TRAINING PROGRAMMES FOR ISLAMIC EDUCATION
TEACHERS IN THE SULTANATE OF OMAN:
DESCRIPTION AND EVALUATION

by

MOHSIN NASSIR YOUSOF AL-SALMI

THESIS PRESENTED FOR THE DEGREE OF DOCTOR OF PHILOSOPHY IN
TRAINING ISLAMIC EDUCATION TEACHERS IN THE DEPARTMENT OF
ISLAMIC AND MIDDLE EASTERN STUDIES, FACULTY OF ARTS,
UNIVERSITY OF EDINBURGH

2001

7 \/U Nﬂ’ E)‘\

O\
/:-\" < "_\\
> =\

J

"Y€

-'x\.\h_____



Contents

EASEOTDIES ry 1 vniB baadietdsosessiibetetn v MBS Sl ey o ta b e D s e L oyt vii—ix
st of BIBUTER soicovciiiisaiiinsiiunvonssinsaninoisassssbasnsssonstisindiosssniteints ixX—X
List o APPENDICES <. iisses sssaivssnsivvsisuniavonssnsvosasionass davevssisvessiusnsss X

A DS TR L e e e a i s Sua s tan s s i ainun Sonnnsktnsess s nanns aed ek xi
ACKnOWICUZEMENTS oo ioiviiivssisivessinssivsnsanssssssanrrmisntinsssriserisy itines xii

| OO DT 1 sl SRR S n b s St ol e e s 1-7
G Outline oL the CHAPIETS . ..o vev v v vdir v miovsnasaiagss vz s 5-7
Chapter One

The Aims and Plan of the Study c.cceeeveeeeeereeeseeecccccsecasseseaannns 8-22
Ll Justhification for thie StUAY oicciiciiionsnsronesavessuismnssssss savnnsnvirisnness 8-9
12 AIMS And QUeStIONS iisiivivsirnacivescivianiisassnsressssimsiastsbesasnsrsasnt 9-11
1.3 Methodology and Procedures ..........cccccocssnnsresnsosnsnscsessassnssooss 11
23 1< The Interview andiSending(UeSHONS Y. L1008t ror ceneaseatanmtomansns 11-12
1:3:2 Designing the OUESEHODNAIIE ...« ..o sviinoxb cunivesnsnaas s onsnbisianins shss wases 12-16
1.4 Implementation of the Questionnaire and Data Collection .............. 16-17
1.5 The Sample Group under SCrutiny.....ccceeeviveeriiererccrrrieesnecnsccanes 17

1.6/ Definition of Key Terili ... fivciisccsaivosvcrsssanssenssisissvessesnassanrins s 18-22
T 0Y U T T P A P e e S5 o e UL 0 6 s WO 6l Mol LI - oo - 22
Chapter Two

General Review of Teacher-Training .......cccovviiiiiiiiiiiiiniiiieniiieninne 23-53
2.1 Pre-service Teacher Training ........ccuccassrsssesecncnssesrsnarnsssonnnannsas 23-26
2.2 The Character of thie Teacher ...cccccisviivsiissassavssssissinsssssssnsvassns 26-28
2.3 Elements of the Teacher-training Programmes .......ccccovvevennnnnnenns 29-34



2.4 The System of Teacher-training Programmes .........c.cccevivvinnnenn. 35-36

2.5 Problems of Teacher-training ......... . 36
21 Precsorvice PROBISHIE .« o immssmsss s i s sammias s s 36-38
232 InEsetvICE PROBISHIS. vvcvivnvmurmnninmm i v v v s oy 3942
2.6 The Reform of Teacher-training ..c...c.cicviviinncicinsvanssacinsncassanis 42-45
25T TTOVIOUS SUMIES. o omrninrnaanmsannusss summn sy s asmer s b R RN R RIS AR 45-53
2.7.1 The Studies of Some Arab Countries ............ccovveeieiieiieieneannannn. 45-48
2.7.2 The Studies in OMaN ......eoiniiniitieie e e eeeaenn 48-53
S I 1 A e s 53
Chapter Three

Education in Oman before 1970 .........cociviiiiiiiiiiiiiiiiiiiiiecnnenenn, 54-77
3.1 Education in the Madrasat al-Qur’an before 1970 .......cc.cceeeenennn. 56-58
3.1.1 The Jurisdiction of the Mu‘allim .......................... e 58-60
3.1.2 The Selection of the Mu ‘allim and his Remuneration .................... 60-61
3.1.3 ' The Rolesof ths Micalling i BOCICLY wuvcummmsuvmivsumissmssanasisssos 61
3.1.4 The Strengths and Weaknesses of the Madrasat al-Qur’an ............ 61-63
3.2 Education in the Mosque and the Madrasah before 1970 .............. 63
3.2.1 Edhucabion: mi T IVIOBGUE . « wosnsn vusmsansmmumiimanms wasswes s semvns s 63-65
3.2.2 BEaacation M the MOdrasan: v...mssmsvsmssssssmms s s ims s 6569
3.2.3 Nomination of the Sheikh and his Remuneration ......................... 69-70
3.2.4 The Status of the Sheikh and his Roles in Society ........................ 70-71
3.3 Education in the Mosque and other Madrasah ......................ooeel. 71-73
3.4 The Development of Education in Oman Between 1930-1970 ........... 73-76
3.4 Conclusion .oeissinsiaiasim sras sinsaidil st aiiviniessse s 76-77
Chapter Four

Training Programmes for Islamic Education Teachers in Oman after

L 78-104
4.1 0muan after 1970 cuuvmnsnisivsmavisssssnsssmnssasmmaaraneisnees 78-80
4.2 The Organisation of State Education ..........c..ccoviiiiiiiiiiiinnn 80

H. 21 e tEPAl BABBIION < cxc s mswanssmssimmssss s oo Vo SRSl R4 w8 80-81

ii



AL PHMAEY SIREe i e i i s e TR e S e e
A L T o T T e Pl e o e M e e
[P s T T E I T e o SR ST T o RNl e e ol ST 80 .
422 slarne KAneation- L chiitemban sl | 1o e ST i, R T T s
A2 0 1 Intermediate Stave . .5 oNas N R s e b L
4.2.2.2 Secondary:STaPe i i it iyttt ethn e sy sh R S e 4 e S e 2R
A2 2. 3 Ve rSI Y STA0e ol il el vinnis s s s e e S e T e
4.2.3 Technical Education at Secondary Level ...........ccccovviiinininnnn....
sl S TTEE 7 o B T ) Vs e S e e e L e B el

4.3 The Role of Private Sector in Education .......ccovvvviiniinieinennnnnns

4.4 Teachers of Islamic Education in the Modern Schools .......cccceuu...

4.4.1 Omani Teachers of Islamic Education:1970s .........covveeeeieiiieennn.

4.5.4 Stage 4: Intermediate Colleges for Male and Female Teachers .........
4.5:5:5tage o Sultani (ab00S LINIVOLSIIY L. . ccrnoremns s s mmeadh h s vbmemssaansssans
4.5.6 Stage 6: Institute of Educational Orientation ...........cceeviiuiiiueennnn.
0 STyt T A IR Y 20T ) RIS E e ooy & R R g A5 e A

4.6 Basic Elements of the Teacher-training Programmes in Oman ......

0 e OO R el e U Shiats v lainie e S s el LR il e AR S D E s
ko2 Snecialisation el 0 e ot cvie dur e shie e dinn s
P gl @ T by T Tt MB8T5 IR s SRIOME TG C R S S G SE e L R

g T (TRTT ) R e e S 3 R T e o~ ek W i o = A PR

ii

87
87-88

88-90
89-90
90
91-92
92-94
94
94-95
96

96-103
97-99
99-101

101-103
103-104



Chapter Five

Training of Islamic Education Teachers at SQU and CoE ................. 105-137
S.1 Training Programme at SQU .......ccccciueciciininiatiaasocensscassssesse 105-107
J 511 Colleoe ol BEancafional SO N TR, et o e res s ety 108-119
5.1.1.1 Objectives of the College of Education .............ccccovveeeininnn.n.. 108
5. 112 Conditions o AdmISSION .o i s i ol e e s s 109
3.1.1:3 The College Traming PrOSTAMME .. .ts e sienass cobssasiutn st sehiass 109-111
5.151:4- Teaching Practice in'the College 1. i i isinesasesuansarinis 112-114
5:1S5ekhe Evaluation of Teaching Practice ;s rvmnoss s isasstvosamnsads 114-116
5.1.1.6 Academic Study (Specialisation) .........c.ccocoocencerareacrerannennns 116-119
5.2 Training Programme at the CoE .....ccciiiciiiinicinsivsssossinssssasians 119-130
3:211 The Objectives of the Colleges ... oo i s aas s s asdaansass —ee 120-121
5.2.2 The Structure of the PrOSTAMMIE . i vivis coisisensssas dosinssvonnsdoasisn 121-124
3.2. 3 Practical Ediication in tHei G 01leoest o e v tie <v s R e w e kileie d e ns 124-127
5.2.4 Supervision of Practical Education and its Evaluation ................... 127-128
S Sneeialisation e [dRE B L e L I 129-130
5.2.6: Teacher-training Programme for the First Group of Basic
A OM e e s eisas suntacenssanicrintnvrsnnoisssvsmrsrpenasesasisssass 131-133
6 SpecialiSation ae . o . . I e s vy o oS 133-134
5.3 Comparison of SQU and CoE Programmes ..........cccoiviiiiiiinians 134-136
N A OIS IOM S iR e e oaiioainsinssanscusshsasesataessRnsaessaashinsissssansessasobssy 136-137
Chapter Six
The Training of Islamic Education Teachers in the Gulf Countries ... 138-164
6.1 United Arah EmIRALES - iiccitaiisntsnas danenmossnsanasninsnmansssrsnnnnnn 138-148
6.1. 1 University of the United Arab EMurates @l ... i ccanes ssoramnps sassvoss 139-140
6.1.1:1: College vf Education atthe University . /i ..t asmninssssmamessvsssves 140-143
6.1.1.2 Training Programme for Islamic Education Teachers .................. 143-144
6.1 L3 Specialisation Tield s s e s i e e s e s e s 144-148
B2 QRLAT Visiicinniiinmossnssnssasisssi s sqnevsiiinaausissasvessesssvesvensnusssssnis 148-154
02 The WUmversity OF QALAD oooi oot sl ]l s nvanss s ssisvu smsms s3sinsi 149-150
6.2.1.1 College of Education at the UNIVErSItY : .« ciusvavssss svwvisassssnsssngss 150-151



6.2.1.2 Specialisation Field ...cvnnnmnmmisanvnnissma s 151-154

6.3 BahFiihl oicaviviiivimsississisonsiossss s sssvsisssissssessnsnssocssvsanie 155
0.3 University of BaRERIN wuisnmssmmmninssssissssmmsamissis 155-159
6.3.1.1 Specialisgtion Field ... sssonmssasssaiveiasiin 157-159
6.4 Comparison of the Programmes in the Four Universities ............. 159-161
6.4.1 Similarities and Differences in the Specialisation Field .................. 161-163
65 Conclnsion o s s e R 164
Chapter Seven

Assessment of Training Programmes for Islamic Education Teacher ... 165-186
7.1 Training Programme at SQU .....cccvvvveirriiiiiinirineniniieesienecsanenn 165-177
7.1.1 Conditions for AdMISSION ......ueuieriniieeiieee e eaeenns 165—-170
7.1.2 Educational and Instructional Objectives ..........ccooevuiiuiiniineanenn.. 170-171
Tk T OING PRADTICE cas v vmsmmanmmiams s snsns sexnmsee s e ap s s G w A S oA A3 171-173
1.1:4%: Teaching Practice Evalugtion Cards ... ccsssusmsmsmssssss s sasmmmms 173-176
7215 The Mew COfieulam . .civummnasnssasmsssessawaiens vons 176177
7.2 Training Programme at the CoE ... ..cciesrrsvanrscenseransncssrscananseses 177
7.2.1 Practical EAUCAION . ... uvwswss swmmssietsommnn susmwem s o b s was i s 177-180
1122 SpeciBlisfIon FHCI v« covsvsnsmmimiosnsmaiomas soesis dassma smubeiss s s 180-184
7.3 Training Programme at Qatar University .........cocoiiiaiiiin. 184-185
7.4 Training Programme at the University of Bahrain ..................... 185-186
LS CONCIRSION onssasmeniais e sii s T AR s S s o a3 186
Chapter Eight

Presentation of Findings and Data Analysis ....ccccovviiiiiniiiiiiiinnnninns 187-219
8.1 The Statistical Treatment of Data ........c.ccoieviiiiiiiiiiniiiiiiciennnns 188-189
8.2 Descriptive SEREBIES .o smsvimsunsmiecsmime sames s e s ns i 189

8.2.1 Findings from Student Teachers’ Responses to the Questionnaire ..... 189
3.2:1.1 Findings froth Part 1 oSO .ramssmam sy s 189-197
8.2.1:2 Fmdiges fromi Part 1 B0m COE ovnvimaniisvvessiaisivyei 197-204
8.2.1.3 Frequencies and Valid Percentages of the SQU and CoE



Responses: General QUESHIONS «....vvivaisiivisvsissssssssaiveaissiins 204-214

8.3 SQU and CoE Responses: Significant Differences ..........cooiuveennes 214217
8.2 CONBIUSION: cxcnmrsmnmnmnmmmusonemssmmm v sos s monm s ue s SRR AR RN G 217-219
Chapter Nine

Discussion of the ReSuls «innamniiniansiainasosiseiimiviniasevi v 220-246
0.1 SOU REBUNES «.cviivaninsninsvmsnsssmssisunssnsnssnssivsssasossssesanbossnsssnss 220-232
9.2 COE ReSUlts c.uviniiiiiiiiiniiiiiiiiiiiiieriieriiesensiiiieiessieeesennssnns 232-241
9.3 Strengths and Weaknesses .i..icvisivsiiaissvivssassssaivessssnvsiassssse 241-245
A OBCIUBION scconvnsvnussmoninin snssvt Sh s SR DRSS RS SRS GRS PARS TR H A6 245-246
Conclusion, Suggestions and Recommendations ................ 247-267
SUIMMIATY wvisenssmierssssssssssssisnss miaes sors s s ds s srs Susess s s o srssssme 247-249
T g | T T 249-251
Strengths and Weaknesses of the Programmes ..., 251-255
Suppestod IMPrOVEIIEINES: s tncrnssesnimssimmes KEeseiEssss v nssamsrinmse 255-266
RecoOmMMENTAtIONS: o oerensnasnsnnsssansasssssssssssssssssanssnsossnisssossonsssanss 266-267
BibLoBraphy icueissviisssiiiivississssnisusvaoases sonsni srmsiasessnens sssaiavins 268-283
DT ERATCEY. i wnnscsonnn ah s b AN AR AN A RO AR RS HAR Y SRR IANLS 284-321

vi



Tables

1.1 Proportion of student teachers sampled studied

2.1 Distribution of credit hours in some colleges of education in
Arab countries

4.1 Courses of training programme for Islamic education teachers at

the Institute of Male and Female Secondary Teachers

4.2 General comparison between institutions and intermediate colleges
5.1 Duration of study and credit hours at SQU

5.2 Changes to the teacher-training programme at SQU since 1986
5.3 The division of marks among evaluators of teaching practice at

the SQU
5.4 Allocation of credit hours to academic courses in the SQU

5.5 Comparison of intermediate and secondary teacher-training
programmes in SQU and CoE

6.1 Changes to the teacher-training programme in 1987: UAEU

6.2 Islamic studies courses: UAEU

6.3 Distribution of credit hours among fields of Islamic studies: UAEU

6.4 Allocation of credit hours under the new system: UAEU

6.5 Comparison of the old and new teacher-training system for Islamic
education: UAEU
6.6 Changes to the teacher-training programme for Islamic education:

Qatar
6.7 Distribution of credit hours in the specialisation field: old and
new plans: Qatar

6.8 Islamic studies courses in the College of Shari*ah: Qatar

6.9 Distribution of credit hours in the specialisation field: Bahrain
6.10 Courses of the specialisation field: Bahrain
6.11 Comparison of all four programmes

6.12 Credit hours allocated to specialisation field: all four programmes

vii

17

34

88-89
93
107
110

116
117

135-136
142
145
146
147

148

151

152
153-154

158
158-159
160
163



8.1 Means and percentages of the specialisation goals’ level of
achievement in the programme at SQU

8.2 Means and percentages of the specialisation content’s achievement
levels in the programme at SQU

8.3 Means and percentages of achievement levels in teaching and
evaluation methods and general aspects at SQU

8.4 Means and percentages of achievement level of goals at other
colleges of education

8.5 Means and percentages of achievement level of content at other
colleges of education

8.6 Means and percentages of achievement in teaching and evaluation
methods and in general aspects at CoE

8.7 Frequency and percentage of the level of teachers’ role as academic
guidance (Q 30)

8.8 Frequency and percentage of the reasons for the deficiencies in

academic guidance (Q 31)

8.9 Other reasons for the deficiencies in academic guidance
8.10 Frequency and percentage of the level of availability of references

and sources (Q 32)

8.11 Frequency and percentage of the level of developing students’
skill in research (Q 33)

8.12 Frequency and percentage of the reasons for the deficiencies in
writing research papers to develop students’ skills in scientific
research (Q 34)

8.13 Frequency of the reasons for the deficiencies in writing

research papers to develop students’ skills in scientific research:
respondents’ view

8.14 Frequency and percentage of respondents’ answers to Question 35

8.15 Frequency and percentage of respondents’ answers to Question 36

8.16 Strengths of the specialisation module of the programme:

respondents’ view

viii

190-191

193-194

195-196

197-199

200-201

202-203

205

206
207

207

208

209

210

211
211

212



8.17 Weaknesses in the specialisation module of the programme:
respondents’ view

8.18 Significance of difference between SQU and CoE responses:
achievement level of specialisation module’s goals

8.19 The significance of difference between the SQU and CoE
responses: achievement levels of the specialisation module’s content

8.20 Significance of difference between the SQU and CoE responses:
achievement levels of the specialisation module’s teaching and
evaluation methods

9.1 Strengths of the Specialisation Module at SQU and CoE

9.2 The weaknesses of the specialisation module at SQU and CoE

1 Proposed allocation of credit hours to fields of Islamic sciences

2 Teacher-training programme: Islamic education (Option A)

3 Teacher-training programme: Islamic education (Option b)

Figures

4.1 Teaching practice: class hours at school

4.2 Development of teacher-training programmes: 1976—1984

4.3 Training of Islamic education teachers: 1984-1995

4.4 Present system of training Islamic education teachers

5.1 The system of evaluation at SQU

5.2 Islamic education: distribution of credit hours in teacher-training
programme at SQU

5.3 Regional distribution of colleges of education in Oman

5.4 Structure of current teacher-training in the colleges of education

5.5 Allocation of credit hours in the teacher-training programme at CoE

5.6 Author’s suggested allocation of credit hours at CoE programme

5.7 Disconnected educational practice: allocation of time in CoE

5.8 Distribution of teaching hours in practical education in

CoE programme

213214

215

216

217
242-243
244-245
261
262-263
264-266

90
91
95
96
107

111
119
121
122
124
125

126-127



5.9 Participants in the evaluation of practical education in

CoE programme

5.10 Distribution of credit hours among specialisation courses in
CoE programme

5.11 Distribution of credit hours for the first group of basic education

5.12 Distribution of credit hours among the fields of specialisation
in the first group of basic education

6.1 Distribution of credit hours in teacher-training programme for

Islamic education: UAEU

7.1 Distribution of hours of training in COE programme

1 Concurrent teacher-training programme: credit hours

2 Consecutive teacher-training programme: credit hours

3 Two-part teacher-training programme: credit hours

4 Distribution of the 135 credit hours in table 0.2

5 Distribution of the 136 credit hours in table 0.3

Appendices

1. Questions sent to specialists and teachers in Islamic education
2. Questions asked in the interviews
3. Questionnaire (in English and Arabic) and letter of instructions to
the respondents
4. Letter sent to the referees who judged the validity of the questionnaire

5. Names of the specialists who judged the validity of the questionnaire

128

129
131

133

143
180
258
259
260
261
266

285-288
290-291

293-318
320
321



Abstract

This study is a description and evaluation of the training programmes for Islamic
education teachers in the Sultanate of Oman. However, the evaluation is limited to
the specialisation module of the programmes. The introduction gives a general view
of the importance of teachers in general and Islamic education teachers in particular.
Also, it shows briefly the attention that has been given to teacher-training all over the
world. Chapter One outlines the justification for the study, its aim, questions and the
implementation of the questionnaire (that was applied to evaluate the specialisation
field of the present training programmes for Islamic education teachers in Oman) and
data collection. Chapter Two gives a general view of teacher-training programmes in
some industrial countries with particular attention to the content and problems of
such programmes in Arab countries. It also presents some previous studies of Islamic
education teachers and their training programmes. Chapter Three investigates
education in Oman before 1970. This description covers the system of education in
the madrasat al-qur’an, the mosque and other madrasahs (which offered the same
level of education as that of the mosque), the prestige and role of the mu ‘allim and
the sheikh in Omani society, and the beginning of modern education in the country.
Chapter Four shows the development of education and training programmes for
Islamic education teachers in Oman after 1970. Chapter Five describes the training
programmes for Islamic education teachers at Sultan Qaboos University and other
colleges of education which are controlled by the Ministry of Higher Education.
Chapter Six gives a brief description of the training programmes for Islamic
education teachers in the universities of the United Arab Emirates, Qatar and
Bahrain, and ends with a comparison of the programmes in the four countries.
Chapter Seven evaluates some points in these programmes which were not included
in the questionnaire. The final two chapters (Eight and Nine) present, analyse and

discuss the findings from the questionnaire.

The thesis ends with a general conclusion and suggested improvements as
well as recommendations for further studies and co-operation between the Gulf

countries in training Islamic education teachers.

xi
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Introduction

When we study the history of education, we see that in some cultures the teacher has
acquired sacred prestige. He is described as a holy person and infallible. He is
regarded as the embodiment of truth, duty and morality characteristic of that society.
Such a view places the teacher above ordinary people and makes him feel that he is a

herald of education (Nakhlah, 1986: 14).

Of course this view is not completely true. If it were, then teachers would not
choose their profession of their own accord, but because they felt compelled to do so.
This is what is called a divine selection. In such a situation it would not be necessary
to train teachers because the propagation of a message would not be of their own free

will and so there would be no benefit in training them.

However, although Islam considers teachers to be normal human beings —
because infallibility is reserved for God’s messengers — they are accorded great
respect and prestige owing to the importance of their role in society. It is a fact that
teachers have a stronger influence than anyone else on the younger generation. Pupils
look up to their teachers, so what the teachers regard as good or bad will be accepted

by the pupils likewise (Murst, 1991: 264).

Because of the Islamic requirement that the appropriate person be chosen for
the appropriate job and because of the importance that Islam attaches to learning (it
is an obligation upon every Muslim), great care is to be taken to choose teachers who
are well educated. Islam requires teachers to be a good example and practise what

they preach. In the Holy Qur’an, Allah (may He be Exalted) forbids believers to say



one thing and do something else: “O you who believe! Why do you say that which
you do not do? It is most hateful to Allah that you say that which you do not do” (61:

2. 3).

In the early stages of Islamic history, teachers made an outstanding
contribution to the spread of the message of Islam. They had a high degree of
understanding of their responsibility and a wonderful ability to fulfil it over the

centuries and under a wide range of circumstances (al-Afandi, 1980: 141).

Therefore, it could be said that teachers help to shape the lives of everyone
who comes through the school gate. They also form the personalities of society:
politicians, soldiers, thinkers, and employees in different spheres of life (Mursi,
1985: 15). Kelley (1974: 5) quoted from Harry S. Broudy: “Education, thought of as
a means to a better life, is judged to be as successful as life itself happens to be.” In
educational literature it was also stated:

The quality of a nation is dependent on the quality of its citizens, and

the quality of the citizens is dependent on the quality of the education

which they have received, and the important factor in the

determination of education is the quality of the teachers. (Subayhi,
1981: 152)

The teacher is the basis, centre, key and foundation stone of
education. Therefore, whatever programme is planned for education —
however precise it may be — it will not work well without capable
teachers. (Surti, 1997: 165; al-Jabr, 1994: 105)

From the above it could be said that teaching is not an easy job and not
everyone can teach. Ibn Jama‘ah stated: “It is not everyone who can teach — only
someone who is qualified and who is trained in the best way” (‘Abd al-‘Al, 1984:

118).



If the above statements are applicable to teachers in general, in my view they
are particularly applicable to Islamic education teachers because of the subject that
they teach on the one hand and their role in society on the other. Islamic education
seeks to achieve many aims, among which are the following:

1. Instilling im an (faith) into each pupil.

2. Instilling into the pupils the importance of morals in both individuals and
society.

3. Encouraging pupils to perform Islamic worship.

4. Developing the pupils’ ability to face the problems of life by applying the
principles of Islam.

5. Developing their belief in showing tolerance, love and respect for others.

6. Educating pupils in body, mind and soul to enable them to perform their role in
life.

7. Helping pupils to face and combat widespread heresies and superstitions in
society; (see T‘aymah and Manna‘, 2000: 204 & 205, al-Suwaydi & Shahatah,
1997: 26 & 27).

In short. Islamic education seeks to achieve three basic aims: in behaviour,
knowledge/cognition and spirituality. Of course Islamic education teachers are

considered an important factor in achieving these great aims. Yet, they cannot

perform this role unless they are carefully selected and suitably qualified.

Muslim countries have made great efforts to develop education and teacher-
training. These efforts are not new. They began with the first call to learn when Allah
(May He be Exalted) said to the Prophet (Peace and Blessings of Allah be upon

Him):



Recite: in the name of your Lord Who created, created man from clots
of blood. Recite: and your Lord is the Most Generous, He Who taught
by the pen, taught man what he did not know. (Qur’an 96: 1-5)

Elsewhere in the Holy Qur’an it continues:

Allah will raise the ranks of those of you who have iman (faith) and
those who have been given knowledge. (58: 11)

Say: “Are they the same — those who know and those who do not
know? It is only people of intelligence who pay heed.” (39: 9)

We also find that there are numerous af1ad ith encouraging Muslims to seek
knowledge. For example, the Prophet said: “The preference of the scholar over the
worshipper is like the preference of the moon on a full moonlit night over all the

planets” (narrated by Abt Dawid, 1997: 40).

However, as well as in other Muslim countries teacher-training in Oman has
been developed since 1976, beginning with the First Programme in 1976/77. In the
academic year 1984/85 intermediate colleges for male and female teachers were
opened, followed by Sultan Qaboos University in 1986/87. About eight years later
the intermediate colleges were upgraded to colleges of education, where students are

trained over four years.

Because of the necessity of education in general and teacher-training in
particular, teaching is given great attention in societies all over the world. Many
national and international organisations are participating in improving education and
solving the problems facing it. Examples are the United Nations Educational,
Scientific and Cultural Organisation (UNESCO), the International Bank for
Reconstruction and Development (IBRD) and the United Nations Economic and

Social Council (ECOSOC).



The issue of improving teacher-training is a continuing one. Currently,
competency-based teacher education (CBTE) and performance-based teacher
education (PBTE) are considered the best means for improving pre-service and in-

service teacher-training (Kelly, 1974: 5).

The present study aims to explain the development of training programmes
for Islamic education teachers in Oman since 1970 and to evaluate the specialisation

module in the current programmes.

0.1 Outline of the Chapters

The research for this thesis was carried out to answer the questions raised in Chapter
One. The answers to these questions and the discussion of them are covered by nine
chapters of the current study. The questions are of two types: theoretical and
practical. The theoretical questions are dealt with in Chapters Two to Seven and the

practical questions in Chapters Eight and Nine.

Chapter One outlines the plan of the study, including the justifications and
questions raised. The methodology of the study, procedures followed,
implementation of the questionnaire and collection of the data are explained. Finally,

it gives a list of key terms and their definitions.

Chapter Two is a general introduction to teacher-training programmes with
particular attention given to the Arab countries. The beginning of pre-service
teacher-training in some industrial countries and in some Arab countries is described.
This is followed by the elements that should be considered in any teacher-training

programme. The systems of teacher-training, some pre-service and in-service



problems and the reform of teacher-training are also discussed. Lastly, the chapter

looks at some previous studies of Islamic education.

Chapter Three introduces the system of education in Oman before 1970. It
describes the education in the madrasat al-Qur’ an (Qur’anic school), the mosque
and other madrasahs. It also follows the development of education in the country

between 1930 and 1970.

The following two chapters present the development of education and
teacher-training programmes in Oman after 1970. Chapter Four details the types of
education in the country followed by the development of teacher-training
programmes between 1976 and 1985. Finally, this chapter discusses the elements of
these programmes. Chapter Five deals with the development of these programmes
from 1986 to 2001. It describes the system of study at Sultan Qaboos University
(SQU) and its training programme for Islamic education teachers with particular
attention to the specialisation module. This is followed by a description of the
equivalent programme at the colleges of education (CoE) which are controlled by the

Ministry of Higher Education.

Chapter Six presents the training programmes for Islamic education teachers
in three Gulf countries. It begins with the University of the United Arab Emirates,
followed by Qatar University and then Bahrain University. The chapter ends with a

comparison of the programmes in the four universities.

Chapter Seven is devoted to the assessment of these programmes in general
and of those in Oman in particular. The chapter will focus on points that were not

included in the questionnaire that was distributed for this research.



The last two chapters assess the findings from the answers given by the
respondents at SQU and CoE to the questionnaire. Chapter Eight describes the
implementation of the questionnaire and the statistical treatment of data. This is
followed by detailed statistics of the findings in each institute. Chapter Nine is
devoted to a discussion of the findings and in particular the strengths and weaknesses

of the two programmes.

The thesis ends with a general conclusion, suggestions and recommendations

for improvement.



Chapter One
The Aims and Plan of the Study

In this chapter are presented the aims of the study, the questions raised and the
justifications for carrying out the research. It also describes the methodology,
procedures and implementation of the questionnaire and the collection of the data.

Finally, it gives the definitions of key terms.

1.1 Justifications for the Study

It could be said that teacher-training is the production of human thought.
Consequently, it contains both strong and weak points, and needs to be evaluated
and reformed from time to time to improve it in quality and quantity. According to
Rhodes & Bellamy: “On an almost daily basis, educators, policymakers, and public
call for reform or renewal of schools of education in general and initial teacher

preparation in particular” (1999:17).

Therefore, this study is needed for the following reasons:

1. Complaints about the Islamic education teachers’ low level of knowledge of
their subject (professional domain).

2. Complaints by students about the weakness of many courses in the training
programme. | noticed this myself, first as an undergraduate student, and then
when I became a member of the Faculty of Education at Sultan Qaboos
University. Furthermore, the following statement was made by a teacher of

Islamic education:



He had followed an educational course at the Institute of Education
Orientation. However, about seven years later, he was given the
opportunity to take an advanced course in education guidance at the
University. He found that he was following the same course as that
which he had followed at the Institute and that it was taught by the
same lecturer as before. He was most shocked and surprised when, on
comparing his old notes with the new, that the lecturer was using the
same phrases and examples that he had used seven years earlier.

3. Complaints about the boring methods of instruction and evaluation which are
used by the lecturer of Islamic sciences.

4. Criticisms which have been passed on to teacher-training programmes in Arab
countries.

5. Recommendations made in previous studies, for example:

The real step to improving teacher-training programmes must start with
studying and evaluating the present programmes to promote the strong points
and strengthen the weak. (al-Shinnawi, 1995: 59-61)

Evaluation of teacher-training programmes in Arab countries is necessary to
improve the quality of teachers. (al-‘Utaybt & Ghalib, 1996: 125)

Al-Khatib and ‘Ashir have also recommended carrying out a comprehensive
review of the structure of teacher-training programmes in the Arab countries (1997:
1)
1.2 Aims and Questions
The aims of this study are to explain the development of training programmes for
Islamic education in Oman and to evaluate the specialisation module in the current
programmes. To these ends, information was collected to answer the following
questions:

1. What was the character of the educational system in Oman before 1970?



What was the character of the educational system in Oman and the

developmental states of the training programmes for Islamic education teachers
after 1970?

What comprises the training programme for Islamic education teachers at the

College of Education at Sultan Qaboos University?

What comprises the training programme for Islamic education teachers at the

colleges of education controlled by the Ministry of Higher Education?

