God on earth. 

3.4.5 Comprehensive 

The fifth characteristic is that Islamic education is comprehensive and integrated for the 

educator and the curriculum as the curriculum is the practical side of the educational 

sources. That is why it is not an aim in itself but it is a means to achieve a goal which is 
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the development of mankind to the degree of perfection that God prepared for. For that 

reason the program prepared for this purpose should be comprehensive in its realities, 

experience and all areas of its activities. 

3.4.6 Generalization 

The sixth characteristic is that Islamic education is a program for the education of man 

who could then live any where and not only in his limited home land. 

In conclusion, we can argue that, the humanitarian school in education is as old as the 

age of Islam. While many curriculums on earth agree according to Quotab (1982) that 

the aim of education is the preparation of the "good citizen" we find that Islam caters 

for more deep and comprehensive goals which is, the preparation of the "good mankind 

in the absolute meaning of man with his deep essence as a human being" and not just as 

a citizen on this or that part of the earth. Because authority is seen as a strong feature 

of Islamic education, other characteristics are sometimes missed or misinterpreted by 

commentators. As demonstrated, it has a number of features which are shared by what 

are considered enlightened thinkers in western educational thinking. These issues will 

be important in the discussion of the reform of teacher education. 

3.5 The contents of the Islamic Education Curriculum 

Madcor (1999) stated that the curriculum of Islamic education studied in the different 

levels of general education contains different texts from holy Quran, Tafsir, Hadiths 

which means the reports of Prophet Muhammad's, Tawhid which means monotheism 

and Fiqh which means jurisprudence. Full definition will come later on with the 

objectives of each curriculum. 
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For each of the mentioned subjects there are selected texts combined in one book, these 

books vary according to the stages. 

3.5.1 The objectives of teaching the holy Quran 

Al-Zabalawy (2000) mentioned that the aims of learning Tilawa (ritual recitation of the 

holy Quran) which means recitation are as follows: 

I- To recite the holy Quran in a perfect way by giving each letter its proper 

pronunciation and description. 

2- To understand the meaning of the verses during the recitation. 

3- To instill and develop the love and respect for Quran in the hearts of the 

students so that they can be proud of it and defend it. 

4- To realize psychological peace and showing of reverence during the recitation. 

5- To behave with Quran behavior and politeness. 

3.5.2 The objectives of teaching the Tafsir explanation 

Tafsir is defined by Al-Hashmee (1997) as the science of explanation and interpretation 

of the Qur'an. 

Tawclah (1997) explained that the objectives of teaching the Tafsir explanation are: 

I- To build the capacity for correct understanding of the holy Quran. 

2- To plant the pure Islamic belief based on the correct understanding of the 

Quran. 

3- To highlight the aspects of miracle in Quran in the literal, scientific and 

jurisprudence areas. 

4- To cement the belief that the Quran is the only solution for humanitarian 

problems of its different types in any time or place. 
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5- To submit to the wisdom of the Quran, and its impacts do not contrast with 

logical or healthy thinking. 

6- To connect the Quran with the different areas of life. 

3.5.3 The objectives of teaching the Hadiths reports of the Prophet 

traditions 

Hadith just means a saying. When used as term in the religion of Islam, a hadith means 

a report of what the prophet Mohammed said or did on a certain occasion (Al- 

Hashemee, 1997). 

The holy Quran and the Hadiths, the reports of traditions of Prophet Muhammad, meet 

in the aims and objectives in teaching for example in reading perfection and correct 

understanding. In addition there are more aims for the Hadiths as explained by Tawelah 

(1997) which are: 

I- To enforce the love for the Prophet Muhammad in the hearts of the youngsters 

to take him as a lead. 

2- To educate about the Sunnah its place, origin and the methods for getting to its 

sources. 

3- To acquaint the students with the Islamic legislations details. 

4- To develop the students culture and their linguistic vocabulary. 

3.5.4 Tawhid 

Muslims believe that God can not be held equal in any way to other beings or concepts; 

this is what is meant by Tawhid in Islamic education (Madcor, 1991,1999). 

The objectives of teaching Tawhid monotheism or belief were highlighted by Tawelah 

(1997) 
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I- To develop the congenital believe in God - monotheism. 

2- To immune the Moslem individual against any other deceptive intellectual 

trends. 

3- To build the ability for defending the Islamic belief against any deception or 

deviation. 

4- To educate the individual in love of God and the Prophet. 

5- To explain the pillars of belief. 

6- To establish a link between belief, life and behavior to be established on 

intellect and sentiment. 

7- To create tranquility and calmness in the spirit of the youngsters through beliefs 

to avoid unrest. 

8- To confirm that the right of legislation is only for God. 

3.5.5 Fiqh 

Fiqh is Islamic jurisprudence made up of the rulings of Islamic jurists to direct the lives 

of Muslims. (Al-Hashmee, 1997). 

The objectives of teaching the Fiqh jurisprudence have been illustrated by (Madcor, 

1991,1999) and Tawelah (1997): 

1- To get acquainted with Islamic legislation. 

2- To highlight the advantages of the Islamic jurisprudence and its suitability for 

every time and place. 

3- To acquire practical realization of the faith. 

4- To highlight the wisdom of worship and to strength the relationship between 

man and God. 

5- To strength the social ties between Muslims. 
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6- To learn about the historical development of the Islamic jurisprudence. 

7- To highlight the greatness of the Islamic mentality. 

8- To acquaint the students with the verses and traditions that relate to Islamic 

jurisprudence. 

9- To convince the students that what is legislated by God is full of wisdom and 

interest. 

3.6 The qualities of the Islamic Education Teacher 

The teacher and the student are the two poles of the educational process, they are 

connected together to extend the Islamic educationist's view of the teacher as a father 

for his student. 

Ghazali (1986) emphasized the importance of the teacher for his student by asking the 

teacher to bring up his students in the same way that he brings up his own children with 

the intention of saving them from hell. He regarded this duty of the teacher even more 

important than the duty of the parents to save them from the hell, adding that is why the 

general duty of the teacher is as important as that of the parents, describing the parents 

as the reason for existence in the present and the teacher is the reason for the eternal 

life. 

The teacher is the pivot of the educational message and the main pillar of its success. 

The text book in whatever shape, content or language will not serve its objective if it is 

not taught by competent and qualified teachers equipped with loyalty and pureness. The 

importance of the teacher of course has implications for the significance of teacher 

preparation. 
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The teacher of Islamic education, in order to be successful in his job and become an 

example for his students, should have. special qualities. Such qualities are basic and 

important since he is teaching the holy Quran and the traditions and reports of the 

Prophet, as dealing with them needs a special teacher. That is why the Islamic 

education subject teacher should have the following qualities as illustrated and 

recapped by Al-Hashmee (1997), AI-Zabalawy(2000) and Emad (2002) beneath: 

3.6.1 Faithfulness 

Faithfulness is requested for all workers and staff in general, so it is requested from the 

teacher of the Islamic education subject in particular, because faithfulness makes the 

teacher of the Islamic education subject to do his job first for the sake of his God then 

for the reward. 

3.6.2 Trust in God and in what He legislated 

The teacher of the Islamic education subject should have full trust that God's law 

cannot be compared with the human law which is characterized by limited nature and 

all teachers should have responsibility to plant this faith in students. 

3.6.3 God fearingness 

God-fearingness is the fear of God in private and public in addition to abiding bY what 

God ordered. This will make the teacher fear God in his attendance, lesson 

preparations, and examinations and in dealing with his students, because his 

motivations will be fear of God and not his bosses or the regulations. 

3.6.4 Trueness 

Trueness is one of the most important qualities of the teacher of Islamic education 

subject. That is why he should never lie as he is the model for his students. 
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3.6.5 Patience 

The educational process is a very hard and difficult one, it needs a high degree of 

patience and the Islamic education subject teacher should set the example in patience 

and endurance. 

3.6.6 Honesty 

It is one of the qualities that Islam called for, the teacher of the Islamic education 

subject should abide by it moreover, and he should be an example to be followed. 

3.6.7 The love of the profession 

The teacher of the Islamic education subject should love his profession and be 

interested in it. 

3.6.8 The continuous reading 

The teacher of the Islamic education subject should keep reading and researching to 

have broad lines of thinking and to be acquainted with the contemporary problems and 

latest developments in his area as well as in other areas. 

3.7 Conclusion 

To sum up, going through these foundations we can see that in total it is about 

highlighting Islam which is the religion of the nation, its faith, worship, morality, 

jurisprudence, governance and its total system of life. On the ground of this strong 

belief the education system has derived. The curriculum concentrates on belief in 

Allah the One and what the messenger of the God brought of legislations aiming at the 

well-being of mankind in life and in the afterlife. So, Islamic education is considered as 

the knowledge or theories coming from Islam which influence the Muslim's life on a 

small scale and the life of nation as a whole, not only in worship but by directing the 
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whole way of life in the shadow of Islam. There are significant differences from other 

conceptions of education; the focus on authority and religion is not shared by other 

philosophies and approaches. However there are other keys ideas within the tradition 

of Islamic education that are more recognizable to other philosophies: for example the 

ways the aims are deeply rooted in a way of life and the emphasis given to experience 

and integration. 

Thus, hopefully the explicit and clear picture about the system of education and the 

whole life in Kingdom of Saudi Arabia has been formulated. 

The next chapter will handle the teaching training with a focus on the teacher training 

and its objectives in the kingdom of Saudi Arabia. 
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Chapter Four 

Teacher Training 

4.1 Introduction 

Teachers in training in most countries all have to undertake some form of practical 

teaching whether they are in universities, colleges of education, diploma colleges, 

advanced teachers' colleges, or are continuing the post-graduate diploma in education. 

Everybody from electrical engineers to medical surgeons has to transform what they 

have learned in theory into practice before they are regarded as qualified for their 

professions. 

In the same way, teachers have to practise teaching in a real classroom prior to being 

considered qualified (Desmond et. al. 1990 and Al-Mansory, 2002). 

In the current educational environment, developments in teacher education and training 

mean there is a need to recruit individuals who are dedicated to inspire and motivate 

students. The purpose of this chapter is to discuss in general terms the objectives of a 

teacher training programme. Then it presents the theme of 'practice' or 'placement' and 

suggests a useful conceptual distinction between those concepts. It also examines issues 

related to teacher prdparation. Finally the chapter concentrates on teacher training in 

Saudi Arabia; its duration of teaching practice and the conditions of enrolment in 

teaching practice at King Faisal University (K. F. U). 

4.2 Objectives of a Teacher Preparation Programme 

It useful to have a view on the objectives of other countries to attain a good 

understanding and shared experiences. As Muckle and Prozorov (1996: 36) stated 
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"countries do learn ftom each other to some extent at least by the exchange of 

experience ". In general, the aim of a teaching practice programme is to produce and 

develop the personal, social and professional skills of the future teachers. 

Although the empirical work was carried out in Saudi Arabia, this study as a whole was 

carried out in Great Britain so it is helpful to gain knowledge of the objectives for 

teacher preparation and its reforms there. 

In Great Britain numerous reforms and major changes have, since 1992, been made in 

initial teacher training which introduced more school-based initial teacher training with 

the aim of improving the quality of teachers and education as a whole. The objective of 

the teaching programme as explained in DfES (2002) is to develop the student teacher's 

knowledge and practical skills, generate teachers who capable of making informed 

judgments and develop their ability to find a balance between pressure and challenges, 

practice and creativity, interest and effort. The programme also aims to develop 

understanding of the psychology of their pupils and how they learn and develop. 

A major change came about through the introduction of national competences, which 

later on developed as standards for the award of Qualified Teacher Status. (These 

standards have recently been revised and the new version was issued in June 2007). 

In order to be granted QTS by the Secretary of State for Education and Employment, 

student teachers must successfully demonstrate their abilities in three areas which are: 

* Professional Values and Practice; 

9 Knowledge and Understanding; 

* Teaching, planning, classroom management, monitoring and assessment. 
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These are expressed more broadly than is sometimes found. The teaching preparation 

programme in the Education College at KRU in KSA aims to provide various 

experiences to assist student teachers to acquire professional skills and attitudes needed 

by them in all teaching tasks. The following outlines the key objective areas as set out 

by the goverment: 

1. Teaching Planning, student teachers will be able to: 

e Analyse the content of the textbook for the academic subject Concerned; 

e Formulate behavioural and procedural aims and overall behavioural goals of the 

lesson; 

* Implement a teaching plan to reach these goals. 

2. Implementation of the Lesson and Administration in the classroom, student 

teachers will be able to: 

9 Introduce the lesson in a stimulating way; 

* Encourage and stimulate pupils throughout the lesson; 

9 Utilise resources i. e. audio-visual aids; 

* Use standardised Arabic; 

9 Manage behaviour; 

9 Move around the classroom without disturbing the pupils. 

3. School and Social Activities, the student teachers will be able to: 

9 Co-operate with the school administration to implement plans and programmes; 

e Participate in the supervision of non-classroom based activities; 

* Supply teach for absent colleagues; 
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e Co-operate in organising meetings between students parents/guardians, tutors 

and school administrators; 

9 Participate in the planning and implementation of school projects; 

9 Maintain communication as needed. 

4. Vocational Values and Attitude, student teachers should: 

* Observe their own behaviour and dress code to set a good example for pupils; 

* Arrive at school early and be punctual for classes; 

e Respect other members of staff-, 

9 Be enthusiastic, active and cheerful; 

* Communicate well with colleagues and pupils; 

9 Have a humble and respectful demeanour; 

e Be accepting of advisors' comments and guidance. 

These objectives were set out by the Ministry of Higher Education in 1992. Looking at 

these objective shows that some of them are highly specific (e. g arrive at school early) 

and some are written in very general terms and need to be clearly specified and 

measurable to facilitate implementation in practice. For example, the objectives of 

participate in the planning and implementation of school projects and maintain 

communication are universal objectives which require to be more precisely formulated 

so the student teacher is capable of following them and their supervisors can measure 

and evaluate their progress. Al-Sadan (1995) and Al-Saige et. al., (2004) in their 

research found that the current lack of clarity may be a result of lack of sufficient 

knowledge and limited information about the function of teacher education and show 

the need for educators and educational colleges to improve their research quality. 

Returning to UK initial teacher training, we can notice the clarity in the objectives of 
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teacher training as cited in the standards for the award of Qualified Teacher Status. Not 

only that but also the willingness of many professionals engaged in teacher preparation 

to improve the educational system through undertaking many changes. In addition there 

has been a growing concern to improve the relationship between schools and colleges 

within partnership. This empirical research will aim to contribute to the improvement 

of teacher education in Saudi Arabia. It will aim to clarify some of the issues and 

articulate the picture of the function of teacher education by examining the perception 

of key participants. 

Many writers argue that the ideal teacher preparation programme should be to produce 

a teacher who is not just competent, but a professional who has the ability to think 

critically about their own teaching practice, continually developing and refining their 

teaching skills (Hagger, et. al, 1999). This is achieved through reflective practice. 

Ostennan and Kottcamp (1993), stress that reflective practice is an essential part of the 

learning process because it results in making sense of, or extracting meaning from the 

experience. 

For the practitioner, reflecting not only an action but also thought, and the ability to 

critically analyse one's own practice from the point of view of an observer will lead to 

improvement in professional practice (Humphreys, 2000). 

Continuing professional development and life-long learning will also contribute to 

improving professional practice and is necessary because of the complex role teachers 

have to perfonn. 

"Teachers today need a wide range of skills to meet the increasing demands made 

upon them. Not only do teachers need to be committed and well educated subject 

specialists, able to diagnose a pupil with learning difji'culties, they also need to be able 

59 



to help pupils with personal problems and to communicate effectively with parents, 

governors and Me local community"( Harrison and Gaunt, 1994: 56). 

To be able to develop these skills teachers need to continue to develop professionally 

by undertaking training in a process of life-long learning. 

By adopting a social constructivist model (Vygotsky, cited in McCulloch and Fidler, 

1994) and a model of integrated learning, by making the connection between different 

aspects of the programme of teacher preparation, students are able to become more 

reflective and enlightened practitioners. It is through such a programme of integrated 

learning that students can make the most of the limited time available by receiving high 

quality, relevant training. The theme of teaching 'placement' as opposed to 'practice' 

embodies this notion of integration (which was seen in the last chapter to be central in 

Islamic thinking). It will be examined in more detail to highlight and expand the 

benefits involved in it before going on to demonstrate the vital issues related to teacher 

preparation. 

4.3 'Practice' or 'placement'? 

Writers, trainers and teachers often do not make a distinction between 'practice' and 

placement' - both terms are used to refer to the time students teachers spend in schools. 

However traditionally the view was that teachers were trained how to teach in colleges 

and universities and then went into schools to practice what had been learned. With the 

development of more school-based training in the UK and other countries, time spent in 

school is a part of the training and can take different forms other than just teaching 

lessons (e. g. observing, working with single pupils, undertaking task outside the 

classroom). The word 'placement' is being used here to refer to time spent in school 
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which is more than just 'practising' teaching skills but also involves being trained and 

being involved in other aspects of school life. 

Pre-service teacher education is undergoing a profound change in some European 

countries. Without doubt ways of educating pre-service teachers for teaching is one of 

the most important issues under discussion (Henry, 1989; Silberman, 1970; Duguetle, 

1994; Bullough et al, 2002; Mule, 2006). Actual teaching practice is an important and 

fundamental part of teacher preparation. Teaching practice offers the student teacher 

more than just hands on experience, it also offers the relevant opportunity to put 

educational theory into practice. Inevitably the benefit is not from isolating the theory 

from the real world but from the value of experience: "learning by doing is the way to 

link theoretical courses which are taught in the university and the competences of 

leaching at school" (Saad, 2000: 25). Practice therefore is important but the word 

&placement' is wider. Placement of student teachers at school implies several other vital 

aspects such as observing, team-teaching, mentoring, partnership, which will be 

discussed later on. It also involves collaboration with colleagues, seeing student 

teachers as enquirers and dealing with ethical issues. All of these aspects have to be 

dealt with and practised by student teachers in their placement. 

Teacher educators have been encouraged in recent years to devote more attention to 

developing the relationship between schools and colleges under partnership (Clark, 

1999; Sandholtz, 2002; Ginsberg & Rhodes, 2003 and Sands and Goodwin, 2004). For 

instance, initial teacher education in Great Britain has traditionally taken place within 

partnerships of institutions of higher education and schools, during the teaching 

practice as it is considered the main point of contact between the two (Furlong, 2000, 

Brisard and Malet, 2002). Since 1992 the professional preparation of teachers in 
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England and Wales has been increasingly concentrated in schools for preparing more 

competent teachers (Furlong, 2000) so the reform movement moved towards school- 

based initial teacher education in which two thirds of the course are spent in school 

with experienced teachers (Brisard, 2002). 

Wilkin (1992: 79) explained the move towards more school-based work as follows, 00 

"consist of three strands which vary in the degree to which they would commit to 

school and the power that they would delegate to teachers. The first is the prolonged 

evolutionary development of school- based training within the profession itseýf The 

second strand is more recent and consists of the advocacy in public debate andfor a 

variety of reasons, of the transfer to schools of the major or even the total 

responsibilityfor training. The third strand consists of the directives promoting school- 

based training". In other words, school based training was not conceived in a sudden 

way, although its application to the whole country did happen at a specific time. 

Groundwater-Smith (1992: 113) explains the benefit of Placement of student teachers 

within school as 

"leaching is first and foremost a social practice, and preparing them for the very 

complexities ofthe profession demands much more of teacher education programs than 

providing opportunities to practise technical strategies" 

As Cabello and Burstein (1995); Pajares (1993) and Flores and Day (2006) have 

pointed out, teacher preparation typically focuses on the introduction of the trainee to a 

set of new ideas and beliefs with the purpose of altering and reshape existing belief 

However, knowledge acquisition by itself without practical experience is unlikely to 

cause change. In fact, skills and strategies do not convey well when they are not learned 

in a situated environment (Glazer and Hannafin, 2006). 
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Teaching is no longer just about acquisition of subject knowledge and background 

theory and research. It is also about the importance of effective transmission and 

communication in an educational situation (UNESCO, 1983). Hence, student teachers' 

development into future professional teachers is emphasised in the models of 

partnership as they are monitored in a much closer way and get much more support by 

experienced teachers and college supervisors. The aim is to develop the opportunities to 

enhance the quality of teacher preparation by providing the pre-service teachers with 

greater involvement in the school context (Sutherland, et. al. 2005). 

Teaching practice, that is school based initial teacher education, is accepted as a 

valuable method of practice and knowledge acquisition in the view of Mewborn and 

Stanulis (2000). First of all, placing the student teachers in schools provides them with 

the opportunities to obtain the necessary skills needed as a professional which goes 

beyond just acquiring the skills that are needed to deal effectively in the classroom, it 

embraces deep understanding of the complexity of practice, of ethical conduct and 

higher-order learning which occurs in schools. In addition, working alongside 

practising and experienced teachers gives the trainee valuable insight and preparation 

for entrance into the profession. Critically, it gives the trainee the real life experience of 

classroom management and subject exposition. Not only that, it allows them to bridge 

the gap between theory and practice as Graves (1990: 94) said "The only way to learn 

how to leach is by doing it". 

What is more, it provides the student teacher with the "relative" experience of putting 

knowledge and theory into practice in a classroom situation. This in turn produces new 

knowledge to add to their existing knowledge base and a deeper insight into the process 

of teaching. Understanding the underlying principles of teaching through practice is a 
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desirable outcome. Being able to think and act rationally in a teaching situation is also a 

quality sought in a good teacher (Korthagen and Kessels, 1999, Parsons and 

Stephenson, 2005). As time goes by student teachers begin to gain experience in 

dealing with teaching in specific classrooms and with whole school contexts in general. 

Also school experience should be obtained in school as this allows student teachers to 

see that real teaching is not just a series of simple actions which are undertaken by the 

teacher, it is a continuous dynamic relationship between teacher and learners, teacher 

and parents, teacher and administration and teacher with the entire education system. 

Not only that but also school based education gives the student teachers knowledge, 

awareness and practice in the range of duties of a teacher. Thus, teaching can not be 

directly taught, it can only be learned and developed by the reality of experience which 

is only found in schools. Therefore existing teachers are tending to see school based 

initial teacher practice courses as an opportunity to make teacher preparation more 

relevant and effective, and most teacher educators seem to concur with this 

(Tomlinson, 1995). As Hall and Davis (1995) and Glazer and Hannafin (2006) have 

suggested, student teachers become empowered by teaching, learning from and 

supporting one another during their school day, so learning experiences are sustained 

when they are located in the context in which they will be required. The empirical work 

in this study will address and evaluate various aspects of school-based practice. 

Sim (2006) asserted that the pre- service education programme should provide student 

teachers with opportunities to examine alternative styles of teaching in a more effective 

way prior to enrolling them in actual teaching. 

There are also ways of learning through practice prior to placing students in actual 

teaching in school, by integrating theory or academic courses with practice in a variety 
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of approaches. Some teacher preparation programmes include many different methods 

and experiences such as demonstration teaching, micro-teaching, structured lesson 

observations, occasional school visits, and project work. Al-Ahmad (2005) pointed out 

that micro-teaching gives the student teachers a chance to feel free to test out, discuss 

and renew given exercises when necessary and follow with an evaluation after their 

performance. A further advantage of micro-teaching sessions as presented by Al- 

Methan (2003: 66) " it is a quick, efficient, andjun way to help student teachers get off 

to a head start during student teaching practice. The goal of such practice is to give 

student teachers confidence, support, andjeedback by lelling them try out teaching 

amongfriends and colleagues". Micro-teaching sessions take place in a context which 

is somewhat artificial and the limitations of their use in terms of providing a highly 

realistic experience of the classroom have to be recognized. Also videotaped 

demonstration lessons can be a vital aid to helps student teachers to improve as video 

can be a powerful tool for meaningful learning and reflection (Gower, et. al., 1995). 

Observing a variety of other skilled performers is a useful means to furnish a repertoire 

of experiences and ideas. Observation of classroom practice is an invaluable learning 

experience for the student teacher, and one of the best ways of acquiring skills is to 

observe experienced and skillful colleagues perform the various activities. of course 

reflection based on observation is also important. In observing their own teacher as 

well as other experienced practioners, the student teacher has the opportunity to 

observe best practice which can serve as a model for their own practical teaching (Al- 

Mansory, 2002). Furthermore, strong and underpinning networks will contribute very 

usefully in preparing student teachers in this matter as Sim (2006: 79) cited that 

"communities ofpractice within a teacher education programme should be an effective 

strategy in enabling tensions to be examined in safe and non-threatening environments, 
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also it is a valuable technique to facilitate the transition for the pre-service teacher 

from university setting to the school setting ". 

To conclude, the placement of student teachers in schools helps and gives them chances 

to develop their ability and enhance their experience by working in close collaboration 

with groups of peers, experienced monitoring teacher, and expert college supervisors. 

The advantages of teaching 'practice' have been described in this section, particularly 

with regard to linking theory with practice. The concept of a 'placement' was used to 

suggest a wider and more flexible and imaginative way of thinking about the way 

student teachers spend their time in schools. Also it is considered as a valuable 

opportunity to engage them in whole school environment activities to crystallize their 

own thinking, understanding and knowledge about teaching. Furthermore, they will 

gain different kinds of knowledge upon which they can draw to assist in their future 

dcvclopmcnt as tcachers. What is also important is to supply the studcnt teachcrs with 

some sort of knowledge base which has a theoretical and professional component 

before placing them in school to enable them to develop their ability to engage in 

reflection on their practice, as all of the theoretical, professional and practice are 

complementary. 

4.4 Teacher Preparation in Saudi Arabia 

A detailed explanation of the approach to education in KSA was given in the previous 

chapters which focused on the educational system and its stages in KSA. 

Teacher training programmes have been promoted as a complementary part of the 

educational system in Saudi Arabia. Throughout the last six decades the standards of 

teacher training have been rising, associated with the general development of the 

educational system in Saudi Arabia. For instance, in the 1940s the qualifications 
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required of elementary school teachers were restricted to those who were holding an 

elementary certificate. By 1953 this requirement was upgraded to an intermediate 

certificate, after that it was confined to those who had a secondary level certificate then 

in 1965 it was upgraded to junior college diploma. Recently the minimum requirement 

for teaching in all education levels is a four years bachelor's degree. After the new 

system was established, to adapt to the updated requirements, secondary school 

graduates who have obtained two years junior college degrees are entitled to become 

teachers' assistants. Teachers who hold older and lower level training certificates can 

update their knowledge and qualifications in special programmes presented at two 

teacher training centers. The universities and girls' colleges provide a wide curriculum 

in education theory and methods. They have wide-ranging and separate departments, as 

has been mentioned in the previous chapter. Each student must have a subject specialty 

within one of these departments and should combine courses in education with in depth 

knowledge of a particular subject. Schools of education offer short training 

programmes for students who want to become teachers but they graduate with subject 

majors outside the education schools. 

In the case of Saudi Arabia, teachers must be equipped with all aspects of teacher 

education to equip them with a knowledge base to be effective teachers. These essential 

elements to this knowledge base in teacher preparation as cited by Ministry of 

Education are: 

e Educational preparation; 

s Academic preparation; and 

9 Vocational preparation. (ME, 1992) 
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In Saudi Arabia some writers have suggested that there is a huge gap between the 

emphasis put on theoretical knowledge in the higher education institution and the actual 

classroom knowledge and practical skills required for classroom teaching (At-Saige, et, 

al. 2004) (Lawlor, 1990 and Goodson, 1997). This is something I will address in the 

empirical part of my thesis but it is also a theme that will be addressed in more 

theoretical terms in the following section on 'theory' or 'practice'. 

4.5Theory or practice? 

The nearest equivalent tenns in Arabic are "ja: JI jj (3, L41 jI c; -0; 
2, However 

these do not translate exactly. The term 'theory' means regulation by rules based on 

observation and acquaintance, whereas 'practice' means the repetition of something, 

which is in this case teaching, in order to equip and cultivate the skills then master 

them. 

I imagine the preparation of teachers as a bird that has two beautiful wings; this bird 

can not fly if one of these wings is broken. Also he would not fly when the feathers in 

one wing are affected. So he needs both of these wings in good shape, healthy and 

balanced in order to be able to fly appropriately. 

Likewise teacher preparation has these two wings with different names: theory and 

practice. Both of these wings constitute the contents of the teacher preparation all over 

the world. There has been a major controversial question around the question whether 

teacher preparation is mainly a matter of theory or practice. 

In Britain there has been educational debate on over-theorizing over the past two 

decades. Too much theory was thought to have contributed to the ills in teacher 

preparation and falling standards. The content of teacher education at higher education 
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institutions was criticized for having little relevance to the real world and so of little use 

to the teacher at the chalk face (Lawlor, 1990 and Goodson, 1997 and Crook, 2002). It 

resulted in a decline in the dominance of theory and put more pressure towards more 

school- based programme (Barone, et. al, 1996). The government in the UK in 1992 

introduced more school based training with minimum amounts of time being required 

to be spent in schools. As teacher preparation has become more the responsibility of the 

schools, it is creating a situation where a large degree of teacher preparation takes the 

form of 'training on the job'. The reason for this tendency as Goodlad (1994) confirmed 

is because it was thought the traditional teacher preparation did not prepare prospective 

teachers for the real world of teaching sufficiently well. A comparable argument was 

reported by Cole and Knowles (1993) who considered theory too abstract and too far 

from the concrete issues of the teaching profession. Also they presented the results of 

what happens when the links between theory and practice are not made since severe 

problems have been experienced by prospective teachers when they left pre-service 

teacher preparation. In line with previous findings, Olson and Osbome (1991) clarified 

that traditional teacher preparation had focused on theory with professional education 

courses and limited in-field experiences, which lead to failing to prepare and train the 

students for day to day duties of teaching and lack of familiarisation with social and 

political context of schools. 

On the other hand, many studies have shown the need to place emphasis on acquiring 

theory more than just practical tools in order to cope with the classroom environment, 

and to stand on solid ground in psychology, sociology, and so on. Some writers argue 

that all these should be addressed for student teachers through teacher educators in the 

teacher preparation programme (Clandinin, 1995., Poppleton, 1999., Goodson, 1997 

and AI-Alunad, 2005). 
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Regarding the case in Saudi Arabia, the major part of pre-service teacher preparation is 

the responsibility of the University. Some writers identify a gap between the emphasis 

put on theoretical knowledge in the higher education institution and the actual 

classroom knowledge and practical skills required for classroom teaching (Al-Saige, et, 

al 2004). It will be interesting and significant to see in this study how the respondents 

(the students, supervisors and monitoring teachers) see the relationship between theory 

and practice. 

Achieving the best balance between theory and practice in order to raise teaching 

standards and result in more effective teacher preparation was seen to be the key to 

more effective teaching in many countries. As Hughes (2006: 111) argues " theories can 

not be taught in a vacuum; prospective teachers must understand the relationship 

between the ideas they are taught and the applications they will encounter. One way to 

develop this skill is to arrange for this connection to be made in the context of their 

7ived'realities". 

Most teacher preparation programmes consists of three major aspects which should 

blend together (Eilam and Poyas, 2006: 338): 

the domain's theoretical knowledge, which enable novices to explain and 

understand classroom phenomena as well as to identify more interrelations within it; 

/L I 

(b) observation of expert teachers acting in classrooms, which contributes to novices' 

construction of a mental representation of the experts'performance; and (c) practice 

where novices apply this mental representation during guided activity in. Classrooms" 

Eilam and Poyas (2006: 338) asserted the way to get the balance right is "Ihe elegance 

of theory must be combined with the wisdom ofpractice". So in order to achieve this 
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combination, it is important to strengthen the links between higher education 

institutions and schools. 

Thus, in teacher preparation it is important not to spend too much time on gaining 

theoretical knowledge and too little in practical application. Both sides are 

complementary and indispensable to the other. Perfection could not be reached, but 

development and improvement are required, as each generation is both different and 

unique from the prior generation and the coming one in its requirements. So change 

must continue without cease due to the importance of responding to each generation's 

needs and the need to upgrade their preparation, keeping in mind the balance required. 

4.6 Studies related to teacher preparation in Kingdom of Saudi Arabia 

Several studies have been conducted regarding teacher preparation programmes in 

Saudi Arabia, some of them highlighting problems related to teaching practice. The 

following studies concern difficulties which occur to the male teaching preparation 

programme. 

The first study was conducted by Al- Shahraney (1997). His study was concerned with 

the problems of teaching practice at King Saud University according to the perspectives 

of college advisors and male student teachers. The sample was comprised of all student 

teachers in their final year. A questionnaire was distributed among 129 male student 

teachers. The completed response rate reached 104 responses. The number of the 

college supervisors who participated in the study was 14 supervisors. The study found 

that many of the problems raised by the participants were related to the structure and 

administration of the teaching practice programme. For example, the supervisors 

mentioned the burden imposed on the student teachers, as they have to carry out their 

teaching practice in the morning at the school and attend lectures in the evening in the 
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college. Also the study revealed that it impossible for the supervisors to follow up and 

supervise all student teachers adequately and they could not visit them all in school 

because of the student teacher numbers. In addition, Al- Shahraney's study pointed out 

the limitation of the role of the monitoring teachers in the teaching practice programme. 

The study makes clear that urgent considerations were needed with regard to the 

teaching practice programme. 

The second study was carried out by AI-Gahtany (1992). The purpose of his study was 

to investigate the role and the influence of the monitoring teachers toward the student 

teachers from the viewpoint of the student teachers. The questionnaires were 

distributed to 215 male student teachers in their final semester at the Education College 

in Abha. The study revealed that the monitoring teachers did not seem to understand 

their role properly, and it examined the difficulties that face the monitoring teachers to 

fulfill their role in appropriate ways because of the burden of their regular school 

duties. What is more, Al-Gahtany recommended that it was essential to provide the 

monitoring teachers with information they need regarding their role to enable them to 

perform their role properly. 

A third study was carried out by Badi (1996). It concentrated on the need for male 

student teachers' educational assessment and knowledge in the teaching practice 

programme. The aim of conducting the study was to find out how the student teachers 

demonstrated a combination of knowledge and skills acquired in Education College. 

The researcher considered that adequate preparation of the student teacher was a major 

determinant of the success of the teaching process. He claimed that most of the 

researchers in Arab countries reveal a failure to integrate theoretical study with the 

practical side of learning at the college. The questionnaire survey of 140 student 
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teachers revealed that student teachers took a long time to be able to recall what they 

had learned during their study at the college. The findings showed that the student 

teachers were in urgent need of more practice and training in the teaching skills which 

they expected to employ in the teaching practice at the schools. 

As mentioned previously in chapter one, the gap in prior studies gave rise to the need 

for the present study. None of the studies so far has addressed the female teacher 

preparation in relation to the views of the key participants. 

The discussion will now turn to King Faisal University teacher training to provide 

specific details of the programme. 

4.7 Initial Teacher Preparation at KFU 

King Faisal University was established in 1975, in Al-Hasa in the eastern territory of 

the Kingdom of Saudi Arabia. It offers degrees relating to education, medicine, 

agriculture and food sciences, administrative sciences, architecture and planning, 

applied medicals sciences, applied studies, sciences, computer sciences, pharmacy, 

dentistry, and nursing. Also it presents degrees in foreign languages. 