What comprises the training programmes for Islamic education teachers in

other Gulf countries, such as the United Arab Emirates, Qatar and Bahrain?

To what extent are the objectives of the specialisation module of the training

programme for Islamic education teachers at the College of Education at Sultan
Qaboos University achieved in the view of final-term student teachers?

To what extent does the content ofthe specialisation module of the training

programme for Islamic education teachers at the College of Education at Sultan
Qaboos University provide sufficient material and knowledge in the view of
final-term student teachers?

To what extent are the objectives of the specialisation module of the training

programme for Islamic education teachers at the other colleges of education
achieved in the view of final-term student teachers?

To what extent does the content of the specialisation module of the training

programme for Islamic education teachers at the other colleges of education
provide sufficient material and knowledge in the view of final-term student

teachers?
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10. Are there any statistically significant' differences between the means of SQU

and CoE respondents with regard to their responses to the questionnaire on the
degree of achievement of goals, content and teaching and evaluation methods of

the specialisation module of training programme for Islamic teachers in Oman?

11. What are the strong and weak points in the specialisation module of the training
programmes for Islamic education teachers at the colleges of education in

Oman?

12. What could be done to improve and strengthen the specialisation module of the

programme?

1.3 Methodology and Procedures

Because this is a descriptive and evaluative study, three methods were used to collect

the information: interview, sending questions and distributing a questionnaire.

1.3.1 The Interview and Sending Questions

The aim of these methods was to identify the educational system and the teaching
environment in both the mosque and the madrasat al-Qur’7n in Oman before the

establishment of modern state schools, and to collect information on those who were

employed in Islamic education in the early 1970s.

The questions were sent to the following specialists in Islamic education:

I “In statistics, the result of an experiment or survey are called significant if they are unlikely to have
happened by chance” (Rowntree, 1981: 282).
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1. Al-Sheikh Yahya bin Sufyan al-Rashidi, Director of the Division of Islamic

Education in the Ministry of Education;

2. Dr Salim bin Muhammad al-Rawahi, Director of the Department of Islamic

Education in the interior region of Oman.
The questions sent to these directors are given in Appendix 1.
3. Ahmad bin Sa‘id al-Kindi, former Islamic education teacher;
4. *Abd Allah bin Sa‘id al-Sayfi, former Islamic education teacher.

The questions sent to these teachers are given in Appendix 1.

The interviews were conducted with two sheikhs who had experience of the

educational system in mosques and Qur’anic schools. They were:

1. Al-Sheikh Yahya bin Ahmed al-Kindi, an Omani scholar;

2. Muhammad bin ‘Abd Allah al-Sulaymani, former Director of the Institution of

the Sultan Qaboos Mosque in Nizwa.

The questions asked in the interview are given in Appendix 2.
1.3.2 Designing the Questionnaire
The basic purpose of the questionnaire was to evaluate the specialisation module of

the training programmes for Islamic education teachers in the colleges of education

in Oman. The following steps were taken in designing the questionnaire:



1. Reading previous studies, especially those on the training programmes for
Islamic education teachers, and the curricula for the teacher-training
programmes in the colleges of education in Oman, for example, al-Sayf’s study

(1990)> which evaluated the specialisation module in the training programme for

Islamic education teachers at the college of education at King Sa‘tid University.

also, the study of al-Qatabi (1995), which evaluated the teacher-training

programme for Islamic education teachers at the intermediate colleges of
education in the Sultanate of Oman.

2. Making the first draft of the questionnaire and passing it to some specialists at
the College of Education at SQU for their comments and discussion. Some
advised me to reduce it and concentrate on one aspect of the programme because
it was too long.

3. Making the second draft of the questionnaire, concentrating on the specialisation
module.

4. Checking the validity of the questionnaire. The questionnaire was rewritten and
passed to ten faculty members (judges) of Islamic sciences, curricula and
teaching methods, and the research centre (see Appendix 5) to confirm the
internal validity of its content. As Fox indicated: “validity is defined as the

extent to which the procedure actually accomplishes what it seeks to accomplish

2 al-Sayf, ‘Abd al-Muhsin ibn Sayf (1990) “Taqwim al-Janib al-TakhaSsusi fi Barnamaj I‘dad
Mudarrisi al-Tarbiyah al-Islamiyyah bi Kulliyyat al-Tarbiyah bi Jami‘at al-Malik Su‘Gd”.
Unpublished Master’s thesis.

- al-Qatabi, Fatimah (1995) “Tagwim Barnamaj [‘dad Mu‘allimi al-Tarbiyah al-Islamiyyah bi al-
Kulliyyat al-Mutwassitah bi Saltanat ‘Uman”. Unpublished Master’s thesis, Muscat.
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or measures what it seeks to measure” (Fox, 1969: 367). Therefore, the judges
gave their views on whether the items of the questionnaire were relevant or not,
whether the text was perfectly clear or not, and so on. They also suggested
improvements to the questionnaire.

Collecting the questionnaire and taking note of the judges’ comments. Some of
the judges wrote useful comments, which were taken into account in the final

draft, such as the following:

(a)To divide some items which comprised compound questions. For example,
item 3 (in goal section) was phrased in the second draft as follows:
“Enabling students to recite and memorise numerous siirahs from the Holy
Qur’an.” As it is written, this item contains two processes: reciting and
memorising. So, some of the judges commented that it should be divided
into two items. The first, teaching students the efficient application of the
terminology of Qur’anic recitation. Second, enabling students to memorise

numerous surahs of the Holy Qur’an.

(b)To rephrase some items. For example, item 14 (incontent section) was
written as follows: “Enabling students to read numerous Sayings of the
Prophet.” This item was rephrased to read: “Contains sufficient Sayings of

the Prophet for memorisation.”

(c)To add new items, for instance, enabling students to use the books of

interpretation of the meaning of the Holy Qur’an (item 7 in goal section).

(d) To remove some items, such as training students to use different methods

of research writing in the Islamic field.



(e) To group the items of the questionnaire, each group containing the items of
each section — Qur’an, Had ith (Sayings of the Prophet), ‘aq idah (Islamic
doctrine), figh (jurisprudence), sirah (the Prophet’s biography), morals

and Arabic language — of the specialisation module.

(f) To add some open questions at the end of the questionnaire.

6. Giving the final draft of the questionnaire to a specialist in Arabic language for
editing.

7. Translating the questionnaire into English and passing it to a specialist in the
Research Centre for Social Sciences at the University of Edinburgh for him to
give his advice.

8. Ensuring the internal consistency reliability’ of the questionnaire by giving it to

a group of 24 student teachers of Islamic education who were in their final year
(1999/2000) of the teacher-training programme at Sultan Qaboos University.
Slipt-Half reliability was used., which means that the total instrument is
administered once to one group of respondents. However, it is then scored or
analysed in such a way as to yield two separate scores (for example, odd
numbered and even numbered) for each respondent. These two sets of scores are
then correlated (see Fox, 1969: 356-357). The internal consistency reliability

Cronbach (alpha) coefficient is .96.

3 Reliability: the extent to which a given question, or test, or examination will result in a given set of
students obtaining the same scores on different occasions, or if marked by different assessors, or by
the same assessors on different occasions (see Rowntree, 1981: 251 and Fox, 1969: 353).

15



The questionnaire was organised as a table consisting of two main columns,
the first containing the following main topics:

1. The objectives of the specialisation module in the training programmes at the
Sultan Qaboos University and colleges of education. They comprise 36 items
divided into 7 sub-topics: Qur’an, Hadith (the Sayings of the Prophet),
‘aq idah (doctrine), figh (law), sirah (biography of the Prophet), morals and
Arabic language.

2. The content of the specialisation courses divided into 7 sub-topics comprising
37 items.

3. Teaching methods and activities used by the lecturer in Islamic sciences. This
topic contains 9 items.

4. The methods used to evaluate students in the specialisation module. This topic
contains 12 items.

5. A general section consisting of 8 items, plus 10 items as general questions.

6. The second column contains the five levels of achievement: very high, high,
average, low and very low (see Appendix 3).

The researcher also visited the universities of the United Arab Emirates,

Qatar and Bahrain to collect information about their training programmes for Islamic

education teachers.

1.4 Implementation of the Questionnaire and Data Collection

The following steps were taken in implementing the questionnaire:
1. Application to the Ministry of Higher Education for a permit to implement the

questionnaire.



2. Collecting statistics of the students who took the specialisation module in
Islamic education during their final term at the colleges of education.

3. Implementation of the questionnaire by distributing it among the final-year
(2000/2001) students in the teacher-training programmes at Sultan Qaboos
University and other colleges of education in Oman.

4. Collecting and analysing the data to extract the results. This point is discussed in

the last two chapters of the present study.

1.5 The Sample Group under Scrutiny

The group to be studied consisted of final-term students who attended the training
programmes for Islamic education teachers at the College of Education at Sultan
Qaboos University and the other six colleges of education which are controlled by

The Ministry of Higher Education. The total number of students was 435.

However, the sample studied consisted of the total number of the final-term student
teachers of Islamic education at the College of Education at SQU (127) and 254
students from the other five colleges of education. Students from the college of

education in Salalah were omitted because of its distance.

Table 1.1

Proportion of student teachers sampled studied

Institute Total Sample Respondents
students studied
SQU 127 127 88
Other colleges 308 254 232
Total 435 381 320




1.6 Definition of Key Terms
Training

“Instruction in how to do a particular job. It also means to teach someone how to do

something” (National University of Singapore, 1997: 1071).
Programme

Smith (1989) defines a programme as a “set of planned activities directed toward
bringing about specified changes in an identified and identifiable audience” (quoted

in Owen & Rogers, 1999: 24).

Teacher-Training

According to Rowntree (1981: 313): “This term is wider than Training, thus it
includes pre-service and in-service training and whatever general post-secondary
education he has that contributes to his growth as a person regardless of his future

profession.”

Teacher-Training Programme

Owen & Rogers (1999: 25) defines it as “a programme which emphasises the
acquisition of information, skills and attitudes (ISA), typically provided through a
formal learning setting by institutions such as schools, colleges and universities”.
However, in this study it means a programme that is organised and planned in
accordance with educational and psychological theories. It is implemented by
colleges of education to provide students with academic (Islamic sciences),

educational and cultural knowledge, skills and attitudes so that the future Islamic
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education teachers of intermediate and secondary school level will be able to practise

their profession to the highest possible standard.
Education

“This word has a wide range of definitions, for example, the process or system of
teaching in schools and other establishments.” (National University of Singapore,

1997: 307)
Islamic Education

A system of teaching influenced by Islamic law and designed to develop the whole
of the human personality to achieve complete submission to Allah (may He be
Exalted), in accordance with a clear philosophy and aims, a complementary and
comprehensive curriculum, and various but adequate methods of instruction and

evaluation (‘Abd Allah & others, 1991: 19; al-Qasimi, 1998: 45).

In this study it means the knowledge of Islamic sciences — Qur’an, Hadith (the
Sayings of the Prophet), ‘agidah (doctrine), figh (jurisprudence), sirah (the
biography of the Prophet), and Islamic themes — which is instilled into intermediate
and secondary school pupils in Oman by teachers with a bachelor’s degree in

education and Islamic sciences.

Evaluation

This is a term used by some linguists for a type of modality where propositions
express the speaker’s attitude towards what is being said (Gullatt, 1997: 141). In the

United Kingdom it means identifying the effects and judging the effectiveness of a



learning experience of a course or a complete curriculum. In the United States it is

used as a term of assessment of student attainment (Rowntree, 1981: 85).

The following comprise a chain of evaluation:

1. EVIDENCE: the data collected during the evaluation.

2. CONCLUSION: the result of the analysis, consisting of data display, data reduction
and verification.

3. JUDGEMENTS: the placing of values on the conclusion, stating that the programme
is good or bad or that the results are positive or below expectations.

4. RECOMMENDATIONS: suggestions of what to do in the light of the evidence and

conclusion (Owen & Rogers, 1999: 4).

In this study it means a judgement by final-year students at the colleges of
education in Oman regarding the quality of the specialisation module (Islamic
sciences) of the training programmes for Islamic education teachers.

Description

“An account of a person or thing, or something said about their appearance of

quality”. (National University of Singapore, 1997: 255).
Specialisation module
“The concentration of studies within a single or a narrow range”. (ibid.: 292)

In this study, the specialisation module refers to the Islamic sciences —
Qur’an, Hadith (the Sayings of the Prophet), ‘agidah (doctrine), figh
(jurisprudence) sirah (the biography of the Prophet), and Islamic themes — which

are part of the training programmes at the colleges of education in Oman.
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Professional Domain

A profession is any occupation that is regarded as prestigious, generally on the
ground. Its members need lengthy academic training, they exercise and recognise
ethical standards in their activities, they serve society and continue to study their

subject and develop the profession while practising it and so on (ibid.: 229).

In this study the professional domain refers to the educational and
psychological courses that provide students of the specialisation module with
knowledge of and skills in the principles of education, curriculum, teaching,

psychology and so on.

Cultural Domain

In general, culture means the values, beliefs, customs and creations of people who
regard themselves as a coherent group. It is also used in the sense of the arts and
areas of scholarship approved of by the dominant group within society (Rowntree,

1981: 59).

In this study, it refers to the courses that are general requirements for
students, consisting of Islamic culture, Arabic language, English language, history,

and computer studies.

Questionnaire

A printed set of questions which are either pre-coded or include a space for a written
response and which are distributed among many different people. It is used as a way
of collecting information about the habits or opinions of people in general (National

University of Singapore, 1997: 799, 800).
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Student Teacher

“A student who is learning to teach and following a teacher-training course”

(Rowntree, 1981: 303).

In this study it means a student who is attending a training programme for

Islamic education teachers at the colleges of education in Oman.

1.7 Conclusion

As was explained in previous sections, the main objective of the present study is to
describe the training programmes for Islamic education teachers in Oman as well as
to evaluate the specialisation module in the current programmes. The justifications
for the study were derived from the educational lecture, field feedback and the
researcher’s experience. Three methods — interview, sending questions, and
questionnaire — were used to collect the information to answer the study’s questions.
The questionnaire passed through different stages before the final draft was
considered acceptable. The most important aspect was to ensure the internal validity
of its content, which was achieved by passing the questionnaire to judges, and its
reliability, which was achieved by giving it to a group of student teachers in Islamic

education and analysing their responses.

The next chapter will give a general review of teacher-training with particular

attention to the programmes in Arab countries.
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Chapter Two

General Review of Teacher-Training

The purpose of this chapter is to give a general review of teacher-training with
special emphasis on teacher-training in Arab countries. It starts with briefly
description of the beginning of pre-service teacher-training in some industrial
countries as well as in some Arab countries. It follows by analysing the character of
the teacher and then lists the elements that should be considered when compiling a
teacher-training programme. The chapter also highlights some of the problems of
teacher-training programmes in general and those of the Arab countries in particular.
Then the chapter outlines some ideas for the reform of teacher-training and refers

briefly to some earlier studies that are relevant to the present research.

2.1 Pre-service Teacher-Training

Because pre-service teacher-training is so important, it has been given much
attention in most countries of the world. According to Collier (1999:173):

Preservice teachers begin to construct a reality about teaching in the
student teaching experience. They learn to access their personal
beliefs through the important questions and answers needed for
assimilating their role as teachers and the characteristics contributing
to the effectiveness of a teacher.

Pre-service teacher-training has been developed in some industrialised
countries such as Britain, Germany and France since the beginning of the nineteenth
century (Lynch & Plunkett, 1973: 30-33). As Kelley (1974) indicated, this kind of
training normally contains four basic objectives as follows.

1. Cognitive objectives, which focus upon what the students are to know.
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2. Affective objectives, which are concerned with beliefs, attitudes, values and
perceptions.

3. Performance objectives, which are concerned with specified behaviours to be
demonstrated by the students.

4. Consequence objectives, which specify the results from the students which are

to be obtained by the teacher (Kelley, 1974: 9,10).

However, in some Arab countries, such as Egypt, Iraq and Syria, organised
teacher-training programmes began only in the first third of the twentieth century.
These were available only to future teachers, especially those specialising in
particular subjects to be taught at secondary level. Insufficient attention was given to
the professional aspect of teaching, which was limited to certain trends in teaching
methods and educational principles. There the situation remained until the middle of
the century when some Arab countries began to show an interest in developing

teacher-training programmes (Hajjaj, 1985: 287).

Although teacher-training in the Arab countries began later than in the
industrialised countries, it developed from the same level. One could ask why the
Arab countries did not begin where the industrialised countries left off. This could be
due to the following reasons. At that time, the Arab countries had little contact with
the rest ofthe world. Their weak economies could not afford the facilities necessary
for an advanced system of teacher-training. Furthermore, the increasing number of
schools and pupils meant that teachers had to be trained in any way available to meet

the demand.
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Most of the teacher-training programmes in the Arab countries followed the
concurrent system'. However, there were numerous mistakes in its application, as
evidenced in the results of many studies, reports and conferences such as the Seminar
of Teacher-Training in the Gulf countries, which was held in Doha in 1984, and the
Conference of Educational Curriculum in the Light of Islamic and Modern
Philosophy, held in Doha in 1991 (see al-Qatabi, 1995: 8 and Hajjaj, 1985: 288). It
seemed that the teachers who graduated from this system were not of the best quality.
Consequently, in the second half of the twentieth century other teacher-training
establishments appeared, such as colleges of education, intermediate colleges and

institutes (Hajjaj, 1985: 290-293).

Nevertheless, most Arab countries have now decided to train teachers at
university level for all stages of education. This policy could help achieve the
following goals of teacher-training in the Arab World:

1. Teacher-training should be continual from pre-service to in-service.

2. Teachers should always be provided with new experiences, knowledge and
skills.

3. Teachers should be enabled to convey information on scientific, technological,
social, cultural and educational changes.

4. The teachers’ capacity for observation and self-development should be

increased.

! It comprises a four-years course during which all modules (specialisation, culture and professional)
are studied.
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5. The teachers’ ability to understand the nature and character of the teaching
profession should be improved. (Maktab al-Tarbiyah al-‘Arabi li-Duwal al-

Khalij, 1984: 26)

2.2 The Character of the Teacher

This section will lead to the elements that should be considered in any teacher-
training programme. If we ask which is the more important quality in a teacher,
his/her knowledge or his/her character, there are two possible answers. It could be
said that the level of knowledge is more important because at the end of each year
the pupils are examined on this area, not on their character. Therefore, knowledge is
the only standard by which the success in their studies can be measured. On the other
hand, it could be said that the teacher’s character is more important. How can pupils
succeed in their studies if teachers do not practise what they preach? The pupils will

neither trust nor believe such teachers.

In my opinion, both qualities are very important for all teachers. However, a
good character is especially important for teachers of Islamic education since pupils
regard them as a living example to follow. This is because they teach a subject that
gives particular attention to body, mind and soul at the same time. If we compare two
teachers of Islamic education, one of whom is very knowledgeable but whose
behaviour sometimes conflicts with his knowledge, the other being less
knowledgeable but whose behaviour conforms to his knowledge, which of them has
the stronger influence on his pupils? In my view it is the second one. This is
supported in the following statement by the Department of Education and Science in
Britain (1983: 4): “The personal quality of teachers and their abilities to form good

relationships, are fundamental to teaching success.”
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So how can the teachers’ character exert a beneficial influence on the pupils?

The answer is: in many ways, some of which are detailed as follows.

1. A good exemplar. Ryan indicated that the “teacher must be a positive model of
good character and a moral person” (1988: 20). This is considered the most
effective method of training pupils morally, psychologically and socially
because they look up to their teacher. However good the pupils may be, they
will not be encouraged to follow the path of virtue unless they can see that their
teacher is a model of morality. In this regard Campbell indicated: “Moral
education is a term applicable to the preparation of future teachers, as much as

to children and adolescent students™ (1997: 255). Campbell also stated:

Courses or programmes in the ethics of teaching, which have been relatively
scarce, can highlight the teacher’s role as a moral one, not simply a technical
one, and raise the awareness of preservice teachers to the point where they
can develop a reflective appreciation of the values underlying their actions.
(1997: 256)

Student teachers may not be aware of the ethics of teaching and moral education
if 1t is left to chance, so these qualities need to be deliberately developed during

pre-service training (ibid., 1997: 257).

However, although moral education is so important, many teacher-training
institutions function without this aim and overlook the moral aspects of teaching
(Yost, 1997: 281). I cannot imagine how one could be a teacher in general and a
teacher of Islamic education in particular without a sense of morality. I do not think
that it is acceptable anywhere in the world. If such a situation existed, it would be the
end of education. In fact, if the teachers do not possess truthfulness, wise,

judgement, impartiality, etc., how can they warn their pupils not to cheat in tests, for
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example, if they themselves behaved in that way when they were students? Or how
can they inculcate truthfulness in their pupils if they themselves tell lies? Therefore,
teacher-training programmes must educate student teachers to be living examples of

morality.

2. Perception of instruction as an opportunity for self-training (A. Razik & El-
Shibiny, 1986: 35). Teachers must believe that seeking knowledge is a basic aim
in life. Indeed, Islam considers it an obligation upon every Muslim, for the
Prophet (pbuh) said: “Seeking knowledge is an obligation upon every Muslim”
(Ibn Majah, 1975: 81). I think that this belief encourages teachers to acquire
knowledge, especially in their chosen subjects, and thus achieve continual
education.

3. Confidence in their own abilities (see Perraton, 1993: 33). Teachers should feel
that they are capable of being teachers and overcoming any difficulties in their
jobs as well as in their private lives.

4. Equity in dealing with pupils. Teachers are the gnardians of their pupils and they
must be fair in their dealings with them. In this regard the Prophet (pbuh) said:
“You are all guardians and each of you will be asked about his guardians” (al-

Bukhari, 1999: 304)°,

If these and other characteristics are considered important for all teachers, I
believe that they are particularly important for teachers of Islamic education owing to

the fundamental character of this subject.

2 For further details, see Rashid, 1993:21-33; Campbell, 1997: 265; and Sullivan & Mousley, 1997:
48.
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2.3 Elements of the Teacher-Training Programmes

The discussion so far has shown that, in general, teachers need to be trained morally,
academically, educationally and culturally. The following statements support this
finding:

After a course of initial training, a beginning teacher should be
equipped with a strong knowledge base in the subjects he will teach,
and sufficient professional skill and confidence to perform
competently as a teacher. (Department of Education and Science,
London, 1983: 15)

One cannot be a good teacher of a subject unless one is a good student
of that subject, and to be a good teacher it is not enough to know a
subject well as a student. One must know its pedagogy as a teacher.
(Holmes Group, 1986: 12)

Teacher education programmes in the United States for the most part
employ the same elements regardless of where they are located. There
may be minor differences in programmes, but basically teacher
preparation involves students taking courses in a speciality area, a
general education core and professional core. (Posey, 1998: 1128)

A more detailed explanation of these elements is given in Chapter Four.

These elements are normally divided into theoretical and practical sections in
most teacher-training programmes. Generaily, theory refers to knowledge and
practice to action. In this respect Taylor (1978: 117) stated: “Without a good dose of
theory, students will be as conservative in their future practice as are many serving
teachers.” He also indicated: “Practice is anything that people are doing in whatever

domain in which they are active” (ibid.: 122).

Teaching practice in the teacher-training institutions — such as in Australia,
Sweden and the United Kingdom — normally comprises micro-teaching and field
training. Micro-teaching was developed in the early 1960s and is now very widely
used as a component of teacher-training programmes (McGarvey & Swallow, 1986:

1-3). It was defined as follows:
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It was intended as a means whereby students might practice particular
teaching skills with groups of students or peers, reviewing their
performance with the aid of videotape feedback and tutorial advice.
(Taylor, 1978: 133)

It is a form of “laboratory” training, and as such has played an
important part in the development of performance and competency-
based teacher education and in the more systematic approach to the
development of classroom skills that characterises an increasing
number of “eclectic” training programmes. (ibid.: 134)

According to the above description, micro-teaching can be characterised as

follows:

1. It is a simulation or artificial situation.

2. It is like laboratory training.

3. It gives student teachers a chance to practise specific teaching skills.

4. The performance of student teachers is recorded on videotape.

5. It gives student teachers a chance to discover their strong and weak points from
the feedback of the videotape, their peers and the tutorial.

6. It can be applied to a group of students or their peers.

The field training or teaching practice at school embraces all the learning
experiences of student teachers in schools (Stones & Morris, 1972: 6). This part has
been considered a basic model for teacher-training since the beginning of the
twentieth century. Al-Barwani stated: “Field experience is the central component in
any pre-service teacher education programme. It has been an established fact for a
long time” (1997: 135). According to Daniels (1999: 2442): “Student teachers’
practicum is an essential part of the overall preparation of teachers. Students and
teachers” educators view this process as one of the most valuable learning

experiences in their educational programmes.”
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However, as the number of student teachers has grown, more schools and
teachers have taken part in teaching practice (the latter as participating teachers).
Thus the weakness of the present system has become more apparent and criticism
and dissatisfaction have been voiced. Some of the participating teachers wanted a
more precise definition of their contribution to teaching practice (Stones & Morris,
1972: 14). The situation has remained the same in many Arab countries (‘Awad &
Bahjat, 1989: 257 and Hasan & al-Jazzar, 1990: 143) as it was in 1972, according to
the results of many studies which found numerous obstacles in the way of achieving
the objectives of teaching practice. Examples are as follows:

1. The relationship of school experience to college work is not normally carefully
considered.

2. The links between school-based and college-based experience are usually left to
chance.

3. Supervision is generally inadequate and feedback insufficient in quantity and
quality to promote positive learning. (Taylor, 1978: 155; Hajjaj, 1985: 305—

3006).

Nevertheless, Stones & Morris (1972) stated that it was said to be
impossible to teach anyone how to teach because teaching was an art form akin
to poetry or painting. The born teacher knew the right moment for the right
action. Therefore, teaching practice is viewed as providing the opportunities to
recognise, revive and display the abilities that are latent in the student (see Stones

& Morris 1972: 11). This assertion could be analysed as follows:
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(a) “It is impossible to teach anyone how to teach.” I say that it is impossible for
anyone with a rational understanding of the theory and practice of teaching to
accept this view. Teaching is a complex process containing numerous skills
which teachers cannot acquire without learning and practising them.

(b) “Teaching is an art.” Indeed it is, but it is not akin to poetry. The composition
of poetry is a skill in a particular use of the imagination, which is difficult, if
not impossible, to teach.

(¢) “The born teacher....” This could be true. However, would it be possible to

identify the born teacher? Of course, it would not be easy. Even if it were

possible, how many born teachers would be found in any society?

On the other hand, although innate elements are considered important factors
in teaching, it does not mean that a person who has them does not need to be taught
how to teach. The fact is that teaching covers a wide range of abilities which cannot

be acquired without study and practice.

There is yet another view: “Since teachers spend more than 15 years in school
as students before they enter the classroom in their role of teachers, they would then
find it easy to adapt to their new educational setting (Urzua, 1999: 231). In my
opinion some educational scholars could say that this assumption is based on
personal experience. Therefore, it could not easily be said of all students in general.
It could be applied to those who are interested in and inclined towards the teaching
profession. However, the period of study at school might help teachers to adapt to

their new educational setting.
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Although we can see that there is agreement between educational scholars
about the elements of a teacher-training programme, there are different views about
the distribution of study time among these elements. Some believe that half of the
time should be devoted to the cultural and professional modules in the proportion of
three to one respectively, the other half being devoted purely to the professional
module. Others believe that half of the time should be devoted to the cultural module
and the other half to the specialisation and professional modules (Hajjaj & al-

Shaykh, 1982: 27).

The differences in these views mean that the distribution of credit hours
varies among colleges of education, as shown by the examples in table 2.1. However,
even in one country there is a difference in the distribution among its universities.
For example, in Egypt the proportion allocated to the professional module ranges
from 23 per cent in ‘Ayn Shams University to 38 per cent in Hilwan University
(Mahmud & others, 1994: 92, 71, 143, 196). The same principle can also be applied
to individual subjects.

Table 2.1
Distribution of credit hours in some colleges of education in

Arab countries (per cent)

University of

University of al-Yarmiuk
Module Jordan (Jordan) Saudi Arabia
Cultural 16 13.5 30
Academic 43 48.0 47
Professional 41 38.5 23

Source: Mahmiud and others, 1994: 92
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Notes: Culture — for example, history, sciences, computer studies and a second

language.

Academic — courses or knowledge related to the subject which the student
teacher will teach at school.

Professional — educational courses (including theory and practice).

According to al-Afendi & Baloch (1980: 165): “The concept of the purposes

and policies of teacher education may vary in different Muslim countries in terms of

their own guiding principles and their specific achievement objectives and in

accordance with their own needs.” Therefore, because educational aims are usually

derived from different sources such as the philosophy of education and the needs of

both society and students, I suggest that the period of study, the total credit hours and

their distribution among the elements of any programme should be based on the

following criteria:

1.

2

beliefs, culture and aspirations of the society;

general aims and educational philosophy of the country;

educational system;

general aims of each specialisation in the stage/s at which the teachers will
teach;

content of each specialisation in the stage/s at which the teachers will teach
(Department of Education and Science, 1972: 67);

needs of the student teachers at the stage/s at which they will teach;

educational and teaching skills in the stage/s at which the teachers will teach;
needs of the teachers themselves in their occupations and private lives;

development of technology in education.
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2.4 The System of Teacher-Training Programmes

There exist two systems: consecutive teacher-training, which is followed in many
countries such as Germany and Japan (see al-Hamad, 1997: 94), and concurrent
teacher-training, which also used in many countries such as the United States, United
Kingdom and most of the Arab countries (see Ghunimah, 1996: 265). Under the
consecutive system the course of study is divided into two parts. The first part
comprises academic and cultural modules which are studied over four years in one
college. The second part is devoted to the professional module, which is a one-year
course in a college of education. According to Holmes (1986: 10): “No teacher
should be allowed to practice as an independent without at least a year of carefully
supervised practice and advanced study in pedagogy and human learning.” The
concurrent system, on the other hand, comprises a four-year course during which all

the modules (specialisation, cultural and educational) are studied.

There are some advantages to the consecutive system. For example, it extends
the period of training in specialisation. Furthermore, it can be useful in preventing
discord between faculty members of the department of education and those of other

departments.

However, there are also some disadvantages. It gives graduates the
opportunity to enter the teaching profession when they have no access to other
employment (‘Abd al-Jawwad & Mitwalli, 1993: 99). The period of professional
training is restricted and hence student teachers do not have enough time to practise
educational and teaching skills. This system is also more expensive because the

course of study can extend to five or six years.
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Nevertheless, it could be argued that the last point may not be true. When
students graduate after four years, the government will employ them, so it will be
spending money in any case. However, others are of the opinion that although the
government employs these graduates, they take the place of teachers from other
countries, so there is no doubt that it will be more costly for the government in the

long run.

The concurrent system also has some advantages. For example, it helps the
government to fulfil the increasing need for teachers. In addition, it attracts — to some
extent — students who wish to be teachers. Furthermore, it creates a more positive

attitude towards the teaching profession (ibid.: 99-100).

Nevertheless, there are some disadvantages to this system. Specialists believe
that the period of specialisation training is not enough, particularly for teachers who
will teach at intermediate and secondary schools (ibid.: 100). There is also the view
that the period of teaching practice is not sufficient and that it does not provide

student teachers with the many skills that they need.

2.5 Problems of Teacher-Training

It could be said that teaching is a complex activity and teacher-training is likely to be
even more complex (Smith, 1971: 120). Therefore, it could also be said that there are

two basic problems of teacher-training: that of pre-service and that of in-service.

2.5.1 Pre-service Problems

There are many problems at this stage of teacher-training, of which the following are

some examples:
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1. In general, training programmes do not attract good, able and intelligent
candidates (Surti, 1997: 173 and Hajjaj, 1985: 295). The reason for this is the
poor reputation of teacher-training programmes. According to Andrew (1997:
173): “If a teacher preparation programme is known' for high academic
standards, superior teaching, substantive coursework, well-organised and guided
clinical experience, and a high success rate of graduates — then more good
candidates will come.”

2. The training programmes, such as those in the United States, are not arranged to
connect theories and principles to practical classroom experience (Cooper, 1996:
139; Daniel, 1996: 197). Consequently, prospective teachers are failing to put
into practice the information that they have been given about effective teaching
(Hatfield, 1996: 224).

3. Teachers, for example in the United States, are being inadequately trained to use
instructional technology and consequently are unable to integrate technology
effectively into classroom teaching practice (Northrup & Little, 1996: 213).

4. Colleges of education have generally not yet adopted the use of technology for
the delivery of instruction. However, there are many barriers to be overcome.
For example, many are ill-prepared for technology and are using it
inconsistently. Furthermore, there is the lack of time, skills and knowledge
(Northrup & Little, 1996: 220; Hill & Somers, 1996: 300-301). Therefore,
student teachers view technology as optional or subject-specific rather than as an
integral part of effective instruction (Hill & Somers, 1996: 305).

5. Programmes such as those in Australia are perceived to be overly theoretical,
with an inadequate focus on the development of teaching competencies and

insufficient relevance to university-based teacher-training (Hill, 2000: 61).
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6. The faculties of education such as those in the United States are detached from
the reality of the classroom and unconcerned with the public’s priorities for
schools (Rhodes & Bellamy, 1999: 17).

7. The literature clearly shows that most pre-service teachers revert to traditional
notions about schools during their student teaching experiences (Yost & others,
2000:42).

8. There is a lack of instruction on educational law. For example, in the United
States few teacher-training programmes require a course in this subject. Such a
course might help novice teachers avoid bad judgements, indiscretions and

honest mistakes that can ruin their careers (Gullatt & Tollett, 1997: 130-132).

However, in addition to the above problems, there are others in most of the

Arab countries, such as the following:

1. The objectives of many pre-service programmes are not always clear or even
specified.

2. Programmes are inadequate to train student teachers for the challenges that they
will face in the classroom.

3. There is a lack of curricular connection and communication across schools.

4. School-based experiences are inadequate and unsupervised.

5. There is a lack of experience of education faculties in schools.

6. The teacher-training programmes attract students of poor quality.”

3 Further details see Hajjaj, 1985:295; Rashid, 1996: 64; al-Khatib and Ashiir, 1997:5 and Sartj,
1997:175.
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2.5.2 In-service Problems

There is no doubt that pre-service problems will have a negative effect on in-service
teacher-training. Teachers will also face other problems in their career and they can

be divided into those of remuneration, morale and performance.

As for the problem of remuneration, it is a fact that teachers consider their
salary to be low in return for the time and effort that they contribute. However, it
could be argued that there are two categories of teachers. Some are dedicated to a
career in teaching and they realise the effort that it requires. Therefore they are not so
concerned about its material return nor do they use that as an reason for leaving.
Others choose this occupation because they have no alternative. Hence, when they
begin teaching, they meet its realities and discover that this career demands an
enormous amount of time and effort for a small financial return. Therefore some of
them will not be patient for long and will leave as soon as the opportunity arises, or

they will look for a second job to increase their income.

The problems of morale — in many Arab countries — can be shown in the
following examples:

1. In contrast with value placed on teaching in Islam, there is a lack of respect in
society for the teaching profession.

2. There is a lack of respect for teachers by society in general and pupils in
particular. This has been proved by studies carried out in Saudi Arabia, Kuwait,
Qatar and Jordan (Surt1, 1997: 169).

3. Teachers usually feel that the Ministry of Education ignores them and does not

give them enough support. Many of them follow this profession for years
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without achieving a marked increase in their knowledge and skills. This shows
that they are not given enough time for in-service training (see Surti, 1997: 177).

For these reasons and others, teachers abandon their profession.

In my view there are many reasons why society and pupils accord little
respect to teachers and teaching. For instance, this profession can be used as the last
resort for those who cannot continue in their chosen field at university and who have
achieved a low grade in the secondary school certificate. In addition, because of the
lack of clear and strict entrance qualifications, many unsuitable people take up this
occupation. Thus, the profession contains those who are not considered acceptable as
teachers by society. Teachers also usually restrict their function to the school’s

domain and so their participation in society is very small.

Stirtt gave many reasons for this situation in the Arab World, for example:

1. There is not enough awareness among the Arabs of the importance of teachers
and their role in society.

2. The low income earned by teachers. Siirtl proved this point with the results of a
study carried out in Syria in 1995. It was found that 83 per cent of females, 75
per cent of males, 65 per cent of female teachers and 73 per cent of male
teachers confirmed that there was a relationship between the teachers’ income
and the level of respect accorded to them by society.

3. The wrong actions and bad behaviour of some teachers might lead people to

have little respect for all teachers (Surt1, 1997: 170).

There are many problems also in the teachers’ performance. For example,

many of them lack one or more of the following elements: general culture, teaching
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skills and specialisation. Some even have difficulty in reading and writing. Yost
(1997: 281) quoted from Goodlad (1990): “Prospective teachers oriented to filling a
large hand-bag with discrete bits and pieces of knowledge may be destined to
become pedagogical bag ladies and bag men.” Furthermore, sometimes they face
difficulties in applying their experiences at school. For example, although student
teachers at the colleges of education in Oman are usually trained in some
instructional technology, they do not have the opportunity to use it because it is not
widely available in state schools. Even if some departments of education and schools
have a few of these media, those responsible for them keep them under lock and key

to avoid any damage from misuse.

It is worth mentioning here that most teachers in Arab countries undertake
additional tasks beyond those required by their job, which could be an obstacle to
self-development. As Surtt (1997: 171) indicated, their functions and responsibilities
are numerous and varied, for example:

1. giving a large number of lessons according to the daily timetable;
2. dealing with large classes of pupils;

3. setting, monitoring and marking school examinations;

4. carrying out numerous administrative duties in the school;

5. planning and supervising pupils’ activities.

Educational researchers widely recognise the need to give better training to
pre-service teachers for the challenges that they will face in the school in general and
in the classroom in particular (Stuart & Thurlow, 2000: 113). According to Rhodes &

Bellamy (1999: 17), “On an almost daily basis, educators, policymakers, and public
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call for reform or renewal of schools of education in general and initial teacher

preparation in particular.”

2.6 The Reform of Teacher-Training

In my opinion, the first step should be the selection of applicants for the teacher-
training programmes. Rashid (1996: 15) pointed out that the selection of good
students is considered the proper and true basis for successful graduates in teaching.
This view is supported by the Department of Education and Science in Britain (1983:
16): “Students selected to train for teaching should have academic ability, not just as
defined by examinations, and a strong and broad base in their secondary

education...they should have suitable personal qualities.”

The importance of selecting and training teachers originates in the importance
of the function ofteaching itself. Holmes (1986: 27) said: “If teaching is conceived
as highly simple work, then any modestly educated person with average abilities can
do it. But if teaching is conceived as responsible and complex activity...then teaching

requires special selection and preparation.”

[ believe that the most important aspect is the candidates’ interest in and
attitude towards teaching as a career. It is a fact that many Arab teachers do not want
to be teachers and a college of education is not their first choice. There is evidence of
this situation. For example, Hamada’s study (1994) of the University of Riyadh in
Saudi Arabia confirmed that only 3.36 per cent of all the students entering the
university that year had put the College of Education first on their list of options. In
most Arab countries this proportion ranges from 1 to 10 per cent (Surti, 1997: 173).

In other words, the students who have a genuine interest in teaching as a career are
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few. Furthermore, al-Qurtubi’s study (1986) in King Sa‘tid University found that 30
per cent of the sample did not want to be teachers (al-Hariqi, 1994: 215). This issue

is explained in greater detail in Chapter Seven.

To make an improvement in teacher-training, much needs to be done, for
example:
1. Enforcing minimum standards for the training of teachers and entry into
teaching (Andrew, 1997: 175). Taking and even graduating in college and
university courses do not mean that candidates are successful. Therefore Holmes

recommended that they should pass three tests:

(a) a written test in the subject that they will teach;
(b) a general test of their ability in reading and writing;

(c) atest of the rudiments of pedagogy. (Holmes, 1986: 11)

I should point out here that the second recommendation shows the importance
of language in teacher-training. According to Reagan (1997: 186), “All teachers, not

only teachers of English or foreign languages, should know a great deal about

language.”

2. Creating clear and accurate objectives and plans for both pre-service and in-
service teacher-training.

3. Forming close links between colleges, schools, national and local authorities,
teachers’ and students’ organisations, and the community (Taylor, 1978: 157).

4. Training teachers in continual self-development and in playing a major role in
shaping the changes that seem certain in the future world of education (Smith,

1971: 122).
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5. Teacher-training should be planned not by colleges of education alone, but in
conjunction with different agencies such as community and social organisations,
clinics of psychology, regional educational research centres, and academic
departments (ibid.: 123). Of course, this will help to improve the quality of
curricula and methods of teaching and evaluation.

6. Improving the quality of teachers’ educators.

7. Providing a uniform standard of instruction in the educational use of technology
for all colleges of education (Hill & Somers, 1996: 305).

8. Providing comprehensive and continuing in-service training throughout a
teacher’s career. Graduation does not mean that teachers are excellent and do
not need further improvement. Whatever the standard of any initial course of
training, it is not possible to provide teachers with all the knowledge and skills
that teaching requires.

9. Teacher-training colleges and institutes must provide suitable facilities.

In addition to the above, colleges and institutes of education which train
Muslim teachers must encourage the performance of 7ha dah (worship). Time must
be allocated for prayers and members of these organisations must adhere to Islamic
rules by attending collective worship. They must also impart the Islamic teachings
regarding mu ‘amal at (transactions) by their own exemplary behaviour in all aspects
of human relations both inside and outside these organisations (al-Afandi & Baloch,

1980: 158).

I believe that these last points are particularly important because, in a manner

of speaking, it is impossible to make the shadow straight while the stick remains
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crooked. Therefore it is difficult to train student teachers to be a good example unless
those who train them are also a good example. When I was an undergraduate, I
remember that at prayer time and lunch time both students and lecturers would leave
by the same footpath, atthe end of which the students would go to the mosque and
the lecturers normally to their homes. The students noticed the inconsistency in their
lecturers” behaviour, remarking to one another that those who taught Islamic studies
did not go to pray at the mosque. How could students confide in such people and take

them as a good example?

2.7 Previous Studies

Numerous studies of the training of Islamic education teachers have been done, of

which the following are particularly relevant to this thesis.

2.7.1 The Studies of Some Arab Countries

1. A study by Sa‘d (1983) specified the most important skills in teaching the
interpretation of the Holy Qur’an and Had ith at the secondary stage at al-Azhar
and assessed the performance of the teachers themselves. The sample of the
study comprised 63 teachers (30 of tafs ir and 33 of Had ith). The writer used
two observation cards to evaluate the performance of teachers of afs ir and
Had ith at al-Azhar’s secondary stage. The important results of the study are as
follows:
(a) Ofthe rafs ir teachers, 7.3 per cent achieved an excellent degree in their

performance whereas 72.7 per cent achieved a low degree.
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(b) Of the Had ith teachers, 8 per cent achieved an excellent degree and 69.4

per cent achieved a low degree. The writer concluded that most of the

sample were lacking in these skills (Sa‘d, 1983: 224 & 227).

2. Yausuf’s study (1988) evaluated the performance of Islamic education teachers in
their teaching skills at the intermediate stage in Bahrain. The sample of the
study comprised 32 male and female teachers. The researcher used one
observation card to evaluate the performance of Islamic education teachers at
this stage. The study showed that about 69 per cent of the teachers received less
than 50 per cent of the total marks on the card. The study concluded that the
teachers were generally weak in their performance (Yusuf, 1988: 176).

3. Salah’s study (1988) examined specific competencies in the teaching of the

Holy Qur’an to the students of the Faculty of Education at Hilwan University in
Egypt. The study’s sample comprised all the fourth-year students in the Arabic
division. The writer used three evaluation materials. First, an attainment test to
measure student teachers’ cognition of the competencies. Second, an
observation card to measure the performance of the sample in the recitation of
the Holy Qur’an. Third, an observation card to measure the performance of the
sample in class. The study showed that the students were weak in these
competencies (Salah, 1988: 8, 11 and 14).
4. A study by al-Sayf (1990) evaluated the specialisation module in the training

programme for Islamic education teachers at the College of Education at King
Su‘id University (in Saudi Arabia) in the light of the expected objectives. The

sample of the study comprised three groups as follows:

(a) 144 students from the College;
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(b) 88 graduates from the University, who had at least two years’ experience as

schoolteachers;

(c) 64 members of the Department of Islamic studies (see page 78).

Al-Sayf used a questionnaire containing forty objectives based on three criteria:
good, average and weak. The study showed that the training programme achieved

excellent results in the following objectives:

(a) a good understanding of Islamic principles and attitude;
(b) a good exemplar for the students inside and outside the school;
(c) a good understanding of the Prophet’s Sunnah.
However, it failed to achieve the same level of excellence in the following

objectives:

(a) memorising at least ten chapters of the Holy Qur’an;
(b) seeking opinions from advisers in established Islamic organisations;
(c) mastering Arabic language skills in reading, listening and writing.
(d) the ability to give public lectures on Islam. (al-Sayf, 1990: k & 1)
I should like to make the following comments on the questionnaire that was used

in al-Sayf’s study:

(a) The objectives were generally imprecise.

(b) Some of the objectives were not clear, for example, objective number 5: the
students’ level of knowledge/science should be the same as that of
graduates from other colleges. The question is: How can students at the

College of Education at King Su‘tid University know the level of graduates
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3.

from other colleges? In other words, how can they answer such a question?
Another example is objective number 8: students should be able to teach
what is introduced into Islamic sciences, such as in al-s frah al-nabawiyyah
(The Prophet’s Biography), invasions and ethics, which are not part of the

school curriculum.

(c) The questionnaire was given to three groups: students, Islamic education
directors and head teachers. In my opinion the last two groups should have
been given a different questionnaire evaluating the level of Islamic
education teachers graduating from this college, because they did not have

enough knowledge and experience of its programme.

A study by ‘Abd Allah and Bani Khalid (1991) investigated the extent to which
I[slamic education teachers in al-Mafraq state secondary schools (in Jordan)
could evaluate some of the rules of Qur’anic recitation. The sample of the study

comprised 35 male and female teachers. The researcher used a list of recitation

reciting of the sample was recorded and evaluated by three judges. It was found
that the teachers in the sample were unable to evaluate these rules owing to their
weakness in the recitation of the Holy Qur’an (‘Abd Allah & Bani Khalid, 1991:

117 and 123-125).

2.7.2 Studies in Oman

1.

A workshop of Islamic education teachers who graduated from the Sultan
Qaboos University was held on campus in 1995. Part of the workshop
comprised two questionnaires. One was given to Islamic education teachers to

ascertain their views on the suitability of the University’s training programme
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for Islamic education teachers. The other was given to the instructors and head
teachers of intermediate and secondary schools to ascertain their views on the

performance of these teachers.

Many recommendations resulted from this workshop, such as the following:

(a) Increasing the credit hours allocated to the recitation and memorisation of

the Holy Qur’an.
(b) Reviewing the content of the Arabic language courses.

(c) Increasing the emphasis on teaching al-‘aq rdah al-Isl amiyyah (Islamic

doctrine) and ‘ilm mustalah al-Had ith.

(d) Using teaching methods that help students in understanding, investigating

and creating.

(e) Creating a link between the knowledge that students acquire at university

and the knowledge that they will teach in the schools (Kulliyyat al-Tarbiyah

2. Al-Qatabi (1995) carried out a study to evaluate the teacher-training programme
at intermediate colleges of education in the Sultanate of Oman. The sample
consisted of all the second-year students in the Islamic division of the colleges,
plus 11 per cent of graduates and 37 per cent of faculty members (al-Qatabi,
1995: 12). The researcher used a questionnaire comprising 245 items, which was
distributed to three groups: students, teachers and faculty members. The most
important result of the study was that the average of the four categories of the
programme — education, specialisation, culture and general — was less than 80

per cent. This means that the programme did not reach the standard expected by
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the Ministry of Education (ibid.: 70-122). owever, hy as he uestionnaire
distributed among all those who train Islamic education teachers in these
colleges? In other words, how could the members of the Department of Islamic
Sciences, for example, evaluate the content of the professional module? In my
view it is difficult for even one field of study to be evaluated by all the faculty
members who teach its courses, because none can know fully the quantity and
quality of the knowledge that is taught by the others.

3. Al-GhafirT’s study (1995) aimed to define the basic competencies necessary for
secondary Islamic education teachers in the Sultanate of Oman and to measure
the extent to which teachers demonstrated those competencies. Two instruments
were used in this study. First, a questionnaire containing 130 competencies in
eleven areas: lesson planning, classroom management, principles of teaching,
school textbooks (on Islamic education) and instructional media, integration,
social relations, professional ethics, evaluation, fajwid (recitation of the Holy
Qur’an) and its fafsir (interpretation), Hadith (the Sayings of the Prophet),
s irah (the Prophet’s biography), ‘agidah (doctrine), figh (jurisprudence).
Second, an observation checklist containing 23 competencies in the areas of
tajwid and taffir was used to measure the extent to which teachers
demonstrated those competencies. Each instrument contained a scale of five
levels. The first scale consisted of the following levels: very important,
important, undecided, unimportant and very unimportant. The second scale

consisted of the levels: very high, high, average, low and very low.

The questionnaire was distributed to the teachers and supervisors (n= 220) of Islamic

education in three regions of the country: al-Batinah, al-Dakhiliyyah and al-Zahirah.
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The observation checklist was used to observe the performance of Islamic education
teachers (n= 49) in al-Zahirah region. The important results of the study were as
follows.

(a) The subjects were highly rated in all of the 130 competencies.

(b) There was a general weakness in the performance of both male and female
teachers in the competencies of zajwid and fafs ir (al-Ghafiri, 1995: G &
H).

4. al-Muslihi (1995) carried out a study to evaluate the performance of the student
teachers of Islamic education at Sultan Qaboos University in three branches:
Interpretation of the Holy Qur’an, Hadith and figh. It also aimed to identify the
effect of the student teachers’ sex on their teaching performance. All the
participants in the study were student teachers of Islamic education (18 males
and 12 females) at SQU in the academic year 1994/95. Three observation sheets
were used to observe the three branches. Each sheet contained nine categories:
teaching plan, teaching techniques, proficiency in the subject matter,
instructional media, reinforcement, classroom management and interaction,
verbal expression, formative evaluation, summative evaluation and homework

assignment. The important results of the study were as follows:

(a) All of the subjects of the study achieved high means in the three branches.

(b)The student teachers achieved a better result in the teaching plan, classroom

management and interaction (al-Muslihi, 1995: L & M).

5. Al-Rashidi’s study (1995) examined the suitability of the teaching media
provided in secondary schools in Muscat (the capital of Oman) according to

Islamic education teachers. It also measured the extent to which Islamic

S
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6.

education teachers used those media. The sample of the study comprised 129
teachers and seven supervisors of Islamic education. Three techniques were used
for the study. First, a questionnaire containing 106 items in five areas:
availability of the media, their importance, usage, obstacles to their usage and
suggestions on the removal of those obstacles. Second, an interview card was
used to discover to what extent Islamic education teachers used teaching media
in the view of Islamic education instructors. Third, an observation card was used
to evaluate the efficiency of the teachers in using teaching media. The study
produced the following results.

(a) Cassette-tapes, maps, blackboards, cassette players and radio were available

in schools, although there was a shortage of other equipment.
(b) The teachers stressed the importance of all types of instructional media.

(c)The problems that hindered the teachers’ use of those media were the

absence of technicians and the teachers’ workload (al-Rashidi, 1995: H &

D).
A study by “Abd al-Baqi and others evaluated the performance of male and

female teachers who had graduated recently from colleges of education in the
Sultanate of Oman. In general, there seemed to be great satisfaction with the

performance of teachers of Islamic education (‘Abd al-Baqi & others, 1999: 26).

Although there are some similarities between this study and those done

earlier, such as the field of inquiry and the use ofa questionnaire, there are also

differences, such as the population sampled and the training programmes evaluated.

Furthermore, this study used a questionnaire that focused on the specialisation

module of the programmes, as did al-Sayf, yet that used in this study was more
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comprehensive and contained open questions. In addition, it was a qualitative and

evaluation study.

2.8 Conclusion

Although teacher-training programmes are generally based on three modules —
professional, specialisation and general culture — their content and credit hours,
which are specified for each, usually differ from one country to another, even in the

countries which are similar in culture and language.

Teacher-training programmes follow either of two systems, the consecutive
or the concurrent, each of which has advantages and disadvantages. However, in my
view it is not important which is used. What is important is the quality and content of

the programme which could produce a good and successful teacher.

Although teacher-training has been given much attention in every country, it
still faces many problems at pre-service and in-service levels. Therefore, it needs
further development, especially the programme for training Islamic education
teachers, according to the results of most of the previous studies which showed that

such teachers were weak in their performance.
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Chapter Three
Education in Oman before 1970

This chapter examines the system of education in Oman before 1970. It describes the
system of study at the madrasat al-Qur’an (Qur’anic school), the mosque and other
madrasahs (which offer the same level of education as the mosque). It also explains
the selection and roles of the mu 'allim (teacher in a Qur’anic school) and the sheikh

(scholar who teaches at the mosque and other madrasahs.

Oman, or officially the Sultanate of Oman, is in the south-eastern corner of
the Arabian peninsula. Its capital is Muscat. The country is bordered by Saudi Arabia
and the United Arab Emirates to the west, the Republic of Yemen to the south, the
Arabian Gulf to the north and the Arabian Sea to the east. It is the third largest
country in the Arabian peninsula, covering an area of 309,500 square kilometres

(Ministry of Information, 1999:25).

The climate in Oman differs from one area to another. In summer it is usually
hot and humid in the coastal areas, while it is hot and dry in the interior. The
temperature can reach 45 degrees Celsius and in some areas even higher. The winter

is relatively cold, especially in the interior.

In 2000, the population of Oman was estimated to be 2,532,556 (An Encarta

Encyclopaedia, 2000; US Census Bureau, 2001). The country is divided into eight
administrative regions: Muscat, al-Batinah, Musandam, al-Dakhiliyyah, al-Zahirah,

al-Sharqiyyah, al-Wusta and Zufar. Islam is the official religion and Arabic the
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official language. English is widely spoken and there are other Asian languages such

as Hindi, Urdia and Balochi.

Oil is considered to be the most important mineral resource of the country,
followed by natural gas. In addition, there are modest deposits of copper and gold.

Oman has ample fish stocks owing to its long coastline of about 1,700 kilometres.

Oman was one of the Arabian provinces that embraced Islam during the
lifetime of Prophet Muhammad (peace be upon him). From that time on, scholarship
continued to receive care and attention. However, anyone who studies the history of
Oman will find that the country suffered numerous wars, internal and external. Such
wars caused many problems, leading to the loss of security and stability, to poverty, a
low standard of living, and a weak economy and political system. They also created

many obstacles to education and the acquisition of knowledge.

In Oman, as well as in other Muslim countries, the mosque was always
regarded as the centre of education, for it played an important role in the propagation
of knowledge. After it came another institution called the madrasat al-Qur’an,
which continues to exist today. In other Muslim countries, it was called the kuftab or

the miktab.

The real aim of teaching and education in these organisations was to guide
one’s mind and emotions towards Allah (may He be Exalted), to worship Him alone
and obey his laws as presented in the Qur’an and practised by the Prophet
Muhammad (peace be upon him) throughout one’s life. Therefore, this type of
education naturally centred on teaching the Holy Qur’an, the Sunnah of the Prophet

and the Arabic language, and, by so doing, helped to create a stable and balanced
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character. Many scholars and writers graduated from the mosques and kuttabs, and
participated in creating the heritage of Oman with its multiple branches of science

and literature (Wizarat al-Tarbiyah wa al-Ta‘lim, 1985:95).
3.1 Education in the Madrasat al-Qur’an before 1970

The madrasat al-Qur’an is a place where students learn the Qur’an, the Arabic
alphabet, writing and prayer (Mertz, 1972: 64-65). Teaching used to be conducted in
a classroom built of either mud bricks or stones and palm branches, or in the open
under a big tree, where the pupils sat in a circle. Some of these madrasahs or
religious educational institutions belonged to either a society or a male or female
teacher called a mu‘allim or mu‘allimah respectively. The mu‘allimah usually
conducted the teaching in her own house, since this allowed her to do some
housework, such as cooking the lunch, especially when the madrasah was open for

two sessions a day, one in the morning and one in the afternoon.

Under this system, the pupii usuaily passed through three stages:

1. Rote-learning of Surat al-Fatihah and the short suwar of the last juz’ (thirtieth
part) of the Holy Qur’an.

2. The writing and pronunciation of the Arabic alphabet, plus some practice in
writing and pronouncing the diacritical letters, which were put together in the
form of words.

3. Study of the Holy Qur’an in its entirety, plus some basics of figh such as the

performing of the prayers and fasting.
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There was not much difference among the Muslim countries in their systems
of elementary education. For example, in Andalusia, pupils studied the Holy Qur’an,
Arabic grammar, poetry and writing. In Morocco, they studied the Holy Qur’an and
writing. In Tunisia, they studied the Holy Qur’an and the Hadith, with calligraphy as

an auxiliary subject (Tibawi, 1972: 43).

Although the madrasat al-Qur’an was co-educational, the general age of the
pupils was under twelve. In the past, when the pupils had completed their studies at
the madrasah, the girls stayed at home and the boys continued their education at the
mosque. Al-Misnad (1985:30) states that in many Muslim countries this institution
was attended by children of both sexes under the age of ten, but the girls were
usually withdrawn from it when they reached their eleventh year. Today, pupils leave

this institution at the age of six to be educated in modern schools.

However, the question here is: how could the mu ‘allim teach the pupils and
direct the madrasah at the same time? As regards the direction of the madrasah, we
know that the mu‘allim sat in front of it — sometimes at a raised desk. When it was
merely a classroom, he sat near the door, since this allowed him to know who was
present and who was absent. If the teaching was conducted under a tree, he sat near
its trunk, which allowed him to observe all the pupils. Thus, if pupils wanted to leave
the class for any reason, they could not do so without permission from the mu ‘allim.
If they went out, they would have to come back soon, otherwise they were liable to
questioning and even punishment. However, the mu ‘allim usually entrusted some of

the more advanced pupils to teach those at the lower grades.
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Lessons at the madrasah began early in the morning and all the pupils were
required to read or write the subjects that they had studied the day before. Then they
prepared the new subjects to be studied before reading them with the mu ‘allim.
When the pupils felt that they ready, they would go individually to sit near the
mu ‘allim and start reading. The mu ‘allim listened carefully and corrected any errors
in the reading. Ifthe pupils made many errors, they were not allowed to progress to
another subject before learning all the corrections. If they repeated the same errors,

they could be liable to physical punishment.'

3.1.1 The Jurisdiction of the Mu‘allim

If the jurisdiction of the mu ‘allim in the past and the present is compared, there is
clearly a big difference. In the past the mu ‘allim enjoyed complete authority in the
education of the pupils. When parents or guardians took their children to the
madrasah, they would tell the mu ‘allim to do whatever he wished with them but not
to touch their eves. Some would say that he could scoop out one eye but leave the

other intact.

The mu‘allim was allowed to use three methods of punishment. He usually
had a small stick for beating the pupils who did not do their homework or who
misbehaved. He also had a very long stick with which he could reach any pupil from
his seat. If the stick was not long enough, he used small stones (al-Dhahab, 1987:67).
Sometimes he even resorted to collective punishment when he felt that the pupils
were not doing their work or were misbehaving. He would then take his stick and hit

all the pupils anywhere within reach.

! From the researcher’s own experience and the responses of some sheikhs and teachers.
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Parents usually accepted such punishments, despite the negative effect on the
children. Long ago Aba Nuwas (d. 200 AH/ AD 815) wrote of the harshness of a
teacher called Hafs:

Lo, behold Hafs in his maktab!

Stern, sitting on a mat surrounded by slaves.

“Whip him!” he cried. “Whip the lazy boy!”

He had stripped him bare of silk and streaky garments,
And with a leather strap he chastised him.

“O dear master!” he cried. “I will reform.”

[ begged Hafs to pardon the boy.

“He will do better next time,” was my plea. (Tibawi, 1972:35)

Furthermore, the mu ‘allim usually noted the pupils’ attendance. So if he
noticed that anyone was absent more than once or left the class and did not return, he
had the jurisdiction to go to that pupil’s house and bring him back to the madrasah.
If the pupil was very disruptive and the mu ‘allim could not deal with him, then he
would not allow him to enter the madrasah unless he was accompanied by one of his
parents. Sometimes he would ask the parents to punish the child in front of the other
pupils. Such jurisdiction exceeded the physical boundary of the madrasah. In fact,

the mu ‘allim was allowed to teach his pupils anywhere in the village or town.

Nevertheless, this level of jurisdiction began to be reduced in the early 1970s
for the following reasons:
1. The social, cultural and economic changes that were taking place in Oman

owing to the discovery and marketing of oil (see Morsi, 1990: 281).
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2. The lessening of support from parents and guardians. In recent years, some
parents had become angry when they knew that the mu ‘allim had hit their
children, and some of them even complained to the police.

3. The opening of modern schools gave pupils another educational option,
which markedly reduced the role of the mu‘allim in society and in the

education of children.

3.1.2 The Selection of the Mu‘allirm and his Remuneration

It was usual for the inhabitants of a town or a village to select the mu ‘allim, although
sometimes the mu ‘allim would nominate himself if he felt that he was capable of
doing the job. Yet there were many conditions that the mu ‘allim had to meet before
doing so, some of which are as follows:
1. He had to be able to read the Holy Qur’an and show some skill in writing
Arabic.
2. He had to have sufficient knowledge of figh (jurisprudence) and ‘ag 7da (faith).

3. He had to be a respectable person with a good reputation in society.”

The mu ‘allim received his remuneration from one of three sources:

1. A wagf (endowment) specified for education. In this case he was either given a
garden containing palm, lemon and mango trees, and allowed to manage it and
exploit its gains, or he was paid a monthly salary.

2. He received monthly fees for his pupils from their parents or guardians.

3. He was paid a monthly salary by the government.

2 The residents of the town normally made this decision.
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However, because of the insufficiency of the fees, the mu ‘allim usually had other
employment. He also received gifts from the pupils’ families on such occasions as
the end of Ramadan (the month of fasting in Islam) and the graduation of the pupils,
that is, when they had completed the reading of the Holy Qur’an (al-Dhahab,

1987:67-68).

3.1.3 The Roles of the Mu‘allim in Society

In addition to being a teacher, the mu‘allim took on various roles in society, for

example:

1. An imam of the mosque in the district where he lived.

2. A wakil (trustee) of a wagf (endowment).

3. One who washed the bodies of the deceased, and, as the imam, led the prayers
at the funerals.

4. Reciting of the Holy Qur’an and the making of invocations on festive occasions
such as the khatmah.

5. Conducting marriage ceremonies.

6. A scribe who wrote letters on behalf of the illiterate.

3.1.4 The Strengths and Weaknesses of the Madrasat al-Qur’an

There is no doubt that every human-made system contains strengths and weaknesses.
From my personal experience and knowledge and that of interviewees in this field,
the strengths of this system appear to be the following:

1. It used a developmental method of teaching. The pupils began by memorising

some short suwar of the last juz’ (thirtieth part) of the Holy Qur’an then they
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2.

3.

4.

practised pronouncing the letters of the alphabet and writing them with the
diacritics, after which they began reading the Holy Qur’an.

It took account of the individual differences between pupils, hence the rate of
study depended on the ability of each pupil.

It used the part method, which helped pupils to learn the fundamentals of
reading and writing.

It used the group-training method, which was considered successful in teaching

children.

On the other hand, this system also had many defects, which can be summed

up as follows:

The lack of a suitable building for teaching: the classroom was usually small
and uncomfortable.

The lack of suitable materials for teaching: the pupils used to write on wooden
boards or animal bones such as those of cows and camels.

Lessons consisted entirely of reading and writing, without any attention given
to other subjects such as mathematics and health.

The teaching method was boring and tedious: the mu ‘allim gave his attention
only to individual pupils, reading a passage or paragraph with them without any
participation by the rest of the class.

A large number of pupils were taught by only one person or mu ‘allim.

Lessons were held daily from seven to eleven o’clock in the morning.

The mu‘allim was usually harsh with the pupils (see al-Dhahab, 1987: 67),
especially those who were disruptive as well as those who were slow learners.

As a result, many pupils left the madrasah before completing their studies.
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Earlier Muslim scholars had criticised this method of teaching. For example, Ibn
Khuldiin recommended that teachers be compassionate towards young children,
for harshness not only affected the pupils’ capacity to learn but also deprived
them of their humanity (Tibawi, 1972: 43). Therefore, the teacher “must correct
moral lapses through hinting rather than direct prohibition, through gentle
advice rather than reproof. Above all he himself must set an example so that his
actions accord with his precepts” (Tibawi, 1972: 40).