When a student enters the college of Education at the university, whatever their 

specialist subject, they have to complete a four year programme to graduate with a 

Bachelor Degree that includes a completed teaching practice. Teacher preparation is 

therefore not an option but compulsory for all students. The university year is divided 

into two terms, each of approximately 17 weeks duration. The first and second year is 

devoted to the students acquiring general knowledge, with the third and fourth year of 

study devoted to a specialist field. At the beginning of the first term in year four, 

students must register on the teaching practice course to practice actual teaching at 
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school that will be in the second tenn of year four. The colleges apply a credit hour 

system. Students must complete 132-135 credit hours in order to graduate with a 

Bachelor Degree. 

The education courses consist of three elements: 

* General preparation, which continues the student's academic education; and 

* Compulsory courses in aspects of educational theory and methodology. These 

two elements represent 47% of the whole course of the KFU programme. 

However, the teaching practice consists of only 6% out of the 47%. 

* Professional preparation in the student's academic specialism, is 53% of the 

whole course (see appendix 2). 

All these elements have to be evaluated to keep them updated and abreast of changes in 

approaches to curriculum and methodology. 

4.7.1 The objectives of the teaching preparation at KFU 

The objectives of the programme as reported in the leaflet of the office of the practical 

education (1996) at KFU are: 

I- To prepare the student teacher to work in teaching by formulating positive 

orientations toward teaching profession; 

2- To give the student teacher opportunities to apply the theoretical principles that have 

been taught in the college; 

3- To equip the student teacher with experiences and skills necessary for the teaching 

profession; 

4- To create conditions for the student teacher and to encourage innovation and creation 

in the field of teaching. 
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5- To equip the student teacher with the ability to evaluate the educational process and 

its components. 

Noticeably, since the establishment of these objectives several years ago, there have not 

been any changes or sense of development. Also these objectives have been written in a 

general way without any specification or standard to follow. They are not 'objectives' 

in the sense used in the UK in that they do not specify in precise terms what the student 

teachers should be able to do. Not only is more specification needed but also as we can 

remark in relation to objective 5 they require a long time to develop them; this has 

implications for the length of the teaching practice. 

4.7.2 Duration of Teaching Practice programme 

Teaching practice is embarked on for a determined period of time. The duration varies 

from one country to another and also from one university or college to another 

depending on the educational system adopted. Some incorporate teaching practice 

throughout the preparation period, others in the last two years of training, others in the 

last year of training, whilst others for only one term at the end of the fourth year 

(Hassan, 1992). 

For example, in the UK the amount of time student teachers spend in school has been 

increased, so that the proportion of the one year post graduate course for secondary 

teachers has increased to 66 percent of the 36 week course, which leaves just 12 weeks 

of university preparation (Furlong, 2000). 

In some cases in the Kingdom of Saudi Arabia certain universities offer a one year 

Diploma in Education programme to practise teaching (AI-Salloom, 1995). This is for 
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students who have gained a Bachelor Degree in a non-educational subject and who 

have then decided to enter the educational sector in order to qualify to teach in schools. 

However, with regard to female teachers' practice programmes, differences are noted, 

irrespective of the similarity in the general objectives, including the duration of practice 

teaching. This study will be limited to a case study of King Faisal University's teacher 

preparation programme. The duration of practising actual teaching at school is four 

months, as the student teacher has a chance to practise and apply what has been taught 

in theoretical courses at Education College in a real school environment. 

4.7.3 The Conditions of Enrolment in Teaching Practice at K. F. U. 

The conditions of enrolment are as follows. 

1. The student teacher should have successfully completed all theoretical courses 

before starting practical education. In some cases students are permitted to 

register for teaching practice when they still have theory courses to complete 

but which are mainly courses related to teaching practice. 

2. The student should have completed 124 Credit hours in the education 

department and 127 in the science department in order to register for teaching 

practice. 

3. The student should be registered for teaching practice in the first term of the 

fourth year so that they can be placed in schools and supervision arranged at an 

early stage (KFU, 2002). 

4. Students are not allowed to register to study any subject in school teaching 

practice time. 

Apparently, in practice, some of these conditions are not always applied in a proper 

way such as condition number I and 4. The latter requires that 'student teachers are not 
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allowed to register to study any subject in school teaching practice time', where as some 

students do so. This causes difficulties for the student teachers and prevents them 

having a full picture of the entire school enviromnent, for the supervisors who 

supervise them, and for the monitoring teachers who support them. In the same way 

condition number I is not always met in the real situation at KFU, because the 

condition determines that all students have to complete all the theoretical courses prior 

to teaching practice, where as the reality is this often does not happen, since some 

students register to practise teaching at school while they still have the main teaching 

methods course at the college. 

4.7.4 The supervision in K. F. U 

As described in the definition of terms in the introduction, the supervisor (or adviser) is 

the university teacher who has responsibility for advising the student during the 

teaching practice. 

The supervision points regarding the supervisors' roles in teacher preparation 

programme at KFU as manifested by Education college report are: 

1. Assist the student teacher in multiple ways: give an introductory talk which consists 

of describing the school system, dealing with teaching and the administration of the 

school; explain how the training program is organized, and discuss the outline of 

preparing lessons and how to prepare the materials needed for the training program. 

Also set up regular meetings and give them a clear picture about his or her policy at 

work. 

2. Establish and maintain a working relationship with the cooperating teacher. 
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3. Conduct school visits: the college adviser must visit the school of training, so that 

they can monitor their student teachers' progress and training program to ensure every 

thing is under control. Each student teacher must be given enough visits, as through 

these visits the adviser should have built a clear vision of the student teacher, with 

support from the co-operating teacher. 

4. Collaborate with the cooperating teacher, spending the appropriate amount of time to 

come to a consensus on the results of the evaluation. 

5. Conduct weekly meetings: the college advisers have to arrange general regular 

meetings with their student teachers once a week in a suitable place at a suitable time. 

The meeting must include: full discussion about the adviser's observations of the 

student teacher's skill level and competence in a positive and constructive manner; 

discussion of the next stage of the training plan; explain and provide the student 

teachers with an efficient and realistic teaching model. However private meetings are 

recommended with student teachers who have any personal problems (education 

college report). 

4.8 Conclusion 

This chapter has focused on teacher training and its importance in general and 

specifically on the teacher training programme in KFU. After a general overview of 

teacher training in Great Britain then in Saudi Arabia with more details, the KFU initial 

teacher training programme, its conditions and duration were explained. Also it 

discussed issues related to supervision. 
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So it is now time to explain in detail the procedures that were used in conducting the 

research and describe the instruments which were used for collecting data, and other 

aspects related to methodology that will be explained in the following chapter. 

79 



Chapter rive 

Methodology 
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Chapter Five 

Methodology 

5.1 Introduction 

This chapter explains the methodology and procedures used in conducting the research 

to achieve its objectives. Wellington (2006: 22) has defined methodology as a sort of 

"activity or business of choosing, reflecting upon, evaluating andjuslifying the methods 

you use" . The main objective of this chapter is to recapitulate the research questions, 

describe the research design and the methodology of the empirical study conducted in 

the Kingdom of Saudi Arabia at King Faisal University, and justify the methods of 

collecting information used in this research. The instruments used for data cot ection 

are explained and the samples of the study are described. 

5.2 Research Questions 

The overall aim of the research is to seek ways of improving teacher training, first of all 

in King Faisal University and then possibly more widely in Saudi Arabia as a whole. 

However that broad aim needs to be converted into a specific question that can be 

addressed by research. It was thought that, given the lack of previous research in this 

area, the most appropriate starting point would be to seek the views of key participants 

involved in the training process. 

Therefore, the research title is: an investigative study of the female initial teachers' 

preparation programme in Saudi Arabia in an Islamic context: the perception of the key 

participants. 
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In order to embark on this investigation study the researcher had to take consideration 

of this main research question: how is the teachers' preparation programme perceived 

by the key participations (student teachers, supervisors and monitoring teachers)? 

Also take into account these sub-questions: 

* What is the nature of the programme for preparing female teachers in King 

Faisal University9 

* How effective is the programme on the teacher trainees? 

* How far are the objectives of teaching practice applied? 

e What are the viewpoints of the individuals who have a direct relationship with 

the teacher's preparation programm? 

9 How far do the pre-service and in-service teachers believe that preparation 

developed the skills of the student teachers as teachers? 

o What do the teachers feel that they would like to learn more about in order to 

meet the needs of their pupils? 

* What are the present strengths and weaknesses, as perceived by educational 

supervisors? 

5.3 Research Design 

This study was carried out using a variety of different research methods. In social 

sciences research, especially in educational research, there are broadly different types 

of research: quantitative research and qualitative research (Kvale, 1996). Marshall and 

Rossman (1995) pointed out the need for both quantitative survey techniques, which in 

this study is data collected by questionnaire, and qualitative methods, which in this case 

is data collected by interviews, in educational studies. The use of both types of data 

collection could help in gathering relevant infonnation required in the exploration of 
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certain research topics, and it will increase the validity and reliability of the study tools 

(Ross et al., 1990). Also this enabled the researcher to interpret the data analysis much 

more thoroughly and deeply than would have been possible on the basis of statistical 

analysis alone. 

It is necessary to distinguish between these two paradigms, as a comprehensive 

understanding of these perspectives allows us to reflect upon our own conceptions; 

gathering data in various ways also reinforces conclusions drawn from our analyses of 

the data which we gathered. 

Borg and Gall (1996) argued that both qualitative and quantitative research can assist 

educational researchers. A qualitative approach gives a chance to obtain wider 

exploration of views. They observed that one of the major distinctive characteristics of 

qualitative research is its concentration on the intensive study of particular instances. 

Qualitative research often produces oral and pictorial data to show the social 

environment and uses analytic induction to analyze and to endeavor to generalize case 

findings. 

Qualitative researchers go to particular settings under study. They are concerned with 

context and feel that behavior can be best understood in the setting in which it occurs. 

Qualitative approach also allows for, and indeed demands, very detailed description 

"qualitative approach demands that the world be examined with the assumption that 

nothing is trivial, that everything has the potential of being a clue that might unlock a 

more comprehensive understanding of what is being studied ... .... 
description succeeds 

as methods of data gathering when every detail is considered" (Bogdan and Biklen, 

1998: 6). Qualitative researchers are concerned with process rather than simply with 

outcomes or products, and they analyze their data inductively. This means, r4you are not 

83 



putting together a puzzle whose picture you already know" (Bogdan and Biklen, 

1998: 6). You are constructing a picture that takes shape as you collect and examine the 

parts. Qualitative research therefore plans to use part of the study to learn what the 

important questions are, not just to assume that enough is known to recognize 

important concerns before undertaking the research (Borg and Gall, 1996). 

Qualitative researchers set up strategies and procedures to enable them to consider 

experiences from the informants' perspectives "For some, the process of doing 

qualitative research can be characierised as a dialogue or interplay between 

researcher and their suhject " (Bogdan and Biklen 1998: 7) 

A common criticism of qualitative research is that it is too easy for the prejudices and 

attitudes of the researcher to bias the data. However, qualitative studies are not 

impressionistic essays made after a short visit to a few subjects. The data must bear the 

weight of any interpretation, so the researcher must constantly confront his /her own 

opinions and prejudices with the data. Being a clean slate is neither possible nor 

desirable. The goal is to become more reflective and conscious of how who you are 

may shape and enrich what you do, not to eliminate it (Cohen et. al, 2000). 

Qualitative research has been labelled "unscientific". This is mainly due to an 

extremely narrow definition of science, including only research that is deductive and 

hypothesis - testing. However, if scientific research is seen to involve "rigorous and 

systematic empirical enquiry that is data based "(Bogdan and Biklen, 1998: 8), then 

qualitative research meets these requirements. 

Qualitative research can examine the area in terms of the meanings people bring to a 

situation (Guba, 1990) rather than just explaining phenomena quantitatively. 
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Unlike quantitative researchers who are interested in collecting numerical data and 

explaining phenomena, qualitative researchers are more concerned with understanding 

individuals' perceptions of the world. "They seek insight rather than statistical 

analysis". (Bell, 1999: 7). 

Golafshani (2003: 600) confin-ned that "Qualitative research uses a naturalistic 

approach that seeks to understand phenomena in context-specific settings" Qualitative 

researchers see the everyday social world in action and include their findings in this 
4 

world, while quantitative researchers do not directly study it (Guba, 1990). 

This research will involve the use of an interpretive approach, so I am aware that the 

interpretive framework means that one absolute truth can not be discovered from a 

human being. The basic set of beliefs that guides action means that all research can be 

seen in some way as interpretive (Guba, 1990), although the term is more often applied 

to qualitative research. 

Cohen et al, (2000: 20) describe the interpretive approach as being characterised by a 

concern for the individual. They assert that the central endeavor in the context of the 

interpretive paradigm is "to understand the subjective world of human experience to 

retain the integrity of the phenomena being investigated". Efforts are made to get 

inside the person and to understand from within. 

Interpretive approaches focus on action. Action is only meaningful to us in so far as we 

are able to ascertain the intentions of people to share their experiences. 

The interpretive researcher begins with individuals and sets out to understand their 

interpretations of the world around them. " From an interpretive perspective the hope 

of a universal theory which characlerises the normative outlook gives way to Inulli- 
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faceted images of human behaviour as varied as the situations and contexts supporting 

them " (Cohen et al, 2000: 23). 

On other hand, quantitative research reflects a population or samples which represent a 

population. It produces numerical data to represent the social environment, applies 

statistical methods to analyze data, and uses statistical conclusion procedures to 

universalize findings from pattern to a determined population (Borg and Gall, 1996). 

Moore(1995) distinguishes between these paradigms in terms of their purpose: 

quantitative research is suited to search for causality, laws, foreseen and control based 

on a 'hard sciences' model whereas qualitative research is fitted to achieving an 

understanding of ideas, sense, motive and belief which is attributed to people's action. 

One kind of qualitative research design is a descriptive survey which is appropriate 

when the purpose of the study is to create a detailed description of events for instance, 

people's point of views about educational issues. As Borg and Gall (1996: 374) explain, 

"descriptive research is important in education. It is a type of quantitative research 

that involves careful descriptions of educational phenomena, and it is concerned 

primarily with determining what is ". 

One part of this research will take the form of a descriptive survey, which aims to 

explore how the teachers' preparation programme at King Faisal University is 

perceived through the point of view of the research samples (student teachers, 

supervisors and monitoring teachers). 

The justification for choosing to use both methods of data collection is that the 

approach combines a quantitative element which was based on data collected using a 

questionnaire, and qualitative element which was the process of interpretation of 
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interviews. This enables the researcher to interpret the data analysis much more 

thoroughly and deeply than would have been possible on the basis of statistical analysis 

alone. 

5.4 The Study Sample 

For the questionnaire, the sample consists of 14 College supervisors, 117 Student 

teachers in their final semester (semester eight) where the teaching practice is placed, 

and 31 monitoring teachers. 

With regard to the interview sample in this study, the researcher interviewed 6 

supervisors, 8 co-operating teachers and 12 student teachers who are in the final 

semester (semester eight) of the course from King Faisal University 

The appropriateness of sampling is equally important as the appropriateness of 

methodology and instrumentation (Cohen et. al, 2000). Briggs and Coleman (2007) 

asserted that it is vital to define a suitable sample of the population to make the sample 

representative of the whole population. Although, as Wellington (2006: 58) argued "we 

can never be sure that our sample is fully representative of the whole population, 

wherever we draw the line. Sampling always involves a compromise" On account of 

this, the researchers must be reasonably confident about the validity of generalizations 

they make. So the question of how large the sample for the research should be cannot 

provide a general clear cut answer as the accurate sample size relies on the purpose Of 

the study and the nature of the population under consideration (Cohen et. al, 2000). In 

this study the sample of 117 constitutes 79% of the study population; as a consequence 

it was thought that the findings of this study could be reasonably generalisable to the 

course of teachers' preparation in King Faisal University. 
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5.5 Case Study 

A case study is "a detailed examination of one setting, or a single subject, a single 

depository of documents, or one particular event" (Merriam 1988, Yin 1989, Stake, 

1995, Cited in Bogdan and Biklen 1998: 54). It is the study of an instance in action 

(Adetman et al, 1980). It provides a unique example of real people in real situations. 

Case studies can throw light on cause and effect because they observe effects in real 

context, recognising that context is a powerful determinant of both causes and effects. 

Case studies aim to portray what it is like to be in a particular situation. It is therefore 

"Important for events and situations to be allowed to speakfor themselves rather than 

to be largely interpreted, evaluated or judged by the researcher" (Cohcn et al, 

2000: 182). 

A disadvantage of the case study is that the smaller the number of subjects the more 

likely the researcher is to change their behaviour by his/her presence. However, 

although a large sample makes it easier to be unobtrusive, keeping trace of everyone 

and managing all the data and relationships present can become difficult. 

Narrowing the focus of the study makes it possible to examine the entire population of 

interest. Although it is desirable to understand the range of materials and perspectives 

present, choices are made on the basis of the quality of the data produced. Some 

subjects are more willing to talk, have greater experience in the setting, or are 

especially insightful about what goes on. Regarding time sampling, the time spent 

visiting a place or person will affect the nature of the data collected. What time periods 

the data collected represent will be determined by the time constraints on the researcher 

and his/her research interest (Bogdan and Biklen, 1998). 
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The research and the type of question this research is intended to deal with indicates the 

case study method of research as the most appropriate (Yin, 1989; Yin, 1993; Hamel et 

al. 1993; Stake, 1995). Therefore King Faisal University has been selected as the 

context for this study as the researcher is a lecturer at this university. 

The research will investigate the female initial teacher preparation programme in Saudi 

Arabia in an Islamic context by examining the perceptions of the key participants. 

In order to embark on this study, it is necessary to take account of sub-questions which 

have previously been mentioned. 

The case study method can accommodate either the qualitative approach, or the 

quantitative approach, or both of them together (Yinl989,1993; Stake, 1995). Both of 

these approaches produce descriptive data and they are of a highly exploratory nature, 

but they can also provide some explanations about the topic under research (Moser and 

Kalton, 1986; Yin, 1989,1993; Stake, 1995). 

Further, Moser and Kalton (1986) argue that using these approaches in a case study is 

helpful in providing a comprehensive picture of the situation under inspection because 

of their potential for flexibility and detailed investigation. They also permit innovation 

and a degree of informality in their application, which allows the researcher to make 

use of any type of evidence obtainable through his/her investigations, provided it is 

relevant (Hakim, 1987). 

For conducting the in-depth examination of the study at hand, it will be necessary to 

define at the beginning the strategies of data collection. In connection with this Ragin 

and Becker (1992), Yin (1989,1993), Stake (1995) and Briggs and Coleman (2007) 
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argue that more than one technique could be used together in conducting research to 

acquire information which is related to the study. 

Patton (1990: 60) verified this idea "there are strengths and weaknesses to any single 

data collection strategy. Using more than one data collection approach permits the 

evaluator to combine strengths and correct some of the deficiencies of any source of 

data ". 

So to have a clear understanding regarding the subject of this study the researcher 

collected data from different angles or different points of view. 

In order to answer the research questions in regard to case study and to acquire the 

necessary related knowledge of the research topic, that is how the teachers' preparation 

programme at King Faisal University is perceived by the key participants (student 

teachers, supervisors and monitoring teachers), familiar techniques will used in this 

study. 

5.6 Research Instruments 

Two main instruments were used in this study to gather the required data: 

questionnaires and interviews. Each method has it own features, strengths and 

constraint. 

Dalen and Deabold (1979: 127) said "one does not master a single method of obtaining 

data, such as the questionnaire, and apply it to every problem that arises. Each tool is 

appropriate for acquiring particular data, and sometimes several instruments must be 

employed to obtain the information required to solve a problem ". Marshall and 

Rossman (1995), Briggs and Coleman (2007) have also asserted the previous idea. 
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The researcher, therefore, must possess considerable knowledge about a variety of 

techniques and instruments. 

5.6.1 Questionnaire 

The questionnaire is a widely used and a good way of collecting certain types of 

information. Bell, (1999) Cohen et. al, (2000) have considered the questionnaire as an 

important instrument of research, a tool for data collection and measurement. Also 

Oppenheim (1994: 100) has added "A questionnaire is a scientific tool and therefore 

must be constructed with great care in line with the specific aims and objectives of the 

investigation ". 

The use of questionnaires is a central part of social research, as they provide a relatively 

inexpensive way of discovering the characteristics and beliefs of the population at large 

(May, 1993). 

This tool can cover an ample geographic area in less time and at less cost than, personal 

interviews (Borg and Gall, 1996 and Bell, 1999). Not only that, but also questionnaires 

in an educational context bring little disruption to the normal day of the college (Al- 

Sef, 1989). 

Thus, a questionnaire can be a very valuable and successful technique in research if it is 

well designed and implemented. 

5.6.1.1 Types of Questionnaires 

There are several types of questionnaires including: structured questionnaires; semi- 

structured questionnaires; and unstructured questionnaires (Cohen et. al. 2000 and 

Abeclat et. al. 2000). 
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A structured questionnaire is beneficial in producing frequencies of response that can 

then be exposed to statistical dealing and analysis. Besides this, they permit 

comparisons to be used among the groups which constitute the sample. (Oppenheim, 

1994). Unstructured questionnaire is akin to an invitation to the respondent to write 

freely what he/she wants regarding to the issue. This type of questionnaire is more 

challenging to analyse, and may need similar techniques that are used in qualitative 

approaches. The third type, that is semi-structured, is placed in between: this can be a 

powerful technique as there is a clear structure, sequence, focus. However, an element 

of the format is open-ended to enable the respondents to participate in their own terms 

(Cohen et. al. 2000). 

5.6.1.2 Question Formulation 

There are various sorts of question and response modes in questionnaires: open or 

closed questions. Both these kinds have several claimed strengths and weaknesses. 

Although open questions allow respondents to answer freely in their own words and 

give any answer, the responses are very difficult to code and compile. Moreover, they 

require much of the respondents' time. In fact this type avoids the limitation of pre-set 

categories of response. On the other hand, closed questions restrict respondents to 

selecting from the provided answers. So they do not entitle respondents to add any 

notes to the categories. Also the categories might not be comprehensive so that there 

might be discrimination in them (Oppenheim, 1994). However, they are fast to 

complete and do not present so many problems at the analysis stage because they are 

straightforward to code (Wilson and McLean, 1994; Bell, 1999 and Cohen et. al. 2000). 
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5.6.1.3 The Development of the Questionnaire 

The questionnaire used for this study draws upon three main sources and 

considerations: 

I- A search was conducted of previous studies reported in the literature, and which had 

a few appropriate links with this study (Al-Majed, 1998; Kabli, 1999; Al-Mufadda, 

2003; Al- Shahraney, 1997; AI-Gahtany, 1992; and Badi, 1996). 

2- The experience of the researcher with teacher preparation in the study country. 

3- The researcher had preliminary contact with people belonging to different groups of 

the sample prior to the main fieldwork. These groups were asked generally for their 

views regarding some issues related to the study. On the basis of their different views 

some general statements were formulated into the questionnaire to complement other 

statements. 

The questionnaire was designed to answer the questions of the study, therefore in 

formulating the questionnaire statements, special attention was paid to the objectives of 

the study. 

Mckeman (1991) and Gay and, Airasian (2003) suggest that, in order to build a good 

questionnaire for any research in educational and social fields, there are general 

guidelines to be followed. These principles are that questions have to be easy to 

understand, not too long and complex and they have to be significant or specific to the 

study; it is necessary to separate questions which have two parts and in multiple choice 

questions, to make sure that all possibilities are mentioned. 
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The questionnaire for this study was comprised of two parts: 

1) Part one aimed at gathering general information about the participants. For the 

supervisors, data were obtained about qualification, number of years of 

experience in supervision, number of subjects they teach, and number of student 

teachers they supervise. In the co-operating teachers' questionnaire, this part 

asked about the grade level they teach, number of years of experience in 

teaching and co-operation, nurhber of subjects and pupils they teach, and 

number of student teachers they have mentored. In the student teachers 

questionnaire, data were obtained about major, year of enrollment and length of 

time studying at King Faisal University, credit hours they have in final semester 

with teaching practice, and the grade level at which teaching practice takes 

place. The purpose of collecting personal data was to use that data in 

explanation of the study results. 

2) Part two was made up of the areas that led to answering the study's questions. 

The areas which were chosen for the questionnaire are those which are noticeable in the 

classroom, school situations and education preparation which the participants could rate 

in terms of preparation and competences. 

The questionnaire centered on three major areas relevant to the teachers' preparation 

programme. . 

The three major areas are: 

1) Teaching skills 

2) Teaching practice 

3) Knowledge and understanding 
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It is worth mentioning that there may be some differences in the contents of each 

general area and some questionnaire statements. That is due to the differences in 

cultures, teacher preparation programme contents, and the whole system of education 

between Great Britain and Saudi Arabia. The category of 'knowledge and 

understanding' was not used to refer to subject knowledge but was a wide category 

encompassing respondents general views of the course related to such matters as the 

relationship between the elements of the course and opinions of the nature of the advice 

students receive. Also the difference in translation between the languages needs to be 

taken into account. Regarding differences in translation the researcher would like to 

point out that the respondents were asked to indicate their opinions by using a four 

point Likert scale. In relation to the teaching practice area the researcher put in each 

Likert point two alternative phrases in the translation such as 'very dissatisfied or very 

agree', dissatisfied or disagree', 'satisfied or agree', 'very satisfied or very agree', since 

translation difficulties faced the researcher in order to match the entire statements with 

suitable expressions in English. 

The questionnaire was designed to elicit the participants' perceptions about the level of 

preparation that was offered by the training course and present level of teaching on the 

education programme. 

The first move in this phase was to list the study's objectives then link each statement 

to those objectives. Just as Oppenhcim (1994) pointed out a questionnaire has an 

assignment to fulfil, its task is measurement. So, the main variable to be measured 

should be clearly specified. The research topic is very wide; this was my point of view 

which was supported by the views of my supervisors, so if the inquiry was put in an 

open-ended question form, that might have yielded large amounts of material which 
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might not be connected, hence this approach might generate a weakness in the 

questionnaire. Accordingly, it was thought preferable to put the items of the 

questionnaire in the form of statements, rather than questions. 

Considering the advice of my supervisors and after contemplating the study of 

Akyeampong and Lewin (2002), the questionnaire was designed to invite responses 

along a four point likert scale. A four point likert format was chosen to encourage 

participants to make choices which reflected their opinions. This is considered an 

appropriate way for capturing the participants' attitudes. 

Initially the questionnaire was discussed with the supervisors of the study before 

embarking on the pilot study. The questionnaire statements and the interview questions 

were reconstructed and modified after their advice and suggestions. An English version 

of the questionnaire and interview questions was completed by doing so. 

Accompanying the questionnaire, a covering letter was attached to make clear to the 

participants the aims of the study and to give them the confidence and security to reply 

to the questionnaire honestly. Cohen ct al (2001: 259) pointed out that the purpose of 

the covering letter "is to indicate the aim of the survey, to convey to respondents its 

importance, to assure them ofconfidentiality, and to encourage their replies". 

5.6.1.4 Validation of the questionnaire 

Validity is the extent to which a measurement measures what it is set out to measure 

(Abedat et. al, 2000). Validity is very vital attribute of an instrument or procedure. 

Joppe (2000: 1) provides the following explanation of what validity is TaliditY 

determines whether the research truly measures that which it was intended to measure 

or how truthful the research results are. In other words, does the research instrument 
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allow you to hit "the bull's eye" of your research object? Researchers generally 

determine validity by asking a series ofquestions and will often lookfor the answers in 

the research of others" 

The concept of validity can be classified according to content validity, face validity, 

predictive validity, and construct validity. 

Each kind of this validity is tested in a different way. For instance, assessment of 

content validity depends upon the opinions of the community of experts about the 

questionnaire's content. In order to test the validity of the questionnaire, the method of 

obtaining experts' opinions was adopted through applying the following steps: 

I- The researcher attempted to ensure the validity of the questionnaire content by 

consulting experts who could provide useful advice and suggestions. The experts 

include Al- Fhaid (a postgraduate Arabic student in English department at Durham 

University from Imam Mohamed Bin Saud University) who checked the accuracy of 

the Arabic- English translation to ensure that the English version of the questionnaire 

retained the questions' Arabic meaning and was as simple as possible to understand, 

and my supervisors who made some alterations and eliminated ambiguity in the 

questionnaire as far as possible to ensure final clarity. 

2- Also, as mentioned above, a covering letter was attached with the questionnaire to 

explain the purpose of the questionnaire, and to let the respondents know that the data 

collected would be used as part of the whole study and not dealt with individually and 

thanking respondents for co-operating. 
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5.6.1.5 Translation of the Questionnaire into Arabic 

In this step, the questionnaire was initially formulated in the researcher's language 

which is Arabic (Appendix 11) and then translated into English (Appendix 12). Help 

was needed from a Ph. D. translator student in Durham University in order to translate 

the wording of the questionnaire accurately. Afterwards, consultation was made with a 

group of Arabic postgraduate students in UK, to verify that the Arabic versions 

accurately conveyed what appeared in the English versions. The consultation asked 

them to remark on the wording, the presentation and the style of the questionnaire. 

Adjusted translation was taken into account relying on the group's comments. After the 

necessary amendments had been made, the final Arabic versions were considered valid 

and copies were printed for use in the pilot study. 

5.6.1.6 Administration of the questionnaire in the main study 

After making all the changes needed to ensure its clarity, the final version of the 

questionnaire was distributed to the sample of the study. 

Without doubt, administration of the questionnaire personally to groups of individuals 

has many advantages such as providing the researcher an opportunity to ensure that all 

the questions were answered and to be able to help the participants in understanding the 

questions that were not clear enough to them. So in order to gather the data of the study 

by administrating the questionnaire, the researcher traveled to Saudi Arabia in the 

period between September and December 2004 with a letter from the Saudi Arabia 

Cultural Bureau in London, as mentioned before, included information about the 

researcher and explaining the purpose of the study (See appendix 3). Most of the 

questionnaires were distributed personally to each school after showing the permission 

letter to the head- teachers. So after their permission the researcher contacted the 
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monitoring teachers. In the Education College at King Faisal University the student 

teachers were contacted when they were gathering for a lecture; the researcher asked 

them to read the covering letter of the questionnaire and answer it with care and 

respect. Also, to make sure, the researcher explained to the student teachers the 

importance of their response to this study and asked them to answer the questionnaire 

individually. The college supervisors were contacted in their offices. Regarding the 

supervisors' and student teachers' questionnaire, some of them were collected 

personally and some returned after answering them to the college administration office. 

On the other hand, the monitoring teachers' questionnaires were gathered personally. 

The researcher took care to point out to all participants that the questionnaires would by 

anonymous. Permission was obtained from the Durham University Ethics Committee to 

conduct the research. 

5.6.1.7 Timing the Questionnaire 

It was important to take into account that the time needed to fill in the questionnaire 

should be reasonable. As Ross (2002) asserts, to minimize the number of non-returns 

the researcher must bear in mind to keep the questionnaire as short as possible, because 

the researcher is asking for a person's time. For example, as happened to the researcher 

when distributing the questionnaire, some student teacher were very frank to say that " 

we do not have a time to reply to the questionnaire", and the same thing happened with 

some co-operating teachers. So to eliminate the feeling that the questionnaire was too 

long, which would impact on the participants' co-operation, the researcher took care to 

design the questionnaire to be attractive in its appearance, and according to Ross' 

advice a professional product usually gets professional results. Also the researcher 

asked three student teachers, co-operating teachers and supervisors to answer the 

questionnaire as a pilot, to find out any ambiguities and to indicate how long it took to 
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answer the questionnaire. The questionnaire took about 20-25 minutes to answer, with 

special attention paid to the student teachers to find out their ability to understand the 

questionnaire. 

5.6.2 Interview 

As mentioned earlier, the researcher intended to use the interview as an instrument to 

support the questionnaire. Interviews were held with the supervisors, co-operating 

teachers and student teachers. A semi-structured interview was chosen for this study to 

give the interviewees more freedom and flexibility to talk without any impact from the 

researcher to push them to say what the researcher would like to hear. The information 

obtained through interview was intended to complement that provided by the 

questionnaire, allowing the researcher to explore issues in more depth and profoundly. 

As Wellington (2006: 71) states, "we can probe an interviewee's thoughts, values, 

prejudices, perceptions, views, feelings and perspectives. We can also elicit their 

version or their account ofsituations which they may have lived or taught through: his 

- or her - story". Cohen, et al (2000) comment that a face to face interview allows the 

interviewer to promote the interviewees and to help them to probe more deeply into a 

problem. 

The interview is a record of the other's voice to allow them to express their feeling and 

point of view. Interviewing can furnish rich sources of data about peoples' experiences 

opinions, aspirations and feeling (May, 1993). 

Interviews allow either interviewer or interviewees to dispute their perception of their 

living world and express how they regard situations in the light of their own viewpoint 

(Cohen ct. al. 2000). Baker and Johnson (1998) supported this concept as they argue 
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that the interview is a medium which shows people's knowledge of cultural forms 

which are laid in the cultural stores of all contributors. 

The location where the interview is placed can be important and has an impact on how 

the interviews should be implemented. For that reason in some studies some of the 

interviews take place in or away from the workplace regarding the interviewees' 

wishes. 

In education, interviews in which both parties in most cases want to see each other to 

have a conversation about human affairs, is still the most frequent fann of discourse. 

So applying an interview in a comfortable place with relaxed surroundings. might be 

very helpful. Therefore the inevitable element is confidentiality, as the interview should 

have privacy. For example, in the case of intervievAng teachers, it may be necessary to 

do this away from their peers or colleagues. The interviewer has to consider the key 

challenge which is "Producing rich and reliable data ..... and it is about knowing what 

you, as interviewer, wish to find out and asking the right questions, in the right way, at 

the right time and in the right order to encourage the interviewee to tell you" (Briggs 

and Coleman, 2007: 215). 

The timing of the interview is a quite a difficult issue, especially if the interview is a 

fundamental part of the data collection. Timing influences the transmission of attitude 

and behaviors so that the respondents should be interviewed as close to the events 

which are being discussed as possible. In an envirorunent such as school, teaching is a 

very busy job and lots of events occur everyday which the teachers must deal with 

effectively. Therefore, a short time at the end of school day to interview teachers may 

cause a limitation of the information that the researcher is keen to gather, and there may 

be a failure to have an in-depth discussion because there is no time to relax and discuss 
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the issue related to the study properly (Bell, 1999 and Breakwell, 1990). Therefore the 

researcher arranged an appropriate appointment with the school administration to 

interview co-operating teachers, for the sake of avoiding any pressure or inconvenient 

impact on the co-operating teachers which would affect the interview. 