8. Sometimes the mu‘allim himself made linguistic errors in reciting the Holy
Qur’an, and thus fixed them in the minds of the pupils.

9. The mu‘allim’s knowledge of figh and tawh 7d was often insufficient.

10. The absence of consolidation and encouragement led slow learners to remain
far too long at the madrasah. It also led to the neglect of the intelligent pupils.

11. The mu‘allim had neither educational training nor any understanding of the

needs and characteristics of the pupils. Nor did he have any knowledge of the

. 3
numerous teaching methods.

3.2 Education in the Mosque and the Madrasah before 1970

3.2.1 Education in the Mosque

The mosque is an important place in Islam. In addition to being a place of worship
and prayer, it was used as centre of education. In Oman the mosques were built of
mud brick and stone, the size of the building depending on the size of the local
population. However, a town had a large mosque called a jamr", where Muslims
gathered on Friday for the sa/at al-jumu ‘ah (Friday prayer). The person responsible

for the mosques was called the wakil (trustee), whose duty was to supervise the

> From the researcher’s own experience and the responses of some specialists in this field.
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maintenance of the buildings and the property attached to them. Teaching usually
took place in the jami‘ and in other mosques where there was a scholar or sheikh

living nearby.

Education at the mosque was available only to male pupils, for whom it was
the second stage after the completion of their studies at the madrasat al-Qur’an.
Since there were no classrooms, the pupils sat in a circle with the sheikh. Sometimes
there were many circles in progress at the same time, each being taught by a different
sheikh. Although the teaching period depended on the number of pupils in the circle,
it usually lasted for four to five hours daily. This system gave the sheikh the
opportunity to supplement his small salary with another source of income such as

farming or some other business.

At the mosque, pupils progressed in gradual stages. First they learnt the basic
elements of ‘aq 7dah (faith) and figh from some short textbooks, for example,
Talgin al-Sibyan ma Yalzam al-Insan (teaching children what beings should
know). Then they studied nahw (grammar) from some simple textbooks on syntax,
such as Mulhat al-I‘'r ab and H ashiyat al-Kafr awi, at the same time moving on to

a more advanced level of figh. Thus they continued until graduation.

It should be noted here that there was no minimum or maximum period fixed
for the course of study. It all depended on the learning ability of the pupil. Tibawi
mentions that in the traditional institutions in Damascus, Cairo and Istanbul,
individual pupils moved freely from one circle to another until they found the
appropriate subject and level of study. Since there was no time limit, the process

could last from a few years to the greater part of a lifetime (Tibawi, 1972: 45).



Although the pupils were free to choose the books that they wanted to study, the

sheikh usually intervened and advised them on the most suitable choice.

Dictation was the most common method of teaching in the mosque and other
traditional Islamic institutions. The pupil would be asked to read from a book, and
then the sheikh would explain that particular passage. The pupil would then be
required to listen carefully and take notes. Fischer, for example, states that in Iran,
teachers used the same method, and that the “serious students took notes, while
others occupied their hands with worry beads or even dozed” (Fischer, 1980: 63).
However, pupils were given the chance to discuss with the sheikh any point in the
lesson, especially if they did not agree with his opinion. In addition they had to
memorise information as well as they could to move quickly from one book to

another and from one subject to another.

5.2.2 Education in the Madrasah

There were many madrasahs functioning at the same level as the mosque. Each was
named after the mosque or the place where it was located or its founder. The

following are some examples:

1. Madrasat al-Imam Bal‘arab bin Sultan al-Ya‘rubi

This was a seventeenth-century madrasah built between 1679 and 1693 by the Imam
in his fortress in Jabrin in the interior of Oman. It should be noted here that the Imam
was very kind to his pupils. He looked after them, gave them perfume,’ and

demanded the best food that he thought would strengthen their intelligence and

% The theory could be that a pleasant-smelling atmosphere helped mental concentration or that it was a

mark of respect.
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powers of comprehension. Some of the pupils became scholars and others who were
more literary-minded became writers, poets or Arabic linguists. It was said that about
fifty scholars graduated from that school, all of whom were capable of delivering

legal opinions (al-Salmi, n.d.: 2:85; Ibn Ruzayq, 1984: 293).

2. Madrasat al-Sheikh Sa‘id bin Khalfan al-Khalili

The founder of this madrasah, located in Sama’il in the interior of Oman, lived in the
nineteenth century (he died during the 1870s, see al-Salmi, n.d.: 2: 281& 82). The
Sheikh had a unique method of admitting pupils to the madrasah. He examined
every pupil at the beginning but gave him no attention. Sometimes he asked the pupil
to do a certain task. If the pupil did not complain and accomplished the task that he
had been set, the Sheikh would set his hopes on him, bring him nearer to him and
give him attention. However, if the pupil showed pride and scorn, the Sheikh

abandoned him.

The following story confirmed his method. It is said that three people came to
study at the madrasah. They found the Sheikh working with other people to build a
wall of mud bricks. After greeting them and asking where they came from, he told
them to work with him in the earth. Two of them obeyed, but the third refused and
returned home. However, the Sheikh tested the newcomers twice more. When he
found them to be patient and truthful, he accepted them and looked after them (al-

Rashidi, 1994: 134).

If we examine the Sheikh’s method from the educational perspective, we find

that there are many justifications for it:
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This method has its origins in Islam. It is mentioned in Surat al-Kahf, which
narrates the story of Musa (Moses) and the learned man known today as al-
Khidr (peace be upon them). When Miusa went to al-Khidr and asked him to
teach him some ofthe knowledge that he had been taught, al-Khidr said, “You
will not be able to have patience with me.” (18:67). Muisa said, “If Allah wills,
you will find me patient and I will not disobey any order of yours” (18:69). Al-
Khidr replied, “Then if you follow me, you must not ask me about anything till T
myself mention it to you” (18:70). meaning “till I explain it to you”. It was a
condition set by al-Khidr for Miisa to accompany him on the journey. He told

Miisa that he would see things that were most wonderful or most disturbing, but

he should remain patient and demand no explanation. Miisa, however, failed the

test and was abandoned by al-Khidr (see al-Qurtubi, 1996: 14).

From this story we can conclude that the teacher should know the ability and

patience of his pupil before starting to teach him, because seeking knowledge and

studying are not easy. They require the pupil to be patient with the teacher’s methods

and the acquisition of knowledge.

P

As we know, each educational institution has its entrance requirements, so the
Sheikh mentioned above was inclined to test the patience and humility of the
pupils before admitting them to his madrasah.

Every era has its own educational methods, which are determined by many
factors, such as the philosophy and aims of the society, and the social, economic
and political situation. Furthermore, the methods can differ from place to place
owing to the local circumstances under which the pupils live. Therefore, the

Sheikh used a method that was suitable for his pupils at that time.
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4. The Sheikh could see that if the pupil was not patient and truthful in seeking
knowledge, he would meet many difficulties in his studies and fail the test with
all the consequent negative psychological effects. So it would be better for him
to devote his time to another occupation more suited to his abilities.

5. If the pupil does not have the required patience and truthfulness in seeking
knowledge, he will not be able to carry out the mission of guiding and teaching

others.

3. Madrasat Nur al-Din al-Sheikh ‘Abd Allah bin Humayd al-Salm1t

This madrasah was located in Bidiyyah in the east of Oman. Its founder lived from
1869 to 1914 and he was considered the best scholar of his time. His fame attracted
numerous pupils from all parts of Oman to study in his madrasah. The curriculum
included Islamic science, Arabic language and history, and every pupil was allowed

to study according to his wishes and abilities.

The Sheikh used an educational method which embraced both academic and
practical knowledge. He wrote academic books that were considered an integral part
of the curriculum. In them he proceeded step by step with the pupil, leading him
from a lower to a higher level. This is clearly shown in his books on figh
(jurisprudence): Talg in al-Sibyan, followed by Jawhar al-Nizam, and then 7al‘at
al-Shams, which is considered the higher level in this subject. As for practical
knowledge, he used different methods of teaching according to the level of the pupil.
He gave every pupil the type of knowledge that matched his abilities (al-Kind1, 1993:

127-128).
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From this madrasah (from about 1890 to 1914) graduated more than fifty

scholars, each of whom was pious and a mujtahid (al-Salmi, n.d.: 24).

Between 1871 and 1930 many other madrasahs appeared in Muscat, such as
Madrasat Masjid al-Khuwayr, al-Zawawi, Madrasat Masjid al-Wakil and Madrasat
Budhayna. In these madrasahs the pupils studied Islamic science and Arabic
language. However, Madrasat Budhayna followed a set timetable of six class hours
per day. Pupils were taught the Holy Qur’an, Arabic language, history, geography
and mathematics (Wizarat al-Tarbiyah wa al-Ta‘lim, 1985: 33-47.

It should be noted here that in the mosque and other madrasahs pupils also
studied mathematics and history, though not as separate subjects. Mathematics was

taught as part of figh in m ir ath (heritage) and in branches of zak at.

3.2.3 Nomination of the Sheikh and His Remuneration

Because of the academic and social prestige of the teacher in the mosque, many
conditions were applied to his selection. They were divided into two categories.
Those relating to the person’s character were as follows:

1. Godliness: this meant that the teacher must be a pious and righteous person who
fears Allah and abstains from all kinds of sins and evil deeds forbidden in Islam,
who loves Allah and performs all kinds of good deeds ordained by the Qur’an
and the Prophet (al-Hilalt & Khan, 1404 A.H: 3).

2. The teacher must be a good example not only to his pupils but also to everyone
in society.

3. His aim in education should be to propagate knowledge and teach people their

religion.

69



The other conditions were professional. The teacher was required to be
learned in the Arabic language and proficient in Islamic science. Therefore, the
nomination of the sheikh depended on his reputation and ability to attract pupils to
study under him. The nomination was made by the leader (the imam or sultan) and
seconded by the wa// (administrative official) of the town. The sheikh was also

required to compile a timetable for teaching pupils at the mosque.

It was the government which usually paid the sheikh a monthly salary.
However, sometimes his fees were paid by the endowment of many areas of the
town, each area paying a set amount monthly. Mertz states “In Nizwa, for example,
the post-primary schools are supported primarily by the sale of falaj [small channel is
used to irrigate gardens] water. But they also have lands bequeathed to the schools at

all levels” (Mertz, 1972: 64).

3.2.4 The Status of the Sheikh and His Roles in Society
The sheikh in Islam has always displayed a strong personalily and been accorded
great respect by pupils. This is clearly shown in the traditions of the mystics:

O brother, know that your teacher is the begetter of your soul just as
your father is the begetter of your body. Your father gave youa
physical form but your teacher gives you a spiritual one. Your teacher
nourishes your soul with learning and wisdom and guides it to attain
everlasting bliss. Your father brought you up and trained you to make
a living in this transient world. (Tibawi, 1972:39)

The same message is also stressed in the following lines, which are attributed

to one of the king’s sons:
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I prefer my teacher to my father, even though I got my prestige and dignity
from my father, for a teacher takes care of spirit and the spirit is an essence,
whereas, a father takes care of the body and the body is merely a shell.

The sheikh was highly respected by people in general, which signified the prestige

and importance of scholars and their position in society.

Besides teaching pupils, scholars played many roles in society. From their
memoirs and information gathered from those who have great knowledge and
experience of the subject, we can see that the sheikh played the following roles:

1. He took on some of the responsibilities held by the mu ‘allim.

2. He took care of the religious requirements and helped to solve the problems
confronting society.

3. He gave advice on religious affairs.

4. He offered guidance to people.

5. He took part in the selection of the imam (ruler) and in making homage to him.

6. He supported the imam or the ruler and advised him.

3.3 Education in the Mosque and Other Madrasahs
From the discussion so far, we can say that the education in these institutions had the

following characteristics:

1. A small number of pupils studied under the sheikh. This enabled him to give
each pupil sufficient time and attention. It also gave every pupil the opportunity

to discuss aspects of the lesson with the sheikh and the rest of the class. In
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addition, the small number of pupils helped the sheikh to recognise the
individual differences among the pupils and know their strengths and
weaknesses.

There was nothing to distract the pupils, because at that time life was very
simple and the atmosphere was very quiet.

Muslims at that time took up studying neither to find employment nor to gain
promotion, but for the sake of Allah and knowledge itself.

Although at that time there were no teacher-training programmes, most of the
sheikhs were learned men. Also, in dealing with the pupils, many of them used
educational methods based on guidance in the Holy Qur’an, the biography of the
Prophet Muhammad (peace be upon him) and the writings of earlier Muslim
scholars. This is clearly stated in their biographies (see al-Rashdi, 1993; al-

Kindi, 1994).

On the other hand, this type of education could be criticised for the following

reasons:

—

It had no definite aims nor teacher-training programmes.

It had a narrow focus on Islamic subjects and Arabic language, with no
reference to other subjects such as medicine and agriculture.

It was available only to male pupils, usually those from rich families.

There was no state education in the country.

The usual method of teaching was dictation, which had many negative effects

on the pupils’ ability to learn. This is confirmed by Ibn Khaldiin in his Tarikh:

When Morocco lacked good teachers, it was difficult for pupils to
acquire knowledge. For this reason, they remained silent in the study
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circles and did not say or discuss anything. They were only given
information to memorise.

He cited the following evidence in support of his statement: “The period required for
the pupils’ course of study was stated to be fifteen years, whereas in Tunisia it was
five years” (Ibn Khaldin, n.d.: 431-432). Certainly pupils took much longer over
their studies in Morocco than in Tunisia, and we can conclude that the reason for this

was the low standard of teaching.

It is clear, therefore, that education in the madrasat al-Qur’an, the mosque

and other madrasahs remained unregulated and narrow.
3.4 The Development of Education in Oman between 1930-1970

In 1930 the first Royal School was opened and thus began a period of transformation

in education in Oman. The changes were as follows:

1. In this school the pupils studied many more subjects: the Holy Qur’an, tawhi d
(dogma of the Oneness of God), figh, Arabic language, science, history,
geography, health and national education (Zarbiyah Wataniyyah).

2. Learning in the school was based on clearly defined courses of study.

3. The school consisted of classrooms, an administration office and teachers.

(Wizarat al-Tarbiyah wa al-T*alim, 1985: 48)

Between 1930 and 1970 education in Oman was developed gradually. This
can be seen in the courses of study in the schools that were opened during this
period. In 1935 the second Royal School was opened and its curriculum offered the
additional subjects of singing (religious songs and the national anthem), English

language and sports. Education was divided into a preliminary stage of one year,
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followed by a second stage of three years. Furthermore, the pupils had the
opportunity to continue their studies for a third stage to increase their knowledge

(ibid.: 55-56).

However, the year that witnessed a real change in education in Oman was
1940 with the opening of al-Sa‘idiyyah School. This school was purpose-built, so it
contained numerous rooms for administration, staff accommodation and class
teaching. Its curriculum included many activities such as sports, Scouts, and school
outings. Since the school catered for all the pupils in Muscat, most of the other

schools were closed.

The educational system was divided into a preliminary stage of two years,
followed by a primary stage of six years. When pupils graduated, they received a
certificate from the Department of Information. The teachers usually came from
other Arab countries such as Egypt and Palestine. The school also employed Omani
teachers who had graduated from the mosque, the second Royal School and, later, al-
Sa‘idiyyah School itself. The textbooks were brought from Egypt, Palestine and
Lebanon. The old Omani book, 7a/q 7n al-Sibyan, was still used as a basic text for
Islamic education. It should be noted here that Islamic education continued to hold

an important place in the school curriculum (ibid.: 63-71).

A few years earlier another school was founded in Salalah in the south of

Oman. This school passed through three stages:

1. From 1936 to 1942 the curriculum was limited to the study of the Holy Qur’an,

the basics of Islam, reading and writing the Arabic language, and mathematics.
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It should be noted here that in this period, owing to the increase in pupils and
the small number of teachers, Sultan Sa‘id bin Taymiir — the father of Sultan Qaboos
— decided to dispatch an Omani mission to study in other Arab countries. The aim
was to enable Omanis to train teachers for the Sa‘idiyyah schools in Muscat and
Salalah (ibid.: 83).

2. From 1943 to 1950 the number of teachers was increased and the number of
subjects was raised to twelve: the Holy Qur’an, figh, al-hadith al-shar it
Arabic language, geography, history, mathematics, art, health, physics, biology
and sports. Education consisted of a preliminary stage of two years, followed by
a primary stage of four years.

3. Between 1951 and 1971 a new school of the same name was built. This was
accompanied by other changes: Egyptian textbooks were replaced with

[ebanese textbooks and the number of classes was raised to five.

In 1969 another Sa‘idiyyah school was opened in Matrah (also in the south of

Oman), which followed the same system as that in Muscat (ibid.: 91).

The question is: Why were there only three modern schools in Oman before
19707 al-Salmi explains as follows:

Those who have written about the different aspects of Omani life
during this period [1900-1970] and have discussed briefly this theme
have attributed this phenomenon directly and totally to the attitude of
the former Sultan who ruled the country for nearly four decades. (al-
Salmi, 1994: 106)

In my opinion we cannot accept this explanation because Sultan Sa‘id bin Taymdr al-
Biisa‘idi was unable to unite the country until 1959. Before that date he ruled only

part of the country, while the rest — the interior — was ruled by an imam. In addition,
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the political situation was unstable owing to the existence of two governments and
the interference by foreign powers in Oman’s affairs. Of course, these factors had a
negative effect on the national economy, which, in turn, had a similar effect on
education and health services. Even in the absence of these factors, the responsibility
for the delay in establishing modern education during this period cannot be laid
directly and totally on Sultan Sa‘id alone. Every ruler has counsellors who advise on
the implementation of internal and external policies and who must bear their share of

the responsibility for the decisions taken.
3.4 Conclusion

In conclusion it may be said that education in Oman before 1970 was available in
four types of institution: madrasat al-Qur’ an, the mosque, the sheikhs’ schools and
modern primary schools. In each of these institutions, pupils passed from the

simplest to the highest level.

Before the establishment of modern schools, there was no department or
ministry of education to regulate, finance and supervise educational institutions. This
meant that most such institutions were supported and financed by the general public.
Not surprisingly, this had a negative effect on the quality of the teachers, teaching

methods and facilities.

Before 1970 there were only three towns in Oman which had a modern
primary school, which meant that the rest of the country was deprived of modern
education. The textbooks came from other Arab countries, particularly Egypt and
Lebanon, and likewise the teachers. Omani teachers were few, and were usually

graduates from the mosque who taught Islamic education and Arabic language, or
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recent graduates from the modern schools themselves. Since they had not graduated
from a teacher-training college, their standard was not sufficiently high to be

employed as teachers — especially the primary-school graduates.
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Chapter Four

Training Programmes for Islamic Education Teachers in
Oman after 1970

As was described in Chapter Three, until 1970 general education in Oman was
limited to the primary stage. This chapter examines the changes that were made to
the system of education between 1970 and 1984. First, it describes its organisation.
Then the quality of the Omani teachers of Islamic education during the 1970s is
discussed. The chapter details the development of training programmes for Islamic
education teachers in Oman, and finally, describes the basic elements of these

programmes.

4.1 Oman after 1970

In the modern history of Oman, 1970 represented a point of transition, for this was
the year when Sultan Qaboos came to power. With his reign began a new era which
marked the opening up of Oman to the world, the beginning of prosperity, and social
and economic progress (Ministry of Information, 1996:24). Before 1967, Oman’s
economy was based on the export of dates, limes, cotton and fish. However, since the
discovery of oil in that year, the economy has been radically transformed. From that
time the export of oil continued to increase, and in 1986 formed 99 per cent of the
country’s total exports (Ministry of Information, 1996:74). The high price of oil
before 1986 financed the fast pace of Oman’s social and cultural development. If the
situation of the country before and after 1970 is compared, immense differences can

be seen, especially in education, health and social services. For example, in 1970
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there were only 10 kilometres of paved roads and 1,700 kilometres of unpaved roads,
whereas towards the end of the twentieth century they covered thousands of
kilometres. There was only one post office — in Muscat, the capital of Oman — and
none anywhere else in the country (Ministry of Information, 1996:143). There was
just one state hospital — again in Muscat — whereas today there are dozens of state

hospitals and over a hundred health clinics (Ministry of Information, 1996:166).

Before 1970 there were only three modern state schools with a total of 909
pupils and 30 teachers compared with over a thousand state and private modern

schools at the end of the twentieth century (Ministry of Information, 1996:150).

During the last thirty years of the twentieth century, education has received
great attention, despite the fall in the price of oil after 1986. However, owing to the
harsh geographical nature of the country, the spread of modern education has not
been an easy task and continues to be difficult. Oman needs a new road system
linking villages and towns. It also needs a large and specialised teaching staff for the

schools. These are needs that require enormous financial input (Morsi, 1990:281).

The large oil revenue has enabled the government to achieve a
comprehensive transformation in education. It has been through education that
Omani society has endeavoured to fulfil the ambitions and aspirations rooted in its
[slamic and Arabic awareness and affiliations. The main objective of education has
been to create a generation of Omanis faithful to their religion and capable of bearing
their responsibilities within the national structure, while at the same time keeping up

with the progress of contemporary life in the world (Morsi, 1990:282). Therefore, it
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might be helpful to give a general picture of the educational system in Oman before

discussing the training of the new Islamic education teachers.

4.2 The Organisation of State Education

Although there were three modern state schools in the country before 1970 (as
described in Chapter Three), education was limited to a preliminary stage of one to
two years, followed by a primary stage of five to six years. Moreover, it was
available only to male pupils. In this regard Hawley indicated that “prior to 1970 no
state education had been provided for girls; the very first school for girls was opened
in the 1970/71 academic year with 650 pupils.” A year later intermediate schools
were introduced followed by secondary school in 1973 (see Hawley, 1977: 225).
There were, of course, many reasons for this attitude, such as the newness of the
educational system and kind of subjects, such as sports, science and English, offered
by the schools. However, after 1970, four kinds of state education were introduced:

general, Islamic, technical, and turther education.

4.2.1 General Education

The period of study is 12 years, divided into three stages: primary, intermediate and

secondary (see Morsi, 1990: 284).

4.2.1.1 PRIMARY STAGE

Since there were no state or private nursery schools in the country before 1970 (see
Chapter Three), pupils attended the madrasat al-Qur’an before joining the modern

schools at the age of 6. New education in the primary school lasts for six years.
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It should be noted that the curriculum of this stage is similar to most curricula
in other Arab countries. Pupils study the same basic subjects, which include Islamic
education, Arabic language, science, mathematics, social studies and English.

English is taught only in the last three years.

4.2.1.2 INTERMEDIATE STAGE

The real beginning of this stage was in the 1970/71 academic year (Bahwan, 1985:
27). Education in intermediate schools lasts for three years, and pupils attend from
the ages of 12 to 15. The same subjects as those of the primary school continue to be

taught, although at a more advanced level.
4.2.1.3 SECONDARY STAGE

The academic year 1973/74 saw the establishment of secondary schools. Until 1976
this stage was available only in two regions of Oman, in Muscat (the capital) and in
Salalah (south of Oman) (Bahwan, 1985: 27). Pupils attend secondary school for
three years fiom the age of 15. The curriculum includes both scientific and literary
subjects, but, after the first year, pupils have the opportunity to choose the type of
specialisation that they wish to study,' according to the results of an entrance
examination (Ministry of Information, 1996:153). However, pupils who are not

scientifically inclined usually opt for literary subjects.

It should be noted that the Ministry of Education wanted to modernise
education to meet the needs of the twenty-first century. Thus, in the academic year

1998/99 the Ministry introduced a new educational system based on a primary stage

" There are two specialisations: scientific, which focuses on subjects such as mathematics, chemistry

and physics, and literature which concentrates on subjects such as Arabic language, history and
geography (see Bahwan, 1985: 28).
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of ten years and a secondary stage of two years. The system has been gradually
introduced into 17 schools in different regions around the country, but covering only
the first four years. It places great emphasis on science, mathematics and information
technology. In addition, the teaching of English now begins in the first year of

primary school (Ministry of Information, 1999:207).

There is no doubt that this system will require the introduction of many
changes in, for example, the content of the curriculum, the number of schools, and
the length of attendance. Therefore, the Ministry has planned to end the double shift
system (one in the morning and one in the afternoon) and extend the number of hours
in the classroom. This change will also demand the creation of new schools, new

facilities and an increase in the number of teaching and non-teaching staff.

4.2.2 Islamic Education
This kind of education is given in the Sultan Qaboos mosques and Islamic institutes.
It was established in the academic year 1972/73 (Bahwan, 1985: 28). It is available

only to male pupils and consists of an intermediate secondary and university stage.
4.2.2.1 INTERMEDIATE STAGE

During this stage pupils attend intermediate institutions of Islamic studies for three
years from the ages of 12 to 15. They study the same subjects as are taught in the
state primary schools, but there is a greater emphasis on Islamic science and Arabic
language. Morsi mentions that in 1990 there were seven of these institutes catering

for about 500 male students (Morsi, 1990: 288).
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4.2.2.2 SECONDARY STAGE

This is a three-year period at the Secondary Institution of Islamic Studies, which was
opened in the academic year 1972/73 in Muscat (Bahwan, 1985: 28). The age of its
pupils ranges from 15 to 18. The curriculum is similar to that of the state secondary
schools (Islamic education, Arabic language, English, history, geography,
mathematics, chemistry, biology and physics), but again, more attention is given to
Islamic education and Arabic language (Morsi, 1990: 288). In 1983 the institute

contained about 171 male students (Wizarat al-Tarbiyah wa al-Ta‘lim, 1983: 27).

4.2.2.3 UNIVERSITY STAGE

This is a four-year period at the Institute of Islamic Sciences which was established
in 1986. It accepts student who has a secondary school certificate. The number of
students in the academic year 2000/2001 was 264 (Ma‘had al-‘ulim al-Shar‘iyyah,

2001: 1-2).
4.2.3 Technical Education at Secondary Level

This description comprises commercial, agricultural and industrial secondary
education (Morsi, 1990:288). However, agricultural and industrial secondary
education are currently suspended and some of the institutions have been converted
into colleges. The reason could be that the government has decided that the country
has no further need of graduates in this subject at this stage. It may also wish to raise

the level of qualification for such graduates.
4.2.4 Further Education

This began in the academic year 1979/80 with the establishment of the Institutions of

Male and Female Teachers, which accepted only students who had a secondary
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school certificate. Four years later, in the academic year 1984/85, an intermediate
college for male and female teachers was opened in Muscat, followed by the Sultan
Qaboos University in 1986. In 1997 a new college of Shari‘ah and Law was founded
in Muscat for training future judges and legal experts. In addition, the Ministry of
Higher Education also intends to establish other institutions of higher education such
as a college of marine science in Salalah, a higher institution of arts in Suhar and a

higher judicial institution in Nizwa (Ministry of Information, 1999: 210).

4.3 The Role of the Private Sector in Education

The first private school in Oman was opened in 1973. Since the private sector plays
an important part in the development of any society, it received active
encouragement from the government during the last years of the twentieth century in
the field of education. Pupils who attend private schools pay monthly or annual fees.
These schools follow the same curriculum as government schools and hold the same
examinations (Ministry of Information, 1999:208 & 209). In the academic year
1998/99 the number of pupils in 118 private schools had risen to 23,560, comprising
about 23.43 per cent of the total number of pupils in the country. This could be
regarded as a low proportion for the following reasons:

1. Private schools are usually concentrated in the towns.

2. Many people cannot afford a private education for their children, especially if

there are five or more children in the family.
3. Many of the teachers employed in private schools are women and are not

graduates of a college of education.

84



However, with the encouragement of the government, the private sector has
established further education. There are now seven private colleges offering post-
secondary education in business administration, commerce, computer science and
economics and they cater for about 1,311 students (Ministry of Information,
1999:211). Nevertheless, this is still a small number and they are mostly
concentrated in the capital. Tuition fees are high and for this reason, many students
who cannot continue their studies at the state colleges find it difficult to attend the

private institutions.

4.4 Teachers of Islamic Education in the Modern Schools

Since the accession to power of Sultan Qaboos in 1970, modern schools have been
opened everywhere in the country and free education has been made available to
everyone. As a result the need for teachers has greatly increased, but the number of
Omanis qualified to teach has been small. In response to this need, the government
has decided to attract teachers from other Arab countries, such as Egypt and
Palestine. According to Mertz “The teaching corps had risen to 435 by early
February 1972: 364 Omanis, 71 foreigners (45 Egyptians, 23 Palestinians and

Syrians on contract and 3 Englishmen™ (1972: 73).

Because Islamic education is closely linked to the knowledge of the Arabic
language and Arab Islamic history, the teaching of this subject was entrusted to Arab
graduates of Islamic education institutions such as al-Azhar in Cairo and Omani
graduates of mosque schools. It could be said that this situation created a number of

difficulties:
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1. The absence of specialists. The Arab teachers employed were originally
qualified to teach Arabic. This adversely affected the pupils’ attainment in
Islamic education and their attitude towards their teachers. The problem may
have been aggravated by the behaviour of some of the teachers (for example,
shaving the beard and smoking), which contrasted strongly with what they
taught the pupils. This was due to the teachers’ lack of knowledge of certain
branches of Islamic education. To embarrass them, pupils used to ask them
simple questions, to which they gave the wrong answers. Of course, this led to
the pupils’ loss of faith in their teachers.

2. Although, generally, the Omani graduates of the mosques and schools were
specialists in Islamic education, they were not as well qualified in education as
the graduates of teacher-training colleges. As Mertz points out: “The Omani
teachers, with rare exceptions, boast no such qualification” (Mertz, 1972: 73).
In addition the Egyptian graduates of al-Azhar, who taught Islamic education in
Oman during the 1970s, did not have this kind of certificate either, because al-
Azhar at that time did not offer training courses. This was reflected in their
teaching methods, which were mostly based on lectures. It also affected their
evaluation of pupils, which was based on the ability to comprehend and recall

information.

4.4.1 Omani Teachers of Islamic Education: 1970s

It should be noted that at the beginning of the 1970s there were only three or four
Omani women teachers of Islamic education in the schools, for they were not well
qualified in the subject. At that time, when girls had completed their attendance at

the madrasat al-Qur’an, they had no opportunity to continue their studies at the
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mosque or in schools. This was because there were no schools for girls and no
women teachers qualified to teach beyond the stage of the madrasat al-Qur’an.
Although some girls were taught Islamic education by their families and some
studied on their own, it was rare to find a family well versed in all the branches of
Islamic education and having knowledge of the relevant textbooks. What were the
standards set for the selection of Islamic education teachers at that time? Up to now
no accurate nor confirmed list of standards has ever existed. Generally, some Islamic
education teachers were recruited at the time on the basis of the recommendation of
certain scholars, and others after being tested by officials at the Ministry of

Education.

Thus, at the beginning of the 1970s there were no teacher-training
programmes for Omanis in the country. Also the teachers of Islamic education did
not have educational qualifications. Therefore, it was necessary to create suitable
programmes, which developed gradually in various stages over twenty years between

1976 and 1995.

4.5 Development of Training Programmes for Islamic Education

Teachers

The following describes the developments in training Islamic Education teachers
from 1976 to 1995, beginning with the first stage in the academic year 1976/77 and

ending with the seventh stage from 1995 to 2001.

4.5.1 Stage 1: The First Programme
The first programme was established in the academic year 1976/77. The length of

study was one year for students who had completed the seventh grade. However,
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only one group (25 students) graduated from this programme (Wizarat al-Tarbiyah

wa al-Ta‘lim, 1983: 51 and Bahwan, 1985: 29).
4.5.2 Stage 2: Male and Female Secondary Teachers

The Male and Female Secondary Teachers institutes were established in 1977/78,
and accepted students who had completed the intermediate stage (after grade/class
9). The length of study was three years, at the end of which students received a

certificate in primary-school education (A.Razik & El-Shibiny, 1986: 42).

In response to the needs of both students and specialist teachers, the Institutes
of Male and Female Secondary Teachers followed a branching system as well as
general studies. One of the branches was designed to train teachers for Islamic

education and Arabic language (Muhammad, 1987: 64).

From Table 4.1 it is clear that student teachers of Islamic education studied
many different subjects with the aim of enabling them to teach all subjects in the
lower three primary classes and a specialist subject (Islamic education) in the upper
three primary classes. Methods of teaching Islamic education were also included in

the programme.