Bias is always a factor when carrying out an interview because "interviews are 

interpersonal, humans interacting with humans, it is inevitable that the researcher will 

have some influence on the interviewee and thereby, on the data " (Hitchcock, and 

Hughes, 1989, cited in Cohen et al, 2000: 121). It is also almost impossible to eliminate 

bias entirely. If you are aware that you hold strong views about some aspect of the 

topic, it is necessary to be particularly careful about the way questions are asked or 

worded, as it is easy to lead in an interview (Wellington, 2006). Also, the order of the 

questions will affect what people have in mind when they answer each one, and this 

may influence what they say (Drever, 1997). Al-Asaf (1995) suggests that the 

interviewers must think carefully about how the schedule is sequenced as questions are 

formulated in advance, to keep the interview focused. However, it is more important 

that the core of the question is maintained, than the exact words are used. Zabar (1997) 

talks about three important ethnographic elements which the interviewer should pay 

attention to during interviewing they are: 

9 Explicit goal: bear in mind that the interview has a goal and is not just friendly 

chat; 

Offer and accept ethnographic explanations to provoke a reaction; 

Employ ethnographic questions. 

5.6.2.1 Types of Interview 

(Cohen et. al, 2000) defined four types of interviews which are: 
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1. Structured interview; 

2. Unstructured interview; 

3. Non directed interview; and 

4. Focused interview. 

May (1993) describe the non directive interview as semi-structured. Structured 

interviews, in which the content and procedures are organized in advance, may result in 

some restrictions in the data collection, since the interviewer is left little freedom to 

make modifications (Cohen et. al. 2000). 

This type involve a series of closed fonn questions that either have Yes-No answers or 

might be answered by selecting from between a set of short answer choices. The second 

type which is the unstructured interview provides plenty of flexibility and freedom, as 

it does not involve a detailed interview guide. The interviewer asks questions which 

gradually lead the respondent to give the required information (Borg and Gall, 1996). 

The danger here however is that the interview does not focus enough on the required 

topics. 

Semi-structured interviews encourage people to talk at some length and in their own 

way within certain guidelines. It gives the participants permit to talk freely about what 

is of central importance to them, but also ensures that all topics of importance to the 

study are discussed (Bell, 1999). This sort of interviewing is made up of a series of 

structured questions followed by probing more deeply using open form questions to 

achieve extra information (Borg and Gall, 1996). 

Semi- structured interviews were used, in the sense that interviewees were asked to 

state their opinions, which are relevant to the study, through questions applied by the 

interviewer. 
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The general and the main reasons for using this kind of interview were to encourage the 

interviewees to talk at some length and in their own way, and to allow the researcher to 

obtain in-depth and specific information from the participants involved in the study. So 

a semi- structured interview was ideal, 

This is the case in the present study, where the researcher's experience and the 

objectives of the study contributed to the identification of issues to be addressed in the 

interviews. 

5.6.2.2 The Purposes of the Interview 

The interview can serve many and varied purposes. It can be used as a prime tool to 

obtain information through direct contact with research objectives. Tuckman (1972) 

cited in Cohen et. al, (2000: 268) says it provides "access to what is inside a person's 

head" as it makes it contingent to gauge a person's knowledge, beliefs and value. 

Also it may be utilized to either examine hypotheses or suggest new ones, or like an 

interpretive tool to assist identify variables and correlations. In addition, the interview 

might be employed when combined with other methods to follow up unexpected 

conclusions, validate and strengthen other methods, or to go profoundly into the 

motivation of respondents and their causes for such responses. 

In the interview the interviewer is free to modify the sequence of questions, change the 

wording, explain them or add to them, because respondents have become more 

involved and hence, motivated to answer the questions. Interviews involve gathering of 

data through direct verbal interaction between individuals, and it allows for greater 

depth than is the case with other methods. 
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5.6.2.3 Validation of the interview schedule 

As was the case with the questionnaire, the content validity of the schedule of the 

interview was assessed by several steps: first over all discussion with the supervisors 

around the wording and sequences of the questions aimed to clear any ambiguity in the 

interviews' questions and modify the sequences of them. As Wellington (2006: 76) 

argues for " the careful use of language, e. g. avoidance ofjargon and careful phrasing. 

The questions need to make sense and be unambiguous" The second step was the 

researcher's effort to ensure validity by consulting Al- Raid (a postgraduate Arabic 

student in English department at Durham University from Imam Mohamed Bin Saud 

University) who checked the accuracy of Arabic - English translation to ensure that the 

English versions of the interviews retained the questions' Arabic meaning and were as 

simple as possible to comprehend. Finally, the researcher explained the purpose of the 

interview, and that the personal information would be confidential, also the data 

collected would be used as part of the whole study and not dealt with individually. In 

addition, the researcher referred to all respondents their right to feel free to withdraw 

from the interview, and thanked respondents for co-operating. 

5.6.2.4 Procedure for conducting the interview 

The interviews were conducted in middle of November 2004. The reason for choosing 

this time is that all respondents, specially the student teachers, had got used to and had 

a clear picture of the teaching practice process. The researcher took into account the 

need to establish a good rapport with the interviewees as this is an essential element for 

conducting the interviews. As Briggs and Coleman (2007: 216) asserted " Skilful 

interviewing requires interviewers to mange themselves and those they interview 

effectively ... .... It is also getting the relationship right... try to establish rapport and 

neutrality. ". So the researcher commenced the interview by explaining to the 
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interviewees the objectives of the interview. After that the researcher informed the 

interviewee that all the information would be confidential and would be used only for 

the purpose of the present research. Each question was asked in turn with follow-up, 

and before moving to the next question the participant had been given enough time to 

give a full and considered answer. At the end of the interview, the research thanked and 

appreciated the interviewees for their co-operation. 

In order to get ethics approval from the Durham committee, an application form was 

completed. 

A permission letter was received from the Saudi Arabian Cultural Bureau in the United 

Kingdom to clarify that the researcher was a PhD student in Durham University in 

England and needed help in collecting data. (See appendix 3) 

The main purposes of gaining permission were to give the interviews its official aspect, 

gain access to collected data and ensure co-operation from interviewees. 

The researcher started the interview after explaining several concepts to the 

interviewees which were: 

9 The aims of the interview; 

e The fact that all the information would be confidential; and 

* The collected information would be used onlY for the purpose of the present 

research. 

Then, the researcher commenced interviewing the participant by asking the interview 

questions in turn, bearing in mind to allow to the participant to give a full and 

considered answer before moving on to the next. At the end of each interview the 

researcher took into account two steps: firstly the researcher asked the participants if 
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there was anything they would like to ask the researcher, and secondly thanked the 

participants for their co-operation. 

5.6.2.5 Recording of the interview data 

The researcher recorded the responses immediately by writing each answer carefully as 

the respondent answered it (Appendix 13), and in the case of ambiguous answers, the 

researcher asked the interviewee for more explanation. At first tape-recording was 

discussed with the interviewees before starting interviewing them to gain their consent 

about taping their response. Unfortunately the interviewees were reluctant to use this 

method of recording data. That has to do with the nature of the conservative society of 

Saudi Arabia. However the researcher on reflection felt this type of recording might 

cause an inconvenient situation and constrain the respondent, so the researcher 

eliminated this procedure and instead used the taking notes procedure. As Cohen et al. 

(2000: 281) cited "It might be less threatening not to have any'mechanical means of 

recording the interview". Thus, in respect of creating a comfortable atmosphere, the 

researcher considered every element to provide these surroundings. 

The translation of each of the interviews from Arabic to English took place after 

discussions with supervisors regarding defining which parts from the interviews need to 

be translated. The researcher then embarked on translating the important information to 

be used as quotations to illustrate the ideas. According to the accuracy, the translation 

was checked from some specialist in translation to ensure that the translation of the 

interviews was appropriate. 

5.6.2.6 Interpreting interviews 

Interpreting interviews is a complex and vital process, since it is often an attempt to 

make tacit ideas explicit. This process is very beneficial in learning about attitudes, 
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culture and values. The interpreting process often results in a deeper understanding of 

society or its institutions, ways of attitudes and thinking. The data which was produced 

from interpreting the interviews supported the data generated from the questionnaire, so 

that is a process of checking the validity of the data drawn from one source against 

information and data evolved from different sources or from using other kinds of 

methods as pointed out by Burgess (199 1). 

As mentioned above, the process of interpreting the interviews is a complicated one, as 

the researcher tried to see beneath the comments and expressions of the interviewees. 

In addition, the researcher attempted to interpret what the interviewees said in the light 

of several considerations such as, the experience, education, and values of the 

interviewees. Also the researcher kept in mind the way the interviewees responded 

whether or not they had strong feelings involved regarding the issue under discussion. 

Also it is worth mentioning that the researcher constructed some graphs to compare the 

sample groups on their responses to some of the interview questions, ones which were 

appropriate for using a graph form The questions numbered 3,4,6 and 9 in the 

supervisors and mentoring teachers' interview questions schedule, while the same 

questions with different numbers in the student teachers interview questions schedule 

(2,3,5, and 8) were suitable for this purpose; whereas the responses to the rest of the 

questions have been reported but not included in the graphs ( see appendixes 7,8,9 

and 10). The reason for the exemption of these questions is the difficulty of applying 

the data which was generated from them in graphic form, as the responses to these 

questions were not appropriate to implement the comparison. 
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5.7 Pilot study 

"The use qa pilot study is still essential" (Wellington, 2006: 105). This is the most ?f 

important step for both validity and reliability of data gathering instruments. This step 

served as a means of seeing how clear was the design of the research instruments and 

planning procedures before embarking on the main fieldwork. As Briggs and Coleman 

(2007; 232) confirmed "No matter how bus you are, all data-collecting instruments y 

have to be piloted. You may have consulted everybody, but it is only when a group 

similar to your main population completes your questionnaire and provides feedback 

that you know for sure that all is well. Ifyou can not find a similar group, then ask 

friends, colleagues, anyone you can get hold of ". The aim for conducting this step was 

to assess the wording, order, length and structure of the items. As a consequence this 

led to pinpointing whether the purpose of the study could be adequately covered by the 

instruments; the amount of time and effort to produce a comprehensive questionnaire is 

very important as Wellington (2006) mentioned. There is a sufficient reason to conduct 

this step as Briggs and Coleman (2007: 232) pointed out "your dissertation may well 

require more sophisticated analysis and that would need to be tried out before 

questionnaires are distributed". So piloting the questionnaire facilitates how to deal 

with recording and analysis. Pilot studies are carried out with fewer participants than 

would be employed in the main study. Youngman (1979) mentioned this point by 

saying that the pilot study concerns the questionnaire, rather than the sample, so it 

normally involves a small sample of the main study. 

The researcher conducted the pilot study in Saudi Arabia consisting of two supervisors, 

two monitor teachers and four student teachers to be sure about the consistency and 

accuracy of the questionnaire and interview questions. 
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5.7.1 Reliability of the instrument 

To put it simply, the concept of reliability is a synonym for consistency. It is concerned 

with precision and accuracy. Joppe (2000: 1) defines reliability as follows: 

".... the extent to which results are consistent over time and an accurate representation 

of the total population under study is referred to as reliability and if the results of a 

study can be reproduced under a similar methodology, then the research instrument is 

considered to be reliable" . Cohen et al. (2000) confirmed that for research to be 

reliable it must demonstrate that if it were to be carried out on a similar group of 

respondents in a similar context, then similar results would be found. Bell (1999) 

explained the conception of reliability as the extent to which a test or procedure 

generates similar outcomes under constant circumstances on all occasions. 

Abedat, et. al. (2000) and Cohen, et. al. (2000) pointed that there are four basic methods 

of estimating reliability: 

1. Test- retest which is the stability of the test scores over some given period 

of time; 

2. Equivalent- forms method which the consistency of the test score over 

different forms of the test; 

3. Test- retest with equivalent forms which is the consistency of test scores 

over both a time pause and different forms of the test; and 

4. Internal consistency methods which demands the instrument or tests be run 

once through the split-half method. 

It was not felt necessary to use these techniques for this particular study. The fact that 

three groups of respondents (student teachers, supervisors, and monitoring teachers) 
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were used is considered as three sources of data as a form of triangulation to overcome 

the weakness and the problems that come from a single method. Patton (2002: 247) 

advocates the use of triangulation by stating "triangulation strengthens a study by 

combining methods. This can mean using several kinds of methods or data, including 

using both qualitative and quantitative approaches". In addition, in this study both 

qualitative and quantitative data were used related to the same areas of enquiry, proving 

another useful source of comparison. 

5.8 The statistical methods 

The data which emerged from the research instruments, the questionnaires, was 

analyzed by using SPSS (Statistical Package for Social Sciences). 

It is essential to consult and know the opinion of statistical specialists regarding the 

analysis of the data who is in this case Dr Abdullah Al- Najar at King Faisal University. 

After his consultation the suitable statistical instrument for this study was determined. 

Therefore, the current research used the following statistical tools to analyze the data of 

the study: 

1. Frequencies and the percentages in order to describe the sample of the study. 

2. ANOVA analysis was carried out using the Statistical Package for Social 

Sciences (SPSS) to explore if there were any significant differences among 

the groups according to number of credit hours students teachers had in that 

semester, major field and length of study at the University regarding their 

opinions on the effect of the education programme on the teaching skills 

under investigation. 
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3. T-tests were carried out using the Statistical Package for Social Sciences 

(SPSS) to explore if there were any significant differences among student 

teachers, supervisors and monitoring teachers regarding their opinions on how 

well or poor the education programme succeeded in preparing students. 

5.9 Conclusion 

The aim of this chapter was to provide the reader with a clear picture of the research 

objectives and its instruments which were used in this research. So this chapter has 

outlined the research methods and justified the reason for employing these methods. 

Also it has indicated the advantages and disadvantages of thern. The design of the 

questionnaire permits statistical analysis of the attitudes of the study samples. The 

interpretation of these analyses does not depend alone on questionnaire data. The study 

was complemented with in-depth interviews. These are interpreted against a 

background understanding of Education policy in Saudi Arabia. The results of the 

analyses of the questionnaire and interviews will be in the next chapters respectively. 
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Chapter six 
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Chapter Six 

Analysis of Questionnaires 

6.1 Introduction 

The data in this chapter was obtained by means of questionnaires. The first section of 

the questionnaire obtained general personal information from the participants. Such 

data helped to create a profile of the study sample in order to help later to explain their 

opinions about the education programme to see if these were related. It also helped to 

ensure that there was a spread of different experiences and backgrounds in the sample. 

The second, third and fourth sections obtained information about teaching skills, 

teaching practice and knowledge and understanding in an attempt to assess the practical 

education programme of King Faisal University, Saudi Arabia. Student teachers, 

supervisors and monitoring teachers were involved in this study. The results were 

collated using SPSS for Windows. The Arabic and English versions of the 

questionnaires are set out in Appendix 11. 

6.2 Personal Information 

In this section, the personal data collected from the questionnaires are reported. The 

account covers student teachers, supervisors and monitoring teachers. 

6.2.1 Student Teachers 

Distribution of sample by major field revealed that out of the total population of 147 

student teachers 117 (79%) responded to this questionnaire. 

Table 6.1 shows that out of the 117 respondents, 15,31,41 and 30 of them were 

specialists in Islamic culture, Arabic language, Social Science and History 
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respectively. Only nine of them started their studies in 1998, while the majority (58) 

started in 2000. Duration of study ranged from 4 to 7 years. Most of the respondents 

(53.8%) spent from 4 to 4.5 years and 37.6% spent from 5 to 5.5 years. Only 8.5% 

spent between 6 and 7 years. Three stages of practice (primary, middle and secondary 

schools) were covered by the respondents in the proportion of 38.5,26.5 and 35% 

respectively. The majority of respondents (53%) were registered for 4 hours or less 

with teaching practice (which accounted for 8 hours in the registration form, but in 

reality, full five teaching days at school), and 17.1% were registered for more than 4 

hours with practical education. The rest were registered only for teaching practice 

which accounted for 8 hours. All these variables will be considered in the analysis. 

Table 6.1 Background details on student teachers (trainee) 

Tersonal Information (Student teachýrý)ý-l 17 I Frequcncy- Perccnt 

Specialization 
Islamic Culture 15 12.8 
Arabic Language 31 26.5 
Social Science 41 35.0 
History 30 25.6 

Year of Enrolment at King Faisal University 
1998 9 7.7 
1999 32 27.4 
2000 58 49.6 
2001 18 15.4 

Number of Years of Study 
4 to 4.5 63 53.8 
5 to 5.5 44_ 37.6 
6 to 7 10 8.5 

Grade level in which Teaching Practice Takes place 
Primary School 45 38.5 
Middle School 31 26.5 
Secondary School 41 35.0 

Numbcr of credit hours of teach ing_p ractice in this scmester 
Only Practical Education 35 29.9 
Less than -4 hours with PractiCal Education 62 d 53.0 
More than 4 hours with Practical Education 20 

_L7.1__] 
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6.2.2 Supervisors 

Out of 18 supervisors, 14 (77.8%) responded to this questionnaire. Table 6.2 shows that 

six of the supervisors had a PhD degree, while five had a bachelor degree. Only three 

supervisors had an MA degree. Half of the respondents had one to three years of 

experience in supervision. Five supervisors had long experience exceeding six years in 

supervision. The largest number of supervisors (6) taught two subjects. The rest taught 

either one subject or more than two. All supervisors supervised less than 15 student 

teachers except one supervisor who supervised between 15 and 20 student teachers. 

Table 6.2 Backeround details on sunervisors 

Personal Information (Supervisors) n=14 Frequency Percent 
mmwý 

Supervisors' Qualification 
Bachelor Degree 5 35.7 
Master Degree 3 21.4 
Doctoral Degree 6 42.9 

Number of Years of Experience in supervision 
1-3 7 50.0 
4-6 2 14.3 
Over 6 5 35.7 

Number of Subjects the Supervisor teaches 
One 2 14.3 
Two 6 42.9 
Three 3 21.4 
Four 1 7.1 
Five 2 14.3 

Number of student teachers the Supervisor supervises 
Less than - 15 students 13 92.9 
From 15 to 20 student 1 7.1 

6.2.3 Monitoring teachers 

Out of 43 monitoring teachers 31 (72%) responded to this questionnaire. Table 6.3 

shows that the monitoring teachers reasonably cover the three grade levels of schools in 

teaching. The majority of monitoring teachers (21) had more than six years of 

experience in teaching and only one had an experience between one and three years. 
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However, the data on the number of years of monitoring show that the number of 

monitoring teachers were divided closely between the two groups of years (four years 

or less and more than four years). Similarly monitoring teachers are divided between 

teaching either two subjects or less or more than two subjects. While thirteen 

monitoring teachers teach 150 or less pupils, eighteen teach more than 150 pupils. 

Twelve monitoring teachers monitor 4 students or less while nineteen monitors more 

than 4. 

Table 6.3 Backaround details on monitorine teachers 
Personal Information (Monitoring Teachers) iiý-=-ý3-1 Frequency Percent 

Grade level Monitoring Teachers teach 
Primary school 14 45.2 
Secondary school 7 22.6 
High school 10 32.3 

_Number 
of Years of Experience in Teaching 

1-3 1 3.2 
4-6 9 29.0 
Over 6 21 67.7 

Number of years of monitoring 
_ _ Four Years or Less 14 45.2 

More than Four Years 17 54.8 
Number of Subjects the Monitoring Teachers teaches 

Two Subjects or Less Is 
_ 

48.4 
More than Two Subjects 16 51.6 

Number of pupils the Monitoring Teachers teaches 
150 or Less 13 41.9 
More than 150 18 58.1 

_Number 
of students the Monitoring Teachers monitor - - Four or Less 12 38.7 

More than Four 19 61.3 

6.3 Teaching skills 

This part of the questionnaire was designed to determine views on the effectiveness of 

the teacher preparation programme at King Faisal University on teaching skills. 

Respondents were asked to indicate their opinions on how well the education 

programme prepared students for teaching attached to each item of teaching skills using 
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a I'Mir-point scalc. ranging from veý" /1"(71("I'd to VVIT "'('// /"*(71(1"('(/. 1 11c 111c, "I 

responses were COMPLIted by assigning a nunicric value of' I to the verv pool-1v 

prepit-ed rat in gs, 2 to tllcpooi-ývpvp(nvd, 3 to thc wv// pi-elmi-edand 4 tot tic vet-v it-(, // 

prepit-ed These values were each multiplied by the number of' respondents selecting 

each rating and the resultant totals divided by the number of' respondents in the 

category. The opinions are set out in ranked order of' the mean response values in the 

f'Ollowing tables. So that the relative preparation of' the programme attached to the 

variOLIS (on the 4-point response scale) could he readily gauged the 1`611owing rule of 

thumb was applied. 

3.01 or higher Very N%ell prepared 

2.01 to 3.00 Moderately prepared 

2. () () () rIcý,,, Poorlý prcparcd 

Tables 6.4,6.5 and 6.6 show the frequency of each categorical response in the scale as 

collected from student teachers, supervisors and monitoring teachers' questionnaircs 

respectively. The response mean and standard deviation are also sho%%n in the table. 

6.3.1 Student teachers 

It is clear 1rom Table 6.4 that the top live items attracted means In excess of' .;. ()I 

indicating that, from the students' perspective, the teacher edUcation programme 

prepared students vety well to improve competence in designing and producing 

teaching aids, competence in organiAng and teaching the lesson, competence in 

developing student teachers own SLIh. jCCt, COIIIPCtC[ICC in handling text hooks 

appropriately and competence in constrLICtIng an appropriate lesson plan. 

Competence in designing and producing teaching aids or instructlonN was the 1110st 

improved item by the education programme in the vie%v ol'studoit teacher, A total of' 
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109 responses (93%) indicated that the teacher education programme was thought to 

have prepared the students "well" or "very well" with regard to this item. Figure 6.1 

shows the proportion of responses as percentage. 

There were 14 items which the student teachers saw as moderately improved by the 

teacher education programme (means of 2.094 to 2.9145). Figure 6.2 shows the 

proportion of responses for competence in understanding and building schemes of work 

as an item in the middle of this group. 

It is also clear from Table 6.4 that the teacher education programme was thought to 

prepared students 'poorly' with regard to improving competence in using ICT 

available in school, competence in solving student problems in class and in 

differentiating schemes of work to fit individuals with different abilities (means 1.4359 

to 

It is clear that competence in using ICT available in school is considered the least 

improved by the education programme in the view of student teachers. The proportion 

of responses as percentage of this item is shown in figure 6.3. 
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Table 6.4 Student teachers rating on teaching skills 

Rank Statement (itern no. ) 
Very ý ý Very ý, td 
Poorly Poorly Well well Mean Deviation 

Competence in designing and produce 
I teaching aids or instructions (22). 1 7 55 54 3.1846 0.6412 

Competence in developing student teacher 
2 in their subject (I). 0 11 78 28 3.14533 0.56117 

Competence in organizing and teaching 
3 the lesson. (7) 2 10 74 -3 1 3-1453 

_0.633334 Competence in handling text books 
4 appropriately (15). 15 64 33 5 3.1197 0.72114 

Competence in construý-ti-ngan 
5 appropriate lesson plan (5). 1 17 74 26 3.0855 0.62597 

Competence in developing the learning 
6 objectives of the subject to be taught (2). 7 21 64 25 2.9145 0.79408 

Competence in managing the timing of the _ 
7 lesson. (9) 1 41 50 25 2.8462 0.7 6 133 

Competence in evaluating students' 
8 performance (13). 1 35 67 14 2.8034 0.64647 

Competence in using a variety f teaches 
9 styles (4). 15 47 39 16 2.4786 0.88667 

Competence in using school facilities for 
10 example, the I ibrary (2 1 ). 11 54 1 41 11 2.4444 0.79269 

Competence in formulating questions to 
II evaluate pupils' understanding (II _3 51 433 10 1 2.4274 0.80211 

Competence in understanding and 
12 1 building schemes of work (16). 17 47 41 12 2.4103 3 0.86257 

Competence in understanding and putting 
.3 the scheme of work into practice (17). 11 1 633 33 7 6 23248 0.71714 

Competence in writing differentiated 
14 questions for tests ( 14). 15 57 

-38 
7 2.3 3 162 0.77292 

Competence in classroom management 
15 (8). 12 71 20 14 2.3 )077 0.8143333_ 

Competence in choosing and using 
16 resources (20). 9 69 

1 33 6 2.3 077 0.6881 
Competence in using various types of 

17 assessment ( 12). 17 59 3) 4 7 2.265 0.78117 
Competence in distinguishing between 

18 general aims and learning objectives (3). 20 57 M 10 2.2564 0.842-335 
Competence in applying theories of 

19 learning (18). 18 72 25 2 2.094 0.65633 1 
Competence in differentiating scheme 
work to fit individuals with different 

20 abilities (6). )0 60 24 3 2 0.75433 
Competence in solving student problem in 

21 class (10) 40 5 33 1 3 1.888() 0.7954 
Competence in using ICT available in 

22 school ( 19). 68 47 0 II "() 0.5315 

(jrecn: very Well Blue: Moderate Rcd: poorly 
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Very Poorly 
1% 

Poorly 
0/1 

Very well 
46Z ......... 

.......... 

.......... 47% 

Fig. 6.1 Competence in designing and produce teaching aids or instructions 

Very well Very Poorly 
10% 15% 

Well 

O 

35% 
Fborly 
40% 

Fig. 6.2. Competence in understanding and building schemes of work 

Fig. 6.3. Competence in using ICT available in school 

To explore if there were any significant differences among the groups according 

number of credit hours students teachers had in that semester, major field and length of 

study at the University regarding their opinions on the effect of the education 
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programme on the teaching skills under investigation. ANOVA analysis was carried 

out using the Statistical Package for Social Sciences (SPSS). 

Results of the analysis revealed that the number of credit hours had no effect on student 

teachers' views. However, their major field and length of study at the University had 

significant effects on their rating of the teaching skill items. The response mean of the 

Arabic ma . or group (2-64) was significantly higher than the mean of the History major J 

group (2.4). On the other hand only the differences between the shortest duration of 

study (4 - 4.5 years) and the longest duration (6 -7 years) were significant. It seems that 

the longer the students stay in the University they become more negative in their rating 

of the teaching skill items. An explanation for this may be that as they become older 

and more experienced they are less inclined to see the work in this area as valuable. 

6.3.2 Supervisors 

Table 6.5 sets out the corresponding data from the supervisors. In their view the teacher 

preparation programme was considered to prepare the students 'very well' to improve 

six items (means of 3.01 or higher): competence in developing the learning objectives 

of the subject to be taught, competence in organizing and teaching the lesson, 

competence in classroom management, competence in managing the timing of the 

lesson, competence in designing and produce teaching aids or instructions and 

competence in handling text books appropriately. 

Competence in developing the learning objectives of the subject to be taught was the 

item thought to be most improved by the education programme in the view of 

supervisors. All the 14 responses (100%) indicated that the teacher education 

programme was thought to be responsible for preparing them "well" or "very well" to 
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improve this item. There was no reference to "poorly" or "very poorly" prepared as 

shown in figure 6.4. 

Data from the remaining sixteen items indicates that the teacher education programme 

was seen to prepare students moderately. Fig. 6.5 shows the proportion of responses 

for competence in solving student problem in class as an example of this group. 

Perhaps, not surprisingly, according to the supervisors there were no items for which 

they thought the students were poorly prepared. 
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Table 6.5 SUDervisors ratina on teachine skills 

Rank Statement (item no. ) 
Vcr y 
Poorly Poorl Well 

Very 
well Mean 

Std 
Deviation 

I Competence in developing the learning 
0 0 2 12 3.857 0.36314 

objectives of the subject to be taught (2). 

2 Competence in organizing and teaching 0 1 6 7 3.429 0.64621 
the lesson (7). 

3 Competence in classroom management 0 0 9 5 3.357 0.49725 
(8). 

4 Competence in managing the timing of 0 0 9 5 3.357 0.49725 
the lesson (9). 

5 Competence in designing and produce 0 2 7 5 3.214 0.69929 
teaching aids or instructions (22). 

6 Competence in handling text books 
0 0 12 2 3.143 0.36314 

appropriately ( 15). 

7 Competence in developing student 0 2 10 2 3 0.5547 
teacher in their subject (1). 1 

8 Competence in constructing an 1 7 2 4 2.643 1.00821 
appropriate lesson plan (5). 

9 Competence in using various types of 0 8 3 3 2.643 0.8419 
assessment (12). 

10 Competence in using a variety of 0 9 2 3 2.571 0.85163 
teaches styles (4). 

11 Competence in writing differentiated 
1 7 3 3 2.571 0.93761 

questions for tests (14). L 
Competence in understanding and 

12 putting the scheme of work into practice 1 8 3 2 2.429 0.85163 
(17). 1 

13 Competence in using school facilities 
1 7 5 

1 
1 2.429 0.75593 for example, the library (21). 

14 Competence in applying theories of 0 10 3 1 357 2 0.63332 learning (18). . 

15 Competence in solving student problems 2 8 2 2 2.286 0.91387 in class (10). 

16 Competence in formulating questions to 2 7 4 1 286 2 0.82542 
evaluat"upils' understanding (11). . 

17 Competence in evaluating students' 2 8 2 2 286 2 0.91387 
performance (13). . 

18 Competence in choosing and using 2 8 2 2 286 2 0.91387 
resources (20). . 

19 Competence in distinguishing between = 
2 8 3 1 214 2 0.80178 

gener I aims and learning object . 
-- 

L: = 

'20 
Competence in understanding and 2 8 3 1 214 2 0.80178 building schemes of work (16). . 

21 Competence in using ICT available in 
3 6 4 1 214 2 0.89258 

schMQ 9). . 
Competence in differentiating scheme 

22 work to fit individuals with different 3 7 3 1 2.143 0.86444 
abilities (6). 1 

Green: Very Well Blue: Moderate 
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Fig. 6.4 Competence in developing the learning objectives of the subject to be 
taught 
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Fig. 6.5 Competence in solving student problem in class 

6.3.3 Monitoring teachers 

Table 6.6 presents the corresponding response values from the monitoring teachers. In 

their view, the top three were considered to be very positively improved by the 

education programme. In other words the programme prepared students very well with 

regard to competence in handling text books appropriately, competence in managing the 

timing of the lesson and competence in developing the learning objectives of the subject to be 
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taught (means above 3.01). Competence in handling text books appropriately seems to be the 

item most improved by the education programme. Fig. 6.6 shows the proportion of 

responses for this item. 

Thirteen items (means of 2.0968 to 2.8065) were adjudged by the monitoring teachers 

as moderately improved by the teacher education programme Figure 6.7 shows the 

proportion of responses for competence in organizing and teaching the lesson as an item to 

represent this group. 

Six items were seen as being very negatively affected by the teacher education 

programme (means 2 or less). In other words the programme was thought to prepare 

students poorly to improve competence in differentiating schemes of work to fit 

individuals with different abilities, competence in applying theories of learning, 

competence in solving problem in the class, competence in writing differentiated 

questions for tests, competence in understanding and putting the scheme of work into 

practice and competence in using ICT available in school 

It is clear that competence in using ICT available in school appears to be considered the 

least improved by the education programme in the view of the monitoring teachers. The 

proportion of responses as percentage of this item is shown in figure 6.8. 
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Table 6.6 Monitoring teachers rating on teaching skills 

Rank 
ý 

Statement (itern no. ) 
Very 
Poorly Poorly Well Very 

well 
Mean 

Sid 
Deviation 

Competence in handling text books 0 2 20 9 3.2 258 0.56034 
1 appropriately (15). 

Competence in managing the timing of 0 2 21 8 1935 0.54279 
2 the lesson (9). 

Competence in developing the learning 
0 4 18 9 3.161 33 0.63754 

objectives of the subje t to be taught (2). 
- Competence in developing the student 0 11 15 5 2.8065 0.70329 

4 teacher in their subject (I ). 
- Competence in designing and produce 1 7 21 2 2.7742 0.61696 

5 teaching aids or instructions (22). 
Competence in using school facilities for 

1 10 16 4 2.7419 0.72882 
6 example, the library (21). 

Competence in classroom management 0 15 12 4 2.6452 0.70938 
7 (8). 1 - - Competence in distinguishing between 5 9 12 5 2.5484 0.96051 
8 general aims and learning objectives (3). 

Competence in constructing an 4 10 I 4 2.5484 0.8884 
9 appropri e lesson plan (5). 

Competence in organizing and teaching 6 8 Iý 4 2.4839 0.961633 
10 the lesson (7). 

Competence in using a variety of teaches 4 16 8 3226 2 0 833215 
II styles (4). . . 

Competence in formulating questions to 5 15 9 2 2.2581 0.81518 
12 evaluate pupils' understanding (11). 

Competence in understanding and 20 6 2 2258 2 0.71692 
13 building schemes of work (16). . 

_ Competence in evaluating students' 6 14 10 1 2.1935 0.79244 
14 performance (1 -3 )). 

-- Competence in using various types of 24 2 2 2.0968 5089 0.6 
15 assessment ( 12). 

Competence in choosing and using 22 6 0 2.0968 0.5-33882 
16 resources (20). 

Competence in differentiating scheme 
work to fit individuals with different 6 20 4 1 2 0.68' ) 13 

17 abilities (6). 
Competence in applying theories of 5 24 2 0 1 9032 0.47292 

18 learning (18). . 
Competence in solving problem in the 9 19 1 2 1 871 0.76-341 

19 class (10). . 
Competence in writing differentiated 

11 17 0 741() 1 0.633075 
20 questions for tests ( 14). . 

Competence in understanding and 
putting the scheme of work into practice 21 7 0 1.4 111.4 0.67202 

21 (17). 
Competence in using ICT available in 

2 33 8 0 0 1 25 0.4448 22 school (19). . 

Oreen: Very Well Blue: Moderate Red: poorly 
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Fig. 6.8 Competence in using ICT available in school 
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Analysis of variance indicated that there were no significant differences among the 

groups according to the number of subjects they taught, number of pupils they taught, 

number of years of experience and number of students they monitor. 

6.3.4 Overview of the ratings from the three groups 

Table 6.7 sets out the 22 statements numbered in ranked order of the mean response 

values for each group of respondents. 

In general there are some differences in the opinions of the three groups on their 

assessment for the teacher preparation programme as regards what they saw as the 

teaching skills most improved by the preparation programme. Competence in using a 

variety of teaching styles (item number 4) and competence in choosing and using resources 

(item number 20) were recognised by the three groups as moderately improved by the 

programme (with minor differences in the order). At the bottom of the listings for two of the 

three groups and next to bottom for one came competence in using ICT available in school 

(item number 19). 

According to student teachers and supervisors' ratings, competence in organizing and 

teaching the lesson (item number 7), ranked P and 2 nd , respectively. This item was 

seen as relatively less improved by the monitoring teachers and came 1 Oth in the listing. 

Competence in developing the learning objectives of the subject to be taught (item 

number 2), competence in managing the timing of the lesson (item number 9) and 

competence in designing and produce teaching aids or instructions (item number 22) 

were among the top five as rated by supervisors and monitoring teachers. 

In the middle of the ranking came teaching skills such as competence in writing 

differentiated questions for tests (item number 14) and competence in understanding 

and putting the scheme of work into practice (item number 17) as rated by student 
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teachers and supervisors. Similarly rating of competence in formulating questions to 

evaluate pupils' understanding (item number 11) and competence in understanding and 

building schemes of work (item number 16) were in agreement by student teachers and 

monitoring teachers. Supervisors and monitoring teachers perceived the influence of 

the education programme on competence in constructing an appropriate lesson plan 

(item number 5) almost similar. 

Near the bottom of the rankings (of student and supervisor ratings) came competence in 

distinguishing between general aims and learning objectives (item number 3) and 

competence in differentiating schemes of work to fit individuals with different abilities 

(item number 6). These items appeared to acquire much the same improvement by the 

programme in view of student teachers and supervisors. Competence in solving 

problem in the class (item number 10) and competence in applying theories of learning 

(item number 18) were rated close to the bottom of the rank by student teachers and 

monitoring teachers. 
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Table 6.7 Teaching skills statements as rated by the three groups 

Rank 
Student teachers 
N=l 17 

Supervisors 
N=14 

monitoring teachers 
N=31 

Item Number 
2 

2 7 9 
3 7 8 2 
4 15 9 1 
5 5 22 22 
6 2 15 21 
7 9 1 8 
8 13 5 3 
9 4 12 5 
10 21 4 7 
11 11 14 4 
12 16 17 11 
13 17 21 16 
14 14 18 13 
15 8 10 12 
16 20 11 20 
17 12 13 6 
18 3 20 18 
19 18 3 10 
20 6 16 14 
21 17 
22 6 1 

Grccn: Very Well Blue: Moderate Rcd: poorly 

In summary, it can be said that there was only moderate agreement between student 

teachers, supervisors and monitoring teachers in their assessment of the teacher 

preparation programme regarding teaching skills, perhaps suggesting differences in 

their respective professional perceptions. The only skill that was rated by all three 

groups as being very well prepared was 15 (competence in handling text books). Items 

14 (competence in writing differentiated qUestions for tests), 17 (competence in 

understanding and putting a scheme of work into practice) and 12 (competence in 

various types of assessment) were among the items ranked differently by supervisors 

and monitoring teachers. It may indicate that there is insufficient common solid ground 
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or basis for shared working practices particularly between the supervisors and 

monitoring teachers where it might have been expected that perceptions would have 

had more in common. However, the issues which caused most concern among the three 

groups that need to be improved were: 

o ICT 

e Classroom management; 

* Lesson plan competences; 

* Applying theory to practice; 

9 Evaluation and assessment. 

To explore if there were any significant differences among student teachers, 

supervisors and monitoring teachers regarding their opinions on how well or poor the 

teachers preparation programme was prepared to improve teaching skills, Wests were 

carried out using the Statistical Package for Social Sciences (SPSS). Table 6,8 presents 

the means, standard deviations and the significant levels of inter-category mean 

differences. 
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Table 6.8 Comparison of the teaching skills ratings by the three' groups. 

I- Student 2- 3 Monitoring Significance of Teaching skills teachers Supervisors teachers West differences 
(N= 17) (N 14) (N=31) 

M SD M SD M SD 1-2 1-3 2-3 
Competence in developing your own 3.145 0 561 3 0 555 2 807 0.703 ns ns 
subject. . . . 
Competence in developing the 
learning objectives of the subject to be 2.915 0.794 3.857 0.363 3.161 0.638 ns 
taught. 
Competence in distinguishing between 
general aims and learning objectives. 

2.256 0.842 2.214 0.802 2.548 0.961 ns ns 

Competence in using a variety of 
teaching styles. 

2.479 0.887 2.571 0.852 
I 

2.323 0.832 ns ns ns 

Competence in constructing an 3.086 626 0 643 2 1 008 548 2 0 888 ns 
appropriate lesson plan. . . . . . 
Competence in differentiating scheme 
work to fit individuals with different 2.000 0.754 2.143 0.864 2.000 0.683 ns ns ns 
abilities. I Competence in organizing and 3.145 0 633 3 429 646 0 2 484 0 962 ns teaching the lesson. . . . . . 
Competence in classroom 2.308 0.814 3.357 0.497 2.645 0.709 
management. 
Competence in managing the timing 2 846 761 0 3 357 0 497 194 3 0 543 ns 
of the lesson. . . - . . . . 
Competence in solving the student 1 889 0 785 2 286 0 914 871 1 763 0 ns ns 
problem in class . . . . . . 

I - Competence in formulating questions 
to evaluate pupils' understanding. 

2.427 0.802 2.286 0.825 2.258 0.815 ns ns ns 

Competence in using various types of 2.265 0.781 2.643 0 842 2.097 0.651 ns 
assessment. . I I- 
Competence in evaluating students' 2.803 0 646 286 2 0 914 194 2 0.792 ns 

I 

performance. . . . . 
Competence in writing differentiated 

2 316 0 773 2 571 0 938 742 1 0.631 ns 
questions for tests. . . . . . 
Competence in handling text books 

i t l 3.120 0.721 3.143 0.363 3.226 0.560 ns ns ns 
appropr a e y. 
Competence in understanding and 
building schemes of work. 

2.410 0.863 2.214 0.802 2.226 0.717 ns ns ns 

Competence in understanding and 
putting the scheme of work into 2.325 0.717 2.429 0.852 1.419 0.672 ns 
practice. 
Competence in applying theories of 2.094 0.656 2 357 0 633 1 903 0.473 ns ns 

I 

learning. I . . I . I 
Competence in using ICT available in 

1.436 532 0 2 214 0 893 258 1 445 0 
school. . . . . . 
Competence in choosing and using 2.308 0.688 2.286 0.914 2.097 0.539 ns ns ns 
resources. 
Competence in using school facilities 
for example, the library. 2.444 0.793 2.429 0.756 2.742 0.729 ns ns 

Competence in designing and produce 
teaching aids or instructions. 3385 0.641 3.214 0.699 2.774 0.61q ns 

ns = not significant *=p<0.05 **=P<0.01 ***=P<0.001 
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These results show that the majority of the differences in means were not significant 

(37/66). Out of the 29 items that produced significant differences, eight were between 

the students and supervisors, twelve between the students and the monitoring teachers 

and nine between the supervisors and monitoring teachers. 

The higher mean came from students in 4 cases, from supervisors in 10 cases and from 

monitoring teachers only in 2 cases. At 17 cases differences in means were significant 

at p<0.001,6 cases at p<O. 01 and 5 cases at p<O. 05. 

It is interesting to note that of the 18 items where differences were not significant 

between the three groups, means ranged between 2.00 and 2.571 and only one mean 

reached 3.226. 

The teachers' preparation programme did not prepare students very well to improve 

most of the teaching skills studied. 

6.4 Teaching practice 

Central to the questionnaire survey was a series of items relating to teaching practice. 

They were set out as 17 items to determine the degree of satisfaction of student 

teachers, supervisors and monitoring teachers about the teacher preparation programme 

at King Faisal University regarding teaching practice. Respondents were asked to 

indicate their opinions on the teachers' preparation programme attached to each item of 

teaching practice using a four-point scale, ranging from very dissatisfied, or strongly 

disagree to very satisfied, or strongly agree. As was the case with the analysis with the 

teaching skills, the results are presented as the mean response values obtained for each 

of the 17 items from the three categories of respondent. So that the relative satisfaction 
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attached by respondents to the various teaching practice items (4-point response scale) 

could be readily gauged, the following rule was applied to the mean response values. 

3.01 or higher of particular satisfaction or particular agreement 

2.01 to 3.00 of some satisfaction or some agreement 

2.00 or less of relatively little satisfaction or relatively little agreement 

Tables 6.9,6.10 and 6.11 show the frequency of each categorical response in the scale 

as collected from student teachers, supervisors and monitoring teachers' questionnaires 

respectively. The response mean and standard deviation are also shown in the table. 

As described in the methodology chapter the questionnaire was designed and 

distributed in Arabic. Some explanation is therefore needed with regard to the 

headings on the questionnaire which in English require alternative responses e. g. 'Very 

Dissatisfied' Or 'Strongly Disagree' to convey the meaning. 

6.4.1 Student Teachers 

Table 6.9 shows that only three items attracted means in excess of 3.01 suggesting 

student teachers saw these as of particular satisfaction or particular agreement including 

the negative statement that 'the relationship between the supervisor and student teacher 

is governed by assessment', as well as 'dealing with the school administration in a 

correct manner' and 'applying methods learned in methodology courses'. A total of 

one-hundred and four responses (88.9%) indicated that the teacher education 

programme was responsible for either a "satisfied, or agree" or "very satisfied, or 

strongly agree" positive influence on the statement "the relationship between the 

supervisor and student teacher is governed by assessment" (Table 6.9 and Fig. 6.9). 

Only 13 recipients (11.1%) indicated a response of "very dissatisfied, or strongly 
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disagree" or "dissatisfied, or disagree" to this question item. The mean (3.37) indicates 

a generally very strong agreement in response to the item, indicating a negative view. 

The findings of these responses show that this item was the most asserted item in 

relation to the education programme in the view of student teachers. 

There were II items which the student teachers saw as of some satisfaclion or of some 

agreement as a result of improvement by the teacher education programme (means of 

2.0256 to 2.8803). Figure 6.10 shows the proportion of responses for 'dealing with 

students taking into account the individual differences among them'. 

Three teaching practices statements were seen as of relatively little satisfaction or 

relatively little agreement, that is clear from Table 6.9. The teacher education 

programme is of relatively little satisfaction (means 1.5431 to 1.8462) in the opinion of 

student teachers regarding improving opportunity for the student teacher to develop 

their confidence as a teacher, opportunity for the student teacher to attend school 

meetings, and opportunity for the student teacher to communicate sensitively and 

effectively with parents. 

It is clear that opportunity for the student teacher to communicate sensitively and 

effectively with parents appears to be considered the least improved by the education 

programme in the view of student teachers. The proportion of responses as percentage 

of this item is shown in figure 6.11. 
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Table 6.9 Student teachers rating on teaching practice 

Vcr-N Very 
Dissatisfied Dissatisfied Satisfied Satisfied Std 

Rank Statement (item no. ) Or Or Or Or Mean Deviation 
Strongly Disagree Agree Strongly 
Disagrec Agree 

The relationship between the supervisor 
and student teacher is governed by 2 11 46 58 3.3 07S 0.726-33.33 

1 assessment (1 -3 )). 
Dealing with the school administration in 0 4 80 333 3.2479 0.50695 

2 a correct manner (2). 
Applying methods learned in methodology 2 7 69 -39 

3.2393 0.633855 
3 courses (I 
4 Enough teaching hours (17). 40 42 32 2.8803 0.8424-33 

Familiarization with equipment available 3 )8 52 24 2.8291 0.78004 
5 in school and ability to use it (3). 

The relationship between the supervisor 
and student teacher is governed by 

' 6 56 26 28 2.6552 0.90118 
s progress concern over student teacher 

6 (16). 
Opportunity to the student teacher to have 
increasing responsibility for their own 12 65 33 2 8 2.3077 0.74812 

7 professional development ( 15). 
- - 

Opportunity for the student teacher to 
learn from the effective practice of other 26 47 -3 1 2.2650 0.93212 

8 experienced teachers and colleagues (12). 
Dealing with students taking into account 24 57 24 12 2.2051 0.88608 

9 the individual differences among them (4). 
Giving the supervisor adequate time to 
appropriately evaluate the student teachers 27 56 2 35 11 2.1538 0.8868-33 

10 (7). 
Opportunity to participate in the whole 233 62 23 9 2.15-338 0.82645 

11 school activities (6). 
Time for the student teacher to become 
established in the classroom before the 55 17 14 2.1197 0.93921 

12 first visit by the supervisor (8). 
Writing appropriate evaluations for pupils 37 44 29 7 2.05133 0.89872 

13 (5). 
The supervisor visits enough time to give 
you sufficient information that you needed 32 59 17 9 2.0256 0.8556-3 

14 (9). 
Opportunity for the student teacher to 50 42 18 7 1.8462 0.8965 

15 develop their confidence as a teacher (14). 
- - - 

Opportunity for the student teacher to 53 48 1ý 3 1.709,1 0.766-3)1 
16 attend school meetings (11). 

0 portunity for the student teacher to 
communicate sensitively and effectively 67 37 10 2 1.54', ] 0.72-3388 

17 with parents (I ). I I 
Green: of particular satisfaction or particular agreement 13 1 Lie: of some satisfaction or 
some agreement Red: of relatively little satisfaction or of relatively little agreement 
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6.4.2 Supervisors 

Table 6.10 sets out the supervisors response values for each of the 17 items relating to 

teaching practice. In the supervisors' view, two of the teaching practice statements were 

of particular satisfaction or of particular agreement (means of 3.143 and 3.571) for 

'number of the given teaching hours is enough for student teacher' and 'the relationship 

between the supervisor and student teacher is governed by concern over student 

teachers' progress' respectively. In both cases there was no reference to being "very 

dissatisfied or strongly disagree" at all. Surprisingly while 10 respondents (71%) were 

"very satisfied or strongly agree" in case of the top item (Figure 6.12), a similar number 

was just "satisfied or agree" in the case of the second item (Table 6.10). 

Ten teaching practice statements (means of 2.071 to 3) were adjudged by the 

supervisors as being 'of some satisfaction or of some agreement'. Figure 6.13 shows 

the proportion of responses for 'opportunity to participate in the whole school 

activities' to represent this group. 

Five teaching practice statements (means of 1.714 to 2) were seen as of relatively little 

satisfaction or relatively little agreement including 'opportunity for the student teacher 

to have increasing responsibility for their own professional development', 'writing 

appropriate evaluation for pupils', 'opportunity for the student teacher to communicate 

sensitively and effectively with parents', 'the relationship between the supervisor and 

student teacher is governed by assessment' and 'opportunity for the student teacher to 

develop their confidence as a teacher. 

Table 6.10 show that 'opportunity to the student teacher to develop their confidence as 

a teacher appears to be considered the least stressed by the education programme in the 

view of supervisors. The proportion of responses as percentage of this item is shown in 
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figure 6.14. This item also displayed the highest standard deviation (SD 1.13873) oI 

the 17 items of teaching practice. 
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Table 6.10 Supervisors rating on teaching practice 
Very Very 

Dissatisfied Dissatisfied Satisfied Satisfied Std 
Rank Statement (item no. ) Or Or or or Mean 

Deviation 
Strongly Disagree Agree Strongly 
Disagree Agree 

The relationship between the supervisor 
and student teacher is governed by 

0 2 2 10 3.57 1 . 75955 
concern over student teachers' progress 

1 (16) 
Number of the given teaching hours 

0 1 10 3 143) 3452 5 2 enough for student teacher ( 17) . - . 
Dealing with the school administration in 

1 1 9 78446 
3 a correct manner(2) . 

Applying methods learned in methodology 2 1 11 0 2.64' 3 . 74495 
4 courses (I ) 

Familiarizing equipment available in 
0 6 7 1 2.64' ) .63 33 33 2 

5 school and ability to use it(-3) 
Giving the supervisor adequate time to 
appropriately evaluate the student teachers 0 8 3 2.64' ) . 84190 

6 (7) 
Opportunity to participate in the whole 0 8 4 2 2.571 <01 . 75 

7 school activities (6) 
Time for the student teacher to become 
established in the classroom before the 0 9 3 2 2.5 . 75955 

8 1 first visit by the supervisor (8) 
Dealing with students taking into account 0 10 4 0 2.286 . 46881 

9 the individual differences among them(4) 
The supervisor visits enough time to 
collect sufficient evidence about the 2 8 2.214 . 80178 

10 student teacher's performance (9) 
Opportunity to the student teacher to 
learning from the effective practice of 7 3 1 2.14' 3 . 86444 
others as experienced teacher and 

11 col I eagues ( 12) 
- - Opportunity for the student teacher to 

' 4 5 
- 

5 
- 

0 2.071 . 82874 
12 1 attending schools meeting (II) 

- - Opportunity to the student teacher to have 
increasing responsibility for their own 5 6 1 2 2 1.03775 

13 professional development (15) 
- - Writing appropriate evaluation for 

5 5 4 0 1.921) . 82874 
14 pupils(5) 

- -- Opportunity for the student teacher to 
communicate sensitively and effectively 4 8 1 1 1.929 . 82874 

15 with parents (10) 
The relationship between the supervisor 
and student teacher is governed by 7 4 0 1.714 . 82542 

16 assessment (I ') 
Opportunity to the student teacher to 9 2 1 2 1.714 1.13873 17 develop their confidence as a teacher ( 14) 

Ureen: ot particular satistaction or ol'particular agreement Blue: of some satisfaction 
or of some agreement kcd: of relatively little satisfaction or of relatively little 
agreement 
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6.4.3 Monitoring teachers 

Table 6.11 sets out the monitoring teachers' response values for each of the 17 items 

relating to teaching practice. In the monitoring teachers' view, six of the teaching 

practice statements were of particular satisfaction or of particular agreement (means of 

3.0323 and 3.3226) for 'dealing with the school administration in a correct manner', 

'time for the student teacher to become established in the classroom before the first 

visit by the supervisor', 'number of the given teaching hours enough for student 

teacher', 'applying methods learned in methodology courses', 'the relationship between 

the supervisor and student teacher is governed by assessment' and 'familiarizing 

equipment available in school and ability to use it'. 

Table 6.11 and Figure 6.15 show that 'dealing with the school administration in a 

correct manner' was the most established item by the education programme in the view 

of the monitoring teachers. 
III ,"-. .1 

In the monitoring teachers' view, seven teaching practice statements were 'of some 

satisfaction or of some agreement' (means of 2.0645 to 2.2258). Figure 6.16 shows the 

proportion of responses for 'the supervisor visits enough time to collect sufficient 

evidence about the student teacher's performance'. 

A total of 27 responses (87%) of monitoring teachers were "very dissatisfied, or 

strongly disagree" or "dissatisfied, or disagree" with regard to developing the 

'opportunity for the student teacher to attend schools' meeting' (Table 6.11 and 

Fig. 6.17). Only four recipients (13%) indicated a response of "satisfied or agree" to that 

statement. It is clear that this item appear to be considered the least effective in teaching 

practice, since it has the lowest scale mean (1.5161). 
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Table 6.11 Monitoring teachers ratine on teachiHII Dractice 
Very Very 

Dissatisfied Dissatisf ied Satisf jed Satisfied Std 
Rank Statement (item no. ) Or Or Or Or Mean Deviation 

Strongly Disagree Agree Strongly 
Disagree Agree 

Dealing with tile school administration in a 0 1 19 11 3.1 226 
. 
54081 

1 correct inanner(2) 
Time for the student teacher to become 

established in the classroom before the first 1 0 19 11 3.2903 . 
64258 

2 visit by the supervisor (8) 
Number of the given teaching hours 

0 2 20 9 3.2258 . 560334 
.3 enough for student teacher ( 17) 

Applying methods learned in methodology 0 2 22 7 3.1613 . 
52261 

4 courses (I) 
The relationship between the supervisor 
and Student teacher is governed by 1 2 20 8 3.129 . 

67042 
5 assessment (1 3 )) 

Familiarizing equipment available in 0 5 20 6 3.0323 . 
60464 

6 school and ability to use it(-3) 
Opportunity to participate in the whole 3 19 8 1 2.2258 . 

66881 
7 school activities (6) 

Opportunity to the student teacher to have 
increasing responsibility for their own 5 17 7 2 2.1935 . 

79244 
8 professional development (15) 

Opportunity to the student teacher to 5 19 5 2 2.129 . 
76-341 

9 develop their confidence as a teacher (14) 
The supervisor visits enough time to collect 
sufficient evidence about the student 4 22 3 2 2.0968 . 

7002' 3 
10 teacher's performance (9) 

Dealing with Students taking into account 6 18 6 1 2.0645 . 
727-335 

11 the individual differences among them(4) 
Writing appropriate evaluation for 

5 21 3 2 2.0645 . 
72735 

12 1 pupils(5) 
- Giving the supervisor adequate time to 

appropriately evaluate the student teachers 6 18 6 1 2.0645 . 
72735 

13 (7) 
The relationship between the supervisor 
and student teacher is governed by concern 5 22 4 0 1.9077 . 

54674 
14 over student teachers' progress ( 16) 

Opportunity to the student teacher to 
learning from the effective practice of 16 10 3 2 1.7097 . 

90161 
others as experienced teacher and 

15 1 col I eagues ( 12) 
Opportunity for the student teacher to 
communicate sensitively and effectively 16 11 4 0 1.6129 . 

71542 
16 with parents (10) 

Opportunity for the student teacher to 19 8 4 0 1.5 10 1 . 
72438 

17 1 attending schools' meeting (I I)I I L- I I 

Green: ol'particular satisfaction Blue: of some satisfaction IýCd: of relatively little 
satisfaction 
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0% 
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.......... Satisfied 
.......... 62% 

Fig. 6.15 Dealing with the school administration in a correct manner 

Very 
Satisfied Very 

6% Dissatisfied 
13% 

Satisf ied 
10% 

Dissatisfied 
71% 

Fig. 6.16 The supervisor visits enough time to collect sufficient evidence about the 
student teacher's performance 

Very 
Satisfied 

Satisfied 0% 
13% 

Dssatisfied 
26% 

4 

Very 
Dssatisfied 

61% 

Fig. 6.17 Opportunity for the student teacher to attending schools' meeting 
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6.4.4 Overview of the ratings from the three groups 

Having now considered the degree of satisfaction attached by each of the three groups 

in turn to the 17 teaching practice statements, it is useful to compare the ratings from 

the three groups. Table 6.12 sets these out in ranked order of the mean response values 

for each group of respondents. 
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T able 6.12 Teaching practice statements as rated by the three groups. 

R 

Studentteachers 
N=117 

--- Supervisors 
N=14 

F Monitoring teachers 
N=31 

ank Item Number 

13 16 

2 2 17 8 

3 1 2 17 

4 17 1 1 

5 3 3 13 

6 16 7 3 

7 15 6 6 

8 12 8 15 

9 4 4 14 

10 7 9 9 

11 6 12 4 

12 8 11 5 

13 5 7 

14 9 16 

15 14 1 

16 11 

17 

Green: of particular satisfaction Blue: of sorne satisfaction Rcd: of relatively little 

satisfaction 

Comparison of the teaching practice rankings shows that of the top 5 in the student 

teachers listing, three also featured in those of both the supervisor and monitoring 
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teachers' listings (items number 2,1 and 17). The other two in the student teacher top 5 

listing (items number 13 and 3) also featured in either top 5 of the supervisor listing (3), 

or that of monitoring teachers one (13). Item 13 was very low in the supervisors 

ranking. The teaching practice relating to item number 10 was in the lowest rankings in 

all the three groups. Items 7,8 and 16 were ranked differently by the three groups. The 

item that 'the relationship between the supervisor and student teacher is governed by 

concern over student teachers' progress' (item number 16) was ranked as the top by 

supervisors, however, it was ranked number 6 by student teachers and towards the 

bottom by the monitoring teachers. Similarly item number 8 was ranked second top by 

monitoring teachers and in the middle of the rankings by supervisors and closer to the 

bottom by the student teachers. 

In general, agreements between supervisors and monitoring teachers were greater than 

that of any of them with student teachers. There were many differences in the degree of 

satisfaction between the three groups concerning the teacher preparation programme 

with regard to teaching practice, perhaps suggesting differences in their respective 

professional perceptions. However, the most issues emerged need to be improved are: 

9 Non- teaching activities; 

* Relationship between supervisors and student teachers; 

9 Opportunities to increase student teacher confidence. 

As with the previous comparisons of differences in views of the three groups of 

respondents, Westing was carried out on the mean differences between the three groups 

on teaching practice items. The results are presented in Table 6.13. 
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Table 6.13 shows that 34 of the 51 comparisons produced no significant differences. 

Three of the 10 items producing significant mean differences at p< 0.001 were between 

student teachers and supervisors and a similar number (3) were between student 

teachers and monitoring teachers. The other four were between supervisors and 

monitoring teachers. 

The higher mean came from students in 5 cases, from supervisors in 6 cases and from 

monitoring teachers in 5 cases. 

Of the six cases showing significant differences between student teachers and 

supervisors, three did so at p< 0.001 and the other three did so at p<0.05. 

Of the four cases showing significant differences between student teachers and 

monitoring teachers, 3 did so at p< 0.001 and the fourth did so at p< 0.01. 

Of the seven items showing significant differences between supervisors and monitoring 

teachers, 4 did so at p< 0.001 (time for the student teacher to become established in the 

classroom before the first visit by the supervisor, opportunity for the student teacher to 

attend schools' meeting, the relationship between the supervisor and student teacher is 

governed by assessment and the relationship between the supervisor and student 

teacher is governed by concern over student teachers' progress). 

149 



Table 6.13 Comparison of the teaching practice ratings by the three groups 

I-Student teachers 2-Supcrvisors 3- Monitoring Signiricance of 
Teaching practice N=1 17 N=14 teachers West 

N-31 differences 
M SD M SD M SD 1 1-2 f 

Applying methods learned in methodology 3.2393 0.63855 2.643 . 74495 3.1613 . 52261 ns courses 

Dealing with the school administration in a 
correct manner 

3.2479 0.50695 3 . 78446 3.3226 . 54081 ns ns ns 

Familiarizing equipment available in school and 
ability to use it 

2.8291 0.78004 2.643 . 63332 3.0323 . 60464 ns ns 

Dealing with students taking into account the 
individual differences among them 2.2051 0.88608 2.286 . 46881 2.0645 . 72735 ns ns I ns 

---I 
Writing appropriate evaluation for pupils 2.0513 0.89872 1.929 . 82874 2.0645 . 72735 ns ns ns 

Opportunity to participate in the whole school 2.1538 0.82645 2.571 . 75593 2.2258 . 66881 ns ns 
activities 
Giving the supervisor adequate time to 
appropriately evaluate the student teachers 2.1538 0.88683 2.643 . 84190 2.0645 . 72735 ns 

Time for the student teacher to become 
established in the classroom before the first visit 2.1197 0.93921 2.5 . 75955 3.2903 . 64258 ns 
by the supervisor 

_ I 
The supervisor visits enough time to collect 
sufficient evidence about the student teacher's 2.0256 0.85563 2.214 . 80178 2.0968 . 70023 ns ns ns 
performance 
Opportunity for the student teacher to 
communicate sensitively and effectively with 1.5431 0.72388 1.929 . 82874 1.6129 . 71542 ns ns 
parents 
Opportunity for the student teacher to attending 
schools' meeting 

1.7094 0.76631 2.071 . 82874 1.5161 . 72438 ns ns 

Opportunity to the student teacher to learning 
from the effective practice of others as 2.2650 0.93212 2.143 . 86444 1.7097 . 90161 ns ns 
expen nced teacher and colleagues 
The relationship between the supervisor and 3 3675 0 72633 1 714 82542 3 129 67042 ns 
student teacher is governed by assessment , I . . . . . 
Opportunity to the student teacher to develop 1 1387 
their confidence as a teacher 1.8462 0.8965 1.714 . 3 2.129 . 76341 ns ns ns 

Opportunity to the student teacher to have 
increasing responsibility for their own 2.3077 0.74812 2 1.0377 2.1935 . 79244 ns ns ns 
professional development 5 

The relationship between the supervisor and 
student teacher is governed by concern over 2.6552 0.90118 3.571 . 75955 1.9677 . 54674 
student teachers' progress 
Number of the given teaching hours enough for 
student teacher 2.8803 

1 0.84243 3.143 53452 3.2258 . 56034 ns ns 

ns = not signincant w=p<u. u5 **=P<0.01 ***=p<0.001 

6.5 Knowledge and Understanding of the programme 

This section reports on the degree of agreement of student teachers, supervisors and 

monitoring teachers about their general understanding of the effect of the teacher 
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education programme at King Faisal University. As described in the methodology 

chapter 'knowledge and understanding' as a category did not here refer to subject 

knowledge but was a general category asking for responses to varied statements about 

the programme. Respondents were asked to rate the degree of agreement on each item 

of knowledge and understanding of the programme using a four-point scale, ranging 

from strong disagrees to strong agree. As was the case with the analysis with the teaching 

skills and teaching practice the results are presented using the mean response values 

obtained for each of the 13 items from the three categories of respondent. So that the 

relative agreement attached by respondents to the various knowledge and 

understanding items (4-point response scale) could be readilY gauged, the following 

rule was applied to the mean response values. 

3.01 or higher of particular agreement 

2.01 to 3.00 of some agreement 

2.00 or less of relatively little agreement 

Tables 6.14,6.15 and 6.16 show the frequency of each categorical response in the scale 

as collected from student teachers, supervisors and monitoring teachers' questionnaires 

respectively. The response mean and standard deviation are also shown in the table. 

6.5.1 Student teachers 

Table 6.14 sets out the corresponding data from the student teachers for each of the 13 

items relating to knowledge and understanding. As can be seen, in their view, three of 

these items were considered to be of particular agreement (means of 3.01 or higher). 

These included 'the monitoring teachers are very cooperative', 'the time devoted to 

teaching practice is enough' and 'the number of educational courses are sufficient'. 
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Approximately 92% of respondents either "agree" or "strongly agree" that 'the 

monitoring teachers are very cooperative' (Figure 6.18). 

Ten knowledge and understanding items (means 2.0171 to 2.5385) were adjudged by 

the student teachers as being of some agreement. In the middle of this group came 'the 

student teachers know how to seek advice from special education needs specialists'. 

Figure 6.19 shows the proportion of responses as percentages. None of the 13 

knowledge and understanding statements were considered to be of *relatively little 

agreement" (al I means more than 2.0 1 ). 

Table 6.14 Student teachers' rating on knowledge and understanding of the 
programme 

Rank Statement (itern no. ) 
Strong ý ; trong Mcan 

Std 
\ iation D Disagree Disagree Agree e e 

The monitoring teachers are very 
I cooperative (2) 4 6 42 65 3.4359 0.747233 

The tirne devoted to teaching practice is - _ 

2 enough(8) 2 46 56 3.333 -3) 
3 0.74278 

The number of educational courses are 
3 sufficient (7) 0 10 61 46_ 3.3077 0.62231 

The student teacher knows about how to 
4 create a positive learning environment (I 1) 15 39 48 15 12.5 

-3) 
85 0.8 76 33 

There are enough resources for You in the 
5 university (4) 8 59 41 9 2.4359 0.7356 
6 The supervisors are very cooperative (3) 11 70 20 -F6 23504 0.8 

-333 
7 33 

Clear guidance from university about the 
roles and responsibility of the monitoring 

7 teacher (6) 19 55 29 14 2.3248 0.88891 
8 The e are enough members of staff(l) 11 67 34 5 2.2821 0.6929 

The educational courses build into a 
9 coherent whole course (9) 28 33 8 41 10 2.2821 0.92705 

The student teachers should be expected to 
10 teach to all grade level of education (B) 33 8 33 1 27 21 2.265 1.10167 

The school practice and the university 
II courses com pl ernent each other ( 10) 20 61 28 8 2.2051 0.8045 

The advice given to the student teacher 
12 frorn al I sources is the same (5) 233 63 25 6 2.1197 0.77862 

The student teachers know how to seek 
advice from special education needs 

1, specialists ( 12) 36 50 24 7 2.0171 0.87082 
RMMý 

Cireen: of particular agreement Blue: of some agreement Rcd: of' relatively little 
agreement 
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Strong 
Dsagree 

3% 

Dsagree 
5% 

Strong Agree 
Agree 36% 
56% 

Fig. 6.18 The monitoring teachers are very cooperative 

Strong 
Agree 

Strong 6% 
Agree Disagree 
21% 31% 

Dsagree 
42% 

Fig. 6.19 The student teachers know how to seek advice from special education 
needs specialists 
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6.5.2 Supervisors 

Table 6.15 presents the corresponding frequencies, mean response and STD values 

from the supervisors. 

In their view, none of the 13 knowledge and understanding statements were considered 

to be of 'particular agreement' (all means less than 3.0 1). 

Ten statements (means 2.1429 to 3.00) were adjudged by the supervisors as being of 

some agreement. In the middle of this group came 'the school practice and the 

university courses complement each other'. Figure 6.20 shows the proportion of 

responses as percentages. 

Three knowledge and understanding statements were seen as being of 'relatively little 

agreement'. These are 'there are enough resources for you in the university, 'there are 

enough members of staff and 'the monitoring teachers are very cooperative, (means 1.3571 

to 1.9286). 

It is clear that 'the monitoring teachers are very cooperative' appear to be considered the 

statement relatively least agreed upon. There was no "strong agreement" at all and only 

two recipients (14%) indicated a response of "agree" to this item. The proportion of 

frequency of responses as percentage of this item is shown in Figure 6.21. 
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Table 6.15 Supervisors rating on knowledge and understanding of the programme 

Rank Statement (itern no. ) 
ý Stron 

Disagree 
ý 

Disagree Agree 
Strong 
Agree 

Mcan 
T 

,, )-111117ýlatilln 

The student teachers should be expected to 1 6 5 3 1 03775 
1 teach to al I grade level of education (13 )) . 

The student teacher knows about how to 0 10 1 8571 2 53452 0 
2 create a positive learning environment . . 

The supervisors are very cooperative (3) 2 7 2 2.6429 0.92878 
The educational courses build into a 1 4 7 2 2.5 0.85485 

4 coherent whole course (9) 
The time devoted to teaching practice is 

3 4 5 2 2.4286 1.0 1635 
5 enough(8) 

The school practice and the university 4 4 3571 2 15073 1 
6 courses complement each other (10) . . 

Clear guidance from university about the 
roles and responsibility of the monitoring 2 8 1 2.2W) 0.80178 

7 teacher (6) 
The advice given to the student teacher 1 10 0 1429 2 0.53452 

8 from all sources is the sarne (5) . 
The number of educational courses are 2 9 2 1 2.1429 0.7703-33 

9 sufficient (7) 
The student teachers know how to seek 
advice from special education needs 2 9 2 1 2.1429 0.77033-3) 

10 special i sts ( 12) 
There are enough resources for you in the 6 4 I 1 1 9296 0.99725 

11 university (4) . 
- - - - 12 There are enough members of staff(l) 4 8 2 0_ 71 I 

. 
95 ý. 66299 

The monitoring teachers are very I1 1 2 0 1., 571 0.74495 

-1 
3) cooperative (2) 1- 

Green: of particular agreement Blue: of some agreement Red: of relatively little 
agreement 
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21% Dsagree 

29% 
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Dsagree 
29% 

Fig. 6.20 The school practice and the university courses complement each other 

Strong 

Agree 
Agree 

14% 
0% 

Dsagree 
7% 

Arong 

Dsagree 
79% 

Fig. 6.21 The monitoring teachers are very cooperative 

6.5.3 Monitoring Teachers 

Table 6.16 sets out the monitoring teachers' data for each of the 13 items relating to 

knowledge and understanding. 

As can be seen, the two top knowledge and understanding statements attracted means 

in excess of 3.01 suggesting that the statements 'the student teachers should be 

expected to teach to all grade level of education' and 'the supervisors are very 

cooperative' are 'of particular agreement' in view of the monitoring teachers. Twenty 
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eight respondents (90%) either "agree" or "strongly agree" that 'the student teachers 

should be expected to teach to all grade level of education' (Figure 6.22). 

There were seven knowledge and understanding statements which the monitoring 

teachers saw as of some agreement (means of 2.0323 to 2.6129). 'The advice given to 

the student teacher from all sources is the same' came in the middle of this group and is 

shown in Figure 6.23. 