Table 4.1
Courses of training programme for Islamic education teachers at the
Institute of Male & Female Secondary Teachers

Class hours per week

Subject Istyear 2nd year  3rd year
Islamic studies 13 12 12
Arabic language 6 6 6
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English language 2 2 2
Social studies 3 2 2
Mathematics 2 2 2
General science 2 2 1
School health & nutrition 1 1 1
Art & crafts 2 2 2
Physical education 1 1 1
Practical activities 2 2 2
Social development 1 1 1
Educational theory 5 3 2
Teaching methods & practice - 4 6
Total 40 40 40

Source: Muhammad, 1987:64—66
4.5.2.1 STAGES OF PRACTICE

The practice in these institutions started in the second year and was divided into four

stages as follows:

1.  OBSERVATION: The aim here was to give student teachers the opportunity to see
how teachers taught and dealt with pupils in the class. Student teachers were
divided into groups, each of which was assigned to a specific school. In the
school, student teachers were distributed among different classes to observe a
particular teaching position over a period.

2. OBSERVATION AND CRITICISM: Student teachers were required to record on a
special card their opinion of the teaching position, and discuss it later with their
Supervisor.

3. TRrIAL: Each student teacher was required to teach one lesson in a class while
the others observed and recorded their opinion of the teaching of the lesson for

discussion with him/her later.
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4. PRACTICE: Student teachers started actual teaching in the lower three primary
classes under the supervision of a qualified teacher. This stage contains two
parts:

a. DISCONNECTED PRACTICE: This part lasted at least six weeks. The student
teachers were divided into groups distributed among different schools.

b. BLOCK PRACTICE: This was divided into two parts. The first part consists of
block practice for one week at the end of the third and fourth terms, and the
second part of two weeks at the end of the fifth and sixth terms (Muhammad,

1987:71-74).

v .

Third term Fifth term

Six weeks Six weeks

Two days per week Two days per week
Four class hours per day Six class hours per day

Figure 4.1 Teaching practice: class hours at school

4.5.2.2 EVALUATION OF TRAINING

Only supervisors from the teacher-training institutions were allowed to evaluate
student teachers in the second year and in the first term of the third year. In the sixth
term, however, a commission from the examination department in the Ministry of

Education participated in the evaluation (Muhammad, 1987:74).
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4.5.3 Stage 3: Institutions for Male and Female Teachers

These institutions were established in 1979/80 and accepted only students who had a
secondary school certificate. The period of study was one year, after which students

received a diploma in primary education.

1976-77 1977-79 1979 — 84

Institute of male &
1 year | female secondary

T teachers
1 year | First teacher-training 3 years | Male and female 3 years secondary stage
T programme T secondary teachers T
1 year 3 years 3 years intermediate stage
6 years 6 years b years primary stage

Figure 4.2 Development of teacher-training programmes: 1976-1984

Figure 4.2 shows that there was a change in teacher-tramning during this period.
Nevertheless, the programmes were unsuitable for training teachers for the following

reasons:

1. The standard of the students who joined these programmes — in the first and
second stages — was not appropriate for the teaching profession.

2. The length of the programmes was insufficient for training student teachers
fully.

3. The subjects taught in the programme were insufficient and unsuitable for

training primary school teachers (‘Isan, 1995:46).
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For these reasons the Ministry of Education decided to improve the programmes both
quantitatively and qualitatively. This was implemented in the academic year
1984/85, when the Intermediate College for Male and Female Teachers was opened.
In addition, the Ministry decided that the minimum standard for teaching must be a
diploma from the Intermediate College for Teachers. Thus, in 1988 the Ministry
introduced a teachers’ qualification programme, in which the period of study was
three years (‘Isan, 1995:138). Some Islamic education teachers who had graduated
from mosques or other institutions were also given the opportunity to join this

programme.
4.5.4 Stage 4: Intermediate Colleges for Male and Female Teachers

These colleges were introduced in the academic year 1984/85. From 1984 to 1993/94
the number of these colleges rose to nine. Their system of study included credit hours
based on specific courses over four terms (two years), each lasting 16 weeks
(Wizarat al-Tarbiyah, 1985: 10—11). The credit hours were distributed as follows:

1. General culture requirements: 20

2. Vocational culture prerequisites and special methods: 22

3. Primary educational specialisation: 12

4. The demands of specialisation in academic research: 21

However, in the present programmes the requirements for (2) and (3) fall
under professional training, while the requirements for (4) are called specialisation
training. The programme in these colleges was designed to train student teachers to
teach all subjects in the lower three primary classes and to specialise in one subject in

the upper three primary classes (‘Isan, 1995:59).
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Table 4.2
General comparison between institutions and intermediate colleges

[nstitutions of male & female teachers
Subject of v Intermediate colleges of
comparison 3-year system l-year system male & female teachers

Stage of acceptance Post-intermediate  Post-secondary  Post-secondary

Length of programme 3 years | year 2 years
Hours of theory & 40 class hours 36 class hours 107 hours over
practice per week per week 2 years

Separate training:

begins 3rd term 3rd term 3rd term
3rd term Sth term 3rd term  4th term
Weeks per term 6 6 12 11
Days per week 2 2 1 1
Class hours
per day -+ 6 3 4
Block training:
begins End of 3rd term End of 1st half-year End of 3rd term
3rd 5th & 6th Ist 2nd
term  terms half- half-year 3rd term 4th term
Weeks per term 1 2 year 1 2 1 3
Evaluation system 40%: students’ Final exam at end 50%: final exam
activities & of year 20%: mid-term
reports exams
60%: end-of-term 10%: daily tests &
exams attendance

20%: students’
reports particip-
ation, & activities

Participants in Supervisors; Supervisors;
training Ministry of Education co-operating
commission teachers & head

teachers of schools
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In 1988 some changes took place in the programme of these colleges as a

result of the following deficiencies:

1. There was no information technology before 1987, as shown by Muhammad’s
research (1987:89-95).

2. Before 1987 the practice module began in the third, not the second term, as
happened later.

3. Before 1987 head teachers did not participate in evaluating student teachers
during the practice at school. This system was changed as the result of a study

carried out by ‘Awad and Bahjat (1989: 262).

From the above discussion a general comparison can be made between the
institutions for male and female teachers and the colleges for male and female
teachers, as shown in Table 4.2. It is clear from the table that some progress was

made in the teacher-training programme in Oman during this period.

4.5.5 Stage §: Sultan Qaboos University
This university was opened in the academic year 1986/87. More details of its
teacher-training programme are given in chapter 5.

4.5.6 Stage 6: Institute of Educational Orientation

This institute was established in 1991 to train graduates who wanted to be teachers
but did not have a certificate of education. It also gave other students an opportunity
to complete their qualifications. The period of study in it was one year (‘Isan, 1995:

130 and al-Qatabi, 1995: 54-56).
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Indeed, the graduates from Sultan Qaboos Institution of Islamic Studies,

which was established to train students as preachers, religious advisers and imams in

the mosques rather than schoolteachers, also had the opportunity to train in this

Institute as Islamic education teachers.

It could be said that students who were trained during this stage were more

capable than the graduates of the other stages. The former had to study for five years,

with the focus in the first four years on Islamic sciences and Arabic language and in

the fifth year on educational or professional training. It should be noted that some of

the Islamic education teachers who graduated from the College of Education and

Islamic Sciences at SQU studied general education and a special subject for four

years in addition to courses in the occupational module in the summer terms.

1 year
Intermediate colleges T
of iiale and female 2 years 4 years | College of 4 years
teachers Education
f f » at ﬂie_S QU |
Secondary stage I 3 years 3 years
|
Y v A
1 year 2 years
[
general
literary  sciences
Intermediate stage | 3 years 3 years
6 years primary stage

Institute of
Educational
Orientation

Institutions of
[slamic Studies

Islamic
secondary stage

Islamic
intermediate stage

Figure 4.3 Training of Islamic education teachers: 1984—1995
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4.5.7 Stage 7: 1995-2001

At the time of writing (2001) this is the final stage of training Islamic education
teachers according to figure 4.4. The figure indicates that there are currently two
institutions providing the appropriate training programme: the College of Education
(formerly the College of Education and Islamic Sciences) at Sultan Qaboos
University and the colleges of education under the supervision of the Ministry of
Higher Education. Although the graduates from both types of institutions have
reached the same level, there are some important differences in the training

programmes. These differences are explained in the following chapter.

él years: College of Education SQU 4$vears: colleges of education
3years  secondary stage

T

3 years intermediate stage

I
6 years primary stage

Figure 4.4 Present system of training Islamic education teachers

4.6 Basic Elements of Teacher-Training Programmes in Oman

These programmes consist of three basic elements: general culture, specialisation and
occupational training, all of which are considered very important in teacher-training.
According to al-Shaybani, it is impossible for education to achieve its objectives
unless the teachers are of good character, have sufficient knowledge of religion and

general culture, and are well trained educationally and occupationally. So if the
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teachers can meet these requirements, they can surely cover the other elements of

education (al-Shaybani, 1982:57)

Ibn Jama‘ah® (AD 1241-1333) also considers a qualified teacher to be one
who can fulfil many functions, who possesses an abundance of knowledge and is

well versed in general culture and is familiar with the nature of pupils (‘Abd al-*Al,

1985:110-120).

Because of the importance of these three elements in teacher-training, it is

necessary to describe them in detail.
4.6.1 General Culture Field

This means that teachers should have a wide general knowledge of the humanities so
that they can easily adapt to the demands of social life and morals. Otherwise they
would be living in a dark cave, unable to see and know what is happening in the

world (‘Abd al-*Al, 1984:71).

Ibn Jama‘ah also thinks that teachers need a good knowledge of general
culture, because their function is to teach pupils for their society and to offer the
culture of their society to them. This requires teachers to know the culture of the
society as well as their pupils (‘Abd al-‘Al, 1984:85). Al-Shaybani says that in turn
the teaching profession is one which needs a wide general culture for many reasons:
1. It purifies the teachers’ souls and rectifies their behaviour and morals.

2. It develops their minds and refines their sense of beauty and public tradition.

3. It enables them to discover their artistic and creative abilities.

2 One of the famous scholars in Islam who wrote about various aspects of Islamic sciences and
education (see “Abd al-‘Al, 1984: 74-76).
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4. It makes them living examples of their virtuous ancestors or the history of their
country and nation.

5. It enables them to understand the warnings and lessons of history.

6. It informs them of the problems of their society, nation and the world.

7. It refines their speech and makes them familiar with the basics of the Arabic

language. (al-Shaybani, 1982: 328-329)

From what al-Shaybani says, we can see that general culture should include the

knowledge of ethics, arts, Islamic culture, history, geography and Arabic language.

General culture can consolidate the subjects of specialisation because it
enables teachers to relate them to the other subjects taught to the pupils. It also helps
to inform teachers of contemporary problems. Therefore, it can be said that the
teachers’ success in teaching and influencing both pupils and society depends to a
considerable extent on their cultural consciousness. Before specialisation became a
profession, Muslim scholars such as Ibn Sina’ and Abu Ishaq were well versed in

many different sciences.

In fact, Islam urges every Muslim to continue seeking knowledge. This is
clearly stated in the Holy Qur’an, where Allah (He exalted) says: “And of
knowledge, you have been given only a little.” (17:85). Ibn Jubayr also said: “A man
can still be knowledgeable as long as he keeps seeking knowledge. When he
abandons that and thinks that what he has is quite sufficient, then he will be the most

ignorant person alive” (al-Suri, 1987: 71).

What are the ingredients of general culture? The answer is the humanities and

natural sciences (Hajjaj & al-Khudari, 1982:31). To be well versed in different
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branches of knowledge enables teachers to hold discussions in the class on any
matter related to the subject of specialisation (al-Qatabi, 1995:45). It is also
necessary to achieve a degree of balance between literary and scientific courses in

relation to general culture (Hilmi, 1974:43).
4.6.2 Specialisation Field

Because of the expansion of knowledge and its many different branches in modern
times, it has become difficult for anyone to be sufficiently acquainted with more than
one branch or field. This is why specialisation has become necessary. Hilmi
(1974:45) says that specialisation in education enables teachers to master their
subjects and to fulfil their function successfully. It also provides teachers with the
grounding required for renewing and deepening their knowledge of the subjects of

specialisation (Hajjaj, 1985:293).

It is impossible for people to set themselves up today as teachers, guides and
instructors without a firm academic basis. The Holy Qur’an warns us against
installing ourselves in such a position without knowledge:

And say not concerning that which your tongues put forth falsely “this

is lawful and this is forbidden”, so as to invent lies against Allah.

Verily, those who invent lies against Allah will never prosper.
(16:116)

And follow not that of which you have no knowledge. Verily, the
hearing, sight and heart will all be questioned. (17:36)

But none knows its hidden meanings save Allah. And those who are
firmly grounded in knowledge say, “We believe in it, the whole of it
is from our Lord. (3:35)
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The phrase “And those who are firmly grounded in knowledge™ means that no one
knows the explanation of unclear verses except Allah and those scholars who are

well versed in such knowledge (al-Himsi, n.d.:50).

The Sunnah of the Prophet (God’s blessings and peace be upon him) is also
full of sayings warning those who set themselves up as teachers and advisers without
knowledge. On one occasion the Prophet said:

Verily, Allah does not take away knowledge by snatching it from

people, but He takes away knowledge by removing scholars [from

them], so that when He leaves no learned person, people turnto

ignorant ones as leaders. So when they are asked to deliver religious
verdicts, they go astray and lead others astray. (Muslim, n.d.: 1404)

The ancestors also realised that not everyone was capable of being a teacher
or of giving advice. Al-Qasim bin Muhammad Ibn Abi Bakr said: “By God, it would
better for me to have my tongue cut out than for me to speak about things that I do
not know” (al-Shaybani, 1982:72). Holmes (1986:12) also stated: “We emphasise

that no teachers should be allowed to teach a subject they have not studied deeply.

The detailed study in specialisation helps teachers to win the respect of their
pupils by giving them sound guidance and enables teachers to have fruitful
discussions with them as well as with other specialists in the field. Therefore,
Muslim educators stipulate that those who want to be teachers must be fully
conversant with the subject or field of knowledge that they intend to teach (al-
Shaybani, 1982:173). Ibn Jama‘ah also considers an abundance of knowledge to be
necessary for teachers, because they cannot be described as qualified and good at
teaching unless they have all the available knowledge of the subjects that they teach

(‘Abd al-*Al, 1984:79).
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Al-Abrashi (1993) mentions many benefits of specialisation:
It creates an attachment to one’s work. Capable teachers are those who inspire
their pupils and motivate them to make the effort to acquire knowledge.
It enables teachers to establish a system in the class, to draw and hold the
attention of their pupils to the subject, and inspire them with a sober and
effective manner.
It creates trust by the pupils in their teachers. If teachers lose the trust of their
pupils, it will be impossible for them to succeed in their task. Thus, if teachers
are not knowledgeable in their subjects, they will face many difficulties and
make many mistakes. As a result, pupils will lose faith in them.
It stimulates sincerity in the pupils’ souls and pleasure in making an effort.
Pupils come to admire those teachers who are highly qualified and very

knowledgeable, and try to follow in their footsteps. (al-Abrashi, 1993:174-175)

To improve education in academic subjects, Holmes (1986: 16—-17) made

three suggestions for universities to follow:

1.

A drastic revision of the undergraduate curriculum, so that in future teachers
can study the subjects that they will teach;
Clearly defined requirements for academic courses;

Major changes in schools and the Department of Education.

4.6.3 Occupational Field

The general aim of this module is to train teachers in dealing with situations in the

classroom and to increase their understanding of the nature of these situations

(Haijjaj, 1985:293).
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Majault (1965) says that student teachers are given training divided into two
parts: a general training to improve their knowledge of literary and scientific
subjects, and a professional training comprising theory and practice (see Majault,
1965: 17). This confirms Ibn Khaldiin’s statement that teaching is a craft consisting
of both knowledge and technique. We can define the theoretical courses in teacher-
training as knowledge, and teacher-training as practical work whose success depends

greatly on the theoretical module.

Long ago Islam highlighted the relationship between theoretical and practical
knowledge on the grounds that it is impossible for an action to be successful unless
these two aspects are combined. According to the Holy Qur’an:

But if they had done what they were told, it would have been better

for them and would have strengthened their (faith). And indeed We

should then have bestowed upon them a great reward from Ourselves.

And indeed We should have guided them to the straight way. (4:66—
68)

Here “if they had done * represents the practical aspect, while “what they were told”
represents the theoretical aspect. So the result of the combination of the two parts is
blessing, firmness, guidance and the receipt of a great reward (see al-Kaylani, 1987:

56 & 57 and Ibn Kathir, 1996: 9).

The two principles were well established in the lives of the Companions of
the Prophet (peace be upon him), and this can be seen in what Ibn Mas‘td (may God
be pleased with him) said: “When one of us men has learned ten verses [from the
Qur’tin], he will not move on until he has learnt what they mean and does what they
order.” Ibn Taymiyyah wrote that it was impossible for teaching to be limited to

offering information without the opportunity to put it into practice. Either one would
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produce a negative result because the first situation would lead to misapplication, and

the second to misunderstanding (al-Kaylani, 1987:207).

It is worth mentioning here that because of the importance of educational
training in teaching, Syria’s universities have resorted since 1995 to requiring new
teachers to take an intensive course in education before they qualify (‘Ammar,
1997:201). In turn, the Cairo and ‘Ayn Shams Universities (in Egypt) decided that no
one could be a faculty member — at any college — unless he/she had successfully
completed the necessary teacher-training programme (al-Afandi & Baloch,

1984:264).

The three elements discussed above match the recommendations made at the
special conference arranged by UNESCO in Paris in 1966 on the status of teachers.
The recommendations stressed that any teacher-training programme must aim at
developing in each student general and personal culture, ability to educate and teach
others, awareness of the rules governing human relationships and responsibility for
his/her social, cultural and economic progress (Wizarat al-Tarbiyah wa al-Ta‘lim
1977: 7). However, the level of efficiency of these elements in the training of a good
and effective teacher depends in the end on the extent of correlation and integration

between them.

4.7 Conclusion

The above discussion clearly shows that since 1970 great attention has been focused
on education in Oman. In the last thirty years the country has made a strenuous effort

to improve the quality and level of teachers. Developments have passed through
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several stages, beginning with the First Programme in 1976, then the institutions for
male and female teachers and the intermediate colleges for male and female teachers,
and finally the colleges of education. Between 1985 and 1995 Islamic education
teachers were trained under one of two systems. One was the study of the general
culture, academic and professional modules in the intermediate colleges for male and
female teachers. The other was the study of general culture and a specialisation
subject for four years following some courses in the occupational module for a year
at the Institute of Educational Qualification or during the summer at the College of

Education and Islamic Sciences.

Further details of the current training programme for Islamic education
teachers at Sultan Qaboos University and other colleges of education are given in

chapter 5.
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Chapter Five

Training of Islamic Education Teachers at SQU and CoE

This chapter is divided into two parts. The first part describes the training
programme for Islamic education teachers in Sultan Qaboos University (SQU). It
begins with the definition of the College of Education at SQU, its aims and
conditions of admission, and then examines the practical and specialisation modules
in the programme. The second part describes the training programme in the other six
colleges of education that are controlled by the Ministry of Higher Education. The

chapter ends with a comparison of the two programmes.

5.1 Training Programme at SQU

As mentioned in Chapter Four, the SQU programme was established as the fifth
stage of the development of teacher training programmes in Oman, beginning in
1986 when the Sultan Qaboos University was opened. Initially, the University
comprised five colleges: Education and Islamic Sciences; Medicine; Sciences;
Engineering; and Agriculture. Later two more colleges were added: Arts in 1987 and
Commerce and Economics in 1993 (Ministry of Information, 1999: 156). The
number of students expected was around 3,000. However, in 1999 the total exceeded

6,000, two-thirds of whom were female (Ministry of Information, 1999: 215).

The University has offered Master’s Degrees in Education and Arts since the
academic year 1992/93. In 1995 Environmental Sciences was added, and in 1996 a

graduate programme in Agricultural Economics (Ministry of Information 1999: 214).
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The system of study followed in the University is based on credit hours, in
which students take a specific number of credit hours in each term. The academic
year is divided into two basic terms comprising fifteen weeks each plus an
examination period: autumn from September to January, and spring from February to
June. In addition, there is a short summer term of seven weeks plus an examination
period.' In the spring and autumn terms students usually register for five or six
concurrent courses (15—18 credit hours). However, the normal load in the summer
term is two concurrent courses (6 credit hours) (Sultan Qaboos University, 1996: 6—

8).

The system of evaluation in the University is divided into five grades, each
carrying a numeric value as indicated in figure 5.1. Students are placed under
academic observation if they produce one of the following results:

1. The cumulative GPA (grade point average) falls below 2.0.
2. The cumulative GPA is 2.0 or above but the current term GPA falls below 1.0.
3. The cumulative GPA is 2.0 or above, but the term GPA is below 2.0 for two

consecutive terms.

In each case students are required to reduce their courses to 12 or fewer credit hours

(Sultan Qaboos University, 1996: 24).

] Normally it is an optional term. It also gives students the opportunity to take courses that they
deferred from the basic terms.

106



Table 5.1
Duration of study and credit hours in the SQU

Total Usual Maximum
credit hours duration duration
120-144 4 years 6 years
150-180 5 years 7 years
MD (medicine) 7 years 9 years

v v v v v
A C

B D E
Minimally
Exceptional Very good Satisfactory acceptable Unacceitable
A A- B OB e B L GEARC = D D E, ESP

Figure 5.1 The system of evaluation at SQU

Source: Sultan Qaboos University, 1996: 18 & 19

The University offers segregated accommodation on campus for both male
and female students whose homes are 100 or more kilometres distant. However,
because the proportion of female students has reached two-thirds of the total number,
the University has recently decided to allocate them some accommodation blocks
formerly occupied by male students. Meanwhile, male students are offered a monthly
allowance for accommodation off campus. The University also provides transport for

students whose homes are less than 100 kilometres distant.
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5.1.1 College of Education at SQU

It was originally called the College of Education and Islamic Sciences because it
trained specialists in usd/ al-din (principles of religion) and the Shari‘ah (Islamic
law). It is considered the biggest college of the University in terms of the annual
number of graduates (al-Shibini, 1990: 1). Like the other University colleges, the
College of Education accepts only applicants with a high pass mark in the secondary
school certificate. The programme lasts for four years, at the end of which students

are awarded a Bachelor’s degree with specialisation in education.

The College consists of four departments: Islamic Sciences; Curriculum and
Teaching Methods; Home Economics; and Education. The Department of Education

itself comprises two units: Educational Psychology and Principles of Education.

5.1.1.1 OBJECTIVES OF THE COLLEGE OF EDUCATION

The general aims of the College are as follows:

1. To train teachers and educational administrators to the levels of intermediate
and secondary education.

2. To carry out research in Islamic and educational studies to help in the
development of the country.

3. To compile - in collaboration with the Ministry of Education — training
programmes for teachers and educational administrators to improve their
knowledge and professional skills.

4. To participate in programmes aimed at developing state education.

5. To support and promote national culture (‘Isan, 1995: 80).
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5.1.1.2 CONDITIONS OF ADMISSION

The College accepts students who meet the following admission requirements as

specified by the University:

1. Students must have the required pass mark in the general secondary school
certificate or equivalent, as defined by the University.

2. Students must be of good conduct.

3. Students must pass a personal interview and meet the conditions specified by
the College.

4. Students must be aged under 25, except those admitted by the Academic
Council.

5. Priority is usually given to the most recent secondary school-leavers (‘Isan,
1995: 81).

5.1.1.3 THE COLLEGE TRAINING PROGRAMME

A person’s reputation and knowledge are certainly not enough to entitle him/her to
enter the teaching profession. In this respect, Ibn Jama‘ah warns against selecting
teachers on the basis of their reputation without considering their ability to teach
(‘Abd al-‘Al, 1984: 77).

On the other hand, we can say that those who do not have a good knowledge
of their subject, no matter what other knowledge and skills they possess, are unlikely
to make a success of their teaching career. It is important that the teacher-training
programme contains three basic elements: academic, professional and general

cultural.
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However, since 1986 some changes have been made to the programme as

shown in table 5.2.

Table 5.2
Changes to the teacher-training programme since 1986

Total No. of No. of No.of  No.of
Teaching credit Total specialisation occupational cultural  courses
plan hours courses courses courses courses  per term
Until 1991 138 71 45 20 6 8-10
From 1991 132 51 30 14 7 5-7

to date

Source: Academic Transcript, Office of Admissions and Registration; teaching plan
groups 1994 and 1998.

The table shows the differences between the two plans in the number of
courses and credits. The number of credit hours required for graduation has been
reduced from 138 to 132, and the number of courses containing 3 credit hours has
been increased from 10 to 39. Two of the reasons for these changes were the
reduction in the studying week from six to five days, and the removal of some
courses because they were considered less important, or their amalgamation into one
course. The distribution of credit hours among the three elements is shown in Figure
5.2, which gives the example of the timetable for the Islamic education division in

1998.
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. ; v

Professional Academic General
culture
42 hours 72 hours 18 hours

|
v ' v

33 hours 9 hours
educational teaching practice
courses in school

Figure 5.2 Islamic education: distribution of credit hours in teacher-
training programme at SQU

In the College the following three departments participate in the training of
Islamic education teachers:
1. Education and Psychology, comprising:

(a) Psychology Unit, which teaches psychology and statistics; and

(b) Educational Basics Unit, which teaches the fundamentals of education,
educational administration and teaching systems.

2. Department of Islamic Sciences, comprising:

(a) Wihdat Usal al-Din (Principles of Religion Unit), which teaches, for
example, recitation and memorisation of the Holy Qur’an, Hadith (the
Prophet’s Traditions) and ‘aq 7dah (creed);

(b) Wihdat al-Shari‘ah (Shartah Unit), which teaches Islamic law.

3. Department of Curricula and Teaching Methods, which teaches curriculum,

teaching methods and teaching media. It also administers teaching practice.
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5.1.1.4 TEACHING PRACTICE IN THE COLLEGE

Teaching practice comprises less than 10 per cent of the whole teacher-training
programme in the College. It is divided into two parts, the first of which takes place
in the College, beginning in the sixth term, when student teachers practise basic
teaching skills. Allen & Ryan define it as micro-teaching and describe it as “a
method for the systematic practice and critique of directly observable teaching skills™
(Millman, 1981: 196). It gives student teachers an opportunity to practise various
teaching skills such as introduction, presentation, use of examples, asking questions
and concluding the lesson. It also helps supervisors and student teachers to evaluate a
teaching position and try to improve it in the light of feedback (Millman , 1981: 196;
Hasan & al-Junayd, 1990: 4). In micro-teaching, a student teacher focuses on one
skill until it is mastered before moving on to another (al-Jawwad & Mitwalli, 1993:
103). McGarvey and Swallow also stated: “ The students then practised these skills
by preparing and teaching short lessons (5—10) minutes to small classes (6—8) pupils
or peers” (McGarvey & Swallow, 1986: 2). The College of Education allocates 2
hours per week for micro-teaching, concentrating in the sixth term on skills for

intermediate education and in the seventh term on skills for secondary education.

The system of micro-teaching followed in the College consists of the

following five stages:

1. Student teachers watch videotapes of some teaching positions of former
student teachers. They are then required to write down comments and questions
for discussion at the end of the film.

2. The supervisor of each group gives individual students the subjects that they are
required to practise during the term. However, the number of opportunities that

each student is given for this task depends on the size of the group.
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3. Student teachers are required individually to prepare a plan for the subjects that
they are to practise and give it to the supervisor for checking.

4. Each student teacher gives a 20-minute lesson to the rest of the group.

5. Each student teacher is given the feedback from the videotape, colleagues and

supervisors (al-Muslihi, 1995: 37; Alhinai & Aljadidi, 1997: 437).

However, it has been noticed that this system of micro-teaching is rather
different from that described in educational literature. In the latter, trainees give a
whole lesson containing all the basic skills, whereas in micro-teaching they
concentrate on mastering one particular skill before moving on to the next. The
difference may be due to either, or even both, of the following reasons:

1. The large number of student teachers in each group can prevent individuals
from having sufficient opportunity to master the basic skills.
2. Supervisors might not understand fully the system of micro-teaching and its

meaning or implications.

Although student teachers normally have two opportunities to practise during
the term, it can be said that they copy one another. The lecture method allows them
to become fully familiar with the content of the textbooks used. It also helps them to
realise the relative importance of the different areas of their subjects. Finally, it gives

them more confidence when they begin teaching practice in schools.

The second part of the teaching practice module begins in the seventh term,
during which student teachers spend one day per week in state intermediate schools.
In the eighth term, two days per week are allocated to teaching practice: one day in

intermediate schools and the other day in secondary schools.
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This part of the module normally consists of two stages:

Student teachers are required to observe experienced Islamic education teachers
in the classroom. The aim is to see some educational skills and activities, and
learn about the personalities and capabilities of the teachers, classroom
interaction, teaching methods, instructional media and evaluation methods
(‘Abd al-*Aziz, 1997: 73-78).

Student teachers begin teaching practice in some of the classes. Each has to
teach at least two lessons per day, observe at least two lessons given by other

student teachers and record their comments on a form prepared for this purpose.

5.1.1.5 THE EVALUATION OF TEACHING PRACTICE

To fulfil the aims of educational supervision of student teachers in the College, and

evaluate their performance in micro-teaching and teaching practice in schools, four

evaluation cards have been designed as follows (‘Isan, 1993: 269-271):

1.

2

A card used by supervisors of teaching practice to evaluate the reaction of the
class to the student teacher. This card contains 30 items distributed among six
sections (introduction of the subject, its presentation, the quality of the
information, relating to and controlling the class, the clarity and
comprehensiveness of the evaluation questions, and teaching media). The card
includes five levels of achievement: excellent, very good, good, acceptable and
weak.

A card for observing the performance of student teachers. It is used by the
student teacher when he/she observes the performance of his/her colleague in
the class. The card consists of four columns. The first column contains five

sections: introduction of the subject, its presentation, the clarity and
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comprehensiveness of the evaluation questions, teaching media and the
conclusion of the subject. The observer writes the positive points of his/her
colleague’s performance in the second column and the negative points in the
third column. In the fourth and final column the observer writes his/her own
view of the trainee’s performance.

3. A card for use by participating teachers. This card evaluates the trainee in five
sections: preparation of the subject, performance, teaching media used, method
of controlling the class and level of co-operation with the participating teacher.

4. Head teachers’ evaluation card. This card evaluates the trainee in five sections:
appearance, diligence at school, participation in the school’s activities,
adherence to the school’s instructions and level of co-operation with teachers

and colleagues (‘Abd al-‘Aziz, 1997: 106-122).

From the above we can see that five people evaluate teaching practice. With
the exception of the students, each of the others has a share in the total marks, as
shown in table 5.3. The Table shows that only 20 per cent of the total marks are

allocated to the head teacher and participating teacher.

In my view this is not right, because the participating teacher has a greater
opportunity than the others of observing trainees. I suggest therefore that the
distribution be modified and the share of marks allocated to the participating teacher

be increased.
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Table 5.3

The division of marks among evaluators of
teaching practice in the SQU

Evaluator of teaching practice Mark (%)
Lecturer in teaching methods 30
Supervisor of teaching practice 50
School head teacher 10
Participating teacher 10
Total 100

Source: ‘Abd al-‘Aziz, 1997: 87.

5.1.1.6 ACADEMIC STUDY (SPECIALISATION)

The academic part comprises 54 per cent of the whole training programme. The

allocation of its credit hours is shown in table 5.4, from which the following

conclusions can be drawn:

1.  The number of credit hours allocated to figh is 27, which equals the total credit
hours allocated to rafsir, Hadith, ‘agidah and sirah.

2. There is no compulsory course for sirah. Maybe that is because it is not
considered a separate unit in Islamic education.

3. There is only one compulsory course in na/w (grammar) and one optional

course in balaghah (rhetoric) in Arabic language.
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Table 5.4
Allocation of credit hours to academic courses in the SQU

Credit hours: Credit hours:

compulsory optional
Subject courses courses
Recitation & memorisation of the Holy
Qur’an 6 -
7afs ir (commentary on the Holy Qur’an) 9 3
Had 7th (the Prophet’s Traditions) 9 3
‘Aq rdah (creed) 9 -
Figh (Islamic law) 27 9
S irah (the Prophet’s biography) - 3
Methods of research in Islamic sciences 3 B
Grammatical studies 3 3
Total 66 + 6 (optional courses) = 72

Source: Jami‘at al-Sultan Qaboos, 1999, al-Muqgarrarat wa al-Sa‘at al-Tadr isiyyah
li Qism al-'Ulim al-Isl amiyyah.