Four statements were considered 'of relatively little agreement' (means of 1.4839 to 

1.9677). These included 'the school practice and the university courses complement 

each other', 'there are enough members of staff, 'the monitoring teachers are very 

cooperative' and clear guidance from university about the roles and responsibility of 

the monitoring teacher'. The later statement is the least agreed item. Table 6.16 and 

Figure 6.24 show that no respondent strongly agreed with this item. Only two 

respondents (6%) agreed that 'clear guidance from university about the roles and 

responsibility of the monitoring teacher'. 
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Table 6.16 Monitoring teachers rating on knowledge and understanding of the 
programme 

Rank Statement (itern no. ) 
Strong Strong 

Mcall Is td 
Disagre Disagree Agree Agree De% iation 

The student teachers should be expected to 0 I 14 14 3548 3 660733 0 
I teach to al I grade level of education (13) . . 
2 The supervisors are very cooperative (3) 0 5 20 6 3.0323 0.60464 

_ The student teacher knows about how to 0 16 11 4 2.6129 0.71542 
3 create a positive learning environment (II) 

The number of educational Courses are 0 21 8 2 2.3871 0.61522 
4 sufficient (7) 

There are enough resources for you in the 19 9 1 2581 2 68155 0 
5 university (4) . . 

The advice given to the student teacher 5 20 I 2.129 0.80589 
6 from all sources is the same (5) 

The time devoted to teaching practice is 4 20 6 1 2.1129 0.67042 
7 enough(8) 

The student teachers know how to seek 
advice from special education needs 4 22 2 2.0968 0.70023 

8 specialists ( 12) 
The educational courses build into a 6 20 3 2 2.0323) 0.75206 

9 coherent whole course (9) 
The school practice and the university 7 19 4 1 1.9677 0.70635 

10 courses complement each other (10) 
II There are enough members of stafft] 8 20 2 1 1.871 0.67042 

The monitoring teachers are very 18 11 1 1 1.5161 0.72438 
12 cooperative (2) 

Clear guidance from university about the 
roles and responsibility of the monitoring 18 11 2 0 0.62562 

1 -ý teacher(6) 

Green: of particular agreement Blue: of some agreement 
agreement 

Rcd: of relatively little 
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Fig. 6.22 The student teachers should be expected to teach to all grade level of 
education 
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Fig. 6.23 The advice given to the student teacher from all sources is the same 
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0% 
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Fig. 6.24 Clear guidance from university about the roles and responsibility of the 
monitoring teacher 
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I "I", 

6.5.4 Overview of the ratings from the three groups 

Having now considered, in turn, the degree of agreement attached by each of the three 

groups to the items relating to knowledge and understanding statements, it is useful to 

compare the differences in agreement attached to them by the three groups. Table 6.17 

sets these out in ranked order of the mean response values for each group of 

respondents. 

Table 6.17 Knowledge and understanding statements as rated by the threegroups. 

Rank 

Student teachers 

N=117 

Supervisors 

N=14 

Monitoring teachers 

N=31 

Item Number 

2 13 13 

2 8 11 3 

3 7 3 11 

4 11 9 7 

5 4 8 4 

6 3 10 5 

7 6 6 8 

8 1 5 12 

9 9 7 9 

10 13 12 10 

11 10 4 1 

12 5 1 2 

13 12 2 6 

Green: of particular agreement Blue: of some agreement Red: of relatively little 
agreement 

As is immediately apparent, there were big differences in the opinions of the three 

groups with regard to how they agreed or disagreed on knowledge and understanding 
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statements. According to student teachers' view there were no 'relatively little 

agreement' ratings while ratings by supervisors did not include any 'particular 

agreement' ratings. The case was not the same with monitoring teachers' ratings which 

included all the three levels of agreement. 

It is also interesting to note that while 'the monitoring teachers are very cooperative' 

(item number 2) came at the bottom of both supervisors and monitoring teachers' 

listings, this statement was rated as of particular agreement by the student teachers. On 

the other hand 'the student teachers should be expected to teach to all grade level of 

education' (item number 13) was ranked top by both supervisors and monitoring 

teachers while it was listed towards the bottom by student teachers. Similarly the 

statement regarding 'there are enough resources for you in the university' (item number 

4) came in the middle of rankings by student teachers and monitoring teachers while it 

came in the lowest ranking by supervisors. 

The knowledge and understanding statement relating to 'the student teacher knows about 

how to create a positive learning environment' (item number 11) was in the top 4 ranking of the 

three groups. 

In general, agreements between student teachers and monitoring teachers were greater 

than that of any of them with supervisors. So the most important issues that had 

revealed which needs to be improved are: 

Relationship between supervisors and monitoring teacher; 

Coherence between theory courses itself, and from the other hand coherence 

between theory course and practical course ( teaching practice course); 

0 Opportunity for student teacher to teach all grade levels; 
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To examine whether there were any statistically significant differences among student 

teachers, supervisors and monitoring teachers regarding the agreement they attached to 

these knowledge and understanding statements, the mean responses were Wested. 

Table 6.18 shows that 23 of the 39 comparisons produced no significant differences. 

Comparison of the mean agreement ratings between supervisors and monitoring 

teachers showed that on the most items (here 10/13) these did not reach significance. 

Of the II producing significant differences at p<0.001, seven were between the 

student teachers and monitoring teachers: 'there are enough members of staff, 'the 

monitoring teachers are very cooperative', 'the supervisors are very cooperative', 'clear 

guidance from university about the roles and responsibility of the monitoring teacher, 

'the number of educational courses are sufficient', 'the time devoted to teaching 

practice is enough' and 'the student teachers should be expected to teach to all grade level of 

education'. 

On 5 items, the student teachers mean response values were higher than those of the 

monitoring teachers. The only difference significant at p<0.001 between supervisors 

and monitoring teachers was on the item about 'clear guidance from university about 

the roles and responsibility of the monitoring teacher'. The three differences significant 

at p<0.001 between student teachers and supervisors were on the items about 'the 

monitoring teachers are very cooperative', 'the number of educational courses are 

sufficient' and 'the time devoted to teaching practice is enough'. In all three items, the 

student teachers mean response values were higher than those of the monitoring 

teachers. 

The three differences significant at p<0.01 were between the student teachers and 

supervisors. These for the items 'there are enough members of staff", 'there are enough 
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resources for you in the university' and 'the student teachers should be expected to 

teach to all grade level of education'. Two differences significant at p<0.05 were 

found only between supervisors and monitoring teachers which were for the items 'the 

supervisors are very cooperative' and 'the educational courses build into a coherent 

whole course'. 

Table 6.18 Comparison of the knowledge and understanding ratings by the three 
Lyrouns. 

I-Student teachers 2-Supervisors 3 Monitoring Significance of 
Teaching practice N=I 17 N=14 teachers West 

N=31 differences 

M SD M SD M SD 1-2 1-3 2-3 
There are enough members of 2.2821 0.6929 1 8571 0 66299 1 871 0.67042 ns 
staff(l) . . . 
The monitoring teachers are 3.4359 0.74723 1 3571 0 74495 1 5161 0.72438 ns 
very cooperative (2)_ . . . 
The supervisors are very 2.3504 0.83373 2 6429 0 92878 0323 3 0.60464 ns 
cooperative (3) . . . 
There are enough resources 2.4359 0.7356 9286 1 99725 0 2 2581 0.68155 ns ns for you in the university (4) . . . 
The advice given to the 
student teacher from all 2.1197 0.77862 2.1429 0.53452 2.129 0.80589 ns ns ns 
sources is the same (5) 
Clear guidance from 
university about the roles and 2.3248 0.88891 2143 2 0 80178 4839 1 0.62562 ns 
responsibility of the . . . 
monitoring teacher (6) 
The number of educational 3.3077 0.62231 2 1429 0 77033 3871 2 0.61522 ns 
courses are sufficient (7) . . . 
The time devoted to teaching 3.3333 0.74278 2 4286 1 01635 1129 2 67042 0 ns 
practice is enough (8) . . . . 
The educational courses build 
into a coherent whole course 2.2821 0.92705 2.5 0.85485 2.0323 0.75206 ns ns 
(9) 
The school practice and the 
university courses 2.2051 0.8045 2.3571 1.15073 1.9677 0.70635 ns ns ns 
complement each other (10) 
The student teacher knows 
about how to create a positive 2.5385 0.8763 2.8571 0.53452 2.6129 0.71542 ns ns ns 
learning environment (11) 
The student teachers know 
how to seek advice from 

special education needs 
2.0171 0.87082 2.1429 0.77033 2.0968 0.70023 ns ns ns 

specialists (12) 
The student teachers should 
be expected to teach to all 2.265 1.10167 3 1.03775 3.3548 0.66073 ns 
grade level of education (13) 1 1 1 

ns = not significant *=p<0.05 **=p<0.01 ***=p<0.001 
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6.6 Summary of Questionnaires Findings 

In an attempt to assess the practical education programme of King Faisal University, 

Saudi Arabia, student teachers, supervisors and monitoring teachers were involved in 

this study. Their opinions about teaching skills, teaching practice and knowledge and 

understanding as affected by the University programme is used for the purpose of 

improvement and development of the programme. Exploration of the perceptions of the 

three participant groups has revealed essential findings. The following will highlight 

the main findings focusing particularly on the categories teaching skills, teaching 

practice and knowledge and understanding. 

6.6.1 Teaching Skills 

The findings indicated that in the view of the three groups the University programme 

prepared students well to improve some of the teaching skills items, moderately 

prepared to improve most of the items and poorly prepared for a few. There was not 

much agreement in the opinion of the three groups concerning the teaching skill items 

investigated as affected by the programme. Competence in handling text books 

appropriately is the only item which was viewed by the three groups as an indication of 

an effective programme. 

In the view of the supervisors and monitoring teachers the University programme was 

thought to prepare students well to improve competence in developing the learning 

objectives of the subject to be taught and competence in managing the timing of the 

lesson. However, in the opinion of student teachers the University programme was 

thought to prepare students only moderately to improve these two items. 
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Most of the agreements between the three groups in their judgement were when the 

programme was viewed as 'moderately' though ranking of the items was not similar in 

the opinion of the three groups. 

Tcaching skills itcms (including compctencc in differcntiating schcmc work to fit 

individuals with different abilities, competence in solving student problem in class and 

competence in using ICT available in school) were assessed as poorly improved by the 

University programme as seen by student teachers and monitoring teachers. These 

items were perceived as moderately improved by the University programme in the view 

of the supervisors and were ranked towards the bottom. 

1 
6.6.2 Teaching Practice 

In this section, the main outcome of student teachers, supervisors and monitoring 

teachers' satisfaction about teaching practice items as influenced by the University 

education programme is outlined. The opinion of the three groups indicated that 

applying methods learned in methodology courses and dealing with the school administration 

in a correct manner were improved by the university programme but they thought that the 

relationship between the supervisor and student teacher is governed by assessment. The 

former two items were of some satisfaction and the third of little satisfaction in the 

view of the three groups. 

Opportunity for the student teacher to develop their confidence as a teacher is considered as 

of relatively little satisfaction in the opinion of student teachers and supervisors as was 

the opportunity for the student teacher to attend school meetings. These views were shared 

by student teachers and monitoring teachers. 
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Three items were classified as 'of some satisfaction' as seen by the three groups: 

'giving the supervisor adequate time to appropriately evaluate the student teachers', 

$opportunity to participate in the whole school activities' and 'the supervisor visits enough 

time to give sufficient information'. 

6.6.3 Knowledge and Understanding of the programme 

It is clear from the findings related to the knowledge and understanding statements that 

both supervisors and monitoring teachers feel that the number of members of staff is 

not enough and the monitoring teachers are not co-operative enough with the student 

teachers from the monitoring teachers' views. However, student teachers strongly 

believe that monitoring teachers are very co-operative. 

Supervisors think that there are not enough resources for them in the university but 

student teachers and monitoring teachers somewhat agree that resources are enough for 

them. 

it is also apparent ftom the data obtained about knowledge and understanding that 

monitoring tcachers cxprcsscd rclativcly littlc agrecment that therc is 'clcar guidancc 

from the university about the roles and responsibility of the monitoring teacher' and 

'the school practice and the university courses complement each other' but student 

teachers and supervisors showed some agreement about both items. 

None of the 13 knowledge and understanding statements scored a mean of 2 or less to 

indicate relatively little agreement in student teachers' perceptions. In other words, 

student teachers expressed some or particular agreement with all the knowledge and 

understanding statements. 
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'The advice given to the student teachers from all sources is the same', 'the educational 

courses build into a coherent whole course, 'the student teacher knows about how to 

create a positive learning enviromnent' and 'the student teachers know how to seek 

advice from special education needs specialists' gained some agreement by the three 

groups. 

Supervisors did not strongly agree with any of the knowledge and understanding 

statements but 'student teachers feel that the monitoring teachers are very cooperative', 

'the number of educational courses is sufficient' and 'the time devoted to teaching 

practice is enough' are of particular agreement. On the monitoring teachers' perception 

the supervisors are very cooperative and the student teachers should be expected to 

teach to all grade level of education is of particular agreement. 

6.6.4 Conclusion 

On the basis of the data produced, the overall impression according to the responses 

can be discussed in terms of two aspects: the general view of all the participants and the 

differences in perception between the different groups. In general it was thought by the 

three groups that the teachers' preparation programme did not prepare students very 

well to improve most of the teaching skills addressed - there were in total fourteen in 

the 'very well' category; most of the responses came in the 'moderate' category with 

nine in the 'poorly prepared' category. There were in total eleven 'very satisfactory' 

comments on the teaching practice and just five with regard to the knowledge and 

understanding items. This suggests in general terms that the participants view most 

aspects of the course as 'satisfactory' but little more, and they see some aspects of the 

course as ' unsatisfactory'. 
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It seems that the programme needs to concentrate more on some aspects and make sure 

that subjects are related, to have a full and clear picture of the nature and objectives of 

the whole teachers' preparation programme. 

From the responses it can be concluded that the university programme needs to be 

developed more in the teaching practice area followed by those aspects of the course 

which come in the category 'knowledge and understanding' and then teaching skills. It 

was clear from the responses that 'dealing with ICT' (this was rated low by all groups) 

is an area in need of attention. Also competence in differentiating schemes of work was 

rated low by all three groups of respondents. 

On teaching practice the students felt strongly that 'the relationship between supervisor 

and student teacher is governed by assessment' but the view was not shared by the 

supervisors themselves. Students felt there was insufficient opportunity to attend school 

meetings and communicate with parents, a view which the monitoring teachers 

supported. The responses to the knowledge and understanding statements were 

revealing. Neither the student teachers nor monitoring teachers responded very 

positively to the statement that 'the school practice and the course complement each 

other'. Also of particular interest was that the monitoring teachers themselves, in 

response to the question 'the monitoring teachers are very cooperative' responded very 

negatively. This was something that needed to be probed further in the interviews but 

it seemed that the teachers were not satisfied with some aspects of their role. The 

students felt that that the advice they receive from different sources is not consistent 

and the monitoring teachers felt strongly that there was not clear guidance about their 

roles and responsibilities. The following issues emerged from the data: 
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9 Close, frequent contact and collaborative working between the university and 

schools are required; 

* There is more to be done in the areas of evaluation and assessment of pupils' 

understanding, performance and achievement, general teaching skills specific to 

the dealing with individual differences, classroom management, non teaching 

activities such as parent and staff meeting. The relationship between supervisors 

and their student teachers need to be improved. 

Another interesting aspect of the data was the relationship between the views of the 

groups of respondents, particularly the supervisors and monitoring teachers. It would be 

unreasonable to expect precise agreement on all aspects of the course but some of the 

differences in views was striking. For example, whereas most of the supervisors 

strongly agreed with the statement that there is on teaching practice 'opportunity for the 

student to develop their confidence as a teacher', many of the monitoring teachers 

disagreed. 

So in order to improve teachers' preparation and support for student teachers, more 

consistency and coordination are needed. The requirement to establish stronger 

relationships or a stronger partnership would seem to be needed across university and 

schools, to face and to help solve some of the difficulties or weakness identified. 

However, we must take into account, as emphasised previously, that any changes in 

any aspects of society including education must take account of the cultural context and 

respect. the religious beliefs within the society In fact, even if the change is of a minor 

nature it may open the horizon to another step, as according to the wise saying, "the 

road of thousand mile starts with one step". 

169 



So without doubt the establishment of a closer partnership is a change that needs to be 

considered (taking into account the specific context) as a means of improving the 

teacher preparation programme. The implications of these findings will be addressed 

later in the thesis after reporting on the interview data. 
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Chapter Seven 

Analysis of Interviews 
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Chapter Seven 

Analysis of Interviews 

7.1 Introduction 

The data in this section was obtained by means of interviews. Six supervisors, eight 

monitoring teachers (all graduated from KFU) and twelve student teachers (who were 

at the final year of KFU) were involved in this interview. The interviews aimed at 

,, gathering data complementary to those obtained by questionnaires. The first part of this 

section contains general personal information from the participants. The second part 

contains responses to different interview questions. 

The quotations were selected as useful to use as illustration, to expand and explain the 

ideas and themes identified. As mentioned in the methodology chapter, the interviews 

were not audio taped but were recorded by hand (Appendix 13) so it was hard in some 

cases to follow and to have long quotations and capture the exact words spoken by the 

respondents. The researcher tried her best to write in note form what was told as much 

as possible to gain the whole of the ideas and concepts. 

The interviews were conducted in Arabic and the responses were translated into 

English for reporting in the thesis. Translation is not always straightforward. The 

quotations therefore are given in Arabic as well as English to allow readers who 

understand Arabic to see the original response. 
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7.2 Personal Data 

7.2.1 Supervisors 

Four of the supervisors held PhDs in education and the remaining two held recent 

Bachelor of Education degrees. According to their length of being supervisors, two out 

of six had been supervisors for more than six years, while the rest had been supervisors 

between I to 3 years. Regarding the number of subjects, two supervisors had five 

subjects to teach, another two had three subjects to teach and the rest had two subjects 

to teach. Each supervisor was supervising less than fifteen student teachers. 

7.2.2 The monitoring teachers 

All of the eight monitoring teachers held a Bachelor of Education degree. The majority 

of the interviewees had more than six years teaching experience; only one was in her 

first year of experience while the others had between 6 to 21 years of experience. 

Regarding the number of subjects they were teaching, four monitoring teachers were 

teaching two subjects to a number of pupils ranging between 200-300 pupils, two with 

one subject to teach to a number of pupils ranging between 200-300 pupils and another 

two were teaching five subjects to a number of pupils ranging between 100 or less. 

Concerning the number of student teachers being monitored, one, three and four 

monitoring teachers were monitoring five, three and six student teachers respectively. 

7.2.3 Student Teachers 

out of the twelve student teachers only one interviewee was enrolled in 1998, three in 

2000 and the rest enrolled in 2001. 
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Regarding length of time studying at university, eight, three and one students were 

studying from 4 to 4.5,5 to 5.5 and 6 to 7 years respectively. 

As far as the number of credit hours with teaching practice, (to remind the reader as 

explained in the analysis of the questionnaires chapter, teaching practice accounted for 

eight hours just in the registration form but it is actually full five school days teaching 

practice) two, five and five students were taking 8+0 (0 is refer to credit hours which 

are registered with teaching practice), 8+4 or less and 8+6 or more credit hours 

respectively. Half of the student teachers were placed in primary schools, two in 

intermediate schools and four in secondary schools. 

7.3 Responses to interview questions 

The following paragraphs will present summaries of the responses from the university 

supervisors, monitoring teachers and student teachers to the interview questions. 

7.3.1 Supervisors' responses 

I- What challenges do student teachersface when they practice in the school? 

In the opinion of supervisors, challenges which face the student teachers during the 

"- practice in school include challenges related to the school, the head-teacher, the 

university and challenges related to the inadequacies of the student teachers 

themselves. 

An example of challenges in the school that was mentioned by three of the interviewees 

is the lack of respect by pupils. This may be because student teachers have no role in 

pupils" assessment and are not perceived in the same way as the classroom teacher. 
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Another example seen by the majority of the interviewees was about coping with the 

school envirom-nent. Many student teachers find it difficult to cope with the new 

environment which is not similar to that of the universities from where they come. As 

one supervisor said: 

A- lj. ýJZ t- C)r- --Aý 41 CJA L: 4jal (: JLAI:. Il 
L1.6 

Z4 &- Jm%il 
10+6 1.3X - 4-ýý A-L-1 

Vi 

"The situation is different now regarding their responsibilities, which are increased, the 

environment of school is different from what they were used to at the college. In 

general the confrontation and the conversion from student to teacher are really hard on 

them". 

To some, the physical accommodation offered to the students was an issue. One of the 

supervisors noticed that the student teachers had been separated from the teachers' 

room to another room which led to a lack of incorporation, confidence and guidance. 

An example of the challenges associated with the school head-teachers observed by 

four of the supervisors include the poor arrangement of teaching hours for student 

teachers, not allowing student teachers to attend to the excellent expert school teacher 

in order to gain experience in teaching methods and in dealing with the pupils in certain 

situations in the proper way. This affects their training and hence their performance in 

the future. The following example is relevant: 
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"I was in classroom with the student teacher who was teaching; during her teaching she 

asked the pupils to participate with her. One of the pupils was very active and clever to 

such an extent that pupil interrupted the student teacher while she was asking the 

question and gave the answer before the student teacher had finished the question That 

bothered the student teacher who gave a strong sigh and look to that pupil. But the 

pupil did not understand that so she continued. Finally the student teacher exploded and 

shouted at her. The pupil was very shocked and cried". Perhaps if this student teacher 

had observed an expert and experienced teacher before she started teaching, this would 

benefit her in such a situation. 

Another challenge mentioned by three supervisors was about bothering student 

teachers by responsibilities which they saw as having nothing to do with their training: 

tasks such as stamping exams answer sheets, supervising pupils' movement at the end 

of school day and taking attendances notes. In addition to that, two of the respondents 

stressed the negative effect of insufficient number of intended class hours, which was 

between two to three hours a week, given to the student teachers. 

One of the supervisors cited that: 

-). _)IAII 
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"the school administration lets the student teacher keep busy with administration work 

rather than teaching, for example, taking attendance notes and supervising the pupils at 

break time". 
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University challenges viewed by supervisors were about the poor preparation provided 

by educational courses, supervision problems and the weakness of student teachers 

themselves. They thought that the courses were inadequate as a preparation for 

teaching, theoretical and only few credit hours which are not enough for a modern 

teaching methods module. In addition, they thought student teachers have no practical 

experience before putting them directly in real situations which may affect their 

confidence. An extract from the supervisors' interview to illustrate these above points is 

as follows: 

ýV ýý Cjj al : ýA- LZU Lr6 cjjý 
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" The student teachers do not have confidence in their abilities because they do not feel 

that they have a solid and reasonable ground of information to stand on". 
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"we should use and apply the micro-teaching in college, observation at schools, and the 

benefit of watching educational videos before commencing teaching at schools". 

InJ ýý- 

. it CA 

"There must be a balance between the theory and practice courses, as if we compare 

between them we see how large a difference there is between them regarding the 

duration, as the practice is considered eighth of the theory". 
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It seems in the opinion of most of supervisors, that the sequence of courses is 

inappropriate. Some of the subjects like teaching aids, which is taught in the first year 

of the university, are studied too early whereas others like teaching methods, which is 

taught in the final year or at the same semester of the teaching practice course, is too 

late, hence, reducing the time devoted to it to four hours for some student teachers. 

Some quotations follow from the supervisors' interviews: 

JJ9.4 
L>; =J LI.,. LZ Lta) j 44 Ll r 

"The courses need to be reconstructed and re-sequenced for some subjects". 
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"Must increase the period of practice to give the student teachers opportunities to go 

through many experiences within school. Also twelve weeks are not enough to cultivate 

the skills and abilities of the student teachers". 

The majority of supervisors mentioned that evaluation sheets used to assess the 

students' progress are not comprehensive and there are big differences between the 

follow up sheets and the final evaluation sheets. (see appendixes 4,5 and 6 ). 

LJJ (»41 J1 

want to tear up the evaluation and follow up sheets - they confused me". 

jLl 
vi L: Z&l -ýA el, 'u-. 1. e elsO Ul 

. 
&. jjy . ýA elli'l'u 'U" ul 

j-P 

178 



4 11 

"I think we are naYve to follow those sheets, speaking of my self, I used these sheets but 

wrote many comments at the bottom of the sheets which they do not include in them". 

One serious challenge is that concerning the supervisors themselves. One supervisor 

pointed out that there are not enough qualified supervisors. Some of them are newly 

graduated from universities with little or no experience and some of them even have no 

educational qualifications yet they guide student teachers. Supervisors may not be from 

the same field as the student teachers probably because of the shortage of specialized 

supervisors. As the coordinator of the teaching practice programme cited, 

->M 4. qjwl tj, -gL LW---i (. >aj (: 1-4A J -%q2 ü, 32J-Uý, 

. 1lu---; Lll Jo C)- clqý U6 ýA-A CAUJUU1 

"The supervisors must be from the same field hut because of the shortage of 

specialists'we are obliged to do so ". 

ul ?.. epj ZIL t: iz zu:. ul ZLJI z:. ul 4.41 ,. lý t-J 

2.6. ýA *Jul 

One of the supervisors said that "frankly I am embarrassed, last year I was student 

teacher and today I am supervisor. I do not feel that I am ready or qualified to do so". 

""4t4il kL LI $JI 
" 

11 1 supervised student teachers who some of them were with me or my friends last 

year". 

Five other supervisors found that there is conflicting advice given to the student 

teachers from supervisors and monitoring teachers which confuses them. One cited a 

student saying 
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"when my supervisor attends my class Ifollow her advice but when the monitoring 

teacher gets into my class she gives different advice and it is sometimes complicated 

but I have tofollow it" 

In some cases, supervisors do not have enough time to give to the student teachers in 

and after the class because of other work loads. One supervisor illustrated this as 

follows: 
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_ Some of the student teachers did not get along with the class straight away so the 

supervisor should stay the whole time to see all the aspects of the lesson andjudge the 

student teacher ability in putting what she had been studying in university into practice, 

because as you know the educational courses are mostly theoretical and we have as 

you know a lot of other responsibilities 
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From my experience, I have advised from work friend when I complained about the 

load of student teachers she said that 
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"Ifyou would like to cover the large number ofstudent teacher in one day you have to 

aftendjust ten minutesfor each student teacher". 

Choosing the supervisor is another challenge mentioned by three supervisors. Student 

teachers are not given the chance to use their right to choose their supervisors. If for 

any reason they are not compatible to each other then the student teacher will benefit 

very little from her supervisor 

-p4,,.: 
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"They need to have a choice to choose the supervisors, and I think that is their right, 

because how they deal with some one who they are not comfortable with ". 

The final university challenge observed was about the weakness of student teachers 

themselves. This is clear from some signs of lack of confidence such as low voice, poor 

management of classroom and also poor lesson plan preparation 

-AVJ Vi LAtý)2 / AELIJ(. 4 ilia I&dj LL., 2v/ 
S)/4/ 4 i-t- &, 

"we notice that from their lowering their voice in some cases when they are not sure 

about something, from their weakening management for the classroom andftom their 

preparing lessons'plan in their notebook". 

2- What were the challenges thatfaced you when you were a student teacher? Are 

they still there? 
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In answering this question, it was found that there were two main challenges. One 

challenge was related to educational preparation and the other was about supervision. 

The educational preparation challenges were mainlY because of the use of traditional 

methods, which affected their preparation in using a variety of teaching methods, poor 

classroom management, dealing with pupils especially those of intermediate grade level 

and young children in primary school. 

Most of them expressed the view that 

.3i: L>. h i$&i 
». 1' 

" We used the old way of teaching which is the teacher speaks and the pupils listen". 

,- Also one of them said 

ea& uj. %! 

--ý, "I do not think we need to study classroom management because at the end we used 

our power as teachers". 
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"When I was talking with my student teachers about solutions ofdealing with very 

active pupils, they gave me scatter answers most of them said at the end we will beat 

them" 

Supervision challenges were seen as being due to lack of guidance and less attendance 

at their classes as indicated by five of the supervisors 

LALL, 6 i lzl cif yX. - I (ý-ql 
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"It was hard tofind my supervisor and to have a conversation about my leaching". 

j ssjuývlaj I L. Ak. Jv jsj ci 

"Ifelt that there is nobody when I need advice or have problems - my supervisor is 

always busy". 

Many of the interviewees described their supervisors (when they were student teachers) 

as concentrating on assessment rather than improving their progress. One of the 

interviewees said that in a funny way expressing her feeling: 
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" she was sitting at the back of the classroom holding a follow up sheet and looking at 

me without any smile on her face or sign of satisfaction. Suddenly she starts to write 

comments and look at me again and write and so on. So I felt very nervous". One 

supervisor pointed out all the challenges that face student teachers reported in the 

previous question except the adequacy of the number of teaching hours. 

3- Do you think the educational theory courses covered all the aspects which the 

student needs in order to be prepared as afiture teacher? 

Most of the supervisors indicated that the educational courses did not cover all the 

aspects that student teachers need to be prepared for as a future teacher as mentioned in 

the following statements: 
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"In my point of view the educational courses are very theoretical in aspects, what our 

student teachers need is to get acquainted with certain areas in practice to be qualified 

and avoid any unexpected condition. " 

Another one pointed out that 
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"Perfection can never be attained, however, the educational courses quietly cover 

most of the aspects that student teacher need. 

Criticizing the educational theory courses, one supervisor angrily stated that 
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"The educational theory courses are much amputated; I mean they are still taught to 

the student in briefform not in a detailed and profound way. Also they need to be 

presented in a hierarchical and integrated way to have a clear understandable picture 

ofthe whole educational process. " 

Another supervisor had this short answer which says 

"4ii. ZII L4JI JJ12S j. 4 L4t 
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"We need reconstruction of our educational theory courses to correspond with the 

development ofthe educational process. " 

In contrast, two of the supervisors considered that the educational theory courses are 

quite good in their coverage of the aspects that student teachers need apart from the 

way it is presented to students. Some subjects are taught by males which means that 
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there will not be full interaction because both the teacher educator and students will 

interact through media such as television. Also the timing of the subject presentation 

affects the benefit of it. In other words, some subjects such as teaching aids are studied 

too early, whereas some as teaching methods are too late. For example, as mentioned 

previously, teaching methods are taught at the final semester with teaching practice. So 

as a result the students do not have adequate time to practise teaching methods at 

college by making use of micro-teaching or conducting observations. (See the 

I comparison graph appendix 7). 

4- Do you think the teaching practice course has covered all the aspects which 

student teachersface within the school environment? 

In general there was unanimity among the supervisors that the teaching practice does 

not cover all the student teachers' needs. The following statements were recorded in 

-I- response to this question: 
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don't think that the teaching practice course has covered all the aspects that student 

teachers will face in the school environment. The student teachers, as mentioned 

before, come to the school with only certain limited theoretical background about 

II general methods and the department lesson plans and methodology. Without applying 

such courses into actual micro-teaching and specific skills such as solving problems 

creatively in teams, using technology effectively, and valuing life-long learning they 

are not always able toface problems that arise. " 
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"If the educational theory courses are not sufficient how come the leaching practice is 

going to be sufficient? These two parts are sticking together very lightly. " (See 

comparison graph appendix 8) 

5- What information, in your opinion, do you think the student teachers need about 

school andpupils? 

Information the student teachers need regarding the schools, in the view of the 

supervisors include the nature of the school's work, school activities, dealing with the 

school administration and dealing with the monitoring teachers of the school. 

While information the student teachers need regarding the pupils can include pupils' 

development, pupils' problems, pupils' skills and pupils' background. 

Other miscellaneous information expressed by two of the supervisors were classroom 

management, preparing lesson plans and creating objectives from the lesson, 

constructing tests and thinking critically. 

6- Do you think all student teachers should be enrolled in the teaching practice 

programme? Ifthe answer is (no) what do you think the substitutefleld that 

should he available? 

Before I present the response it may be helpful to remind the reader that all students at 

Education College are compulsorily enrolled in the teaching practice course in the final 

semester. 
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Four of six supervisors expressed the view that not all student teachers should enroll in 

the teaching practice programme. They explained that in order to be a student teacher 

they need to meet other characteristics important in the education process, these are the 

teachers' beliefs about education, their relationships with pupils, parents and 

colleagues, their sense of humor, their level of vocation, their work ethic, their general 

motivation and willingness to be involved in extracurricular activities, their personality, 

and ability to engender enthusiasm, etc. All these characteristics are more easily 

"caught" than "taught" if the aptitude of teaching is existent. Also the main purpose of 

teaching practice should be to promote the efficiency of the students, who have the 

tendency to be teachers in their future, and to qualify them practically to be able to 

assume their responsibilities in teaching in way that will promote the level of 

education. 

The following quotations reflect some of their views: 

Ul L Lr. ýý. 
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"ff we enroll all students in leaching practice, this means, from an educational point of 

view, we don't consider their different needs and different abilities. " 

4f14, JI Z, sJ/ r 

"To enroll all students in leaching practice is not a sound thing. " 

.n-ý ýýV/ &: JL; J. iai--W ý 110 .ý 
"If I said yes all students must enroll in teaching practice, this means I ignore 

individual differences. " 
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'J/JILJýI, Y4jIj iiSI L4 LJ>i" 

"From what I believe my answer will be no -from the policy we work on yes. " 

Those who suggested not enrolling all the students in teaching practice share similar 

ideas as follow: 
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the student doesn't want to be a teacher, so why do we waste our iiine and effort on 

something that the student may not be interested in, which will affect her performance 

in a negative way. " 

Lrfr- 
Z tdý 4J /j A.. 

that will have lots of disadvantages on their performance and effectiveness and in 

, theendonourpupils. " 

; I,:. JfLC-1. ý1vf&W It jL OA L) 
I 

there will not be any innovation or creation in their achievement as weforce them 

to get in. " 

However, two supervisors felt strongly that the students should enroll in the teaching 

practice since they see it as an essential element to improve and polish their skills and 

abilities whether they want to be a teacher or not. They have stated their reason in the 

following way: 
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"Teaching practice brings many advantages irrespective of whether the student wants 

to be a teacher or not. It includes relations with others, communication and lots of 

work in the school environment. " 

Alternatives such as computing, administration including law and banking and 

translation can be of value as a substitute for those who do not want to teach.. 

Certificates showing these fields could also be given to students who graduate from 

educational colleges but will not work as teachers as they have not studied teaching 

practice. (See comparison graph appendix 9). 

7- Do you meet the monitoring teacher at the beginning of the teaching practice to 

make arrangements to carry out the programme efficiently? 

Five out of six supervisors responded to this question positively said "yes", but most of 

them indicated that their meeting was only at the beginning of the semester of teaching 

practice because the burden of teaching for both supervisors and the monitoring 

teachers made it difficult for them to set up frequent meetings. Regarding the number 

of meetings they mentioned only one or two per semester. The reason for that was 

pointed out previously. One supervisor said she did not meet the monitoring teachers 

because they are not keen to, the reason for that was 

eAZU - &A Cjj jjV: ýIl, 
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"They feel that meeting will degrade their experience and prestige. AlsosinceIdon't 

need them, Ijust want them to watch and advise the student teachers while I am not 

available and I direct the student teacher in my way. " 

One of them confirmed her regular meeting with the monitoring teachers; putting t eir 

plans together and agreed to do their best to help the student teachers to improve for the 

better. Here is the quotation from her answer: 
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"in my opinion, every supervisor must meet the monitoring teacher at the beginning of 

the leaching practice to make the required arrangements in terms of carrying out the 

programme efficiently for the sake of student teachers, the pupils and the school in 

general and to encourage the monitoring teachers to follow up the student teachers in 

the absence of the supervisor. There should also he a schedule of our regular meeting 

that is so important. " 

8- Do you have the opportunity to discus the problems thatface you regarding the 

student teachers with the monitoring teacher? 

As mentioned in response to the previous question there are inadequate meetings, 

which are one or two per semester, between the supervisors and the monitoring 

teachers. There was also lack of opportunity to discuss the problems that face the 

supervisors regarding the student teachers. 

9- Have you been in meetings aimed at giving you information about the objectives, 

and the assessment procedures of the teaching practice programme? 
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In answering this question the supervisors adopted a variety of stances. None of them 

resembled each other in their answers. So it is useful to quote from some individual 

responses to illustrate their differences in replying to this question. For example, only 

one supervisor asserted that she had been to lots of meetings, by saying that 

-4J 4: 14 41 

"Of course I have attended lots of meetings that provided information about 

constructing the objectives and assessment procedures of the leaching practice 

programme 

LiI, Lkq rJJ -1J JI VJ&4J/&d J 1' 

-(AfA 

"I have attended only one meeting with the person responsible for assigning students to 

schools. It was an individual meeting and she gave me important ideas about the 

assessment procedures that should befollowed when evaluating the student teachers. " 

O; xy it 
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haven't been in any meeting. In fact this kind of meeting is very fundamental 

because sometimes the supervisor is recently graduated orjust appointed so she needs 

such information. " 
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"No I did not attend meetings of this kind. "at I have been in was an individual 

meeting to give us the evaluation sheet, and brief instructions about assessment 

procedures and some regulation to befollowed, " 
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"I am new in supervision and I have been once in a useless meeting. They argued about 

changing some objectives and some statements in the evaluation sheet, and there 

wasn't any agreement. " 

-LLW/ 
4 

LLS flLli 
S. Im. /j,; I 

rpw- XJ Lt,., " 
I 

"14. "_II 4jJI LV4 I LJr1i JIj JJi4J/ LllJLY 

"Yes, it happened once and it was marvelous in that it covered lots of aspects such as 

the way of evaluation the student teachers and objectives of teaching practice. " (See 

comparison graph appendix 10). 

10- Have you got any comment you would like to offer about any aspects of the 

programme? 

Most of the supervisors were not pleased with the current status given particularly to 

teaching practice and generally to educational theory courses. They raised a number of 

points such as: teaching practice course needs yearly evaluation and assessment; new 

assistant teachers should be excluded from supervision work; meetings should be 

arranged with the student teacher one day every week and the teacher preparation 

programm should be reformed to comply with the development needs of the current 

generation. Also the development of aspects of education such as the importance of the 

media and technology in education need to be considered. It is necessary to exploit the 

progress of technology in order to keep up with the knowledge explosion and global 

changes. 

one of the supervisors expressed a much broader opinion. She said: 
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"There must be an efficient community responsible for the teaching practice course 

whose responsibilities should be to: modify the plans regularly and coordinate 

teaching, formulate training plans for undergraduate education, coordinate the work 

between colleges, formulate a teaching instruction plan and work out a leaching 

I implementation plan, undertake research on teaching processes, and keep solving 

conflicts between teaching instruction plan and teaching implementallon plan, courses 

and its system, course system and teaching program, faculty and courses. They need to 

organize research work at different levels, including applying, verifying, examining and 

appraising research projects; be responsible for new subjects construction and subjects 

adjustments, and applying, establishing new subjects regularly; be responsible for 

leaching information exchange, spreading leaching experience and providing 

suggestionsfor leaching; be responsiblefor the administration of leaching instruction 

committee of undergraduate education, responsible for the daily maintenance and 

finally improvements ofthe research websites. " 
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7.3.2 The monitoring teachers' responses 

I- What challenges do student teachersface when they practice in the school? 

In response to this question, the monitoring teachers mentioned similar challenges 

reported by the supervisors and student teachers in general. These are challenges with 

the school, challenges of the student teachers themselves and challenges with the 

university. 

Examples of challenges in the school included lack of interaction between the student 

teacher and school staff in a way that the student teacher feels "not belonging to this 

place", most pupils see student teachers as students and not as proper teachers hence do 

not respect them very well and there is a lack of communication between university and 

school. This latter leads to a lack of understanding of the nature of the teaching practice 

programme at the school. Other challenges mentioned included the poor co-ordination 

between the student teacher and her supervisor and school administration because the 

school schedules do not show in advance when the supervisor will be attending "hardly 

able to find a class for the student teacher to teach when her supervisor attends 

because we don't know in advance that she will be here ". 

A-IV a! UI. B C)A CJIS U19 

It was thought that the school head teacher has played a role in these difficulties as in 

some cases the headteacher does not take note very much of student teachers needs 

".. theyfeel (head teachers) the pupils are their responsibility " 

I, 
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Differences in enviromnent between the school and the university as well as difficulty 

in dealing with different age groups of pupils were also considered as challenges that 

may face student teachers when they practise in the school. 

The interview also indicated that the student teachers themselves face difficulties in 

presenting and conveying information, lack of confidence, fear of confrontation of 

pupils, and carelessness. One of the interviewees stated that "some student teachers 

seek high grades without making satisfactory efforts towards their own development". 
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As far as challenges regarding the university, it was observed that there are two types: 

inadequacy of preparation of the student teachers and challenges regarding supervision. 

From the point of view of the monitoring teachers it is clear that there are not enough 

hours for the teaching methods subjects in the university: "There is a need to increase 

the hours of teaching method and increase the practical side and the observation of 

others' teaching". 
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In addition, both the plan of the teaching practice programme and role of the head 

teacher and monitoring teachers are not clear as illustrated in responses to question ten. 

Student teachers practise teaching at the school and study at the university in the same 

semester; as stated by the monitoring teacher, "there is a lot of stress on the student 

teachers as some of them have lectures or exams or both so that will prevent them 

gaining full benefit from the practice". 
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These challenges affect student teachers in their efficiency of classroom management, 

difficulty in dealing and solving problems with pupils and competence in preparing 

lesson plans and how to derive objectives: "we must introduce the practice side 

(practical) in teaching methods course and hold meetings and dialogue with 

experienced monitoring teacher and benefit from their experiences about classroom 

management and dealing with pupils". 
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Challenges regarding supervision mentioned included: gaps and conflict between each 

of the supervisors and the monitoring teachers concerning guidance of the student 

teachers; shortage of the supervisors visits; strictness of the supervisors in their 1, 

guidance; lack of co-operation with the monitoring teachers; and infrequency of 

meeting with supervisors. Here are some quotations to illustrate these previous points 

"She comes when I am teaching my lesson, and leaves the school before I havefinished 

teaching so there no chance to meet her " 

LW Y Z-V L,. L., // 4). 1*, -ZýIff 
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"Since there is no schedule to follow, so how come I will know she attends ". 
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"the supervisors themselves do not want to hold meetings with us, this may be because 

they do not trust our ability in mentoring. " 
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"My role is very minorjust to watch them " 
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"There is almost no rolefor me. " 
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"My role is very weak because there is no cooperation with the supervisor to work 

together ". 
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. 2- What were the challenges that faced you when you were a student teacher? Are 

they still there? 

Challenges that faced the monitoring teachers when they were student teachers were 

similar to those mentioned by supervisors regarding educational preparation and 

supervision. However, monitoring teachers added some challenges regarding school as 

well, such as: inadequate number of practice teaching hours (which are between two to 

three hours weekly, given to student teachers to practise teaching). 

Challenges regarding educational preparation included: inadequate preparation for 

classroom management, problems due to change of environment and difficulty in 
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preparing and presenting the lessons. These challenges may be as a result of "not 

applying micro leaching at the university before practising at school to mell ourfear" 

as argued by one of the monitoring teachers. 

A-i L4 ; L11 LIP 
I J., 

u 
'; 

-X. AWI Vi 
ýAL 

L -)IJ 

They may also be due to the stress on the student teacher from practising teaching at 

school and studying in the university in the same semester. This point had been referred 

to by five monitoring teachers. One of them said "it was hard on me to have leaching 

practice in the morning and lectures in the afternoon ". 
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Another one mentioned lack of methodical planning as a reason as well by saying "ive 

had been taught teaching methods and lesson preparation in the same semester of 

leaching practice ". 
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Unavailability of supervisors seems to be a major challenge as pointed out by many 

monitoring teachers interviewed. One of them said that "I needed to have her 

consultation in many things facing me such as pupils' problems, teaching aids; 

teaching methods but I can not have this chance easily". "I hardly had a chance to 

meet my supervisor. " 
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Conflict in given instructions between the supervisors and the monitoring teachers may 

confuse student teachers as reported by more than half of the sample. For example, one 

monitoring teacher said: "Ifound difficulty in knowing whom to follow, my supervisor 

or my monitoring teacher ". 
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Another one went on to talk about her feeling by saying "they drove me mad because 

each one had her own instructions ". 
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In the opinion of most of the interviewces these challenges are still there. 

3- Do you think the educational theory courses have covered all the aspects which 

the student teachers need in order to be prepared asfuture teachers? 

There was agreement among the monitoring teachers that the education theory courses 

had not covered all the aspects the student teachers need. They raised a number of 

points regarding the student teachers' preparation which the education theory courses 

had not covered. These included classroom management, how to treat pupils, solving 

pupils' problems, individual differences between pupils and the student teacher's 

major. 
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The following comments demonstrate how the monitoring teachers' were dissatisfied 

with the education theory courses coverage. 

the educational theory courses differfrom the reality because it does not leach 

the students how to deal with the weak pupils; how to deal with the different age 

pupils ". 
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"It is entirelyfar awayfrom preparing teachers as it is depending on padding the 

students'minds. " 

_, 
ta IlL: jLlLW1 ; -, L.. jf :,, 

I 

".. It did not cover all the classroom management" 
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"The educational theory courses cover the aspects of teaching briefly and not in 

depth " 
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"It does not prepare them for the real life that willface them like for example, how 

to use different leaching styles; how to capture the pupils' attention; how to deal 

with the whole class effectively " 

, IujL, tr. LILL, 

). O-, u: L, L; 

(See comparison graph appendix 7) 
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4- Do you think the teaching practice course has covered all the aspects which 

student teachers willface within the school environment? 

None of the monitoring teachers thought that the teaching practice course had covered 

all the aspects which student teachers will face within the school environment. For 

example the course had not covered all the education level grades. Moreover, the 

student teachers were not confident "some times they refuse to have such lessons - they 

feel it is hard to explain to pupils ". 
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Some of the mentoring teacher mentioned that some of the student teachers have their 

courses at the university, which requires them to attend their lectures or examination at 

the expense of teaching practice "some student teachers have to excuse themselves 

regarding their lectures or examination at university". 
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(See comparison graph appendix 8) 

5- What information, in your opinion, do you think the student teachers need about 

school andpupils? 

In the opinion of monitoring teachers, the information the student teachers need about 

the school are: the nature of the school's work, the school activities, the school 

administration, monitoring teachers of the school and how to deal with the school staff 
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appropriately. While information needed about pupils included pupils' standard, 

problems, skills, background, individual differences and psychology. 

Other miscellaneous information reported by two monitoring teacher was: classroom 

management; constructing tests and how to seek advice from specialists. 

6- Do you think all student teachers should be enrolled in the teaching practice 

programme? If the answer is (no) what do you think is the substitutefield that should 

he available? 

Only one out of eight monitoring teachers mentioned that not all students should enroll 

in teaching practice. She said "not all q them will benefit from practising teaching ?f 

because not all ofthem want to be teachers in thefuture. " 
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Whereas, another one suggested that making the teaching practice an option, depends 

on the student and what she is to be in future. 

However, six monitoring teachers highlighted the importance of enrolment of all the 

students in teaching practice as it is the appropriate way to develop and cultivate 

students' skills. 

In line with the same opinion, one monitoring teacher said: "Yes all of them should 

enrol in teaching practice because they need to demonstrate what they were taught in 

practice in reality". 
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Another one pointed out that: ....... even if they do not want to he teachers they have to 

enrol in teaching practice because it will be useful in areas other than teaching such as 

communication, and relationship with others". 
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(See comparison graph appendix 9) 

7- Do you meet the supervisors at the beginning of the teaching practice to make the 

arrangement in term of carrying out the programme efficiently? 

More than half of respondents' answers indicated either no or rarely. Two of them 

believed that this is because supervisors' are overloaded. They work with a large 

number of student teachers, have lectures and some of them have administration work. 

Whereas the rest think that this is because of lack of co-ordination between supervisors 

and the monitoring teachers' schedules. The following are some statements mentioned 

in this aspect: 

"She comes when I am teaching my lesson, and leave the school before I finish 

teaching ". 
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"Since there is no schedule to follow, so how come I will know she attends ". 
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"I wish to hold meetings with the supervisor because this is the first opportunity to me 

to be a monitoring teacher, and I want to know what I have to do, what my role will 

be. " 
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Two monitoring teachers put the blame on the supervisors' willingness and commented 

by saying: "the supervisors themselves do not want to hold meetings with us, this may 

be because they do not trust our ability in mentoring. " 
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On the other hand, two monitoring teachers emphasized that they had met the 

supervisors irregularly to discuss the student teachers' problems and pick up together 

strengths and weaknesses. The following quotation exemplifies the point: 

"Yes I meet the supervisor very often and we discuss the problems of how to treat 

student teachers. For example, I disagree with her about the way of treating the student 

teachers as she instructs them in front of the classroom which has a bad effect on their 

performance ". 
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8- Do you have the opportunity to discus the problems that face you regarding the 

student leachers with the supervisors? 
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As mentioned in the previous question, there are no or rare meetings between 

supervisors and monitoring teachers, hence, there is little opportunity to discus the 

problems that face monitoring teachers regarding the student teachers. 

9- Have you been in courses aimed to give you information about the objectives, and 

the assessment procedures of the teaching practice programme? 

Only one monitoring teacher out of eight answered yes to this question. The rest 

mentioned that such activities did not exist at all and they have never heard of it. The 

following are some of their quotations: 

"There is no course like that. " 
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"No, I have never been to such course". 

y" 

"There are no such courses at all". 
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"I would like to attend courses ofthis kind 11 
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"I never heard about the existence of these courses " 
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(See comparison graph appendix 10) 
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10- Have they explained to you what your role is? 

It seems from the answers of the monitoring teachers interviewed that there were no 

roles explained. The following quotations reflect the some views: 

"There is no clear role tofollow. " 
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"My role is very minorjust to watch them " 
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"There is almost no rolefor me. " 
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"My role is very weak because there is no cooperation with the supervisor to work 

together ". 
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noticed that my role is just to send my marks at the end of the leaching practice to 

the supervisor. " 

it, 

Have you got any comments you would like to offer about any aspects of the 

programme? 

It is clear from the comments of the majority of the monitoring teachers that 

educational courses and teaching practice have to be seriously considered. The 

following are some of their comments: 
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> "Teaching practice has to be introduced gradually in all educational grade 

levels". 

Vi ;LD CJ 

)ý- "Concentration is needed on observation hours prior to practising teaching". 
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> "Student teachers should not be overloaded with credit hours at the university 

during teaching practice'l. 

ruji ear. 

"Number of supervisors need to be increased". 
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> "Student teachers need to be treated with respect and flexibility from the 

supervisors it . 
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> Meeting between supervisors, monitoring teachers and student teacher are of 

paramount importance as one said: "we have to work together to develop the 

student teacher's skills, helping them to overcome their problems and barriers 

through the meeting ofall ofus ". 
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> Promotion of both educational theory courses and teaching practice is important 

as mentioned in this quotation "Strengthen the educational courses and 

leaching practice to improve their quality and let the student teachers develop 

themselves through advice and not byforce ". 

I 
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> Reform the sequences and the arrangement of courses. Some courses are placed 

too early such as instructional aids which is taught in the second semester of the 

first year of university - this should be delayed. Whereas teaching methods are 

taught in the same semester of teaching practice which is too late to study. 

> "Conformity between supervisors and student teachers in their field should be 

considered". 
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7.3.3 Student teachers' responses 

What challenges do student teachersface when they practise in the school? 

In the opinion of student teachers, challenges which face them during their practice in 

school were similar to those mentioned by the supervisors and the monitoring teachers. 

These were challenges with school, challenges with monitoring teachers, challenges of 

the student teachers themselves and challenges with the university. 

There are many points raised by the student teachers as examples of challenges with 

school. Among these is the lack of interaction between the student teachers and the 
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school staff because they are separated in different rooms. One student teacher said: 

"the school's head-teacher located us in an inappropriate room separate ftom the 

teachers'room ". 
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Another one commented that: "they treat us as trainees not as teachers this is why 

they locate us in a separate room ". 
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Behaviour of pupils in the school by not obeying student teachers' instructions is a 

challenge as well. They (pupils) believe that student teachers have no power to punish 

them. The poor communication and coordination between university and school affects 

the understanding of the nature of the teaching practice programme from school. The 

number of teaching hours available in the school schedule is very few in the opinion of 

student teachers and affects the practice. One student teacher said that: "I am better 

than myftiend. I have three teaching hours per week, but she has only one. This may he 

because they do not trust us as proper teachers ". 
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Added to that, is the time needed to cope with the new environment and deal with 

pupils of different age levels. Also similar to what was mentioned by supervisors, 

student teachers noticed that they are burdened by many non-academic responsibilities 

such as stamping the final exams answer sheets, supervising the pupils' activities 

outside the classes at the end of school day and registering students' attendance. Some 
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student teachers have three or more lectures at the university that they have to attend, 

which obliges them to leave the school quite early. 

Challenges with monitoring teachers are mainly because of the little time offered by 

them because of engagement in other work as stated by a student teacher: "she has not 

got enough time because ofthe load ofwork on her ". 

Moreover, when the monitoring teacher attends she sometimes interferes and takes 

over every thing as pointed out by a student: "when she attends my lesson, she 

interferes in everything even choosing the pupil to answer my question during my 

presentation ofthe lesson ". 
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The student teachers themselves found difficulties in presenting and conveying 

information especially with hard subjects; this is why they often shift to easier ones. 

Some of them are not confident enough to face large number of pupils and scared of 

engaging in any sort of confrontation. If not respected, some student teachers feel 

embarrassed which affects their practice as indicated by a student teacher "I am scared 

to be in an embarrassing situation inftont ofpupils ". 

AP 

Those who are careless do not benefit from the school practice, as viewed by a student 

teacher who said: "Some of the student teachers do not care to have enough leaching 

lessons as they enjoy their time without practising any thing". 
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There are many agreements between the student teachers, supervisors and the 

monitoring teachers concerning challenges regarding the university. They all 

mentioned poor preparation of educational courses and supervision problems. The 

student teachers feel that there is not enough hours for teaching methods subjects and 

that the nature of the teaching practice programme is not clear. Practising at school and 

studying at the university in the same semester puts pressure on student teachers. All 

these affect the efficiency of student teachers themselves in classroom management, 

dealing and solving problems with pupils, preparing of lesson plans and how to derive 

the objectives. 

Problems regarding supervision arise from the small number of visits, differences 

between supervisors and monitoring teachers concerning guidance of the student 

teachers, and disagreements between what has been taught and what they have been 

told to do from both supervisors and monitoring teachers and lack of co-operation 

between monitoring teachers and supervisors "some time there is differences between 

their instructions". 
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In some cases supervisors are very restricted in their approach and give only written 

material instead of verbal comments "my supervisor hands me paper with a lot of 

comments about my teaching, some time without discussing them with me". 
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Most student teachers would like to choose their supervisors and schools. "I think this 

is my right to choose the person who will supervise me". 

ççth ) 1A 

"if I am not comfortable with someone how can I deal with her, in fact I do not like my 

supervisor because I have bad experience with her in another course". 
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2- Do you think the educational theory courses have covered all the aspects which 

the student teacher needs in order to he prepared as afuture teacher? 

Nine out of the twelve student teachers agreed that to some degree the educational 

theory courses have covered most of the aspects they need. They were more concerned 

about the quality aspects of the educational theory courses and to what extent the 

theory courses had enabled them to meet the required standards of teaching. The 

following statements highlight areas that were not covered by the educational theory 

courses. 

"These courses do not cover the teaching of individual differences, and classroom 

management in a proper way". 
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"These courses do not cover in detail leaching methods; they give us brief ideas or 

disintegrated ideas ". 
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"There are lots of repeated ideas in some subjects such as teaching methods. I had two 

subjects in the same semester with the same content. " 
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"Teaching methods should involve a kind ofpracticalpart which is missing". 
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"Observational lessons in the theory courses are not included We need these before 

starting actual teaching". 
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Three student teachers saw that the educational theory courses have not covered all the 

aspects they need. They also said: "The educational theory courses do not prepare us 

toface teaching practice course". 
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"There is no link between the educational theory courses and leaching practice 

course ". 
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(See comparison graph appendix 7). 
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3- Do you think the leaching practice course has covered all the aspects which 

student teachers willface within the school environment? 

Eight of the respondents saw that teaching practice course has not covered all the 

aspects that the student teachers will face within the school environment. The following 

statements highlight areas that were not covered by the teaching practice course. 

"It has not covered the most essential thing which is treating me as a teacher ". 

J214tJJiI" 

"I do not think so, because the course does not allow me to attend any of school 

meetings or prepare some examsfor the pupils. " 
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"At the university they teach us only how to prepare the lesson on paper. This tells 

nothing about school environment until we get there ". 
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"The course does not cover all the aspects because there is no co-ordination between 

school administration and the university. School's head-teacher did not allow us to 

participate in some school activities such as parents' meeting or set exam for the pupils 

or evenfollow up the pupils'progress ". 
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One student teacher had raised a point regarding sociology and the little time available 

for practising. She suggested "teaching practice for this kind of subject should 

concentrate on practising in groups at university with their peers or give seminars. In 

this way the student teachers may benefit more. " 
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However, four student teachers considered that teaching practice has covered all the 

aspects. As they indicated that (from their opinions) the adequate time helped them to 

improve their skills and develop their competence needed to be future teachers. (See 

comparison graph appendix 8). 

4- What information, in your opinion, do you think the student teachers need about 

school andpupils? 

When student teachers were asked about the information that they need about school 

and pupils, eleven out of twelve agreed about the information. 

The information regarding the school included the nature and the policy of the school's 

work, the school activities, sources available at school and the school conditions. In 

addition, information about dealing with the school administration and the monitoring 

teachers of the school may also be needed. 

In the opinion of student teachers the information they need about the pupils are their 

standard, problems, skills, background, individual differences, and psychology. Ways 

to increase pupils' achievements may also be needed. Moreover, some student teachers 

pointed out their concern about classroom management, from where and how to seek 

advice. 
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Surprisingly, one student teacher expressed a different view, which says "There is no 

need to know any thing, as we have to explore any information by ourselves. If we 

gather information ftom the monitoring teacher about the classroom regarding pupils' 

problems, that means wejudge thingsfrom others opinion, notfrom ours". 
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5- Do you think all student teachers should be enrolled in the leaching practice 

programme? Ifthe answer is (no) what substitutefield should he available? 

It was clear from more than half of the student teacher's responses that enrolment of all 

the student teacher in the teaching practice is necessary while the other half see that it is 

not required. 

Those who saw that it is necessary commented as follow: 

"It is important to apply what we had been taught in the theory courses ". 
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"We should enrol in leaching practice because we will be teachers, but desire and 

ambition are also important elements to success ". 
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"We know that (will happen) from the beginning as we are at educational college. 

Students who do not want to be a teacher can join other colleges which do not require 

teaching practice. " 
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Other student teachers who saw that teaching practice should not be required expressed 

their views as: "We have to enroll because there are no otherjobs than teaching. " 
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This group gave other substitutions such as translation departments, ICT studies, art of 

public speaking, administration studies and law studies. (See comparison graph 

appendix 9). 

6- Do you have the opportunity to discus the problents that face you with your 

supervisor? 

A number of student teachers highlighted that the opportunity to discuss the problems 

that face them was very minimal. Many of them expressed similar views as follow: 

"Yes I met my supervisor but onlyfor a short time as she is always busy because ofher 

work load I am busy too because ofthe pressure on me as I have lectures as well. " 
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However, five student teachers indicated that they never met with their supervisors. 

"No I have not met my supervisor. She is busy. She does not come to school very often, 

and ifshe comes that isjustfor a short time. She does not cooperate with us. " 
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7- Do you have the opportunity to discuss the problems that face you with your 

monitoring teacher? 

In response to this question interviewees were equally divided into two groups. While 

one group mentioned that they had the opportunity to discuss the problems that face 

them with their monitoring teachers, the other group mentioned the opposite. Examples 

of positive comments are, "Yes, I meet her evenfor a short lime to give me a brieffeed 

hack" 

i411? I. *J' 

or " Yes, I discuss with her lot ofmatters and she helps me to solve any problem ". 
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Those who had no opportunity to discuss their problems mainly blame the head teacher 

who keeps the student teacher always busy and gives no chance to discuss with her 

monitoring teacher "My monitoring teacher tried to help me but I could not have a 

useful meeting with her because the school head teacher prefered me to have something 

to do rather than sitting and have (a chat) as she said". 
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8- Have you been in courses aimed to give you illforinalioll about the objectives, and 

the assessment procedures of the teaching practice programme and explain for you 

what is going on at schools? 
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The opinions of the student teachers regarding whether they had been in courses aimed 

at giving information about objectives; assessment procedures of the teaching practice, 

were almost the same as they pointed that they have not been in such courses. 

On the other hand, the student teachers mentioned that their supervisors gave them 

some brief explanations about school. (See comparison graph appendix 10). 

9- Have you got any comments you would like to offer about any aspects of the 

programme? 

It is evident from the responses that the majority of the student teachers were 

disappointed with their preparation in both theory courses and teaching practice. The 

following are some of their comments: 

> Student teachers need to be given more authority so that pupils can respect 

them. 

> Student teachers need to be treated as regular teachers not as trainees. 

> Allocating student teachers with regular teaching staff in the same rooms is 

expected to be more beneficial than separating the two groups. 

> Supervisors should be given more time to guide the student teachers. 

> Increase the number of supervisors. 

> Meeting with the supervisors before the start of the teaching practice is very 

important for the explanation regarding supervision, assessment mentoring and 

schooling. 

> Supervisors and monitoring teachers should be working together and avoid 

giving conflicting instructions to the student teachers. 
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> The observation period should be given enough time to prepare the student 

teacher before the actual teaching. 

> Take off some of the pressure from the student teacher by replacing the 

supervisor with a screen for monitoring. 

> The sequences of some courses need to be revised. For example, instructional 

aids course which is taught in the second semester of the first year of university 

is too early. Whereas teaching methods which is taught in the same semester of 

teaching practice is too late to study. 

> Introduction of micro-teaching in the educational theory courses is important. 

> The supervisors and the student teachers would be better if they came from the 

same field. 

7.4 Summary of the Interviews 

The aim of this study is to evaluate the teachers' preparation programme at college of 

Education at KFU through the views of student teachers, and supplemented by the 

views of their supervisors and monitoring teachers. 

There were various aspects of the teachers' preparation examined in relation to 

preparation, professional and personal development of student teachers. 

In summary, the overall outcome of these interviews suggested that the three groups 

had mostly similar perceptions about the challenges that face the student teachers while 

they are practising teaching at schools. 

These challenges related to the school, the head-teacher, the university and challenges 

related to the inadequacies of the student teachers or supervisors themselves. 
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Most of the challenges mentioned related to the school included lack of respect by 

pupils, coping with the environment and the negative effect due to separation of student 

teachers from the teachers' room. All these emotional aspects have a great influence on 

the student teachers' achievement. 

It seems that most interviewees feel that school head-teachers do not arrange class 

hours very well. In addition they ask student teachers to do things that are not very 

much related to their training such as stamping exams answer sheets, supervising 

pupils' movement at the end of school say and taking attendances notes. 

University challenges observed by the interviewee indicated that educational courses 

are mostly theoretical, the sequence of courses is inappropriate and the hours for the 

teaching methods subjects in the university are not enough. 

The interview results indicated that there are not enough 'educationally' qualified 

supervisors; supervisors may not be from the same field as the student teachers, and 

supervisors do not have enough time to give to the student teachers. These results have 

an effect on the quality of the teaching practice in specific terms and on educational 

operation in general. It might help to explain the meaning of an 'educational 

qualification' which is that the qualification was obtained from an educational college 

which combined study of an academic major with study of educational theory and 

related matters. Whereas a non-educational qualification means a certificate from a 

college which focused on an academic specialism. 

Educational theory courses as well as teaching practice did not cover all the aspects that 

student teachers need in view of most of the three groups. They are taught to the 

student in brief terms, using traditional methods. There is a problem of communication 

when the courses are taught by males because they only use electronic media for 
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teaching. Specific areas were emphasized by student teachers as needing to be 

improved and expanded such as teaching methods regarding individual differences; 

classroom management, subject knowledge and observing others' expertise. 

The three groups identified areas in which the student teachers required more in-depth 

experience such as participation in non teaching activities for example, dealing with 

parents, pupils and school staff, enough teaching hours and recording and reporting 

pupils' progress. What is more, exposure to complex situations which demanded 

immediate decision-making was thought to be needed. 

The three groups expressed a need for information regarding the schools and the pupils. 

The infonnation needed about the school relates to the nature of the school's work, the 

school activities, and the school administration, monitoring teachers of the school and 

how to deal with the school staff appropriately. While information needed about pupils 

included pupils' standard, problems, skills, background, individual differences and 

psychology. 

Likewise the supervisors indicated important points have to be borne in mind which is 

practising to think critically. 

When the responses are compared between the groups, it is found that the majority of 

supervisors differed from the monitoring teachers and student teachers in their opinions 

regarding the enrollment of all student teachers in the teaching practice programme. 

There were no differences found among the majority of monitoring teachers and 

student teachers, since the two groups did not see the necessity of enrollment of the 

entire student population in the teaching practice programme if some of them do not 

have the desire to be a teacher. 
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It was apparent from the majority of all groups' responses that they were equally aware 

of the importance of a collaborative setting for all who had a hand in teaching practice 

specifically and educational operation generally. However, regular meetings with all 

parties (supervisor, head-teacher, monitoring teacher, student teachers ) for the purpose 

of planning and providing explanations of the nature of teaching practice, clarifying 

the roles for each of head-teacher and monitoring teacher, discussion and review of 

progress, had been neglected. 

There was substantial agreement between the great majority of respondents in all 

groups regarding attending meetings or courses aimed to give such information about 

the objectives and the assessment procedures of the teaching practice programme. The 

importance of such courses is to provide a solid structure in terms of content and 

procedures, also to engage all parties who can support student teachers, in developing a 

deeper understanding of events, and actions with regard to their teaching. Besides this, 

they can serve to build a clear, whole picture of the nature and purpose of teaching 

practice to carry out the programme successfully. 

Thus, effective implementation of the teachers' preparation programme and the quality 

of its delivery is contingent on many things such as coordination and communication 

between schools and university; with clear roles for each one who have a role to play 

and the policy must be clearly defined. Further reinforcement is likely to be obtained 

during positive relationships and regular meeting between the supervisors, head- 

teachers, monitoring teachers and student teachers. Inadequacy of preparation, 

guidance, monitoring and assessment placed the student teachers in conflict positions 

which inevitably resulted in lack of confidence and has a negative impact on their 

professional development. 
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The indispensable role of the school's commitment as an entire institution was seen to 

be essential to guarantee that the student teachers' needs were met appropriately. 
I 

To conclude, the most essential findings were regarding the process of teachers' 

preparation across all the university and schools. It was characterized by a lack of 

coordination, consistency and systematic approach. 
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Chapter Eight 

Discussion 
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Chapter Eight 

Discussion 

8.1 Introduction 

This chapter will discuss the findings of the study, focusing on the main areas 

addressed in the study which are teaching skills, teaching practice, and knowledge and 

understanding. The data was collected through the views of student teachers, and 

supplemented by the views of their supervisors and monitoring teachers. 

Questionnaires and interviews were used to gather information. 

8.2 Teaching Skills 

In general teaching skills might be considered the most important aspect of any 

teaching programme, for if the teaching skills are improved, the pupils learning will 

improve and the teaching process will be more productive. 

The findings indicated (in Tables 6.4,6.5 and 6.6) that the respondents felt that the 

KFU programme had prepared students to improve on some of the teaching skills items 

investigated, but only moderately prepared them to improve on most of the items and 

poorly prepared them for a few. There was not much agreement in the opinion of the 

three groups concerning the teaching skill items investigated as affected by the 

programme. Competence in handling text books appropriately is the only item which 

was viewed by the three groups as an indication of an item that they had been well 

prepared for. 

In the view of the supervisors and monitoring teachers it was thought that the KFU 

programme had prepared the students well to improve competence in developing the 
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learning objectives of the subject to be taught and competcnce in managing the timing 

of the lesson . However, in the opinion of student teachers the KFU programme was 

thought to have only moderately prepared students to improve these two items. That 

was an expected response from the student teachers since some lessons do not go so 

well because of stress and tiredness so that the result is that classroom teaching is 

difficult. The supervisors and the monitoring teachers are supposedly qualified enough 

to judge this matter taking into account the number of experienced years in supervision 

or monitoring as explained in the personal information data of each group. 

Most of the agreements between the three groups in their judgment were when the 

programme was viewed as having moderately prepared students though ranking of the 

items was not similar in the opinion of the three groups. 

Results presented in Tables 6.4,6.5 and 6.6 show that the teachers' preparation 

programme was not thought to have improved some of skill items investigated in this 

study. Areas such as working with different abilities, using ICT, solving student 

problems in class and understanding and building schemes of work seem to be the 

skills least improved by the programme. These findings seem to reflect wider concerns 

about the quality of teacher training in other contexts. There appears to be global 

anxiety for many decades, not just confined to the developing world, about the low 

quality of teacher training, particularly its failure to equip teachers with necessary 

knowledge and skills (Dove, 1986). Ladson-Billings (1994) also reported that most 

teachers expressed the view that their pre-service preparation did little or nothing to 

prepare them for today's diverse class rooms. 

It is now documented (Paul, 2005) that 'working with pupils of different abilities' (one 

of the skills ranked low) needs advanced skills teachers who can manage and motivate 
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them. Interaction with these pupils in the classroom tends to produce a more defensive 

and authoritarian attitude in the student teachers teaching unless they have been 

adequately prepared. The skill of working with pupils of different abilities extends to 

the more able and gifted pupils as well; unless students teachers are specifically trained 

in this area they are likely to treat all pupils as the same without recognizing individual 

differences. 

Also skill in this area will increase general self- confidence and positive performance in 

the classroom. So it is very important for the student teachers to practice their ability to 

exercise control, armed with knowledge about dealing with pupils of different abilities. 