As shown in the table there are 66 compulsory credit hours for the
specialisation module. These credits are distributed among 26 courses, each of which
is allocated 3 credits except the courses in the recitation and memorisation of the
Holy Qur’an (1 credit for each). These courses are distributed among seven sections
of the module as follows.

1. Six for the recitation and memorisation of the Holy Qur’an.

2. Three for tafs ir: al-tafs ir wa ‘ulim al-qur’ an (interpretation and sciences of
the Holy Qur’an), al-fafs ir al-mawdi ‘7 (interpretation of the subject matter)
and al-tafs ir al-tahl 7l 7 (analytical interpretation).

3. Three for Had ith: al-hadith wa ‘uldmuh (Had 7th and its sciences), takhr ig

al-had ith (explanation of Hadith) and Hadith tahlili (analysis of

Had 1th).
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4. Three for ‘aqidah: al-‘agidah al-islamiyyah (Islamic doctrine), al-tawhi d
(theology) and al-tayyar at al-fikriyyah (ideological trends).

5. Nine for figh: al-madkhal ila al-figh al-Islam i (introduction to Islamic
jurisprudence), figh al-‘ibadat (law of worship) parts 1 and 2, figh al-
mu‘amalat (jurisprudence of inter-personal relationship) and ahkam al-
mawar ith (jurisprudence of wills), us i/ al-figh (principles of jurisprudence),
al-tashr i al-jina’ 1 (Islamic criminal law) and niza m al-hukm 1 al-Islam
(system of government in Islam).

6. One for methods of research in Islamic sciences.

7.  One for grammatical studies.

In addition, there are three optional courses, each of which has been allocated 2
credits, totalling 6. Students can choose from the following courses: al-s irah al-
Nabawiyyah (the Prophet’s biography), al-fikr al-Islam i (Islamic thought), al-
Qasas al-Nabawi (the Traditions of the Prophet), tafsir ayat al-ahkam
(interpretation of Qur’anic verses on law), ghar 7b al-Had ith (“strange” Had 1th),
al-maqasid al-‘ammah li al-tashr i* al-Islam 7 (general aims of Islamic law) and
ahkam al-usrah fT al-Islam (family law in Islam), al-nizam al-mal 7 1 al-Islam
(system of Islamic finance) and al-gawa‘id al-fighiypah (principles of
jurisprudence).

It should be noted that at the end of the academic year 1999/2000 the

Department of Islamic Sciences issued a new curriculum, which was not greatly

different from the previous version. The changes were as follows:
1. The course in analytic commentary was replaced with one in objective

commentary.
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2. One of the Had ith courses was transferred from the eighth to the third term.

3. The course in analytical Had ith was transferred from the eighth to the fourth
term.

4. There were some changes and additions made to the optional courses.

5.2 Training Programme at the CoE

Since the establishment of the training programme for intermediate and secondary
Islamic education teachers in the College of Education at SQU in 1986, there have
been some changes. In the academic year 1995/1996 the Intermediate Colleges for
Male and Female Teachers were upgraded to colleges of education. The main aim of
this development was to standardise the training and examination of student teachers

for all educational levels in the country (Wizarat al-Ta‘lim al-‘Al1 (1), 1995: 10).

There are six of these colleges, all controlled by the Ministry of Higher
Education. Two are for male students (Suhar and Nizwa), two for female students
(al-Rustaq and Tbri), and two, in Salalah and Sur, are coeducational. Figure 5.3
shows the regional distribution of these colleges across the country. The Ministry
offers accommodation for female students whose homes are distant from the college.

Male students, however, receive a monthly token grant.

v v v v v v
al-Rustaq Suhar ‘Ibr1 Nizwa Sir Salalah
South Batinah North Batinah al-Zahirah  Interior  al-Sharqiyyah  South

Figure 5.3 Regional distribution of colleges of education in Oman.
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5.2.1 The Objectives of the Colleges

1. To standardise at university level the facilities for training Omani teachers for

all stages of education.

2. To respond to the needs of intermediate and secondary teachers.

3. To upgrade the teaching of science subjects to keep pace with scientific and
technological progress.

4. To provide the necessary staff and materials for in-service training of qualified
teachers.

5. To carry out research into education and use the results for its development.

6. To establish enterprises and programmes for use in the development of the

country (ibid.: 1995: 16).

These colleges follow a four-year integrated system in training primary,
intermediate and secondary teachers as well as a professional programme for
postgraduates. Two kinds of programmes are offered at university level. One is for
primary education, in which students are trained as class and subject teachers in
[slamic education, Arabic language, sciences, mathematics or social studies. The
other trains students for intermediate and secondary education. The latter programme
is divided into two parts. One trains student teachers in a specialist subject (for
example, Islamic education) and the other trains student teachers in a basic specialist
subject plus a subsidiary (for example, geography as the basic subject and history as
the subsidiary). A student trained under this system will teach geography — as the
specialist subject — as well as history (ibid., 1995: 16). Yet, because the Ministry of
Education wished to put greater emphasis on science, maths and information

technology, a new educational system was introduced in the 1998/99 academic year,
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under which ten years of basic education are followed by two years of secondary
education. Consequently, the Ministry of Higher Education introduced a new
programme for training teachers of basic education (Ministry of Information, 1999:
207). This is gradually to replace the first programme. However, the system of
evaluation in the colleges is similar to that which is followed in the College of

Education at SQU.

5.2.2 The Structure of the Programme

The structure of the teacher-training programme is shown in Figure 5.4.

v v

SPECIALIST SKILLS PROFESSIONAL SKILLS
1. Basic courses related 1. Learning and teaching strategies
to the specialist subjects 2. Educational evaluation
2. Specialist courses 3. Practical activities and technology
3. School curriculum 4. Administration

v v v

Continual development  Culture Environment and social development

Figure 5.4 Structure of current teacher-training in the colleges of education

Source: Wizarat al-Ta‘lim al-‘Ali (1), 1995:27-34.
From the figure it is clear that this programmes requires students to master five

general skills.

However, 1 have some remarks to make upon this structure. Specialist skill
(3) is related to Islamic education; it is achieved and evaluated during the period of
training (ibid.: 28). Therefore, I suggest that it should be transferred to the

professional skills. In addition, it is difficult to evaluate the level of achievement of
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some of these skills because of the lack of specialists in Islamic sciences in practical
education. Professional skills (2) and (3) are considered compulsory for students.

This, of course, is not possible unless it is integrated into practical education.

Although competence in the Arabic language is part of other skills, such as
Culture and practical education, it has been not given enough attention in the
programme. The evidence is that the programme contains only two relative courses:
one under specialist skills — called /ughawiyyat (linguistics) — and the other under
general culture called nusias adabiyyah (literary texts). Therefore, the question here
is: how can students of general and Islamic education (particularly the latter) achieve

the skills without sufficient knowledge of the Arabic language?

On the other hand, English language is established as a general cultural
course in the first three terms and as a specialisation course in the next three terms.
This is surprising, not because English language is not important, but because it is
not classified as a specific skill in the teacher-training programme. I think that the

content of the programme should be revised.

The credit hours of the programme total 132 and they are divided as shown in
figure 5.5. From this figure we can see that the credit hours for General Culture do
not appear. In my view this is due to the confusion in the classification of this part of

the course as shown below.

v v v

Specialisation Professional Practical Education

73 33 26

Figure 5.5 Allocation of credit hours in the teacher-training programme at CoE.
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English language courses, which are studied in the first three terms were
classified in the previous training programme of 1995 under Professional
courses, whereas they were described as a General Culture course (see Wizarat
al-Ta‘lim al-‘Alf (1), 1995: 42). In the new training programme of 1999/2000,
they are classified under specialisation (see Wizarat al-Ta‘lim al-*Alf, 1999: p.1:
a, b, ¢ and d). These courses are considered a general requirement. Hence, |
think they should be classified under General Culture because the other three
English language courses, in the fourth, fifth and sixth terms, are treated as
specialisation courses, as shown in the new training programme.

The course in Omani and Islamic Civilisation was categorised in both training
programmes as a professional course. However, its title suggests that it is
historical rather than Professional. In fact this course has been established at the
SQU as a university requirement and it is taught by specialists from the

Department of History. Thus, in my view, it should be included in the General

Culture courses.

The Introduction to Computers course was classified as a specialisation,
whereas it was described as a General Culture course (Wizarat al-Ta‘lim al-‘Alf
(1), 1995:42). In the new programme, it has been classified as a Cultural and
Specialisation course. In reality, it seems to be as a General Culture course
because it has no connection with specialisation.

Al-nusas al-adabiyyah (literary texts) course was formerly classified under
specialisation, but in the new programme it has been reclassified under
Specialisation and Cultural courses. Yet, this course corresponds to the Arabic

language course in the SQU programme, which has been considered a General
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Culture course. Therefore, I should like to give it the same classification in the
new training programme.

5. The course in Basics of Research and Statistics was formerly classified under
Specialisation, but has now been reclassified as a Professional course. This
seams to be appropriate.

6. The course in Omani Contemporary Society was classified in both training
programmes as Professional. However, its title indicates that it is a historical
course and it is taught by specialists from the Department of History. It is also

described as a General Culture course (ibid.: 42).

From the above evidence we can say that no specific and clear standards have been
used to classify the courses in the teacher-training programmes. In addition, the
practical courses have been classified separately although they are considered part of
the Professional skills. Therefore, in my view, the allocation of the 132 credit hours

should be as shown in Figure 5.6.

» . v

Professional Specialisation General Culture
56 hours 64 hours 12 hours
l
v v
30 hours theory 26 hours practical

Figure 5.6 Author’s suggested allocation of credit hours in CoE programme

5.2.3 Practical Education in the Colleges
Figure 5.6 shows a total of26 hours, spread over six terms for practical education.

This accounts for 20 per cent of the total credit hours of the programme. Practical
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education contains three basic elements as follows:

1. Disconnected educational practice containing:

(a) micro-teaching;
(b) field training (in schools).
2. Integrated educational practice.

3. Training in the college.

v v

Field training Micro-teaching
Term/days term/days

|
G TS T A A A T S e A

3/7 4/10 5/10 6/10 7/10 8/6 4/10 5/10 6/10 7/10 8/6

four hours per day two hours per day

Figure 5.7 Disconnected educational practice: allocation of time at CoE

The disconnected educational practice, described earlier, is covered from the
third to the eighth term, as shown in figure 5.7. The integrated/block educational
practice is also allocated a long time: 270 teaching hours over 9 weeks —five days per
week and six hours per day— that is, 35 per cent of the practical education.
Nevertheless, the training in the college forms 25 per cent of the practical education
with a total of 194 teaching hours. It is distributed among seven skills over six terms

(ibid.: 175-193).

From this figure we can extract the following points:

125



1. Field training starts in the third term. The question here is: what are the student
teachers of Islamic education doing in the school during the seven days, spread
over seven weeks? They do not study more than thirteen courses during the first
year: seven in special subjects, four in professional skills and two in English
language. Perhaps the answer is that they do not go to school to teach but to
observe some lessons with Islamic education teachers and learn about the
teacher’s functions and activities in the school. I think that this is a good idea.
However, there is another question that needs to be asked here: are the school’s
administration and Islamic education teachers aware of their duty in practical
education? Until now I do not think so.

2. The total teaching hours of the serial practical is 304, that is, 40 per cent of

practical education: 92 hours for micro—teaching and 212 hours for field

training.

From the description above, it is clear that the total teaching hours in practical
education over four years is 768. Figure 5.8 shows the distribution of these hours
among the six terms.

 Third term (90 hours) (62hr) training in the college

(28hr) school visit

—Fourth term (118 hours 88hr) disconnected practice (20hr) micro-teaching
(40hr) field training

(30hr) integrated practice (28hr) training in the

college

—Fifth term (118 hours)——(88hr) disconnected practice (20hr) micro-teaching
(40hr) field training

(30hr) integrated practice (28hr) training in the

college
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—Sixth term (146 hours) ——(86hr) disconnected practice (20hr) micro—teachin
(40hr) field training
(26hr) training in the
(60hr) integrated practice college

—Seventh term (146 hours) (86hr) disconnected practice 20hr) micro-teaching
(40hr) field training
(26hr) training in the
60hr) integrated practice college

L__Eighth term (150 hours) (60hr) disconnected practice (12hr) micro-teaching
(24hr) field training
(24hr) training in the
(90hr) integrated practice college

Figure 5.8 Distribution of teaching hours in practical education in CoE

programme

It is worth mentioning that field training and integrated educational practice
both take place in the school. The former is allocated one day per week, and the latter
a longer block of time, rising from one week in the fourth term to three weeks in the

eighth term.

5.2.4 Supervision of practical education and its evaluation

The Department of Curriculum and Teaching Methods is responsible for the
supervision of all practical education and its efficiencies. Supervisors are required to
fulfil the following specifications:

1. Supervisors must be specialists in the subjects in which the students are to be

supervised.
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2. They must have a Special General Diploma in Education with not less than ten
years’ experience as teachers and directors.

3. Or they must have a Master’s degree in Education with not less than six years’
experience as directors (ibid.: 198). However, in my opinion, during the present
year and the next five years it will be difficult to apply the second part of this
condition to Omani employees. It means that no Omani can be employed as a
supervisor for at least thirteen years after achieving a Bachelor’s degree: five
years as a teacher, six years as a director and two or three years for a Master’s
degree. Nevertheless, there have been some Omanis with a Master’s degree who
did not have six years’ experience as directors, but who have been employed as

supervisors in practical education.

Practical education is divided into four sections: practical education in the
college, disconnected educational practice (micro-teaching and field training) and
integrated educational practice. Eleven people participate in the evaluation as shown
in figure 5.9.

— two in practical education in the college
— one in micro-teaching (supervisor)

. five in disconnected educational practice

supervisor co-operating teacher  head teachers  director

the supervisor

four in integrated educational practice co-operating teacher
head teachers

director

Figure 5.9 Participants in the evaluation of practical education in CoE Programme
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5.2.5 Specialisation Field

As mentioned previously, the total credit hours allotted to specialisation is 64. The
hours are distributed among the different courses of this section as shown in Figure

5.10.

Interpretation and memorisation Had ith ‘Ag idah Figh
of the Holy Qur’an 12 9 9 15

v v v v

Sirah English language Arabic language Islamic systems
3 3 3 3
v v
Islam and new knowledge 3 selection courses 4

Figure 5.10 Distribution of credit hours among specialisation courses in CoE
programme
From this figure, there seems to be equality in the distribution of credit
hours among the sections of Islamic sciences. The 60 compulsory credit hours are
equal to 20 courses, because each course is given 3 credits, while each selection
course is given 2 credits. Therefore, the total number of courses in the specialisation
module in this programme is 22 and they were distributed as follows.
1. Four for Quran: madkhal ila ‘ulim al-Qur’an wa hifzuh (introduction to
Qur’anic sciences and its memorisation), fafsir al-qur’an al-Karim
(interpretation of the Holy Qur’an) parts 1, 2 and 3.

2. Three for Hadith: madkhal ila ‘ulim al-Had ith (introduction to Had ith

sciences), takhr ig al-had 7th (explanation of Hadr th) parts 1 and 2.
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3. Three for ‘aqidah: madkhal il 3 al-‘agidah al-Islamiyyah (introduction to
[slamic doctrine), al-tawh id (theology) and muqaranat al-adyan (comparative
religion).

4. Five for figh: al-madkhal ila al-figh al-Islam i (introduction to Islamic
jurisprudence), figh al-‘ibad at (jurisprudence of worship) parts 1 and 2, figh al-
mu ‘amalat (jurisprudence of inter-personal relationships) and figh al-wasay a
wa al-mawar 7th (jurisprudence of wills and inheritance).

5. One for s irah: al-s irah al-nabawiyyah (the Prophet’s biography).

6. One for al-nuzum: al-nuzum al-1sl amiyyah (Islamic systems).

7. One for al-Islam wa al-‘ilm al-had rth (Islam and new knowledge).

8. One each of: English language and Arabic language.

9. Two options from seven courses: al-adab al-Nabaw 1 (the Prophet’s etiquette),
al-fikr al-Islam 1 (Islamic thought), a yat al-ahka m (Qur’anic verses of law),
al-akhlaq al-Islamiyyah (Islamic morals), al-maqasid al-‘ammah li al-
tashr 7 al-Islam 7 (general aims of Islamic law) and afkam al-usrah T al-

Islam (rules of family life in Islam)®.

The Ministry of Higher Education compiled a curriculum for Islamic
education courses. We can describe the curriculum as generally inclusive because it
contains many items: objectives, contacts, teaching strategies, methods of evaluation
and many sources for each course [Wizarat al-Ta‘lim al-‘AlT (2), 1995: & ibid.

:1998].

2 For further details, see Wizarat al-Ta*lim al-*Alf, 1998, Tawsif al-Mugqarrarat: Majal al-Tarbiyah al-
[slamiyyah: Muscat.
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5.2.6 Teacher-Training Programme for the First Group of Basic Education

This programme was established in the colleges of education for male and female
teachers as a result of the introduction of the new educational system. The basic
education is divided into two groups: the first group covering classes 1— 4 and the

second classes 5-10.

The basic aim of the programme is to train teachers for the first group in one
of three fields: (1) Islamic education, Arabic language and social studies; (2)

sciences and mathematics; (3) English language (Wizarat al-Ta‘lim al-‘Al1, 1999:1).

The period of study in this programme is four years divided into eight terms
of 15 weeks plus two or three weeks for the final exam. The total number of credit

hours is 122, distributed among the three parts as shown in Figure 5.11.

26 hours/ 21.31% 33 hours/ 27.05% 63 hours/ 51.64%
professional practical specialised & cultural
courses education courses

Figure 5.11 distribution of credit hours for the first group of basic education
Source: Wizart al-Ta‘lim al-‘Ali, 1999: 20-22)

Nevertheless, it could be said that although students are trained in three fields
(Islamic education, Arabic language and social studies), their credit hours are fewer
than the credit hours of the occupational courses (professional courses and practical
education). If we subtract 11 hours for cultural courses, 6 hours for general courses
and 6 hours for English language, there remain only 40 hours for the three fields,
whereas the credit hours for the occupational courses are 59. It could be said that this

is normal, because, in general, the main aim in the classes 1-4 of basic education is
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to teach pupils the basics of each subject, especially Islamic education, Arabic
language and mathematics. Therefore, this programme gives particular attention to
the occupational part because of its importance at this stage. On the other hand, it

provides student teachers with a basic knowledge of other subjects.

There are many differences between this programme and the training
programme for intermediate and secondary stages. For example, training in the
college and micro-teaching have been discontinued. As a result, their credit hours
have been transferred to other courses: 3 hours to the course on teaching methods (2)
and the remainder to practical education (ibid.: 52). In addition, the skills that were
taught separately in the college have been included in related courses. Therefore,
professional skills are included in the course on teaching methods (2), evaluation
skills in the course on educational evaluation, and class administration skills in the

course on class and school administration.

It is worth mentioning here that although practical education at school starts
in the third term, student teachers begin to practise in the classroom in the fifth term.
In the third term they are required to know many things, such as the teacher’s duties,
the school building, its contents, rules and activities. In addition, they watch lessons
given by different teachers and compile yearly, quarterly and daily timetables.
However, in the fourth term they are expected to have acquired knowledge, such as
the duties of the parent-teacher association, methods of evaluation and students’
output. Furthermore, they analyse some daily timetables and see some student record

books (see ibid.: 56-59).

The other distinguishing feature of practical education in this programme is

that trainees have the chance to do numerous tasks beside planning and teaching
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during the period of practice. For instance, they are required to compile a daily
report, choose an educational problem and suggest solutions, and create a teaching

unit in a specialisation.

5.2.6.1 SPECIALISATION FIELD

According to the programme we can say that the distribution of 40 credit hours

among the three fields is adequate, as shown in Figure 5.12.

Arabic language Social studies
11 hours compulsory courses 3 hours optional 9 hours compulsory
v courses courses

Islamic education

15 hours 2 hours
compulsory courses optional courses

Figure 5.12 Distribution of credit hours among the fields of specialisation in the first

programme of basic education

Although the description of the Islamic education courses is clear and
comprehensive, I should like to make a general comment. Every course contains a
practical module which, in some courses, is allocated twice as much time as is
allocated to the theoretical module, such as the course on Hadith, sirah and
‘aq idah (see ibid.: 112—-122). The total teaching hours of each course for one term is
45 (3 hours per week over 15 weeks): 30 for the practical module and 15 for the
theoretical module. If we subtract 2.30 hours from the theoretical — because the
length of each lecture on culture is 50 minutes — only 12.30 hours remain. The

question that should be asked here is: how can the content of these courses be
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covered in this short time? In other words, how can student teachers achieve the
objectives of these courses? Also, what constitutes the practice module of 30 hours,

especially in courses on s frah and ‘aq idah?

In my view, the practical module is included in these courses merely as a
matter of form. The evidence is that 10 per cent of the marks are allocated to the
practical module, whereas 90 per cent are allocated to the theoretical module. In that
case, why 1is the practical module allocated triple the time of the theoretical module?
Even supposing that the practical module is necessary, it does not require this

number of hours. Consequently, I suggest that this situation should be reviewed.

5.3 Comparison of SQU and CoE Programmes

Table 5.5 shows the similarities and differences in the training programmes for
intermediate and secondary Islamic education teachers at SQU and the other colleges
of education. From the table we can make the following observations:

1. The two programmes have the same period of study and credit hours.

2. The second programme has three times as many credit hours of practical
education as the first programme. This is due to the absence of integrated
practical education in the first programme.

3. Practical education in the second programme starts earlier (in the third term)
than the first programme (seventh term).

4. Micro-teaching is allocated more hours in the second programme (92 hours)
than in the first programme (60 hours). This is because the course is spread over
five terms (fourth to eighth) in the second programme but over only two terms

(sixth and seventh) in the first programme.
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5. In the first programme there is no training in the college, whereas it is allocated
194 teaching hours in the second programme.

6. In the first programme, the course on recitation and memorisation of the Holy
Qur’an runs for all the terms, but only as part of the course on Qur’anic
interpretation for three terms in the second programme.

7. The first programme has nine courses on figh, whereas the second programme

has only five.

8. Although English language courses are given six credit hours in each
programme, they run for six terms in the second programme, but for three terms
in the first programme.

Table 5.5
Comparison of intermediate and secondary teacher—training programmes in
SQU and CoE
Colleges
SQU of education

Introduction of programme 1986 1995

Period of study 4 years 4 years

Total credit hours 132 132

Professional courses:

Credit hours 36 30

Practical: credit hours 9 26

Specialisation: credit hours 72 64

Culture: credit hours 18 12

Practical module begins in term 7 term 3

Disconnected practical:

teaching hours 45 53

Integrated practical: weeks — 9

Micro-teaching: hours 60 92

Training in college:
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Teaching hours - 194
No. of specialised courses 30 23

Recitation & memorisation of

the Holy Qur’an: courses 8 —
Interpretation: courses 3 4
Had ith: courses 3 3
‘Aqg rdah: courses 3 3
Figh: courses 9 5
Sirah: courses - 1
Arabic language: courses 2 2
English language: courses 2 6

5.4 Conclusion

It can be said that there are similarities between the training programmes for Islamic
education teachers at SQU and other colleges of education. For example, both of
them follow a system of integrated courses and their basic aim is to train
intermediate and secondary school teachers over four years with a total of 132 credit
hours. Furthermore, the specialised courses in both programmes seem to be similar.
Perhaps that is attributable to the wish to standardise the training of Islamic
education teachers in the specialisation module or because two of the six members on
the committee that compiled the CoE courses were from the College of Education at

the SQU.

However, there are some differences, for instance, the distribution of credit
hours among the three basic modules of the programmes (professional, specialisation
and culture). Consequently, the number of courses for each module in each

programme is different. For example, the number of courses in the specialisation
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module of the SQU programme is 30, compared with 23 in the CoE programme.
Because of this difference, we see that recitation and memorisation of the Holy
Qur’an in the SQU programme has been given more attention than inthe CoE
programme. Therefore this section in the first programme is better than that in the

second.

There is also a difference in teaching practice between the two programmes.
This section has been allocated 26 credit hours in the CoE programme, compared
with 12 in the SQU programme. Therefore this section of the CoE programme is

better than that of the SQU.

Of course there are strengths and weaknesses in both programmes, which are

analysed in greater detail in Chapters Seven, Eight and Nine.

Chapter Six describes training programmes for Islamic education teachers in

three Gulf countries: United Arab Emirates, Qatar and Bahrain.

137



Chapter Six

The Training of Islamic Education Teachers
in the Gulf Countries

Chapter Five described the similarities and differences between the training
programme for Islamic education teachers at SQU and the CoE. The main purpose of
Chapter Six is to give an outline of the training programmes for Islamic education
teachers in three Gulf countries paying particular attention to the specialisation
module in these programmes. The chapter begins with the programme that has been
established at the University of the United Arab Emirates. Then it deals with the
programme at Qatar University, followed by that at Bahrain University. It ends with
a comparison between the programmes at the four universities (Sultan Qaboos,

United Arab Emirates, Qatar and Bahrain).

There are numerous similarities between the Arab Gulf countries, for
example, religion (Islam), the Arabic language, culture, climate, geography and
history. The traditional education in these countries, as well as in Oman, was given in
a Kutt ab (Qur’anic school), where pupils studied the Holy Qur’an, Arabic language
and principles of Islam. However, the beginning of modern education varied from
one Gulf country to another, as did the establishment of teacher-training institutes

and colleges.

6.1 United Arab Emirates

In 1971 the Trucial States were formed into a federation of seven independent

sheikhdoms called the United Arab Emirates, the capital of which is Abu Dhabi. It is

138



in the south-eastern corner of the Arabian peninsula and its total area is about 83,600
square kilometres. The federation is bounded by the Arabian Gulf to the north, Oman
and the Gulf of Oman to the east and Saudi Arabia to the west. Oil, gas and trading
are the mainstays of its economy. The population of the UAE was estimated to be
2,386,472 in 2000. The official language of the federation is Arabic and its official

religion is Islam (An Encarta Encyclopaedia, UAE, 1993-2000).

Although there were three private schools' in 1903 in three of the Emirates
(al-Sharjah, Dubai and Abu Dhabi), the first modern school was opened in al-Sharjah
in 1953. Two years later the first school for girls (al-Zahra”) was founded. Further
education became available in 1966 when two teacher-training colleges were built in
al-Sharja (Morsi, 1990:193-195). “There was no proper system for the training of
primary and secondary school teachers in the state until the establishment of the

faculty of education at the University of the Emirates™ (ibid.: 203).

6.1.1 University of the United Arab Emirates

The University is located in al-‘Ayn city, near the frontier of Oman. It was opened in
1977 with four colleges: Education, Arts, Sciences, and Economics and
Administration. During the next nine years, four more colleges were opened:
Shari‘ah and Law in 1978, Agricultural Science and Engineering in 1981, and finally
Medicine and Health (Jami‘at al-Imarat al-‘Arabiyyah  al-Muttahidah,

1989/90:33).

The basic aims of the university are as follows:

! Private schools are those which are established by the private sector and which charge monthly or

annual fees.
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1. Training Emirates students in theory and practice to the level of specialists,
researchers and experts.

2. Examining human civilisations, particularly the Arab and Islamic.

3. Carrying out theoretical and practical research and publishing the results,
especially research linked to the economic, social and cultural development of
the country.

4. Giving advice and information on science and technology to the government

and private sector organisations. (ibid.: 37)

The University has formulated many policies for achieving its goals and
carrying its message to society. Some of the policies are as follows:
1. The acceptance of students is based on the development plans of the state
regarding its manpower.
2. Classes are segregated between men and women.
3. Special subjects are provided according to the needs of the state’s development
plans.
4. A limited proportion of chairs and scholarships are available to foreign
students.

5. Facilities for graduate studies, research and publication are provided.

6.1.1.1 COLLEGE OF EDUCATION AT THE UNIVERSITY

It is considered one of the original colleges because it was established as part of the
University in 1977. Like the other colleges of education, it has three basic objectives
as follows:

1. to produce graduate teachers trained to a high standard;
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to train specialists in various aspects of education, such as administration and
planning;
to serve society in many ways, for example, the provision of lectures, training

courses and scientific research (ibid.: 4).

The College trains teachers for four stages of education: kindergarten,

primary, intermediate and secondary. The Colleges of Arts and Sciences also

participate in the training programme. The College of Sciences trains teachers for the

intermediate and secondary stages in scientific subjects such as mathematics, biology

and chemistry while the College of Arts trains them in the following subjects:

L

2.

Islamic education
Arabic language
English language
history
geography

social studies and philosophy

All graduates in these subjects are awarded the bachelor’s degree in

Education and Arts (ibid.: 406).
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Table 6.1
Changes to the teacher-training programme in 1987: UAEU

Credit hours Credit hours
Module Pre-1987 post-1987
General culture 15 30
Professional 24 33
Specialisation 75 63
Practical education 3 6
Total credit hours 123-126" 132

Source: Ibid.: 451; Hasan, 1987:17-19.
Note: * College of Arts: 123 credit hours; College of Sciences: 126 credit hours.

However, the teacher-training programmes for intermediate and secondary
schools were changed in 1987. These changes are shown in Table 6.1. From the table
we can see that the following took place:

1. The total credit hours were increased from 6 to 9.

[ think that 123 credit hours was not enough for training teachers for intermediate
and secondary education, especially when most of the courses were allocated 3 credit
hours. This situation created some weak points in the programme, which adversely

affected the standard of teaching.
2. The total credit hours allocated to general culture (University requirements) was

increased from 15 to 30.

In my view 15 hours was not enough for this subject, especially when the time was
divided between 5 courses, allowing only 3 hours per course. This subject is very

important for daily life generally, and particularly for practical teaching.
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3. The total credit hours allocated to the specialisation was reduced by 12. On the
other hand the total credit hours allocated to the professional module was
increased by 9. This could have been done to create a better balance between the

two modules.

6.1.1.2 TRAINING PROGRAMME FOR ISLAMIC EDUCATION TEACHERS

The training programme for Islamic studies in the scholastic year 1990/1
incorporated many changes to the distribution of credit hours among its modules as
shown in figure 6.1. If we consider that the programme comprises three basic
modules — general culture, professional and specialisation — the total credit hours for

each is as follows:

1. General culture: 36 hours (including University requirements)

2. Professional: 30 (classifying College requirements as professional)
3. Specialisation: 60 hours.

4. Free courses 6 hours.

132 credit hours

. |
v v vy

21: university 12: college 60: specialisation 15: general 18: educational
reqmts reqmts | reqmts * culture reqmts
6: free 0: educational 39: compulsory  21: optional
courses practice ° courses courses

Figure 6.1 Distribution of credit hours in teacher-training programme for Islamic
education: UAEU.

Source: Kulliyyat al-Tarbiyah, 1990: 1-3.

Note: the university guide book (1989-90: 453) showed that this section was
allocated 63 credit hours.

® The college guide book (1986-90:13 & ibid., 1989-90: 406) showed that this
section was allocated 6 credit hours.
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It is worth mentioning that although the student teachers of Islamic education
did teaching practice in schools for two terms, no credit hours were allocated to it in
this programme. Therefore, one could ask: Where was the incentive for the students
to make the effort to do well in this course when they knew that it would not be

evaluated?

In my opinion, this situation shows that the compilers of the programme did
not have enough experience of training teachers. The proof is in Table 6.1, in which
we see that this course was allocated 3 credit hours in the pre-1987 programme, then
6 in the academic year 1989/90, but none at all according to the programme for
1990/1. Furthermore, it seems that practical education is considered to be of

secondary importance and, hence, is not given enough attention.

6.1.1.3 SPECIALISATION FIELD

As mentioned above, this module was allocated 60 credit hours distributed among 13
compulsory courses and 7 optional courses as shown in Table 6.2. The distribution of
credit hours between fields of Islamic studies is detailed in Table 6.3, from which we
can see that they do not seem to be equally allocated. For example, the recitation and
memorisation of the Holy Qur’an are allocated 3 credit hours, which means that
student teachers study only one course in this field in four years. This situation is

likely to result in graduate teachers weak in this skill and unable to teach Islamic

education. Such a weakness has been highlighted in some previous studies.”