In fact these skills identified above have not been a sufficient focus in the program of 

student teacher preparation in KFU. In other words, these skills are addressed only 

briefly in teaching methods subject but not integrated in the educational theory courses 

in a profound and contemporary way to prepare the student teachers to what might face 

them at schools. So the program needs to be updated in these skills and a lot more 

needs to be done in order to integrate the educational theory courses and the training in 

the school. This could be achieved by thinking of the time in school not just as a 

'teaching practice' but by concentrating on the idea or the concept of a 'placement' for 

student teachers at school and gaining the benefits of it as described earlier in chapter 

three. The data from the questionnaires shows that 48% of the student teachers sample 

described themselves as being dissatisfied in response to the statement dealing with 

pupils taking into account the individual differences among them. Also 21% from the 

same sample were very dissatisfied (figure 6.10), that means 69% of the student 

teachers were not satisfied with their preparation in this matter. What is more, 71% of 

the supervisors' sample were also not satisfied about the student teachers' preparation 

in the same matter (table 6.10). The monitoring teachers support this finding above, as 
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in table 6.11 the percentage of the monitoring teachers who believe that student 

teachers have not been prepared well to deal with pupils with individual differences 

among them was 19% dissatisfied and 58% very dissatisfied. In addition, 29% of the 

supervisors sample disagreed, and 29% of them strong disagreed with the statement the 

school practice and the university courses complement each other (Figure 6.20). In the same 

way, the monitoring teachers do not agree that the school practice and the university 

courses complement each other as 23% strong disagreed, and 61% disagreed. In fact 

most of the student teachers felt that school practice does not complement the 

university courses as 20% of the student teachers sample strongly disagreed with it and 

61% disagreed as well. So these findings can highlight the gap or weakness between 

the theory courses at the university and practice at school. Obviously theory courses 

must provide a strong grounding or firm base for the student teachers because they will 

use this base as their feed back of information in their school practice, so the two parts 

of the preparation program of student teachers theory courses and school practice have 

to be very linked, coordinated and complementary to each other. 

From the interview data it emerged that 92% of the student teachers sample were 

concerned about classroom management and how to deal with individual differences 

"The courses do not cover the teaching of individual differences, and classroom 

management in a proper way". Furthermore, the opinions of the monitoring teachers 

follow the same line as cited in this comment "the educational theory courses differ 

from the reality because it does not teach the students how to deal with the weak pupils; 

how to deal with the different pupils' ages". Also my own experience as supervisor 

confirms these findings. The following situations were observed in a visit to a school. 

These are just anecdotal examples but they reinforce the findings from the research. 

229 



When I was walking in school corridor, I heard some pupils call the student teacher 

student not teacher, and when I asked the pupils about their behavior, their response 

was "they are a student like us they can not grade us". Another example, in the middle 

of the lesson, when a student teacher was teaching, one pupil started to laugh. After the 

student teacher tried her best to stop her being naughty, she expelled the pupil from the 

classroom, but the pupil while she was walking still laughed and stared at the student 

teacher. All these data reveal that the student teachers have not got a proper chance to 

practise their ability to exercise control as the pupils know the limitation of the student 

teacher such as they can not grade them, they can not put examination questions for 

them. Pupils do not see the student teachers as real teachers or on an equal level with 

their regular teacher. So to solve this matter we need strong communication between 

the university and schools. Also strong communication is needed between supervisors 

and monitoring teachers to tackle student teachers' problems before they occur. In other 

words, to put schemes of work and the procedures they might need for them ready in 

their busy time of supervision and mentoring. 

ICT has increasing importance within the school curriculum. Not only does it support 

teaching and learning within other curriculum subjects, but it is also a subject in its own 

right and can be a tool to enhance student teachers' learning and teaching (Kyriakidou, 

1999, King, 2002). So the programme of College of Education at KFU needs a lot of 

attention in integrating ICT courses. Developing skills, knowledge and understanding 

in the use of ICT prepares student teachers to use such technologies in their everyday 

and working lives. It also helps them develop the skills essential to participate 

effectively, both now and in the future. Unfortunately, as pointed out earlier, there is no 

course available or even in the syllables at KFU. In fact this seems a huge problem 

these days as teacher training needs to resPond to the global revolution of technology. 
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Solving student problems in class and understanding and building schemes of work 

requires special or strong preparation as classrooms are highly dynamic, constantly 

changing and unpredictable environments (Eilam, and Poyas, 2006). 

So the complex environment of the classroom is considered as one of the most pressing 

difficulties that student teachers are going to confront and deal with. These difficulties 

need a long time for students to develop the experience to cope with them, and the 

teaching practice course may not be long enough to let student teachers do so -teaching 

practice requires its professionals to function in the classroom environment. Mule 

(2006) has reported that "it is important that student teachers are provided with enough 

time to develop familiaritY with their contexts and with the process, the typical one 

semester practicum may not provide enough time". From the questionnaires it emerged 

that in rank order of the mean response values for each group of respondents regarding 

the statement "the time devoted to the teaching practice is enough" was as follows: 

rank 5( this rank refer to some agreement) for the supervisors, and rank 7( also refer to 

some agreement) for the monitoring teachers. Whereas the same statement has the 

highest rank from the student teachers; in other words they gave their strong agreement 

with the view that time devoted to teaching practice is enough. 

The findings of the interviews provided support on these previous points. Some 

interviewees suggested that expansion of areas is needed such as dealing with 

individual differences, classroom management "do not cover the teaching of individual 

differences and classroom managemeni " (Student teacher) 

"the educational theory courses cover the aspects of leaching briefly and not in depth". 

(Monitoring teacher) 
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Apparently, as explained in chapter six there was not much agreement among the three 

groups in their views of how effective the education program at KFU is in developing 

teaching skills. These differences in their assessment might be based on their respective 

professional perceptions. However when the key participants take a different view of 

many aspects of the course it might suggest that communication between the groups is 

not as good as it should be. So to melt these differences or to bridge the gaps between 

the elements of the program we need more communication and integration via 

establishing the partnership aspect and enhance or enrich the role of the monitoring 

teachers. 

8.3 Teaching Practice 

Teaching practice is one of the most important elements in student teacher preparation; 

hence, it needs special attention in any preparation programme. Gray et al. (2001), 

Eilam and Poyas (2006) have mentioned that teaching practice is likely to be one of the 

most unforgettable experiences of a student teacher's life. 

Al-Saige, et. al. (2004) (the general director for the teacher colleges in K. S. A) talking 

about the teacher preparation in KSA stated that "Teaching practice as a sinew of the 

vocational education preparation, has not been given the required recognition in face 

ofthe reality of the professional situation ", 

In this section, the main outcome of student teachers, supervisors and monitoring 

teachers' satisfaction about teaching practice items as influenced by the university 

education programme is outlined. The opinion of the three groups indicated that the 

student teachers and monitoring teachers were particularly satisfied with these three 

statements: 'applying methods learned in methodology courses', 'dealing with the school 
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administration in a correct manner' and 'the relationships between the supervisor and student 

teacher are governed by assessment. The former two items were of some 

satisfaction/agreement and the third of little satisfaction/agreement in view of the three 

groups. 

The student teachers were aware of the unequal power among them and their 

supervisors. This was reflected in the response to the statement that 'the relation 

between the supervisors and their student teachers is governed by assessment'. As a 

result this may have an impact on their professional development and subsequently on 

their judgment about their relation with their supervisors. Because the relationship 

between the student teachers and their supervisors is complex and multi faceted, a lot of 

conflicting evidence has emerged from student teachers according to the nature of the 

role of their supervisor in an assessor or supportive role. Many studies reveal tensions 

and ambiguities that are implicit in the supervisors' role identity (Feiman-Nemser, 

1996; Slick, 1997; Jones, 2001 and Tang, 2002). 

Apparently the supervisors must enact a complex role as both assessor and supporter as 

these two roles are embedded in the identity of supervision. The supervisors have to 

confront the dilemma of how to balance their obligations. On one hand, they may feel 

strongly about assisting their student teachers, while at the same time they have a duty 

and a strong commitment to assess them. This kind of dilemma is likely to occur 

especially with those teachers who have a lack of experiences in supervision; some 

supervisors are less experienced than others and others have a non educational 

qualification. It may be worth here reminding the reader of the meaning of the concepts 

of 'educational qualification' and 'non educational qualification' as described in 

chapter seven the interviews analysis. An 'educational qualification' means that the 
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qualification was obtained from an educational college which combines study of an 

academic major with study of educational theory and related matters. Where as 'non- 

educational qualification' means a certificate from a college which focused on an 

academic specialism. 

Regarding the former, my own experience in this matter is relevant since I was 

assigned to supervise fifteen student teachers in my first year of work as teacher 

assistant in KFU. Without any previous experience in supervision I was struggling to 

help these student teachers. I found it difficult to cope with supervision work and 

experienced the dilemma between being assessor or supporter, as inevitably I had to 

carry out both tasks. In another case one of the student teacher interviewees expressed 

her feeling about her inadequate supervisor as she cited that " .... My supervisor was 

my classmate last year". 

As supervisors, they are expected to assess the student teachers. At the same time, they 

are also expected to help and encourage student teachers to learn, be innovative and 

creative and improve their teaching performance. All these attitudes can best be 

developed by building a trusting, effective communication, mutual respect and 

professionalism, and setting up clear goals, timetables and finally expectations. 

The data in tables (6.9,6.10, and 6.11) revealed that student teachers and supervisors were 

relatively little satisfied with the opportunity for the student teacher to develop their 

confidence as a teacher nor were student teachers and monitoring teachers satisfied with 

the opportunity for the student teacher to attend school meetings. 

From the literature review it was seen that student teachers gain confidence when they 

are introduced to the school as regular teachers, and when they are allowed to spend 

time meeting with parents and when they are given chances to participate in school 
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staff meetings. All these points are vital in student teachers' preparation as these help 

them to obtain a full picture of the school life, and feel dependable and better about 

themselves as pointed out previously by (Tang, 2003, Capel, 1998, Jones, 2001 and 

Robert and Bullough, 2005). Thus a supportive environment will allow the student 

teachers to challenge themselves to stretch their abilities to be creative as mentioned in 

chapter three by lot of researchers (Sutherland, et al, 2005, Glazer and Hannafin, 2006, 

Graves, 1990, Korthagen and Kessels, 1999, Parsons and Stephenson, 2005). 

The interviews' findings are in a similar vein as it is clear from the opinion of all groups 

of interviewees that they were not satisfied in relation to their confidence as teachers, 

lack of communication with parents, no opportunity to attend meetings, and no 

opportunity to learn from effective practice. Here are some comments to illustrate: 

"the school's head-teacher located us in a separate room ". (Student teacher) 

"Not belong to this place". (Student teacher) 

"the head-teacher was not treating the student teachers as a real teacher but as some 

one whose purpose is to assist other regular teachers and take the loadfrom them". 

(Supervisor) 

"They do not allow me to attend any of school meetings or prepare some exams to the 

pupils" (Student teacher) 

"the head- teachersfeel the pupils are their responsibility" (Monitoring teachers) 

Lack of systematic support from the whole school may have affected their confidence. 

Similar conclusions have also been reported by a number of researchers (Tickle, 2000; 

Furlong et al, 2000; Wang, 2001; Jones, 2002). Observation is one way of supporting 
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student teachers; giving the student teachers opportunities to observe more experienced 

teachers is one of the best ways of learning skills and developing strategies of teaching. 

The interviewees sustained this point "Unfortunately, these opportunities are not 

available across the teaching practice course". Treating the student teacher as a real 

teacher not as someone whose purpose is to assist other regular teachers and take the 

load from them, will have explicit influence in making sense of themselves as teachers 

and developing their professional expertise in the future. Similar ideas have been 

reported by Capel (1998), Jones (2001), Tang (2003). 

One problem mentioned by student teachers is that they face difficulties in finding the 

information they need during the teaching practice. The information that student 

teachers need in general may include information about (1) the pupils, such as pupils' 

development (an understanding of pupils' physiological status, knowledge level, social 

and economic background, health and their abilities), (2) pupils' problems 

(understanding the way to treat elementary school pupils and how to overcome their 

problems), (3) the school (recognizing the school's educational aims, the school's 

relations with society, the school envirorunent, the location of the school and its 

number of pupils), and (4) pupils' skills (understanding the method of preparation and 

planning the information and skills which are given to the pupils). 

Information provision is mentioned in many studies (McCulloch and Lock, 1992; Early 

and Kinder, 1994; Flores and Day, 2006) as it is essential for the student teachers to 

start their practice with clear rather than hazy views which might lead to failure. Brock 

and Grady (1998) reported that "student teachers would like to meet one-to-one with 

the principal during the first week ofschool, to ask questions about the things they need 
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to know" (p. 182). Also they said "Principals play a key role in inducling beginning 

teachers into their schools as well as into the teaching profession "(p. 179). 

This information facilitates the student teachers in building a better knowledge of the 

whole school environment, the pupils in the classroom context and the way in which 

they react to their learning and teaching. In fact the student teachers will adopt 

strategies or attitude in order to avoid disciplinary problems. 

On the other hand, some knowledge has to be gained in the university before the 

student teachers start the teaching practice such as social science, class management, 

pedagogy, and psychology. It may be dangerous to leave the school pupils with a 

student teacher who does not understand the pupils' psychological development. 

Abdusamea and Hawalah (2005) reported that "apparently, the classroom management 

seems to be the most essential factor that leads to the success of the teaching and 

learning process "(p. 56). The importance of the head teacher providing information 

about the school was also highlighted by Al-Said and Al-Shabi (1993). 

Three items were classified as 'of some satisfaction' as seen by the three groups: 

&giving the supervisor adequate time to appropriately evaluate the student teachers', 

(opportunity to participate in the whole school activities' and 'the supervisor visits 

enough time to give you sufficient information that you need'. 

Participation in school activities would give the student teachers a broader perspective 

on the nature of teaching, help to develop their relationship with pupils, to build their 

knowledge about the teaching process and extend student teachers' professional 

learning experiences beyond the classroom setting. Doddington (1994) found that to be 

socially adept, student teachers need to get on with pupils, parents and colleagues. 
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There is a correlation between giving the supervisors adequate time to appropriately 

evaluate the student teachers and the supervisor enough visit time to provide sufficient 

information on what is needed, as good evaluation involves many steps for final 

decision making. The first step is to collect useful information. The second one is that 

evaluation must be ongoing throughout the entire teaching practice course or semester 

in different fonns at different stages. The third one is consideration of the student 

teachers' psychology, background and other study burden. 

So these two points came with 'some satisfaction' from all the three groups for a 

reason. All the three groups in their interviews commented on the burden imposed on 

the supervisors I have not got much time to give feedback to my student teachers'ý 

(Supervisor) 

"We do not know in advance that she (1he supervisor) will be here today as her load of 

work " (Monitoring teacher). 

The supervisors mentioned in their interviews the numbers of the student teachers they 

supervised which was about four student teachers each. However supervisors who hold 

just a bachelor degree, their supervision in some cases reach to 10 student teachers. 

Beside this number of students to supervise, also there is a lot of responsibility in 

teaching and administration in the university they have to deal with. This makes it 

impossible for supervisors to follow up, supervise, give feedback and evaluate all the 

student teachers adequately and they can not be present in all schools. From the 

questionnaires, the personal infonnation of the supervisors referred to the fact that one 

supervisor out of fourteen has fifteen or more student teachers to supervise, where as 

the remaining supervisors range from less than fifteen to four student teachers. 
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8.4 Knowledge and understanding 

Bramald, et al. (1995) reported that student teachers' knowledge of teaching gained 

from their educational experience courses shapes their views of teaching and learning. 

However, they also need more knowledge, support, advice and full understanding 

during their preparation period to make changes regarding the negative ways which 

student teachers thought about teaching, learning and education as whole. (The reader 

is reminded that the category of 'knowledge and understanding' in this research did not 

refer to the students' knowledge of their subject but was a general category related to 

their understanding and response to the programme as a whole). 

It is clear from the findings shown in Tables (6.14,6.15, and 6.16) regarding 

knowledge and understanding statements that both supervisors and monitoring teachers 

feel that the number of supervisors is not enough and the monitoring teachers are not 

co-operative enough with the student teachers from the monitoring teachers' views. 

However, student teachers strongly believe that monitoring teachers are very co- 

operative. 

Tbc explanation of the agreement between the supervisors and monitoring teachers 

regarding the number of the supervisors builds on the shortage of supervisors' visits and 

irregular follow up concerning the student teachers and the difficulty of having 

dialogue with them. In the supervisors interviews they cited "the supervisors have to be 

ftom the samefield but because ofthe small number ofspecialists this is not possible" 

The monitoring teachers are not co-operative enough with the student teachers from the 

monitoring teachers' views. This may be due to the workload of the monitoring 

teachers, their responsibilities toward their pupils, school administration and the large 

number of student teachers they monitor without clear roles as revealed from the 
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interviews with the monitoring teachers 'there is no clear roles to follow' Another one 

cited 'my role is just to send my marks at the end of the teaching practice to the 

supervisor'. All these may have led the monitoring teachers to feel that way, while they 

try to do their best. Also there is an important factor which may lead to the monitoring 

teachers feeling ineffective with regard to cooperation, that is the student teachers 

academic burdens which force them to excuse themselves from school to attend their 

lectures which decreases the amount of meetings with monitoring teachers in their free 

time. 

On the opposite side, the student teachers expressed views which were contrary to 

those of the monitoring teachers. That could be because the student teachers have more 

limited ideas about the nature of monitoring so they appreciate any help. Also student 

teachers might have made their judgment according to a particular personal relationship 

with their monitoring teachers. That did not exclude the idea of the existence of 

cooperative teachers in my sample. 

Supervisors think that there are not enough resources for themselves in the university 

but student teachers and monitoring teachers somewhat agree that resources are enough 

for themselves. There could be many explanations for these findings. First of all the 

supervisors felt a shortage in resources because of an insufficiency of library service 

and a lack of meeting places or conferences to exchange ideas and gain more 

experiences. In addition, from the interview data, it is apparent that the program has not 

had any changes for a long time. Also the program has not responded to the revolution 

in technology and educational process so as a result the supervisors thought these 

shortages of resources were a problem which hindered them in their support of the 

student teachers. On the other hand, the monitoring teachers and the student teachers 
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opposed the supervisors in their opinions. That may be because the student teachers get 

most of their resources through the supervisors and lecturers and their textbooks. The 

monitoring teachers get resources from their in-service training. Also they use their 

experiences in service as monitoring teacher and as a kind of resources. As I 

mentioned with regard to the personal information of the monitoring teacher sample 

55% served as mentoring. What is more, we have to bear in mind the years of 

experiences in the teaching field, since 68% of the monitoring teachers sample served 

as teachers. 

It is also apparent from the data obtained about knowledge and understanding that 

monitoring teachers expressed relatively little agreement that there is clear guidance 

from the University about the roles and responsibility of the monitoring teachers (as 

explained previously) and the school practice and the University courses complement 

each other but student teachers and supervisors showed some agreement about both 

items. 

Monitoring teachers expressed relatively little agreement that there is clear guidance 

from University about their roles and responsibility. That is attributable to the 

inexistence of a comprehensive plan or the lack of a meeting with supervisors 

concerning monitoring before starting teaching practice. Through their observation of 

the performance of the student teachers and from their prior experience as student 

teachers, the monitoring teachers felt school practice does not complement the 

University course since there is a need to provide and expand some courses such as 

classroom management, dealing with pupils of different abilities and various teaching 

methods. Some comment from the interviews to illustrate this point: 
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"It is entirely far a way from preparing teachers as it is depending on padding the 

sludents'mind". 

"It does not prepare them to the real life that will face them like for example, how to 

use different leaching styles; how to capture the pupils' attention and how to deal with 

the whole class effectively'ý 

"The educational theory course covers the aspects of teaching briefly and not in depth". 

Also the student teachers need time to translate the theory into practice or apply theory 

to a new practice situation. This issue of applying theory to practice has been debated a 

lot. Many researchers reported that it is complicated (Grenfell, 1998; Capel, 1998; 

Jones, 2000; Eilarn and Poyas, 2006). 

None of the 13 knowledge and understanding statements scored a mean of 2 or less to 

indicate relatively little agreement in student teachers' perceptions. In other words, 

student teachers expressed some or particular agreement with all the knowledge and 

understanding statements. 

A number of statements gained some agreement across the three groups: 'the advice 

given to the student teachers from all sources is the same', 'the educational courses 

build into a coherent whole course', 'the student teacher knows about how to create a 

positive learning environment' and 'the student teachers know how to seek advice from 

special education needs specialists. Furlong (1996), from his research, pointed out that 

competent teaching requires much more than behavioral skills but also knowledge 

which they need to control their teaching and look beneath the surface of their own 

and other peoples' practice. Similar reports have also been reported by other 

researchers (Haggarty, 2002) 
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The finding about 'the advice given to the student teachers is the same' from all sources 

goes against the interviews' outcome as one monitoring teacher from her own 

experience indicated that: 

"Ifound difficulty in knowing who tofollow, my supervisor or my monitoring teacher". 

Also one student teacher explains her acting: 

when my supervisor attends my class I follow her advice while when my 

monitoring teacher get into my class she gives different advice and it is sometimes 

complicated but I have tofollow it" This conflict in the answers may be due to the need 

for prior coordination between supervisors and monitoring teachers as mentioned 

previously. 

Supervisors did not strongly agree with any of the knowledge and understanding 

statements as they did not rate any of the statements with 'particularly agreed', but 

student teachers particularly agreed that 'the monitoring teachers are very cooperative', 

'the number of educational courses is sufficient' and 'the time devoted to teaching 

practice is enough'. According to the monitoring teachers' perception, the supervisors 

are very cooperative and the student teachers should be expected to teach to all grade 

levels of education to gain full experiences are of particular agreement. One of the 

monitoring teacher in her interview asserted that student teachers have to learn to deal 

with all pupils'ages as she said ...... how to deal with different pupils'ages " 

The findings about 'number of educational courses are sufficient' and 'the time devoted 

to teaching practice is enough' surprised me because this judgment came from the less 

experienced group in my samples. This may relate to the fact that student teachers 
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consider any addition in educational courses and teaching practice course as extra 

chores. 

8.5 Summary 

This chapter has discussed the findings of the study aiming to answer the question of 

the research which is: how is teacher preparation program at KFU perceived by the key 

participants (student teacher, supervisors, and monitoring teachers)? 

It has covered the findings of teaching skills, teaching practice and knowledge and 

understanding. In relation to these aspects, it identified problems of some lack of 

improvement in teaching skills and the needed to improve the quality of teaching 

practice. In addition the most essential step or aspect is the existence of cooperative 

communicative relationship between the university and school. As we noticed from the 

findings, many of the weaknesses in the teacher preparation programme arise because 

of the lack of sufficient connection between these two institutions, and nonexistence of 

coordination or agreed planning between them. In fact, before drawing the conclusions 

to the study it will be useful to discuss these important aspects that have a powerful role 

in the teacher preparation programme. So the next chapter will be on key elements in 

improving teacher preparation: mentoring and partnership. 
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Chapter Nine 

Some issues related to teacher preparation 
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Chapter Nine 

Some issues related to teacher preparation 

9.1 Introduction 

One of the key findings derived from the questionnaire and interview data is the need 

I, - 
for better communication between all the parties involved in the teacher preparation 

programme. It is noticeable from my empirical work that there is an absence of a 

proper mentoring role and lack of communication in the teaching practice which causes 

a lot of difficulties for all parties, student teachers, supervisors, and monitoring 

teachers. Before the next final chapter ten, which will discuss the general findings of 

the study and make recommendations, this chapter will examine some of the issues and 

literature related to mentorship and partnership. The discussion comes at this point in 

the study rather than in the literature review because the need for more attention to 

partnership and mentoring came from the empirical study. This chapter then is seen as 

part of the research which will help to inform the final recommendations. This study 

was conducted in the UK and it was helpful to read about developments which have 

taken place in teacher preparation since 1992. This chapter will discuss the role and 

desirable qualities of the mentor as well as the importance of partnership. It will also 

address some of the relevant research literature. 

Successful mentoring begins with establishing a partnership between school and 

University to ensure that each will share in the responsibilities and benefits of 

participation. These kinds of relationship need to be based on mutual trust and respect. 

Together, the mentoring and the partnership between school and university will 

contribute (through the relationship between monitoring teachers and universities' 

supervisors) to support student teachers when carrying out their teaching practice, and 
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to find solutions to their needs and concerns. So as a result, they can support and equip 

the student teachers the best they can to provide the education system with high quality 

teachers. 

9.2 Mentoring 

Life is dependent upon relationships between creatures; nobody or no one can live 

alone. If we take on a small scale the relation between babies and their mothers, 

manager and his employee and on large scale relations between cities or governments, 

all are important. Relationships are important for all domains of life in general and in 

the education field specifically. 

Teaching is all about relationships, among pupils with their teachers, teachers with their 

colleagues and principle and so on. What concerns me in this matter is the relation 

between student teachers and their mentor as this relationship is so important to the 

development of student teachers' professional practice. 

Mentorship is the relationship between one person and another person based on the 

intellectual and emotional support that they give each other (Butler, 2002). This 

mentorship can be found in many other working relationships. Student teachers work 

with cooperating teachers who act as mentors, they are a source of support for student 

teachers working with them to enable the student teacher to improve as a teacher with 

the guidance of a professional. In Great Britain mentoring is considered as a core 

element in the partnership established amongst schools and training institution (Jones, 

2001). Such partnerships are intended to have a positive impact on teacher and student 

teacher learning. Koeppen et al., (2000) have supported the benefit of mentoring in 

their project 'who is telemachus? ' by saying that " the socialization that occurs as we 

move into our careers influences not onl our attitudes, but also our approaches to y 
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teaching and scholarship. As our network of professional friends and acquaintances 

expands, so too do opportunities to collaborate on teaching and research projects and 

receiveftedback on our endeavors" (p. 432). 

9.2.1 Derinition of Mentoring 

Mentoring is a process that is deeply related to education, as well as other professions. 

It is a process whereby novices generally receive guidance, support and encouragement 

from more experienced colleagues. 

If we look at the meaning of mentoring in literature, there is no one single definition for 

mentoring but numerous interpretations of it. It is agreed that the mentoring process 

embraces various development phases starting from establishing relationships, 

application of cognitive developmental theory and ending with development of critical 

thinkers and active agents for the education of our children. 

Mentoring means partnering of an experienced teacher with a beginning teacher to 

furnish "systematic and sustained assistance to novice teachers" (Strong and Baron, 

2004: 48). 

Koki (1997: 2) asserted that mentoring is a complex and multi dimensional process of 

", ýmiding, teaching, influencing and supporting a beginning or new teacher ". 

McBrien and Brandt (1997) explained a mentor as a role model who offers support to 

another person and shares his knowledge and experience with the person being 

mentored. 

The general meaning of mentoring has been expressed by Jones (2001: 82) who has 

seen mentoring as providing active assistance for student teachers, as the monitoring 
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teacher is "someone who is prepared to support a trainee's professional development 

through the provision ofhonest, constructive criticism". 

Thus, mentoring work is concerned directly with helping student teachers to find their 

style of learning by doing, applying theory in practice and inspiring them by keeping 

them motivated to persevere. Also to assist them to search their way out of their 

dilemmas, not by informing the student teacher with solutions of the problems but by 

helping them to reframe issues in terms in which they can be solved. 

9.2.2 The Advantagcs of Mentoring 

With education constantly changing, mentoring is perceived as an effective staff 

development approach for both experienced teachers and student teachers. Martin 

(1994) expressed the view that mentoring recently plays an essential role in the 

professional development of the student teachers. 

The value of having a trusted colleague, someone to whom one can take ideas that are 

still in the draft mode, and someone who can be both active associate and critic of 

thoughts, deeds and actions, is well documented in the research on mentoring (Galvez- 

Hjomevik, 1986). 

Establishing a good relationship between the student teachers and their monitoring 

teachers gives a strong start for the student teachers to begin their teaching practice 

confidently. In the same way the experienced teacher who is serving as a mentor 

receives recognition and incentives. Linsky et. al, (2003: 9) draws attention to the 

possibility of joint work as they can "engage in professional growth, rather than taking 

on a student teacher, it also enables student teachers and their mentors to undertake a 

praclicum project ". 
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Researchers (Little and Nelson, 1990; Ganser, 1996 and Koki, 1997) believe that 

mentoring can be a valuable process in educational refonn for beginning teachers as 

well as experienced teachers since the latter have a significant impact on the learning 

and shaping of student teachers' beliefs, orientation and practices. Furthermore, 

formalizing the mentor role for experienced teachers creates good ranks in the career 

ladder for teachers and contributes to the professionalism of education. 

In other words, the benefit of mentoring is twofold: 

For the student teachers the advantages are that they consider the mentors as a source of 

sustained guidance and see them as a critical friend who can explore the weaknesses 

and discuss specific issues, ideas and achievements shared and built upon. In fact 

mentoring plays the role of smoothing transition into the workplace. 

In the same way mentors gain benefit from playing a mentor role as mentoring provides 

them with different kinds of opportunities to develop personal and professional skills 

and for career and professional development. It also increases self-esteem and job 

satisfaction. 

The idea that mentors get benefits from mentoring is not entirely new. For example, a 

study implemented in 1986 consisted of 178 mentor teachers. The result of this study 

was that more than two thirds responded "definitely" to the statement that participation 

in the mentoring programme "provided positive professional growth for me" (Hawk, 

1986). 

So the benefits of a mentoring programme are substantial for both student teacher and 

mentor teachers. 
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9.2.3 The Mentoring Relationship 

It is worth considering the nature of the relationship between mentors and student 

teachers as this relationship is the core of the mentoring process (Furlong, 2000). 

"Mentoring is relationship designed to provide personal andprofessional support to an 

individuaL The mentor is more experienced than student teachers and makes use of that 

experience in afacilitative way to support the development of the student teacher. Also 

it is used to assist the individual at specific stages of development or transition and 

lastsfor a sustained but definedperiod oftime ". (Beels and Powell, 1994) 

This definition has offered a picture which forms the relationship between the mentor 

and their student teachers to be supporter, source of development and facilitator. 

Linsky et. al. (2003) have identified five features of the mentor-student teacher 

relationship which is conceived as a journey of seeking goals, moral support, guidance 

to practical knowledge, equality and relation built on trust and providing space to show 

or prove worth. 

Landay's (1998) point of view is that mentoring is based upon partnership since it 

exists only in the context of a collaborative relationship. Stanulis and Russell (2002) 

also asserted the same view as Landay's, they saw mutuality as a feature of the 

mentoring relationship and as a source of the benefits of the mentoring. 

In England, the mentors' role is diverse and can be placed within various conceptual 

paradigms which are reflected in Maynard and Furlongs' view (1993). They have put 

forward three models of mentoring 

(1) The apprenticeship model where the mentor plays the role as the master teacher to 

be imitated; 
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(2) The competence model where the mentor relates training and assessment to pre- 

determined standards of practice; and 

(3) The reflective model as the mentor plays a role as the critical friend who assists in 

the evaluation of teaching. 

In Germany, the mentoring relationship is based on mutual trust and respect as reported 

by Bolam et. al, (1996) and Jones, (200 1). 

In Saudi Arabia the feature of mentoring relationship tends to be the traditional 

apprenticeship model, as the mentors take control of the student teachers' actions and 

hold a position of power over them, this power is derived from their rank (Al- Harbe et. 

al, 2002). However it can be argued that from a religious and cultural point of view 

other models of mentoring can be justified. Our religion, as described in chapter three 

has views regarding the desirable qualities of the Islamic education teacher; it has 

clarified in general the relation between the teacher and his/her student which should be 

built on trust, honesty, trueness, and faithfulness since the teacher is an example to be 

followed. 

Some aspects that may contribute to the success of the mentoring relationship include 

the desire by both parties to set successful goals and expectations for mutual benefit. In 

the same way Islam recommends the need to have desire, interest, and love for the 

profession and always to aim for the best, since the speech of the prophet Mohammed 

said "God loves if anyone performed work, to master it". Also the stated clarity of the 

mentor's role and functions will assist the success of the mentoring relationship. Plans 

must be developed to successfully carry out these functions, (Janas, 1996; Freedman 

and Jaffe, 1993; Robert and Bullough, 2005). Also there is an essential factor that 

must be respected in establishing a good mentoring relationship which is the 
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emotional aspect of both parties (Robert and Bullough, 2005; Koki, 1997). Any mentor 

who feels that his/her student teacher is not a good match should be re-designated, as 

Kabli (1999) explained, the comfort of all parties in the mentoring process is the most 

vital element to built up an excellent relationship to achieve the advantages of sharing 

the benefit from mentoring. 

On the other hand, some factors have an influence in inhibiting such relationships from 

occuring. Linsky et. al, (2003) asserted that misunderstanding about the roles of both 

mentor teacher and student teachers may hamper them from getting on well together. 

Both parties may be unable or unwilling to work collaboratively. Mentor teachers assert 

their power and play the traditional role of mentoring, and student teachers who may 

have a lack of confidence related to uncertainty in their ability or lack of effective 

communication skills may cause the failure of the relationship. 

9.2.4 The main duties of a Mentor 

Looking over the complexity of the definition of mentoring and the nature of the 

mentors- student teachers relationship, we can derive the duties and the responsibilities 

of the mentor which is to: 

* Enable the student teachers to assess his/her own skills and to improve them; 

* Enable the student teacher to evaluate the chosen teaching strategies and 

materials in term of their appropriateness; 

* Enable the teacher to question the values embedded in those practices and 

proceed to challenge the aims and goals of education; 

9 Enable the student teacher to continue to examine and clarify their personal 

values and beliefs about society and pedagogy; 
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9 Enable the student teacher to theorize about the context of their pedagogical 

practice and 

* Enable the teachers to examine the adequacy of theories about pedagogical 

contexts and processes and develop a critique of them (Frost, 1993; Linsky etal., 

2003). 

FEnto (2001) explained the practical support which should be provided by the mentor, 

which involves teaching observations with constructive feedback, regular planned 

meetings, a written record of mentoring meetings, giving the student teachers 

opportunities to observe successful colleagues or experienced teachers. 

Furlong (2000) and Koki (1997) have adopted the idea that mentors have an essential 

function to play a positive role model and coach student teachers. This is what makes 

the role of teacher a very important and heavy one as he/she should set or consider 

themselves as a good example for their pupils, students, colleagues and principles, and 

in general for the whole system and society. As Ghazali (1986) stated 'ýpeople do not 

impact from the person who does not do what he says, so if the teacher does not work 

according to his science, as a result his exhortation will slip from the people heart as 

water slipfrom the stone " 

So, the mentor is the assistant and facilitator who aids other's development, and the 

development of teaching skills and strategies. In the case of Saudi Arabia, the idea of 

mentorship will be very useful and appropriate to contribute in raising the competences 

of the student teachers and the quality of the teaching practice. This in turn will benefit 

the whole educational system; by adopting the duties described above and 

understanding the benefits of their application, the system should be improved. 
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9.2.5 The qualities of a Mentor 

To achieve the aims of effective mentoring, it is worth thinking about the qualities of 

the mentors since they are considered as one of the most vital resources of teaching 

experience of the student teacher. These qualities include personal and professional 

skills. 

Koki (1997: 2) on this point stated that: 

"To be effective, the mentor must be able to demonstrate a range of cognitive coaching 

competencies, such as posing carefully constructed questions to stimulate reflection, 

paraphrasing, probing, using wait- lime, and collecting and using data to improve 

leaching and learning". Besides that they must be selected with care, knowledge and 

experience because they must be able to supply a nurturing context for their student 

teachcrs. 