Furthermore, figh is allocated only 6 credit hours, allowing students to study only 2

. Yisuf, 1988:173; ‘Abd Allah & Bani Khalid, 1991: 136; and Kulliyyat al-Tarbiyah wa al-‘Ulim al-
Islamiyyah, 1995: 69.
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courses in four years. In my view, the number of hours is too small, for this field is
considered a broad one in Islamic studies. In addition, s 7ra/ has not been given

enough attention either pre- or post-1987, for it has been allocated only 3 optional

hours.
Table 6.2
Islamic studies courses: UAEU
Credit Credit

Compulsory courses hours Optional courses hours
Recitation of the Analytical interpretation 3
Holy Qur’an 3
Qur’anic sciences 3 Inimitability of the Holy Qur’an 3
Interpretation of rules: Interpretation of laws: verses 3
verses 3
Analytical interpretation 3 Had ith al-ahkam 3
Had 7th sciences 3 Islamic doctrine 11 3
Had ith al-ahkam 1 3 History of religions II 3
Analytical Had ith 3 Islamic doctrine & contemporary

though 3
Takhr ij al-ahad ith 3 Foundation of Islamic

jurisprudence 3
Islamic doctrine I 3 Jurisprudence of s irah 3
History of religions 3 Morals & educational thought 3
Islamic groups 3
Jurisprudence of worship I 3
Jurisprudence of worship II 3

Source: Jami‘at al-Imarat al-* Arabiyyah al-Muttahidah, 1989/90: 3.

It should be noted that the United Arab Emirates University (UAEU) has
established a new system for training subject teachers with a strong academic

background for intermediate and secondary education. Student teachers follow a
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four-year bachelor degree course in the faculty of humanities and social sciences or
the faculty of sciences. Then they take a one-year course in the faculty of education
leading to a professional diploma of education. This means that student teachers are
trained for five years with a total of 162 credit hours (Faculty of Education, 1997: 1).
The increase in the number of study years and credit hours could have been the result

of weak points observed in the standard of teaching.

Table 6.3
Distribution of credit hours among fields of
Islamic studies: UAEU

Compulsory Optional

Fields hours hours
Recitation of the Holy Qur’an 3 -
Qur’anic sciences 9 9
Had 1th science 12 3
‘Aq idah 9 9
Figh 6 3
Sirah - 3

So the University has tried to remove these weaknesses by introducing a
morc academic background to teaching in general as well as in the specialisation.
The change could also have been made because the University wanted to experiment
with another system of training teachers. Consequently, under this system Islamic
education teachers study 132 credit hours over four years at the College of

Humanities,” followed by 30 credit hours of study over one year at the College of

3 During this period student teachers follow three courses (9 credit hours) in the College of Education

as general education requirements.
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Education. The allocation of credit hours under the new system is shown in Table

6.4, and a comparison between the old and new systems in Table 6.5.

Clearly there are many differences between the two systems. For example,
the length of the course is increased from four years under the old system to five
under the new one. Therefore, the total credit hours are increased to 30. However, 21
of these hours have been added to the specialisation. This amendment could have
been made owing to the poor standard in Islamic studies of the graduates under the
old system. The Ministry of Education in the UAE would have noted this result.
However, the small number of credit hours may not have been responsible, for the
programme contains numerous elements affecting the quality of student teachers.
Furthermore, what is important is the quality rather than the quantity. There could be
a sufficient quantity, but of poor quality. In other words, if we wish to solve the
problems in this programme, we need to examine it as a whole process, not in

separate sections.

Table 6.4
Allocation of credit hours under the new system: UAEU
Fields Credit hours
University requirements 27
Faculty requirements 9
Specialisation requirements 81
General education 9
Optional courses 6
Professional requirements 30
Total 162

Source: Faculty of Humanities and Social Sciences, 1997, pp. 1 & 2; Faculty of

Education, 1997: 1.
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It should be emphasised that the important difference between the two
systems is the method of training. Under the old system the concurrent method was
followed, whereas the new system uses the consecutive method. Nevertheless,
although the fifth year is earmarked for the professional diploma in education,
student teachers also study professional modules during the first four years (bachelor

degree course).

Table 6.5
Comparison of the old and new teacher-training
systems for Islamic education: UAEU

Old system New system

credit hours  Per cent credit hours per cent
University requirements 36 2127 27 16.66
Faculty requirements 12 9.09 9 .55
Specialisation requirements 60 45.45 81 50.00
Professional requirements 18 13.64 30 18.52
General education - - 9 335
Optional courses 6 4.55 6 3.70
Total credit hours of the
programme 132 162

6.2 Qatar

Qatar is an independent sheikhdom occupying a peninsula on the Arabian Gulf. It
covers an area of 11,427 square kilometres' and its southern side is bordered by

Saudi Arabia. The capital is Doha. The main sources of the state’s income are oil and

- According to Unwin, 1982: xi, the area is 11,400 square kilometres; according to Whelan, 1983: 1, it
is about 10, 437 square kilometres.
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gas. According to a 1998 estimate, the population of Qatar was 697,126. Arabic is

the official language although English is widely used in government and commerce.’

Prior to the 1950s, education in Qatar, as in other Arab countries, was
provided by the Auttab. The move from this traditional type of education began
around 1948/9 when the first modern school was opened in Doha. Modern education

for girls began in the academic year 1956/7 (al-Misnad, 1985:35, 36).

Before the establishment of teacher-training institutes and colleges, Qatar,
like other Gulf states, employed teachers from different Arab countries such as
Egypt, Palestine, Jordan and the Sudan. However, the academic year 1967/8 saw the
first group of male Qatari teachers graduating from Dar al-Mu‘allimin al-Qatariyyah.
About three years later, the first group (46) of female teachers graduated. Those
teachers were employed in primary education (Turki, 1988: 302). Owing to the
increasing number of schools and pupils and the lack of teachers, the Ministry of
Education was compelled to employ unqualified teachers (secondary school
graduates) in primary education and graduates from the colleges of arts and sciences
in intermediate and secondary education. There was, therefore, a need to train those
teachers to a professional standard, and so the Ministry of Education, in conjunction
with Qatar University, compiled a programme leading to the appropriate

qualifications (ibid.:306).

6.2.1 The University of Qatar
In 1973 there were two colleges for male and female teachers. In 1977 they were

upgraded as part of Qatar University, which now contains four colleges: Education,

> An Encarta Encyclopaedia, 1993-2000: 1 of 3; Unwin, 1982: xi—xuviii.
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Sciences, Humanities and Social Sciences, and Shari‘ah and Islamic Studies. Since
then, two more have been added: Engineering, and Economics and Administration.

(Jami‘at Qatar, 2000:5).

Evaluation at the University is based on three considerations:
1. The students’ own efforts in research, homework and attendance at lectures,
which account for 25-30 per cent of the total marks for the course;
2. The mid-course examination, which carries 25-30 per cent of the marks;

3. The final examination, which carries 40—50 per cent of the marks.

6.2.1.1 COLLEGE OF EDUCATION AT THE UNIVERSITY

Since its establishment in 1973, the College has made every effort to achieve the

following goals:

1. to train teachers academically and professionally in all specialisations for all
stages of education;

2. to train all employees in education to qualification level in conjunction with the
Ministry of Education;

3. to participate in the development of the state education system;

4. to carry out education research in collaboration with research centres within and

outside the University (Jami‘at Qatar, 1991:7).

The College awards a bachelor’s degree in four specialisations: arts and
education, sciences and education, art and education, and sport and education. The

total credit hours are 135.

Some changes have been made to the teacher-training programme for Islamic

education. A comparison of the old plan with the new is given in table 6.6, which
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shows that the credit hours of the University and College requirements have been

reduced, whereas those of the specialisation have been increased.

Table 6.6

Changes to the teacher-training programme for
Islamic education: Qatar

Old plan New plan

credit hours credit hours
University requirements 24 20
Specialisation requirements 76 79
College requirements 38 36
Total credit hours 138 135

Source: Jami‘at Qatar, 1991: 49 and 2000: 15.

6.2.1.2 SPECIALISATION FIELD

This module is taught by the College of SharT’ah. As shown in table 6.6, it was
allocated 76 credit hours under the old plan, which were increased to 79 under the
new version.

Although generally there does not seem to be much difference between the
two plans, there is a marked variation in the distribution of credit hours among the
fields of Islamic studies, which is shown in table 6.7. It is important to emphasise
that the credit hours allocated to figh have been increased in the new plan by 18 to
36, that is, double the previous allocation. This could have been because the
compilers of the plan regarded this field as the most important and widest-ranging in
Islamic studies, or that they considered that other aspects of Islam were included

under its heading. This assertion can be answered as follows:
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1. Although figh is a wide and important field — and is treated as such in the
programme— it is not logical to give it so many credit hours at the expense of
other Islamic fields.

2. The objectives and aspects of other fields are different from those of figh.

3. Aspects of other fields included in figh are supporting evidence for Islamic
rules and the standard of Islamic law. Analysing these aspects gives student
teachers an opportunity to extract the guidance, wisdom and rules contained in

them. However, this cannot be achieved without a thorough study of the

interpretation and analysis of the Qur’an and Hadit h.
Table 6.7

Distribution of credit hours in the specialisation field:
old and new plans: Qatar

Old plan New plan

Recitation - -
Interpretation 10 5

Had ith 10 3

‘Ag idah 10 7
Figh 18 36
Sirah - :
Arabic languag 8 15
Islamic culture 2 9
Optional courses - 8

Source: Jami‘at Qatar, 1991: 20, 21; Ibid. 2000: 67, 68.

Note: * S irah has been allocated 2 credit hours as an optional course only.

It should also be noted that the new programme neglects two fields: the

recitation and memorisation of the Holy Qur’an and s 7rah. This situation lowers the
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standard of Islamic education teachers and weakens the effectiveness of their

teaching.
Table 6.8
Islamic studies courses in the College of SharT‘ah: Qatar
Credit Credit
Compulsory courses hours Optional courses hours
Qur’an
Analytical interpretation * 3 Basics of interpretation 2
Qur’anic sciences 2 Analytical interpretation 3
Introduction to the Qur’an &
Had ith 3 Takhr ij (Had ith) 3
Hadrith Islamic philosophy 2
Had th sciences 2
Had ith analysis 3 Mission & its methods 3
‘Aqidah
‘Aq 7dah (doctrine of Islam) I 3 Sources of Islamic knowledge 2
‘Aq irdah (doctrine of Islam) II 2 Figh al-mu‘amal at 3
Comparative religion 2 Islamic family law 11 2
Figh
Introduction to Islamic law 3 Contemporary financial
transactions 2
Figh al-‘ibad at (law of Figh al-sirah 2
worship) 3
Criminal law 2
Introduction to financial
property 3
Figh al-‘1bad at 3
Figh al-mu‘amal at | 3
Figh al-mu*amal at 11 2
Food and sacrifices 2
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Figh al-far ayid wa
al-wasaya

Basics of Islamic law

Basics of Islamic economics

wWow W W

Islamic government law
Arabic °

‘llm al bayan

al-nahw al-wafT (grammar)

Grammar 11

L I S T S T 4

‘llmal-ma‘ani wa al-Bad 1

al-adab T al-‘asr al-jahil T 3

Notes: * Recitation and memorisation of the Holy Qur’an are included in this course.

®From this section student teachers can choose only 3 courses (9 credit
hours).

In this programme great importance is attached to the Arabic language. It has
been allocated 21 credit hours: 15 for the specialisation (6 for basic and 9 for
auxiliary courses) and 6 for the University’s and College’s requirements (see Jami‘at
Qatar, 2000: 50, 67 & 68). It may have been given a high priority because it is
considered the basis of Islamic studies. Since it is the language of the Holy Qur’an
and the Had ith, those who do not have a good grounding in it will have difficulty in
understanding aspects of Islam, speaking classical Arabic and explaining in detail the

subject that they teach.

The compulsory and optional courses in Islamic studies in the College of
Shari‘ah are listed in Table 6.8. It should be noted that only 8 credit hours are

allocated to the optional courses.
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6.3 Bahrain

Bahrain is a sheikhdom of 35 islands, totalling about 675 square kilometres, halfway
along the length of the Gulf off the coast of Saudi Arabia (Unwin, 1984:xiii). The
capital of the state is Manama, its official language is Arabic and the state religion is
Islam. The population of Bahrain in 1998 was 633,000 (ibid.: xii; Encyclopaedia
Britannica, 2000: 1 of 5). The economy of Bahrain is based on oil, gas and

aluminium (United Nations Development Programme, 1998:30, 31).

Although the first school in Kuwait was opened in 1912, Bahrain is
considered the first Gulf country to introduce a modern system of education when the
first state school was opened in 1921. This school was more advanced in its
organisation and teaching curriculum. The first school for girls was opened in 1928

(al-Misnad, 1985: 32, 33).

Higher education began in 1966 when the first teacher-training institute for
men was opened, followed a year later by a teacher-training institute for women. The
main aim of these institutes was to train teachers for primary and intermediate
schools. In 1969 the Gulf College of Technology was opened and in 1978 the
University of Arts, Sciences and Education (United Nations Development

Programme, 1998:57).

6.3.1 University of Bahrain

The University was established in 1986 and contains five faculties: Arts, Sciences,
Engineering, Education, and Business and Administration (ibid.: 57; University of
Bahrain, 1993/94: 227). The academic year at the University is divided into two

terms comprising 16 weeks each and a summer term of 8 weeks. The academic load
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for full-time students is between 12 and 19 credit hours for one term with a

maximum of 6 courses (University of Bahrain, 1993/94:27).

The teacher-training programme for Islamic education teachers is shared
between two colleges: the professional module is covered by the College of
Education and the specialisation module by the College of Arts. The length of the
programme is four years with a total of 131 credit hours distributed among the
University requirements (24), professional module (30), specialisation module (69)
and optional courses (8). In the professional module, 6 of the 30 hours are allocated
to practical education, which takes more than 45 days, equalling 270 lecture hours.
These hours form only 4.58 per cent of the total credit hours of the programme, so it
could be argued that this percentage is very low compared with the length of the
practical course. On the other hand, regardless of the length of the practical course, it
could be said that the lack of any objective assessment of ability in its evaluation
means that 6 credit hours is enough. It is actually in the student teachers’ interests
because such an evaluation has a negative effect on their grades and on education
itself. If a good student teacher achieves a low mark on this course, it will have only
a small influence on the final grading. However, if a weak student teacher achieves a
high mark, it will have a negative effect on education because it will give an untrue
picture of his/her overall standard of teaching. This problem has arisen in many Arab
countries as shown in studies evaluating teacher-training (see Ibrahim, 1999: 156-9;

al-Hashil & Muhammad, 1990: 224—7 and Muhammad, 1990: 184).

Nevertheless, I think that it is possible to combine these views. If the number

of credit hours could be increased to match the number of lecture hours at the same
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time, the objective assessment of ability could be ensured as far as possible by

following the suggestions listed below:

1. Accurate evaluation cards to be made for each specialisation.

2. Everyone taking part in the evaluation to be given the opportunity to complete
these cards.

3. A meeting to be arranged of all the contributors to the course to discuss the
method of using these cards.

4. Regular meetings to be arranged of all those taking part in the evaluation of the
course in each specialisation to discuss procedure and progress.

5. Student teachers to be informed about these cards and their feedback requested.

Therefore, we can say that two aims will be achieved. First, the course will be
allocated credit hours consistent with both its lecture hours and the student teachers’
efforts. Second, the student teachers will be made to feel more confident because

they will know that the evaluation will be objective.

6.3.1.1 SPECIALISATION FIELD

The credit hours allocated to Islamic studies are divided into 57 for core courses and
12 for optional courses. Table 6.9 shows the distribution of these hours among the
various fields of study. As can be seen from the table, ajw7d has been excluded.
The courses of the specialisation module and their credit hours are shown in table

6.10.
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Table 6.9

Distribution of credit hours in the specialisation field: Bahrain

Core Optional
Field courses courses
Tajwid — 3
Qur’an sciences and interpretation 6 9
Had ith 6 6
‘Ag idah 12 —
Figh 21 9
S irah (Prophet’s biography) 3 -
Introduction to research methodology 3 —
Arabic language 6 3
Table 6.10
Courses of the specialisation field: Bahrain
Credit Credit
Compulsory courses hours Optional courses hours
Qur’an
Introduction to Qur’anic
sciences 3 Objective interpretation 3
Analytical interpretation 3 Tajwid 3
Had ith
Introduction to Had ith
sciences 3 Methods of interpretation 3
Interpretation of Had ith 3 Man ahij al-muhaddith in 3
‘Agidah
Islamic doctrine I 3 al-takhr 1y wa ‘ilm al-rijal 3
Islamic doctrine 11 3
Ideology of contemporary
creeds 3
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Comparative religion 3

Figh

Introduction to Shari‘ah 3 Ayatwa ahadithal-ahkam
Figh al-‘ibad at

Basics of figh 1

3
[slamic government law 3
[slamic economics 3

3

[slamic family law Crime & punishment in Islam
[slamic law of transaction
Basics of figh 11

Contemporary juristic issues

W oW o W W W

S frah (biography of the
Prophet) 3

Arabic language

Linguistic analysis of the
Holy Qur’an 3 al-Mantig (speech) 3

Rhetoric 3

Introduction of research
methodology 3 Education in Islam 3

Source: University of Bahrain, 1993/94:100-103 & Kulliyyat al-adab, 1999: 63—65

6.4 Comparison of Programmes in the Four Universities
There are clearly similarities and differences between these programmes. First, I
shall discuss them from a general viewpoint as they are shown in Table 6.11, and

then examine them in detail in the specialisation module.

From the information given in Table 6.11 and in Chapter Five the following
similarities between these programmes can be extracted:
1. The programmes in Bahrain and the UAE began earlier — in 1966.

2. The length of the programmes in Oman, Qatar and Bahrain is four years.
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3. In all the programmes the academic year is divided into two terms of 16 weeks

each and a summer session.

4. The normal load for full-time students ranges from 12 to 19 credit hours.

Table 6.11
Comparison of all four programmes
General Total

Specialisation Professional culture credit

credit credit credit hours
Country hours (%) hours (%) hours (%)
Oman (SQU) * 72 (54.5) 42 (31.8) 18 (13.6) 132
Emirates 81 (50) 39 (24.07) 27 (16.66) 162"
Qatar 79 (58.5) 36 (26.6) 20 (14.8) 135
Bahrain 69 (52.67) 30 (22.9) 24 (18.32) 131°

Notes: * Sultan Qaboos University.

®9 credit hours (5.55%) for faculty requirements; 6 credit hours (3.7%) for
free optional courses.

“8 credit hours (6.1%) for optional courses.

However, there are differences between them, as shown below:

1. The length of the programme in the UAE is five years, compared with four in

the other three countries. This increase could be due to any or all of the

following reasons:
(a) The University and the Ministry of Education realised that a shorter

programme was not enough to train teachers for intermediate and secondary

education.
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(b) The aim was to give students an opportunity to choose a career after
graduation. If they wished to be teachers, they would need to study for
another year to gain a professional diploma in teaching.

(¢c) The University also gained an opportunity to select students who were doing
well in their studies and seemed suitably inclined towards a career in
teaching.

The total credit hours range from 131 in Bahrain to 135 in Qatar and 162 in the UAE.

2. The percentage of credit hours for the professional module ranges from 22.9 per
cent in Bahrain to 31.8 per cent in Oman. In my opinion, the proportion should
be no less than 30 per cent so as to allocate more time to practical education,
which is one of the basics of teacher-training.

3. The percentage of credit hours allocated to general culture (University
requirements)  varies from 13.6 per cent in Oman to 18.32 per cent in
Bahrain. I think that this allocation should form between 20 and 25 per cent of

the programme because of the rapid growth in knowledge in modern times.

6.4.1 Similarities and Differences in the Specialisation Field
Before examining these in detail, it might be more helpful to give a general picture of
them in the four programmes as shown in Table 6.12. From the table the following

similarities can be seen:

1. In all the programmes the specialisation module is allocated at least 50 per cent
of the total credit hours. This is the normal proportion allocated to all

specialisations.

161



2. The recitation and memorisation of the Holy Qur’an are not given their due
attention in the programmes of Qatar and Bahrain. The proofis in the Table,
which shows that they have not been allocated separate compulsory credit hours.

3. Sirahis apparently neglected in all four programmes.

4. Figh is given priority in all the programmes. However, items 2, 3 and 4 have
been discussed earlier.

5. Generally, the courses of Islamic studies are similar in all four programmes.

This is probably due to three factors:
(a) These countries are members of the Gulf Co-operation Council® and so they
co-operate in higher education.

(b) The fields of Islamic studies are similar and so are their titles and contents.

(c) The compilers of the programmes just follow one another’s ideas. This might
be the strongest factor, since there are numerous differences between this

specialisation and the others in the programmes.

® The GCC was established in 1981. It comprises six countries: Bahrain, Kuwait, Oman, Qatar, Saudi
Arabia and the United Arab Emirates.

162



Table 6.12

Credit hours allocated to specialisation field: all four programmes

Total  Total Recita- Interpre-
credit no.of tion  tation Hadith ‘Agidah Figh Sirah Arabic
hours: courses G2 020@ OL C Q. "GO € O C O C O

SQ° 72 S (e TR R TR LT R T
PR R T e 2 s S SR O
ORI 791 20 -y LSRR S ity Pg IR TR S SRSRE T S O
RIT-695 - 503 1 < 3 0 g Mea oIR8 g gl gh 3

Notes: * C = compulsory courses.
b .
O = optional courses.

¢ SQ = Sultan Qaboos University; EU = Emirates University; QU = Qatar
University; BU = Bahrain University.

However, there are some differences between the countries in the
specialisation module. For example, in Qatar University figh has been allocated more
credit hours (39) than in the Universities of Sultan Qaboos and Bahrain, in which it
has been allocated a usual level of 27 and 21 respectively. In addition, Arabic
language has been allocated 3 credit hours in the Sultan Qaboos University compared

with 9 in Qatar University and 6 in Bahrain University.

Although the specialisation module in the UAEU programme has been
allocated the highest number of credit hours (81), its total number of courses (27) is
lower than that of the SQU and Qatar University (30 and 29 respectively). This is
because in the Emirates University’s programme all courses in the specialisation
module are allocated 3 credit hours, whereas in the other programmes some of the

courses are allocated only 2 credit hours.
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6.5 Conclusion

It can be concluded that the teacher-training programmes in the three Arab Gulf
countries have passed through different stages, beginning in 1966 in the United Arab
Emirates and Bahrain and in 1973 in Qatar. Teachers are currently trained to
university level. The training programmes for teachers of Islamic education have
been changed in all these countries. For example, the length of the teacher-training
programme in the UAEU has been increased from four years (132 credit hours) to

five years (162 credit hours).

There are similarities between these programmes, such as their length — four
years in Oman, Qatar and Bahrain — and their courses of [slamic studies. On the other
hand, there are differences, such as the total credit hours and their distribution among

the modules of the programmes and the fields of Islamic studies.
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Chapter Seven

Assessment of the Training Programmes for Islamic

Education Teachers

A description of training programmes for Islamic education teachers in Oman as well
as in United Arab Emirates, Qatar and Bahrain has been already given in Chapters
Five and Six. The purpose of Chapter Seven is to assess the SQU and CoE
programmes in areas which were not included in the questionnaire and which are
related to the specialisation module. It also assesses certain aspects of these

programmes in some of the other Gulf states.

7.1 Training Programme at SQU

From the description of this programme in Chapter Five, we can assess the following

aspects.

7.1.1 Conditions for Admission

In Chapter Five we have seen that SQU applies a set of entrance requirements that
are largely similar to those of the CoE and the other three universities (Jami‘at Qatar,
2000: 9-11 and University of Bahrain, 1993: 23-24). However, because of the
importance of these requirements in the teacher-training programmes, they are

discussed in greater detail below.

These conditions are laid down for all applicants to the University. However,
in my view they are not sufficient for those wishing to be teachers in general and

teachers of Islamic education in particular, because not all the applicants who meet
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these criteria are suitable for this profession. Indeed, some have selected it because
there has been no alternative. Others who have met the conditions have abandoned
their studies in their chosen subjects and have been requested to choose another
course of study. However, some of them have been transferred against their wishes to
Islamic education. One student in my group remarked: I told them that my
appearance and face were not suitable for an Islamic education teacher.” He may
have used the reference to his appearance and face to mean his behaviour. In this
regard, al-Abrashi says:

No one whose aim is to gain wealth and glory is suited to teaching,
nor is the one in whose face the door to material gain was closed and
who saw the door to teaching alone opened to him, and he entered it
unwillingly. On the other hand, the one who is suited to teaching is he
who, owing to his upbringing and character, sees the pleasure of
teaching as outshining all other pleasures, and therefore feels happy
with teaching as a profession. (al-Abrashi, 1993: 150)

From this quotation the following conclusions can be drawn:

1. Those whose aims are wealth and fame should not take up the profession of

teaching because they will not be suitable for or loyal to it.

2. Those who enter the profession unwillingly will not be happy, for their thinking
and interest will be directed towards a different occupation and therefore they
will not be successful teachers.

3. The only suitable candidates for this profession are those who prefer it to any
other vocation. They will therefore put into it all their energy, time and ability

and try to develop it to the highest level.

Majault wrote in this regard: “In some countries candidates are tried out by

means of tests and interviews, whose object is to discover whether they have a
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natural aptitude for teaching” (1965: 17). Hodenfield & Stinnet made the same point:
“The one sure means of improving the quality of teacher education is to institute,

universally, highly selective procedures for admission into teacher education” (1961:

146).

However, the quality of the candidates for the teaching profession in the Arab
countries appears to be that as described at the conference held by the Arab
Organisation of Education, Culture and Sciences:

The quality of the students who are accepted by the training
institutions is generally that of the middle and low levels. There is no
doubt that the absence of objective standards for selecting students
creates different problems in education. (al-Munazzamah al-
‘Arabiyyah li al-Tarbiyah wa al-Thaqafah wa al-‘Ulam, 1979: 289)

Although this statement was made more than twenty-one years ago, there
does not seem to have been much change or any marked development in this area in

many Arab countries.

The College of Education at the SQU should reconsider its selection
procedures for admission to teacher-training, particularly when choosing students to
train as teachers of Islamic education. The importance of Islamic education is shown
in the objectives agreed by the First World Conference on Muslim Education which
held in Makkah in 1977 by the Arab Organisation of Education, Culture and
Sciences. Some of these objectives were as follows:

1. To produce a good man.
2. To educate people to have a proper attitude towards legitimate authority, and that

is reverence, love, respect and humility.
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3. To instill in people that they are all the same as human beings, cast in flesh and

blood (al-Attas, 1979: 1,3 & 7).

MursT and al-Kaylani also stated that Islamic education aims to achieve the following

objectives:

1. The ultimate aim set by Allah for Himself, namely, the creation of people
dedicated to the worship of Him alone.

2. To develop the wholeness of people by providing them with noble aims, morals
and principles and guiding them to this goal.

3. To achieve a balance between the requirements of the body and the soul and
between this present life and the hereafter.

4. To develop and strengthen the Islamic relationship between Muslims.

5. To educate people both socially and psychologically, and to help them
surmount their social and psychological problems by giving them guidance for
life and clarifying their rights and duties.

6. To implant the belief in the unity and equality of human beings (see al-Kaylani,

1987: 34-36 and Mursi, 1991: 57 & 58).

These objectives plainly highlight the importance of Islamic education
teachers and their function in Islamic society. Therefore, I suggest that the College of
Education set clearly defined criteria for the selection of students for training as
teachers of Islamic education. The following points could be borne in mind:

1. Ethical standards: good conduct, truthfulness and Godliness.
2. Personal qualities: patience, willpower and charisma.

3. Good knowledge of Islamic sciences and general culture.
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4. Mental abilities: clarity of reasoning, depth of imagination, originality and
capability to solve problems.

5. Physical fitness: freedom from severe physical and social disabilities such as
deafness, blindness and stammering.

6. Social skills: social interaction, co-operation and companionship.

7. Natural inclination towards teaching.

How could the College of Education or the Admissions Office in the
University acquire sufficient information on all these requirements? The admissions
procedure, which has been followed since the opening of the University, is not
suitable for obtaining such a wide range of information. The following suggestions
might help to solve this problem:

1. Making a file on each pupil during his/her school years, especially for the
intermediate and secondary stages, and recording all the important points
regarding conduct, preferences, opinions, relationships and academic progress.

2. Inclusion of career guidance in the first year of the secondary stage to cover the
following points:

(a) definitions and objectives of certain careers;

(b) personal qualities required of those who wish to follow such careers and the
definition of their role in society.

(¢) conditions of admission to these careers;

(d) training required.

3. Conducting interviews for all candidates before admission to the Department of

Islamic Education. These interviews should include clearly defined standards.

4. Intelligence tests.
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These conditions comply with the recommendations of conferences such as
the Special Conference on Teachers’ Circumstances, which was held in Paris in
1966, and which stated:

The politics which control the selection of students for the teaching
profession should be based on the need of society for suitable teachers
who possess the right moral, mental and physical qualities and who
have professional knowledge and skills. Furthermore, this selection
should depend on personal characteristics. These things will help
them to be deserving members of the vocation. (Wizarat al-Tarbiyah
wa al-Ta‘lim, 1977: 6)

7.1.2 Educational and Instructional Objectives Course

The Educational and Instructional Course is divided into theoretical and practical
modules. The theoretical module is taught by the Educational Basics Unit and the
practical module by the Department of Curricula and Teaching Methods. However,
students always complain about the lack of co-ordination between the two modules.
The theoretical module begins with the philosophy of education and general
educational aims. This takes most of the period allocated and leaves insufficient time
for the lecturer of the practical module, who is obliged to wait, and who then
concentrates on teaching the students about educational aims. Consequently, students
find that there is much repetition and sometimes conflict of opinion. To remedy the
situation, some of the Islamic education faculty members tried to transfer the
theoretical module to the Department of Curricula. However, their attempt faced
strong opposition from the Educational Basics Unit,' so the problem still exists. In

my view the situation could be remedied in one of two ways:

! Possibly because those who worked in this unit wanted to have more teaching hours to fulfil this

requirement in their timetables or because they felt that the theoretical part of this subject was too
closely related to their specialisation.
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1. Since the main aim of the course is to help students form an educational
objective, some specialists in the Department of Curricula could teach the
course in its entirety.

2. The theoretical module could be taught by specialists from the Educational
Basics Unit and the practical module by specialists from the Department of

Curricula.

The first suggestion seems to be the better solution. It will prevent repetition
of information and free students from the occasional duality and conflict in the
formation of goals on different levels. It will also ensure co-ordination between the
two modules and remove any obstacles. Furthermore, it will put both modules under

the control of the Department of Curricula.

7.1.3 Teaching Practice

There is no doubt that the teaching practice programme has many advantages. It
gives student teachers the opportunity to put into practice the skills that they have
studied in theory. They also acquire other educational skills, which will help them to

practise their profession to the highest possible standard.

However, the existing teaching practice (in the SQU) has many
disadvantages, of which the following are examples:

1. In my view the period of teaching practice is too short for training students to
be successful intermediate and secondary schoolteachers (see Table 5.6 at the
end of this chapter).

2. The absence of the block teaching practice, in which student teachers spend the
whole or part of a term practising in schools. This type of teaching practice is

important for the following reasons:
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(a) It gives the trainees an opportunity of integrating with the educational system
in the school so that they come to feel that they are members of its staff. It
also solves the problem of separation between the universities and the
schools. In fact, this problem prevents student teachers from benefiting from
teaching practice and achieving its objectives. This was confirmed by the
results of Jurjas’ study (1976), which examined this aspect of teaching
practice (Adibi & Badr, 1990: 119).

(b) It gives student teachers more confidence.

(c) It encourages the pupils to accord to student teachers the same respect as that

shown to qualified teachers.

Therefore I suggest two ways of solving this problem: (1) earmarking the last
four weeks of the eighth term; or (2) earmarking the whole of the final term for
teaching practice.

3. On the first day ofteaching practice in schools, student teachers are confused
because they are not given a timetable of that day’s activities. All they know is
that they are going to observe two or three lessons with participating teachers.
There is no mention of this in the guidebook to teaching practice which was
published in 1997. Therefore, 1 suggest that the timetable for the first day

should include the following items:

(a) An introductory meeting should be held at the beginning of the day between
head teachers, participating teachers and student teachers so that they become
acquainted with one another. In addition, it gives the student teachers an

opportunity to learn the school system and their own role and responsibilities.
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(b) Student teachers should be shown round the school and informed of its
facilities.