What is more, the mentor must possess the confidence to act as a model of the teacher's 

role in education, to provide sufficient stimulus and input in the form of realistic 

examples (Koki, 1997; Jones, 2001). 

Wang (2001) has asserted an important point when selecting mentor teachers which is 

to identify how mentors conceptualize mentoring and their experience in conducting 

the kind of mentoring practices expected. 

The criteria for selecting mentoring teachers vary from culture to another, but here is 

some general criteria which assist in assigning mentors which has been adopted from 

Herman and Mandell (2004); Daresh (2002) and Shadiow (1996) 

The mentor teacher must have: 

0 commitment to education, and to the role of mentoring. 
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As committed mentors show up for the job, also they understand that 

persistence is as vital in mentoring as it is in classroom teaching. This 

commitment should emerge naturally from the resolute belief that mentors are 

capable of making a positive impact on the life of another. This belief is 

grounded in the knowledge that mentoring can be a challenging effort 

requiring significant investments of time and energy. 

Respect and acceptance for the student teachers who enter into its 

community. 

Rowley (1999) pointed out the foundation of any effective helping relationship 

is empathy, which means respect another's personal beliefs and values. In the 

case of mentoring, mentor teachers should accept the student teacher without 

making judgments even if the student teacher has been poorly prepared. So 

mentors should stretch their capacity to deliver meaningful support. 

9A desire to grow professionally through the exchange of ideas with the 

student teacher. 

Mentors who respect and accept the student teacher, should value the 

exchange of ideas and benefit from mentoring as opportunities for professional 

growth. 

* Good interpersonal and communication skills, and a sensitivity to the 

needs of the student teachers. 

Rowley (1999) confirmed that each mentoring relationship occurs in a unique and 

interpersonal context. Mentors should adjust their mentoring communications to meet 

the individual differences of student teacher needs and attitudes. Therefore, mentors 

should have profound understanding of their own communication styles and be willing 

to observe the behavior of the student teacher. 
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We can notice from the above points the importance of equality between the student 

teachers and their mentor, irrespective of their ranking and level of knowledge. Also 

they insist on the right of both student teacher and mentor to exchange advice and 

consultation. This latter insight is not dissimilar to the view cited in our holy Quran 

"their matters consultation between them " verse (38) A I-shora 

In addition to all these above qualities, mentors also should have: 

9 An open mind and flexible attitude; 

0 Good organizational skills; 

A willingness to meet regularly with the student teacher to plan lessons 

and to provide useful feedback derived from observed lessons; 

9 Knowledge and experience of the student teacher's area of work; 

0 The ability to offer a range of perspectives and teaching and learning 

techniques; 

0 The ability to empower the student teachers with knowledge gained from 

their experience; and 

0 The ability to help the student teacher to identify practice which meets 

professional requirements. 

Thus, by careful selecting of the monitoring teacher who will have a positive impact on 

our student teachers' personality and professional life, we can assure that essential 

skills, strategies and experiences will be conveyed to the student teachers. 

As far as the qualities of the mentor teachers is concerned, how can we prepare the 

mentoring teacher to possess these attributes? The answer to this question is simply by 

possessing a willingness to engage in professional growth, increase self-esteem and 

engage in mentor training. 
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An appropriate mentoring programme design is considered central in guiding student 

teachers in their teaching practice (Mathias, 2005, Rowley, 1999). 

First of all, the specific form or the components of the mentoring programme need to 

be detennined by the local needs level of each country. Therefore, the mentoring 

training programme must include, but should not be limited to the following features. 

A good programme requires formal mentor training as a prerequisite to mentoring. Also 

the programme has to consist of specific descriptions of the roles and defined 

responsibilities of mentor teachers (Mathias, 2005). In addition, the mentor teachers 

need to be given the opportunity to engage in reflection on the qualities of effective 

helpers by raising levels of consciousness and helping the mentor, specially the 

prospective one, to understand the problems and concerns of student teachers. A part of 

this programme is to equip the mentors with knowledge and skills to develop multiple 

methods of classroom observation, use of research based frameworks as the basis for 

reflection and refine their conferencing and feedback skills. However, an effective 

programme is dependent on it being well planned, well organized and well delivered. 

To sum up, mentoring remains a complex and very demanding process. It can play a 

crucial role in teacher preparation, improve quality of teaching and continually develop 

the professional knowledge and cultivate skills that a teacher needs. Also to attain 

successful mentorship depends on both the mentor and student teacher being equally 

cognisant and accepting of their roles and responsibilities. That latter require a mutual 

commitment to working side by side as equals and retaining an open conversation 

between parties on matters of mutual concern. 
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9.3 Partnership 

As it goes without saying, "one hand can not clap". In our world nobody is able to live 

alone or could not have fun alone but he/she can work alone. If he/she wants to be 

effective and creative they have to work together as partners. So the term partnership is 

simply considered as 'working together'. Nowadays in the domain of education the need 

for the school to play an important part in the teacher preparation programme is 

becoming so essential. 

Traditionally it has been the case that while the university provides the theory, the 

school provides the setting and the student teacher provides the efforts to bring them 

together. In other words, student teachers need both theory and practice in order to 

become effective teachers. More recently however it has been recognized that a more 

integrated relationship is needed to improve the teacher preparation. The university 

colleges and school- based aspects of teachers' preparation should complement each 

other. Clear roles of each partner are beneficial to the success of the teacher preparation 

programme. 

The importance of the liaison between the University College and school is highlighted 

in many studies (Wilkin, 1992; Goodlad, 1994; Beck & Kosnik, 2002; Ginsberg & 

Rhodes, 2003; and Sands and Goodwin, 2004). 

The concept of partnership in the field of education refers to various models of 

collaboration and co-operation implemented between Higher Education Institutions and 

schools with the aims of supplying quality initial teacher preparation experiences of 

student teachers. Brien and MacBeath (1996) mentioned that the development of 

partnership approaches has attempted to generate high quality teacher training. 
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Mule (2006: 206) asserted that the partnership between the two institutions would serve 

three main goals: 

1. rethinking the preparation of pre-service education student; 

2. ensuring continuing development ofexperiencedprofessionals; 

3. modelling exemplary practices that will lead to school student achievement of a 

high order, provide sustained, applied inquiryfor both student andfaculty. 

Establishing a successful partnership between school and University has 

comprehensive benefits because this relation "will enhance the educational 

experience of all children; enhance high quality field experiences for prospective 

teachers; and engage in furthering the professional growth of school-and 

university-based teachers and teacher educators "(Dana, et al, 200 1), cited in Mule 

(2006: 206). 

A successful University - school partnership will minimize the conflict between the 

main agents involved in this relationship, the supervisor who is working in the higher 

education institution, the student teacher and monitoring teachers who are working in 

the school. 

This collaborative partnership between school and university is targeted to confront the 

potential conflict among the parties and decrease it through simultaneous renewal and 

shared responsibilities for teacher preparation, continuation of professional 

development, research and inquiry on education and to upgrade the outcomes for all 

students as cited by Smith and Lytle (1999); Bromley (1998) and NCATE (2001). 

Collaboration in a regular way between the Higher Education institution and schools 

through partnership is vital to use each others' expertise. The expertise of monitoring 

teachers and supervisors has to be combined by opening an honest dialogue in which 
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they have enough trust and respect to speak to each other directly and to listen to one 

another and to assist in introducing innovation without anyone being minor to the other 

(Koster and Snoek, 1998). 

In fact, school-university partnership has benefits even for experienced teachers as 

reported by Koster & Snoek (1998) and Sandholtz (2002). These benefits include 

increased knowledge, greater efficacy, enhanced collegial interaction, and leadership 

skills. 

On the other hand, university supervisors have also very useful opportunities to act as 

reflective practitioners, constantly evaluating their values and developing and using or 

exchanging ideas whether with their student teachers or with monitoring teachers. So 

this relation could be considered as life-long learning which is very important for both 

supervisors and monitoring teachers for professional development (Sandholtz, 2002). 

This kind of partnership is very limited or missing in KSA (Kabli, 1999), hence an 

overview on school- university partnership in Great Britain will be considered. 

In many countries at present, teacher preparation is considered as an essential transition 

from setting and systems controlled by separate, often higher education institutions, to 

be situated much more in schools themselves (Tomlinson, 1995 and Furlong, 2000). 

In the UK and elsewhere, the training of teachers is increasingly seen as a matter of 

partnership among schools and institution of higher education. 

9.3.1 The Importance of Partnership between Colleges and Schools 

Circular no 9/92 25 June 1992 introduced new criteria and procedures in England and 

Wales for the accreditation of courses of initial teacher training. The main principle 

expressed in the circular was that the school should play a much larger part in Initial 

261 



Teacher Training as full partners of Higher Education Institutions (HEls). The 

accreditation criteria for initial teacher training courses needs HEls, schools and 

students to focus on the competencies of teaching and institutions rather than individual 

courses. The government expected that the partner school and HEIs would exercise a 

joint responsibility for the planning and management of courses and the selection of 

training and assessment of students. The balance of responsibilities might vary. Schools 

would have a leading responsibility for training students to teach their subjects of 

specialisation. This is to assess pupils, to manage classes supervising students and 

assessing their competence in these respects. HEIs would be responsible for ensuring 

that courses meet the requirements of academic validation, presenting courses for 

accreditation, awarding qualifications to successful students and arranging student 

placement in more than one school. 

Wright (1993) described the new changes in teacher preparation as a turning point in 

the history and development of teacher education in England. The aim of these changes 

is to " ensure that teachers are trained and supported to have the skills and knowledge 

to meet the new demands placed on them" (DES, 1992 paral3). The new model 

involved a more equal partnership between school teachers and tutors/college advisors 

in institutions, with the schools playing a much bigger part. Therefore, slowly but 

surely 'partnership' has become an increasingly central concept. The idea is that higher 

education institutions should develop and run the professional and educational aspects 

of courses of initial teacher training in close working partnership with the schools. For 

both teachers and supervisors, professional development is a crucial necessity, if the 

new partnership is to succeed for both parties and, most importantly, ultimately for the 

pupils in the school. The new arrangements may be fraught with "problems" (as Wright 

points out, college supervisors have most to lose if aspects of their role are transferred 
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to the school), but these need to be jointly tackled more as opportunities. Supervisors in 

HEIs seek to take opportunities and gain professional development and access ready 

areas for research. Teachers also try to gain professional development, new ideas, and 

skills in mentoring. They may find that through explaining to students what they are 

doing they become better and more focused at teaching. The success of school based 

training does not depend only on the amount of time spent in schools but also relies 

heavily on the quality of the relationships between the training institution and the 

school. This includes the significant involvement of teachers in the planning, 

supervision and assessment of students' training and the active support of supervisors 

for the students' work in schools. Wright (1993) identified four key principles, which 

are important for the success of the new relationship: (1) academic work should be 

closely linked to practice, (2) the success of school based training relies heavily in the 

quality of the relationships between the training institution and the school, (3) the idea 

of partnership is crucial to the concept of school-based training and (4) the values and 

cultures of educational institutions, whether schools or universities, must be recognised. 

Circular number 14/93 set out the principles of partnership. Successful partners ip in 

primary initial teacher training was to provide an appropriate range of professional 

expertise and resources, supplementing students' school experience as necessary from 

further a field. The aim was to establish and maintain coherent links between the 

elements of the course based in schools and those based in higher education 

institutions, define the basis on which all elements of the course were to be funded and 

agree the allocation of resources, foster for students a climate of professionalism in 

which school-based training is an integral part of 'whole school' policy, and 

demonstrate clearly to all concerned how the requirements of the circular are met. 
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Circular 14/93 explained the benefits of partnership to schools and tcachcrs. Although 

the main function of schools is to teach pupils, it has been shown that schools can 

derive considerable professional benefit from sharing fully in the training of teachers. 

Staff learn from the fresh perspective of students in training; in turn, teachers influence 

directly the training of their future colleagues. 

Circular number 10/97 set out the standards of knowledge, understanding and skills that 

all trainees must demonstrate in order successfully to complete a course of initial 

teacher training and be eligible for qualified teacher status. The circular also set out a 

range of new requirements for initial training intended to ensure that all initial training 

providers match the quality and breadth of the best and to underpin higher standards 

and effective teaching in schools. These standards are intended to ensure that, before 

taking responsibility for their own classroom for the first time, every new teacher will 

have proved his or her ability in a wide range of knowledge, understanding and skills, 

including effective teaching and assessment methods, classroom management, 

discipline and subject knowledge. The new requirements suggest that all primary 

courses must prepare trainees to teach at least one specialist subject, and all trainees 

must have substantial practical experience if they are to achieve the qualified teacher 

status standards and qualify as teachers. For primary, non-core, non-specialist subjects, 

trainees being assessed for qualified teacher status must meet the required standards but 

with the support, if necessary, of a teacher experienced in the subject concerned. The 

circular further addressed the issue of partnership among schools and colleges. 

9.3.2 Partnership requirements 

Department of Education circular number 10/96 applies to training which takes place in 

partnership between school and HEls or other providers, and sets out requirements 
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relating to the involvement of schools, including the amount of time which trainees 

must spend in schools. 

In the case of all courses of initial teacher training, HEIs and other non-school trainers 

must work in partnership with schools ensuring that: 

0 Schools are fully and actively involved in the planning and delivery of 

initial teacher training as well as in the selection and final assessment of 

trainees. The full partnership should regularly review and evaluate the 

training provided; 

0 The division and deployment of available resources has been agreed in 

a way which reflect training responsibilities undertaken by each partner; 

0 Effective selection criteria for partnership schools have been developed 

which are clear and available to all partners and trainees, and which take 

account of indicators such as Office for Standards in Education reports, 

test and examination result, exclusion rate, commitment to and previous 

successful experience of involvement in initial teacher training; 

9 Where partnership schools fall short of the selection set, providers must 

demonstrate that extra support will be provided to ensure that the 

training provided is of a high standard; 

0 Where schools no longer meet selection criteria, and extra support to 

ensure the quality of the training process can not be guaranteed, 

procedures are in place for the de-selection of schools; 

0 Effective structures and procedures are in place to ensure cfficicnt and 

effective communication across partnerships. 
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Thus, as we see, the entire mentoring and partnership issues have been identified in 

official publications and their success depends on integration, planning, coordination 

and cooperation. 

How relevant is the concept of partnership to other cultures including in Saudi Arabia? 

In the discussion of Islamic Education in chapter three it was pointed out that Islam 

inspire us to work as an integral, organized, planned team because these are the 

characteristics of Islam. 

In fact as the wisdom says "the person is little by himself, many by his brothers", the 

efforts of individuals regardless of the existence of their sincerity, can not reach the 

impact required to achieve the desired goal, because it is weak, limited, and with only 

temporary effect. There may be many individuals but because of the differences 

between them in their orientations and attitudes and lack of coordination this may cause 

the scattering of the efforts and weaken their impact. Team work, which is one of the 

principles of the mentoring and partnership, seeks to combine the efforts together. 

Nevertheless working as a team is not enough to reach the aim of success, because the 

team work will not generate fruitful work if there is not an organization and planning 

among the individuals of the team, also if the identification of the responsibilities and 

duties are not clarified, and the objectives and tools are not explained. 

In the case of teacher preparation, the attempts at improvement or development have to 

be unified and must be implemented in a clear line, in specific stages with explicit 

goals and known tools. 

After all, good monitoring and effective partnership are vital to teacher preparation 

programme if integration, organization, planning and coordination are really to have 

full consideration. Finally once we are able to identify the need and the nature of these 
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two aspects in a more consistent manner, as a result we will be able to engage in the 

evaluation of the outcome and also execute research regarding these issues. 

9.4 Conclusion 

This chapter has discussed the value of establishing the role of the mentor and has 

discussed what the role of mentoring teachers means. They should participate in a 

partnership between preparing colleges and schools where student teachers practise 

teaching. Also it has discussed what is involved in building a partnership and 

relationship between the University and the school regarding the development of 

teacher practice programme. The end of this chapter has shed light upon the connection 

between the Islamic Education aspects and the call for good mentoring and integration 

through partnership. 

The next chapter will draw the conclusion, and in the light of it the recommendations 

will be made. Finally, further research will be suggested. 
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Chapter Ten 

Conclusions, Recommendations and Further 
Studies 
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Chapter Ten 

Conclusions, Recommendations 
-and 

further research 

10.1 Introduction 

This chapter reviews the present study and the findings of its fieldwork with a view to 

drawing some conclusions. It then puts forward recommendations, and suggestions for 

further research. 

10.2 Conclusion 

This study set out to examine some aspects of the female teachers' preparation in 

College of Education at KRU in the kingdom of Saudi Arabia through the viewpoints 

of student teachers supervisors, and monitoring teachers. In that examination, the focus 

was on three categories, which are teaching skills, teaching practice, and knowledge 

and understanding. Two data collection techniques were used: 

1. A questionnaire used with a sample of student teachers (n= 117), university 

supervisors (n= 14) and monitoring teachers (n=3 1). 

2. The interviews conducted with 12 student teachers; 6 university supervisors and 

8 monitoring teachers. 

To address its aims, the study was underpinned by a main research question with sub- 

questions, which acted as the particular focus for the fieldwork. The research focus 

was: 

An investigative study of the female initial teacher preparation programme in Saudi 

Arabia in an Islamic context: perceptions of the key participants. 
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When commencing this study, the researcher took consideration of this main question: 

how is the teachers' preparation programme perceived by the key participants (student 

teachers, supervisors and monitoring teachers)? 

Also these sub-questions were taken into account: 

,* How effective is the programe on the student teachers? 

* How far are the objectives of teaching practice being applied? 

* What are the viewpoints of the individuals who have a direct relationship with 

teachers' preparation programme? 

9 Is this programme complying with the development of education? 

9 How far do the pre-service and in-service teachers believe that preparation 

developed their skills as teachers? 

e What do the teachers feel that they would like to learn more about in order to 

meet the needs of their pupils? 

* What are the present strengths and weaknesses, as perceived by educational 

supervisors? 

Analysis of the perceptions of the three groups of the sample was based on the 

empirical findings and a review of the related literature in Saudi Arabia and UK. 

Ahead of the main study, the questionnaire was tested and piloted. Minor modifications 

were made to make it clearer and understandable. The researcher also pre-tested the 

interview schedules and checked the meaning with the supervisors. 

It is appropriate here to mention the importance of the present study. Firstly, it was 

deemed important because it would provide a view on the education system in K. S. A. 

Secondly, it would shed light on the development of female education. Thirdly, this 
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study, as far as the researcher could be certain, was the first study to examine female 

teachers' preparation programme in KRU in Saudi Arabia. 

At this point, it ought to be helpful to remind the reader of the limitations of the study. 

Firstly, the data were gathered from samples in KRU in the east territory of Saudi 

Arabia. In consequence, the findings might be typical for those samples in Education 

Colleges in that territory. However, the Saudi Arabia education system is a highly 

centralized one by the Ministry of Higher Education, which supervises the universities 

and public higher education as all these universities implement the bylaws that are 

issued by the Ministry, controlling matters such as teacher preparation and curricula 

closely. It might be reasonably supposed therefore that the views of the three groups in 

K. F. U might not be substantially different from their counterparts in other areas of the 

Kingdom of Saudi Arabia. 

Secondly, the data were collected from the viewpoints of females, so it has to be 

questioned whether the findings would be applicable to males. However it could be 

argued that they are applicable, as both the female and male teacher preparation 

programme are carried out under the same authority of KRU with separation between 

them. 

The following findings are built around the questionnaire completed by student 

teachers, university supervisors and monitoring teachers, but also using findings from 

the interviews using the same sources. 

So, on the basis of the data produced, the overall impression was that, the teachers' 

preparation programme did not improve most of the teaching skills studied very well, 
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and the teaching practices was not seen as very satisfactory. There was no particular 

agreement on most of the knowledge and understanding items. 

It seem that the programme needs more concentration on some aspects, condensation in 

its period of teaching and increasing teaching hours, and coherence between its subjects 

and courses. In other words, the curriculum must be covered effectively, adequately 

and profoundly, and the way in which it is covered and taught are as important as the 

content itself if the outcome is to produce good future teachers. Also the programme 

subjects must be designed in a coherent pattern for the skills development of the 

students. However, the relationship and interdependency between the subjects needs to 

be bom in mind in order to sort the constituent parts in a sequential way to construct 

coherent subjects, to have a full and clear picture of the nature and objectives of the 

whole teachers' preparation programme. Not only that but also to benefit the 

educational process in general. 

From the responses it can be concluded that the university programme needs to be 

developed more in the teaching practice area followed by knowledge and understanding 

and then teaching skills. The following points emerged which need to be considered: 

e The gap between the educational theory courses and teaching practice course 

lead to a separate existence. This gap results in a structural weakness in the 

programme which needs remedying, as the issue of how theory and practice are 

related to each other was seen as problematic. 

e Ambiguity is involved regarding unclear content, objectives, roles and nature of 

the teachers preparation for all participants; 

* Close, frequent contacts and collaborative working between the university and 

schools is needed; 
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9 Clear and defining roles for all participants are required; 

9A supportive system for the student teachers is needed; for example, full 

awareness is required to consider the student teachers as qualified teachers so 

that will eventually lead to development of student teachers' skills overall; 

e There is more to be done in the areas of evaluation and assessment of pupils' 

understanding, performance and achievement, general teaching skills specific to 

the dealing with individual differences, classroom management, non teaching 

activities such as parent and staff meeting. The relationship between supervisors 

and their student teachers need to be improved. 

So in order to provide better teachers' preparation and support for student teachers, 

more coordination, consistency and the establishment of a partnership programme 

would seem to be needed across university and schools, to face and solve the 

difficulties or weakness that face the teachers' preparation programme and prevent its 

progress. 

10.3 Recommendations 

The following recommendations are put forward in the light of the findings of the 

present study. 

1. A partnership scheme should be established between the University college and 

the schools. This kind of scheme would serve to overcome some of the current 

problems and conflicts among the university advisors and the school teaching 

staff and the lack of communication between the school and university college. 

The benefit will be correlation between the school and the educational college. 

In other words, it will keep the school participants up to date with theoretical 

developments in education, while ensuring educational colleges are aware of the 
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practical situation in the schools. The partnership scheme could embrace many 

forms such as seminars, conferences, and discussions for the development of the 

teacher preparation programme. 

2. University colleges should choose schools which arc co-operative and have 

professional experience in the student teacher preparation. In order to build a 

firm ground of basic experience for effective practice, student teachers should 

gain a school experience in which they observe and participate through out the 

central professional activities for which they are being prepared. 

3. Provide all parties of teacher preparation with a handbook which is prepared by 

educational college containing specific statements of the teaching practice 

regulations and the roles of anybody who has a key role in this matter and 

setting out what is expected of the student teachers during their practice. 

4. Supply the student teachers with a booklet which is prepared by the school 

containing all the information that the student teachers need to make their views 

of the school more clear so they know what to do. The school should provide 

the university college with the school information booklet prior to the student 

teachers starting of their teaching practice, to permit enough time for the student 

teachers to read and assimilate it. 

5. In -service training programme should be provided for both the supervisors and 

the teachers to raise their capabilities to perform their role successfully. 

6. The supervision should consist of experienced supervisors; also the case is the 

same with the monitoring teachers who should be chosen according to their 

experience and a number of in-service training courses. Therefore, what is also 

needed and should be considered is the provision of mentor training courses as 
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the mentoring role is crucial and the teachers should be properly trained for this 

role 

7. Clearly defined assessment criteria should be available for reference or 

guidance among all elements of teaching practice that are responsible for 

preparing the teachers. Also supply copies to the student teachers as well to 

make their assessment more clear and objective for them. 

8. Evaluation procedures should annually take place to ensure that teacher 

preparation programme has met it aims and ensure that student teachers are 

given adequate needs in developing their competences. Nevertheless, to update 

the programme with the educational revolution the evaluation should take place 

at least each five years. 

9. New procedures should be considered according to the enrolment conditions of 

teaching practice, which is to prevent the students from registering for teaching 

practice unless they have finished all the theory courses in the university to 

reduce the stresses and the burden on them. 

10. Establish microteaching in theory courses in the university as a prior 

preparation for school experiences of the student teachers. 

11. Some review and revision of the theory courses in the university is needed with 

more appropriate time devoted to, for example, a teaching methods module to 

ensure that student teachers are well prepared for the school practice. 

12. Students who do not have the desire to be teachers in their future should be 

eliminated from the programme so that we can save and reduce the burden of 

both supcrvisors and schools. 
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10.4 Suggestions for further research 

The following topics are suggested for further study: 

1. There is a need for further research regarding the role of the supervisors 

through the partnership scheme which is suggested by the study. 

2. Further study is needed to profoundly activate the role of monitoring 

teachers. 

3. Further study is needed to address the role of head teacher in teacher 

preparation programme. 

4. There is a need for further research regarding integration of technology in 

the teacher preparation programme. 

5. It is worth undertaking a study examining the challenges facing the student 

teachers in the field of teaching practice. 

6. Further study is needed to study the extent of the benefit of elimination of 

the students who do not have a desire to be a teacher. 

Last word, as we are facing an era whose rhythm and pace are quick and ever changing, 

we can not underestimate its signs and indication. The whole world is governed by the 

economics of knowledge and the power of ever renewing sciences. 

Furthermore, the effect of globalization can not be ignored since we face a world with 

complex relationships and interactions. As a result, we have to prepare future 

generations in a way that will enable them to face these challenges and deal 

intellectually with the massive demands of future progress, and the only way to prepare 

this generation is by high quality preparation of their teachers. 

276 



The Kingdom of Saudi Arabia nowadays enters a new era which will witness a cultural 

jump forward that will lead it to the ranks of developed nations. So it is obligatory that 

this and future generations should be equipped to achieve a safe and successful 

transformation to the future that awaits us. Thus the changes and development in the 

education system with its methodologies and approaches are urgent and a vital 

requirement. At the same time we have to maintain our social values and constants. 
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Vingdoin of Saudi Arabia 
Ministry of Higher Education 
KING FAISAL UNIVE RSITY 

College of Education 

Student name: 

YEAR ONE: 
FIRST TERM 142111 

Department: Islamic Education 

SECON TERM 1421 Il 
HOURS HOURS 

ISLAMIC CULTURE 2 HISTORY OF ISLAMIC FIQII 2 
ARABIC WRITINGXý, JD COMPOSITION 2 WORSHIP JURISPRUDENCE (1) 2 
BASIC OF PSYCHOLOGY 2 RECITE AND RE-AD HOLLY QURAN (1) 2 
PRINCIPLES OF SOCIOLOGY 2 ARABIC GRAMMER (1) 2 
PRINCIPLES OF EDUCATION 2 RHETORIC 2 
RESEARCH HEALTH EDUCATION I 
INTRODUCTION TO EDUCATION 2 

YEAR TWO: 
FIRST TERM 1422 H SECOND TERM 142211 

HOURS HOURS 
SCINCE OF HOLY QURAN (2) 2 SELECTION FROM IIADEETII (1) 1 
RECITE AND READ HOLLY QURAN (2) 1 INTERPRETATION OF STATES QURAN 2 
WORSHIP JURISPRUDENCE (2) 2 VERSES 
THE FUNDAMENTALS OF I WORSHIP JURISPRUDENCE (3) 2 
JURISPRUDENCE (1) INFINITE ONENESS OF ALLAH (1) 2 
ARABIC GRAMMER (2) 2 ORIENTALISM AND ORIENTALISTS I 
ARABIC LITERACY TASTE 2 PSYCHOLOGY OF GROWTH 2 
PRINCIPLES OF MANAGEMENT 2 PRODUCE AND USE OF EDUCATIONAL 2 
FOUNDATION OF CURRICULUM 2 TOOLS 

SUMMER TERM 1422 11 YEAR THREE: FIRST TERM 142311 
HOURS HOURS 

FAýITHAND MORALITY 2 SELECTION FROM IIADEE-711 (2) 2 
INFINITE ONENESS OF ALLAI 1 (2) 2 
SCIENCE OF ARABIC MEANING 2 
EDUCATION EVOLUTION OFTHOUGHT 2 
EDUCATION DESCRIPTION OF 
STATISTICS 

2 

EDUCATIONAL PSYCHOLOGY 2 

SECOND TERM 1423 11 SUMMER TERM 142311 
110 URS HOURS 

SCINCE OF HOLY QURAN (1) 1 ARABIC GRAMMER (3) 2 
FUNDAMENTALS OF JURISPRUDENCE 2 GENERAL ENGLISI 1 3 
(2) 

RECITE AND READ HOLLY QURAN (3) 1 
AN OBJECTIVE INTERPRETATION 
QURAN 

2 

ANALYTICAL OF HADITH 2 
JURISP UDENCE OF MARRIAGE 2 
ARABIC GRAMMER (3) 2 
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YEAR FOUR: 

FIRST TERM 142411 SECOND TERM 142411 
HOURS Houlls 

RECITE AND READ HOLLY QURAN (2) 1 ROULS FROM IIADITII 2 
FUNDAMENTALS OF JURISPRUDENCE 2 INHERITANCE SCIENCE 2 
(3) INFINITE ONENESS OF ALLAH (3) 2 
JURISPRUDENCE OF ISLAMIC 2 JURISPRUDENCE OF DAAWUAI 1 2 
TRANSACTIONS (1) THE ECONOMIC SYSTEM IN ISLAM 2 
AN OBJECTIVE INTERPRETATION OF 2 RESEARCH CIRCULE 2 
HADITH ARABIC GRAMMER (3) 2 
ISLAMIC JURISPRUDENCE OF CRIMINAL 2 SCHOOL ADMINISTRATION 2 
ARABIC GRAMMER (2) 2 
GENERAL METHODS OF TEACHING 
MEASUREMENT AND EDUCATIONAL 
REFORM 

SI UMMER TERM 142411 YEAR FIVE (extended vear) FIRST TERM 1415 11 
TIOURS HOURS 

THE POLITICAL AND SOCIAL SYSTEM IN 2 THE DOCTRINES 2 
ISLAM THE ANALYTICAL INTERPRETATION OF 2 
SPECIAL TEACIHNG METHODS 2 QURAN 

_ THE JURISPRUDENCE BIOGRAPHY 2 
THE USE OF COMPUTER IN EDUCATION 2 
DESIGN AND DEVELOPMENT OF 2 
LESSONS 

12 

SECOND TFRM 147; 
HOURS 

JURISPRUDENCE OF ISLAMIC 
TRANSACTIONS (2) 

2 
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Kingdom of Saudi Arabia 
Ministry of Higher Education 
KING FAISAL UNIVERSITY 

AL-AIISA 
College of Education 

The card for follow up of trainee student (supervisor fonn) 

First: general information 

Name of the student ...... University ID number ... The major .............. 
Practicing school .......... Name of the head teacher ......... school 

address .......................... 
Telephone number ................ . Name of the educational supervisor .......... Date ...... / ...... 

/ ........ 

Day First 
criod 

Second 
period 

Third 
period 

Fourth 
period 

Fifth 
period 

Sixth 
period 

Seventh 
period 

Eighth 
period 

Saturday 
Sunday 
Monday 
Tuesday 
Wednesday 

Second: the follow up. Eriteria 

The follow up Estimation Remarks 
1. the personality of the teacher 1 2 3 4 

0 the good looking 
0 Modesty, patience and loyalty 
0 self confidence 
0 care for preparation notebook 
0 ac uanticy with_pupil's names 
0 the general culture 

2. The teaching 
" prepare the lesson plan in advance 
" explain the psychological objectives 

for the pupils 
" skilled in the subjects he teaches 
" she excites the attention of the 

pupils to the topic of the period 
" she links the new lesson with the 

previous one 
" she presents the lesson using (a) 

delivery (b) discussion (c) other 
methods (explain) 
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" the use of educational resources 
equipments 

" she looks into individual 
differences between the pupils 

" she makes sure of the pupils 
understanding of the topic of the 
lesson 

" she gives special attention to the 
home work 

" she refers to the topic of the next 
lesson and asks the pupils to 
prepare themselves for it by reading- 
it 

" she praises the good performance of 
the pupils 

3. Class room management 
" realisation of discipline and order 
" clearness and precision in giving 

the instructions 
" she behaves well whenever that is 

necessary 

Additional 

Example (c ) to be used during following up and observations 
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Kingdom of Saudi Arabia 
Ministry of Higher Education 
KING FAISAL UNIVERSITY 

AL-AHSA 
College of Education 

The card for evaluation of trainee student (supervisor fonn) 

Name of the student ................... ID number .................. 
The major .......... 

Practicing school ............... Class ............ subiects he/she teaches ............... -M The criteria Evaluati n Estimations marks 
First: personal characteristics satisfactory good very excellent 

good 
The good looking and clearness of voice 

2 Self confidence and the ability to 
perfo 

3 class room control 
4 Carrying out the instructions of the 

educational supervisor 
Secondly: lessons planning skills 
acc rding to the planning file) 

5 distribution of lesson time between the 
syllabus and activities 

6 diversity of objectives (psychological 
objectives) 
Selection of suitable of educational 
equipments 

8 Diversity of collection tests and school 
, assignments 

- Thirdly: the practice (observing the trainee 
in the class room) 
9 Management of time between syllabus 

and activities 
10 Excitatory potential of the pupils with 

the lesson 
II The use of appropriate educational 

eQuiDm nts 
12 the use of appropriate of teaching 

methodology 
13 the realization of the lesson to the 

psychological objectives 
14 To make use of different evaluation 

methods 
The total marks the trainee scored 

Additional remarks ............................................................... Name of the educational supervisor ................................ Signature ....................... Date ........ / ...... / ........ Example (D) for supervisor 
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Kingdom of Saudi Arabia 
Ministry of Higher Education 

KING FAISAL UNIVERSITY 
AL-AHSA 

College of Education 

The card for the evaluation of the trainee student (cooperating teacher) 

Name of the trainee student ......... academic number ..................... The major ........................... The subjects he /she teach 
Practicing school .............. Class ................................ Name of the educational supervisor ............................................ 

In part one put the sign (x) in the appropriate place 

The evaluation criteria estimation marks 
Weak Average Above Excellent 

1 2 average 4 
3 

management and control of 
the class 

- ability and capacity for 
performance 

ý - the use of educational 
resources equipments 
acceptance of criticism and 
making use of instructions 
diversity of the evaluation 
opportunities 

total marks 

Part two: kindly provide us with the following information 

I- Number of observation lessons ...................................................... 2- Number of lessons he/she practices training ....................................... 3- Number of lessons he did not attend ................................................ 4- Number of days he was absent ...................................................... Additional remarks ....................................................................... 
Name of the cooperating teacher ............................................ --- Date 

......... / ........... / 
............ signature ........................... 

Example (E) for cooperating teacher 
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Educational theory courses have covered all aspects 
which student needs 

100 

50 

0 

-50 

-100 

100 

o disagree! 

Klorlitoril Stml ýnt Tea, -hers agree % 

Pachers 
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practice course has covered all aspects 

Monitroing 
I eachers 
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C] disagree 

Ei agree % 



All students should be enrolled in the teaching 

practice programme 

100 

50 

. 42 0 
S iper\A s Monitoring 

teachers 
-50 , 

-100 
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o Disagree 

Ei Agree 

Have You been in meeting aims to give you 
information about teaching practice programme? 

No 

Yes 

Monitoring teachers Student teachrs 
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