(¢) Student teachers should be given the opportunity to observe some classes
held by participating teachers.

(d) At the end of the day the participating teachers should discuss the student

teachers’ comments with them, answer their questions and inform them of

the next day’s schedule.

4. The roles and responsibilities of head teachers and participating teachers are not
well defined. Many head teachers do not know the trainees and never meet them
during the period of teaching practice. In addition, many participating Islamic
education teachers regard the teaching practice as an opportunity to take a break,
so their role is limited to informing the student teachers of the subject to be
taught the following day. On the other hand, some of them perceive trainees as
an unwelcome burden or as supply teachers to take over part of the regular class.
Consequently, the relationship between participating and student teachers is
frequently uncomfortable and can result in misunderstandings. Such a situation
can have a negative effect on the student teachers and their grades.

5. The role of student teachers in a school is limited to teaching the subjects

allocated to them by the participating teachers.

7.1.4 Teaching Practice Evaluation Cards

As indicated in Chapter Five, there are three cards used to evaluate student teachers

in teaching practice as follows:
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1. THE SUPERVISOR’S CARD: The generality of its content is designed to evaluate
students in various specialisations in the College, for example, Arabic language,
Islamic education, history and geography (‘Abd al-‘Aziz, 1997: 107-109). Of
course some specialists in Islamic education curricula and its teaching methods
have tried to adapt the card for use in Islamic education. Unfortunately, the
attempt was opposed by some members of the department and the changes were

not adopted.

From my experience, I believe that this card is not suitable for evaluating the
practical performance of student teachers of Islamic education for the following

reasons:

(a) It focuses on general teaching skills and does not give enough attention to the
academic aspect of the subject.

(b) Islamic education consists of different subjects: Qur’an, Hadith, figh
(jurisprudence), ‘aq idah (creed) and s 7rah (the Prophet’s Biography). Each
subject needs specific teaching skills.

(c) Some supervisors also feel that the card is not suitable for evaluating the
practical performance of student teachers and devise their own methods of
evaluation. This of course creates problems and results in differences in the

assessment of student teachers.

On the other hand, it is difficult to fit a large number of items on one card. So
I suggest making two evaluation cards: one for professional skills, and the other for
academic knowledge. The former could be used by supervisors and lecturers from

the Department of Curricula and the latter by lecturers from the Department of
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Islamic Sciences. It should be noted here that some Islamic Sciences lecturers tried to

take part in the supervision of the teaching practice of trainee Islamic education

teachers. However, the project was unsuccessful because the lecturers went to the

schools without any clear aims.

I think that these two cards will give a more detailed and clearer picture of the

level and abilities of student teachers. They will also give supervisors and others a

better means of knowing the strong and weak points of student teachers’

performance in the classroom.

2.

A PARTICIPATING TEACHER’S CARD: This is also not suitable because it contains
only five items. Therefore I suggest that the participating teachers use the two
cards already described, for they have a greater opportunity than anyone else to
observe trainees. This will give the participating teachers a more important role
in teaching practice. Furthermore, the student teachers will receive more
feedback and more opportunities to discuss educational matters with the
participating teachers, who will thus be enabled to make a more accurate
assessment of their trainees. Moreover, Table 5.3 shows that 10 per cent of the
total marks were allocated to the participating teacher. In my view this is not
right, because the participating teacher has a greater opportunity than the others
of observing trainees. I suggest therefore that the distribution be modified and
the share of marks allocated to the participating teacher be increased

THE CARD FOR USE BY HEAD TEACHERS: This is only partly adequate, for there is
a problem with the marking. Most head teachers give marks to student teachers
of Islamic education without knowing them or even meeting them during the

teaching practice. As a result, the marking is not accurate. As a supervisor, I
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found on many occasions that some student teachers of average ability had been
given higher marks than those who were of an excellent standard in both their

study and teaching.

The card which is used by student teachers when observing the performance
of a colleague in the classrooms does not seem to be useful. In my experience, many
of the student teachers of Islamic education did not attach any importance to this
card. They wrote anything on it, and sometimes completed it at home and then gave
it to the supervisor for marking. This was because they thought that the card was of
no benefit to them or to the student teachers whom they observed, and because the
supervisors seldom discussed with them or with the other student teachers the

comments recorded.

7.1.5 The New Curriculum

Upon examination of the new curriculum (in 1999) for training Islamic education

teachers the following conclusions may be drawn:

1. The aim of most courses seems to be neither clear nor well defined.

2. The courses are divided into three levels: basic — 2 courses; intermediate — 23
courses; and advanced level — 12 courses. Nevertheless, student teachers did not
study thc basic level of some of the intermediate courses such as al-tayyar at

al-fikriyvah (trends of thought) and al-hadith al-tahlil i (analytical

explanation of Had ith). Nor did they study the intermediate level of some of
the advanced courses such as al-takhr ij wa dir asat al-as an 7d (explanation
and studying of naration). In addition, all the courses in the recitation and

memorisation of the Holy Qur’an were classified at intermediate level.

176



However, this subject is proffered throughout the training programme and is
assumed to follow a progression from basic to intermediate and finally to
advanced level.

3. It is remarkable that the objectives of memorisation — in all the courses in the
recitation and memorisation of the Holy Qur’an — are expressed in one sentence:
“To inculcate into the students some verses of the Holy Qur’an which will guide
them in their lives.” In my opinion, it would be better to have a clearly defined

objective for each memorisation module in each term.

From the above observations, the courses in Islamic sciences are clearly not
selected according to well-defined standards — if any standards exist. Indeed, in 1999
I sent questions on these matters to some teaching members of the Department of
Islamic Sciences. So far, I have not received a single reply. Furthermore, from my
discussions with teaching members of the department, it has become clear to me that
the selection of some courses is based on the views and wishes of the lecturers who

are to teach them.

7.2 Training Programme at the CoE

Training programme at the CoE was described in Chapter Five. Nevertheless, it

could be useful to analyse it in greater detail as in the following sections:

7.2.1 Practical Education

There is no doubt that field experience is considered an important part of the teacher-
training programme (Holmes, 1986: 11; al-Barwani, 1997: 135). Chapter Five shows

that in the CoE programme this module has been allocated a long time (98 days),
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which is more than 16 weeks, (practice at school) alongside 194 teaching hours for

training in the college and 92 teaching hours for micro-teaching.

Nevertheless, the following points need to be considered:

1. In my view, it is not strictly accurate to classify micro-teaching as disconnected
educational practice, because it is an artificial situation in which student teachers
are trained in basic teaching skills to help them carry out real-life education in
schools (McGarvey & Swallow, 1986: 2; al-Jawwad & Mitwall1, 1993: 103). In
addition, its concept is different from that of practical education (ibid. 1993:
168). So, we can say that the content of micro-teaching is different from that of
practical education. Therefore, it would be better to classify micro-teaching as a
practical part of teaching methods, as has been done at the College of Education

at the SQU (‘Abd al-Aziz, 1997: 68-70).

This also applies to (b) field training. Here, student teachers are trained in
seven skills during the period of study, such as making teaching plan, use of media
and technology in instruction, and constructing the school curriculum.

2. In view of the fact that the trainees spend a whole day at school — in
disconnected educational practice — why is this day counted as four teaching
hours, whereas it is counted as six teaching hours in integrated educational
practice? If we take this fact into account, the total teaching hours of practical
education are increased from 768 to 804.

3. The credit hours of practical education total 26. If we subtract 11 hours for
training in the college and micro-teaching (Wizarat al-Ta‘lim al-‘ali, 1995:

177), only 15 hours remain for practice at school. I think that the reason is the
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small number of credit hours allotted to practice at school: two hours in each of
the fourth and fifth terms, three hours in each of the sixth and seventh terms and
five hours in the eighth term.

4. 1 think that the number of practical education credit hours (26) and teaching
hours (768) is not given prominence in the programme, not because this part is
unimportant but because it has led to the removal of some important courses
from the training of Islamic education teachers, such as educational aims and
instructional objectives, and Arabic rhetoric. In addition, it has led to the
reduction of other important courses such as the recitation and memorisation of
the Holy Qur’an, which as part of the Qur’anic interpretation courses, has been
allocated only three terms. Therefore, I suggest making the following changes
to the credit and teaching hours of practical education:

(a) Reducing the credit hours of practical education from 26 to 18: 12 for
integrated practice, 2 for disconnected practice and 4 for training in the

college.

(b) Reducing the hours of micro-teaching from 92 over five terms to 60 over two
terms.

(c) Reducing the hours of training in the college from 194 to 120, distributed

among the seven skills as shown in Figure 7.1.

Teaching plan School curriculum  Teaching strategies  Instructional media
16 30 16 16
v v v
Language skills Evaluation Teaching administration
14 14 14

Figure 7.1 Distribution of hours of training in CoE programme.
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5. Although practical education at school has been allocated a long time, in my
opinion it is not so helpful in enabling student teachers to achieve some basic
objectives of the programme, such as setting questions, preparing examination
papers and analysing the results of examinations. Also, it does not give them
much opportunity to take part in school activities, for example, organising
exhibitions, seminars and excursions. In my view, this is related to the short
time allocated to integrated practice, which is spread over five terms. Therefore,

to increase the efficiency of this part of the programme, I suggest the following:

(a) Allocating disconnected practice of 10 days for a field visit in the seventh

term instead of 53 days: S to intermediate schools and 5 to secondary schools.

(b) Allocating the whole eighth term to integrated practice.

6. The evaluation of practical education is distributed among about eleven people.
If each subtracts one mark from the specified individual total, no student could
achieve an honours grade (A). If each subtracts two marks, no student could
achieve even a very good grade (B). This, of course, has a negative effect on the
general credit of the student teacher. Furthermore, the number of people
participating in the evaluation of practical education doubtless causes many

difficulties for student teachers because of their different opinions.

7.2.2 Specialisation Field

The Ministry of Higher Education compiled a curriculum for the Islamic education
courses. We can describe the curriculum as generally inclusive because it contains

many items: objectives, contents, teaching strategies, methods of evaluation and

many sources for each course (Wizarat al-Ta‘lim al-‘ali, 1995 & 1998).
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However, I should like to make the following comments:
Only a small number of the verses of the Holy Qur’an was included in the
period of study.
Recitation and memorisation of the Holy Qur’an part was included only in the
courses of interpretation of the Holy Qur’an. It was allocated only one hour a
week as a practical hour (ibid., 1998: 4, 21 & 98).

The methods of teaching and learning are the same for all courses.

There are no subjects related to contemporary issues, especially in ‘agidah

(doctrine) and figh (law) such as the high cost of wedding receptions and the
wife’s marriage settlement, life insurance and drugs.
Some objectives are not clear and they are included in some courses as follows.
(a) Objective (5) in the course on the Prophet’s Biography, which is as follows:
“Student teachers should be able to attain skills in this technique by knowing
how to use sources to create the basis of self-learning.”
(b) “The course on fawh id (monotheism) aims to enable students to achieve the
following: ”
(1) “Belief in the invisible generally and in greater detail, especially Paradise,
Hellfire and so on” (ibid., 1995: 1). This suggests that the students did not

believe in these things before they started this course.
(i1) “Practising the results of learning by following this course of study.” I think
that this objective is extremely obscure, especially in this context.

(iif) “Achieving self-learning by connecting with books and sources and

181



mastering the skills of scientific research” (ibid., 1995:1 & 1998: 59). If we
take the second part of this object we can ask this question: how could this
course enable students to master research skills? Does it contain information
about skills in research? Or does it train students in these skills? I do not think
that there is any connection between this part of the objective and the content

of the course.

(iv) Among the aims of the course on Islamic systems is this statement: “This
course is intended to achieve the following aims: Opposing the tendencies to
thoughts by arming with the knowledge of and the belief in the morality of the
soul itself, which flows from Islam.” How could this course achieve that?

(v) One ofthe aims of the course on Islamic thought was as follows: “Enabling
students to be acquainted with Islamic thought in general and in detail” (ibid.,
1995: 1). The question here is: how could that be achieved by one course

during one term?

There is a course called “Islam and new knowledge”. In my view, however, its
title and content suggest that it is closer to culture than specialisation. Therefore,
I suggest substituting it for the course on family law and transferring the latter to
specialisation because of its importance and relevance to Islamic education in

intermediate and secondary schools.

The number of teaching hours specified for the course ayat al-ahkam
(verses on law) is 30, spread over 15 weeks at the rate of two hours per week.
How can this course achieve its objectives and cover the full content, which is
divided into five parts? Indeed, even one part is a course in itself. For example,

part four contains the following topics:
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(a) Virtues, ayat al-abk am (verses of laws) and antiquity, which are listed

under Fasting.

(b) Laws regarding blood, the consumption of carrion, pork and anything
consecrated to other than Allah.
(c) Laws regarding the death penalty.

(d) Laws regarding testament Zyaf¢ and whether they are invalidated or give a

clear judgement.

Part five contains different topics as follows:

(a) Laws regarding the Hajj (pilgrimage to Makkah), its variation and the ruling
regarding warfare, namely, the types of fighting and the judgement of

fighting during the inviolable months.

(b) Definition of alcohol, its prohibition and the prohibition of gambling.

(c) Laws regarding fayd (menstruation), 7/’ (a husband’s vow to abstain from
sexual relations with his wife), zzhar (divorce of the wife by the husband,
who swears that she is like his mother’s back), divorced spouses, weaning of
babies, ‘iddat al-talaq (the waiting period after a divorce) and ‘iddat al-
wafah (the waiting period after the death of the husband).

(d) Spending wealth in the Way of Allah, prohibition of 776 4 and its variations

and laws regarding debt (ibid., 1995: 1, 3).

Indeed, it is impossible to cover all these topics and others in 30 teaching

hours. An examination of the topics grouped in each part shows that there is no

connection between them and this can distract students. Therefore, I think that it

183



would be more helpful if related topics were grouped together. For example,
prohibitions could include alcohol, carrion, blood and so on; worship could include
fasting and the Hajj. Nevertheless, although in 1998 some changes were made to the

content of this course, it still contains the same problems (ibid., 1998: 90-92).

There is a general comment to be made about teaching hours. Although the
number of credit hours allocated to the specialisation is 64, the number of teaching
hours specified for it is only 1,065. On the other hand, the number of credit hours
allocated to the professional skills is 56 with 1,278 teaching hours. In my opinion
this situation prevents the coverage of much of the content of courses in specialist
subjects, which means that students cannot achieve many of the specialisation’s

objectives.

7.3 The Training Programme at Qatar University

As indicated in Chapter Six, this programme has placed great emphasis on the Arabic
language. Some would even say that the Arabic language has been given priority
over other important courses in the professional field, such as forming educational

objectives and practical education.

Such an assertion could be true to some extent. In my view, the situation has
arisen because in this programme the Arabic language courses were selected four
times for University and College requirements, and twice for the specialisation
module. This shows that the programme was incorrectly compiled. This can happen
if specialists include subjects that they consider important without taking into
account the aims of the programme and regarding it in its entirety. Furthermore,

some of the Arabic language courses are less important for teachers of Islamic
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education, for example, Introduction to the Study of the Arts and The Arts in the Pre-

Islamic Period, for they are designed as a specialist subject.

Table 6.7 shows that the recitation and memorisation of the Holy Qur’an is
included only in the interpretation courses and that it is neglected in the s ah
section. In my view, this lowers the standard of Islamic education teachers and

weakens the effectiveness of their teaching.

7.4 The Training Programme at the University of Bahrain

Table 6.9 shows that the fajw 7d module in this programme has been excluded. I
believe that this is a weak point in the programme because it will result in a graduate
weak in an aspect of Islamic studies and thus a weak person in society. A specialist
who inspects Islamic education teachers in practical education confirmed this point.
He said: “Many student teachers of Islamic education in the College of Education are

weak in the recitation of the Holy Qur’an.”

The Islamic studies programme comprises 23 courses divided among eight
terms. However, it could be said that this is not enough to produce suitably qualified

teachers of Islamic education at intermediate and secondary levels.

Although I respect this viewpoint, it seems that quality is more important than
quantity. In other words, a few courses containing good and sufficient knowledge
that is well taught is a better option that numerous courses containing superficial
knowledge. In addition, under the current system, it is difficult to move credit hours

from other parts of the programme because that can also cause problems. It is also

2 Interview with the writer, September 2000.
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difficult to add Islamic courses because the maximum academic load is 19 credit
hours per term. Therefore, if 6 credit hours are subtracted — from 131 — for practical
education, which comprises most of the eighth term, that leaves 125. Therefore, each
term can be allowed about 18 credit hours. Therefore, to increase the number of
courses in Islamic studies, the number of credit hours of some of them will have to

be reduced from 3 to 2.

7.5 Conclusion

It could be concluded that training programmes for Islamic education teachers
generally face different problems in the three Gulf states and particularly in Oman.
There are problems common to all the programmes in the four states, such as the
unsuitable conditions of admission, the distribution of credit hours among the
programmes’ modules, lack of attention to some modules such as s7rah and the

recitation and memorisation of the Holy Qur’an.

We have seen that in Oman the period of teaching practice at SQU is too
short and at the CoE is it too long. In addition, the cards used to evaluate student

teachers in teaching practice are not suitable.
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Chapter Eight

Presentation of Findings and Data Analysis

One of the basic aims of this study is to investigate the quality of the specialisation
module of the programme for training Islamic education teachers in the Sultanate of
Oman from the point of view of the fourth-year student teachers. The evaluation was
made by conducting a questionnaire on five aspects of the specialisation module:
goals, content, teaching and evaluation methods, general section and general

questions.

However, the questionnaire contained 112 items, which was too large a

number for practical purposes. To reduce it to a more manageable size, it was decided
to divide the items into two questionnaires.l One comprised the goals of the
specialisation module with the other four aspects: a total of 75 items. The other

comprised the content of the specialisation module with the other four aspects: a total

of 76 items. In applying the questionnaire, the following steps were taken:

1. An equal number of copies was made of each questionnaire.
2. The copies were distributed among the respondents.

3. Each respondent answered the questions in only one questionnaire.

"The problem was discussed with specialists in research design and statistics at Sultan Qaboos

University.

187



This chapter presents and analyses the findings from the questionnaires distributed

among the SQU and other colleges of education.

8.1 The Statistical Treatment of Data

Two statistical methods were followed in the analysis of the data. One was the

5 ooy . .
mean,” which was used to analyse the answers of the respondents in four sections:

goals, content, teaching and evaluation methods, and general aspects. The
achievement in these sections was recorded on a scale of five levels: very high, high,
average, low and very low. Each level was given a value number in descending order
from 5 to 1. The other method was the frequencies of the responses to the general
questions. These two methods were utilised with the computer to evaluate the items

of the questionnaire.
In presenting the findings of the questionnaire, the following steps were taken:

1. The findings were divided into two groups: those of the respondents at SQU and
those of the respondents at other colleges of education.

2. The findings of each group were divided into two parts. Part 1 comprised five
sections: achievement levels of goals, content, teaching methods and learning
procedure, methods of evaluation, and general aspects. Part 2 consisted of general
questions, of which there were two types:

(a) Multiple-choice questions (Nos. 30-36), which were set in two forms:

— Questions 30, 32, 33, 35 and 36 offered a choice of rating at five possible

% In statistics, a form of average (indeed, what most people think of as ‘the average’) is obtained by

adding up a set of values and divining by the number of values contained in that set (Rowntree,
1981: 172).
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levels: very large/high, large/high, average, low/small and very low/small.
— Question 31 contained nine multiple-choice answers and Question 34
contained five. If the item was chosen by the respondent, it was given the
number 1, and if not, it was given the number 0.
(b) Open questions (Nos. 37-39), to which respondents gave their answers.

3. The achievement levels of goals and content were divided into seven sections:
Qur’an, Hadih (the Prophet’s Traditions), ‘agidah (Islamic doctrine), figh
(jurisprudence), sirah (the Prophet’s biography), Islamic system and morals, and
Arabic language.

4. The findings were divided into three levels of achievement, depending on the value
of the mean:

(a) High, if the value of the mean was 3.5 (70 per cent) or more.
(b) Average, if it was around 2.5 (50 per cent) to less than 3.5.

(¢) Low, if it was less than 2.5.

8.2 Descriptive Statistics
8.2.1 Findings from Student Teachers’ Responses to the Questionnaire

8.2.1.1 FINDINGS FROM PART 1 FROM SQU

Part 1 was divided into five sections as follows:

1. Achievement level of goals: This was illustrated by the answers to research
Question 6: To what extents are the objectives of the specialisation module of
the training programme for Islamic education teachers at the College of
Education at Sultan Qaboos University achieved in the view of final-term student

teachers? The achievement is shown in table 8.1.
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Table 8.1

Means and percentages of the specialisation goals’ level of

achievement in the programme at SQU

Goal N [Mean| %

3 |Enabling students to memorise numerous surahs ofthe| 40 | 4.1 | 82
Holy Qur’an.

1 |Teaching students the science of Qur’an recitation and its| 43 | 4.0 | 80
terminology.

22 |Developing students’ appreciation of the importance of| 43 | 3.8 | 76
Islamic worship by adhering to it.

21 |(Giving students accurate knowledge of the jurisprudential| 43 | 3.7 | 74
rules on obligatory Islamic worship.

6 |Developing students’ appreciation of the importance of the| 43 | 3.7 | 74
Holy Qur’an for both individuals and society.

2 | Teaching students the efficient application of the| 43 | 3.5 | 70
terminology of Qur’anic recitation.

24 |Teaching students the rules of family life in Islam. 43 | 35 | 70

18 |Developing students’ appreciation of Islamic doctrine and| 43 | 3.4 | 68
its importance for both individuals and society.

23 |Giving students sufficient knowledge of the rulesofal-| 42 | 3.4 | 68
mu ‘amalat (inter-personal relationships).

8 |Giving students sufficient examples of the Prophet’s| 43 | 3.4 | 68
Sayings.

16 [Instilling in students the genuine belief in the six pillars of| 43 | 3.4 | 68
Iman (faith).

14 |Giving students the basic concepts of Islamic doctrine. 4311 3.3; | 66

33 |Developing students’ appreciation of the importance of| 42 | 3.3 | 66
moral standards for Muslims as individuals and as a
society.

17 |Enabling students to explain some of the cosmic marvels| 43 | 3.3 | 66
that prove the existence and Oneness of God Almighty.

11 [Developing students’ appreciation of the important role of| 43 | 3.3 | 66
the Sunnah in person-rearing and forming a society.

15 |Enabling students to differentiate between Islamic and| 43 | 3.2 | 64
other doctrines.

10 |Enabling students to analyse the texts of the Prophet’s| 42 | 3.2 | 64
Sayings and explaining their meaning and connotations.

25 |Teaching students the similarities and differences between| 43 | 3.1 | 62

the orthodox trends of Islamic jurisprudence.
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13 [Enabling students to differentiate between types of Aadith.| 42 | 3.1 | 62

31 |Informing students of Islamic moral values. 40 | 3.0 | 60

30 |Recommending to the students the Prophet’s life asthe| 42 | 2.9 | 58
best example of behaviour and speech.

26 |Informing students of the methods of derivation of Islamic| 43 | 2.9 | 58
law from the Holy Qur’an and Sunnah.

9 |Enabling students to memorise numerous Sayings of the| 43 | 2.8 | 56
Prophet.

19 |Enabling students to face and combat widespread heresies| 43 | 2.8 | 56
and superstitions in Omani society.

32 |Enabling students to distinguish between divine standards| 42 | 2.7 | 54
and human traditions of morality.

34 |Enabling students to differentiate between Islamic| 43 | 2.7 | 54
economic and social systems and al-nuzum al-wad'iyyah
(manmade systems).

7 |Enabling students to use the books of interpretation of the| 42 | 2.6 | 52
meaning of the Holy Qur’an.

4 |Enabling students to analyse the text of the Holy Qur’an| 43 | 2.6 | 52
and explain its meaning and connotations.

20 |Informing students of social problems that occur from| 43 | 2.6 | 52
time to time and relevant legislation.

12 [Enabling students to use the books of interpretation of the| 42 | 2.5 | 50
Sunnah.

27 |Giving students examples from the life of the Prophet. 42 | 2.4 | 48

29 |[Developing students’ appreciation of the importance of the| 42 | 2.3 | 46
Prophet’s Biography in the education of Muslims.

5 |Developing students’ appreciation of the eloquence of] 42 | 2.2 | 44
expression in the text of the Holy Qur’an.

35 |Teaching students the basic rules of Arabic grammar and| 43 | 2.1 | 42
syntax.

28 |Enabling students to analyse historical events and extract| 42 | 2.0 | 40
lessons from them.

36 |Giving students sufficient knowledge of the basic rules off 43 | 1.6 | 32
Arabic rhetoric.

It is clear from table 8.1 that only seven items/goals out of thirty-six (19.4 per
cent) were rated at a high level of achievement (their means were 3.5 or more): four
in the Qur’an section (Nos. 1-3 and 6); and three on figh (Nos. 21, 22 and 24). Six

items were rated at a low level of achievement (their means were less than 2.5): three
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on sirah (Nos. 27-29); two on Arabic language (Nos. 35 and 36); and one on the
Qur’an (No. 5). This means that the majority of items (twenty-three or 63.9 per cent)
were rated at an average level (their means ranged from 2.5 to less than 3.5). These
items were distributed as follows: seven on ‘agidah (Nos. 14-20); six on Hadith
(Nos. 8-13); four on morals (Nos. 31-34); three on figh (Nos. 23, 25 and 26); two on

Qur’an (Nos. 4 and 7); and one on sirah (No. 30).

It should be mentioned here that none of the items related to Hadith, ‘aqgidah,
sirah, morals and Arabic language was rated at a high level of achievement.
Furthermore, the highest levels of achievement were allocated to the following three
items: 3, 1 and 22. their means and percentages being 4.1 (82 per cent); 4 (80 per
cent); and 3.8 (76 per cent) in that order. On the other hand, items 36, 28 and 35 were
rated at the lowest levels, as shown by their means and percentages: 1.6 (32 per cent);

2 (40 per cent); and 2.1 (42 per cent) in that order.

2. Achievement level of the content: Table 8.2 lists the answers to Question 7 in the
study: To what extent does the content of the specialisation module of the
training programme for Islamic education teachers at the Sultan Qaboos
University provide students with sufficient material and knowledge in the view of

final-term student teachers?
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Table 8.2

Means and percentages of the specialisation content’s
achievement levels in the programme at SQU

Section and course N [Mean| %

4 |Contains sufficient surahs of the Holy Qur’an for| 44 | 3.9 | 78
memorisation.

1 [Contains much recitation terminology. 45 | 39 | 78

21 |Gives students sufficient basic information on the sources| 45 | 3.7 | 74
and concepts of Islamic jurisprudence.

25 |Contains sufficient material on worship. 45 | 3.7 | 74

3 |Includes the reading and recitation of the Holy Qur’an| 44 | 3.6 | 72
relevant to the compulsory Islamic education subjects in
intermediate and secondary stages.

27 |Contains sufficient material on the family. 45 [ 3.5 | 70

26 |Contains sufficient material on al-mu‘amalat (inter-| 45 | 3.4 | 68
personal relationships).

2 |Devotes considerable time to the recitation ofthe Holy| 43 | 3.4 | 68
Qur’an.

22 |Analyses traditional and rational evidence of issues off 44 | 3.3 | 66
jurisprudence.

12 |Contains sufficient suitable information on the Prophet’s| 45 | 3.3 | 66
Hadith and its sciences.

23 |Recommends students to respect the opinions of orthodox| 45 | 3.3 | 66
Muslim scholars on issues of jurisprudence.

28 |Includes material relevant to compulsory Islamic education| 45 | 3.3 | 66
subjects in intermediate and secondary stages.

17 |Gives students sufficient basic information on Islamic| 45 | 3.0 | 60
doctrine.

15 |Enables students to use the alphabetical index of the| 45 | 2.9 | 58
Prophet’s Hadith.

18 [Teaches the importance of Islamic doctrine in this life and| 44 | 2.9 | 58
the hereafter.

24 |Includes modern issues of jurisprudence. 43 | 2.8 | 56

14 |Contains sufficient Sayings of the Prophet for| 45 | 2.7 | 54
memorisation.

13 |Contains legislative evidence enabling students to deduce| 45 | 2.6 | 52
laws from the Prophet’ Traditions.

35 |Informs students of the Islamic economic and social| 45 | 2.6 | 52
systems and other al-nuzum al-wad'iyyah (manmade
systems).

9 |Recommends certain books on Qur’anic interpretation for| 44 | 2.6 | 52
use by students.

34 |Informs students of Islamic morality and its importance to| 45 [ 2.5 | 50
individual Muslims and Muslim society.

16 |Includes material relevant to the compulsory Islamic| 44 | 2.5 | 50
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education subjects in intermediate and secondary stages.

20 |Contains material relevant to compulsory Islamic| 44 | 2.4 | 48
education subjects in intermediate and secondary stages.

10 |Enables students to use various books on Qur’anic| 42 | 2.4 | 48
interpretation.

5 |Contains sufficient material relevant to Qur’anic| 44 | 2.3 | 46
interpretation.

8 |Contains sufficient material relevant to modern life. 45 | 2.3 | 46

11 |Contains Qur’anic recitation and interpretation relevant to| 44 | 2.1 | 42
compulsory Islamic education subjects in intermediate and
secondary stages.

19 |Includes the study of comparative religion. 45 | 2.0 | 40

36 |Contains sufficient grammatical teaching 45 | 2.0 | 40

7 |Informs students on how to extract legislative terminology| 45 | 1.9 | 38
from the Holy Qur’an.

6 |Contains sufficient examples of the famous types of] 44 | 1.7 | 34
Qur’anic reading.

30 |Informs students of numerous events in the history of] 45 | 1.6 | 32
Islam.

33 |Contains material relevant to compulsory Islamic| 45 | 1.6 | 32
education subjects in intermediate and secondary stages.

37 |Contains sufficient topics in Arabic rhetoric (eloquence,| 45 | 1.6 | 32
semantics and the art of metaphor and style).

31 |Includes warnings and lessons from the Prophet’s life and| 45 | 1.5 | 30
Islamic history.

29 |Gives students sufficient material from the Prophet’s life. | 45 | 1.5 | 30

32 |Gives students interesting analysis of the Prophet’s life and| 45 | 1.4 | 28
historical events.

According to table 8.2, only six items out of thirty-seven (16.2 per cent) were
rated at a high level ofachievement: three on the Qur’an section (Nos. 1, 3 and 4);
and three on figh (Nos. 21, 25 and 27). Fifteen items (41.7 per cent) were rated at a
low level: six on Qur’an (Nos. 5-8, 10 and 11); five on sirah (Nos. 29-33); two on
‘agidah (Nos. 19 and 20); and two on Arabic language (Nos. 36 and 37). The
remaining sixteen items were rated at average level and were distributed among the

five sections as follows: five on Hadith (Nos. 12—-16); five on figh (Nos. 22-24, 26
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and 28); two on Qur’an (Nos. 2 and 9); two on ‘agidah (Nos. 17 and 18); and two on

morals (Nos. 34 and 35).

The highest level of achievement was found in items 1 and 4, which reached
the mean of 3.9 (78 per cent). The lowest levels were found in items 32, with a mean
of 1.4 (28 per cent); and 29 and 31, each with a mean of 1.5 (30 per cent). As in the
goal items, none of the content items of Hadith, ‘aqgidah, sirah, morals and Arabic
language was rated at a high level of achievement.

3. Achievement levels of teaching methods, learning procedures and evaluation

methods: These results are shown in table 8.3.

Table 8.3

Means and percentages of achievement levels in teaching and
evaluation methods and general aspects at SQU

Section N |Mean| %

15 |Evaluation concentrates on the basic mental and cognitive| 87 | 4.0 | 80
activities like memorisation and understanding.

26 |The specialisation subjects instil in the students the| 87 | 4.0 | 80
importance of Islamic education in life.

25 |The specialisation subjects instil in the students the| 87 | 4.0 | 80
importance of setting a good example to others.

19 |[Examination questions are extracted only from the| 88 | 3.9 | 78
textbooks.

11 |Essay examinations are used to evaluate students in| 87 | 3.9 | 78
suitable subjects.

20 |Examination questions are based on the textbooks and| 87 | 3.8 | 76
information given by the lecturer.

23 |Teachers of the specialisation subjects are generally| 88 | 3.8 | 76
scientifically professional.

24 |Most teachers of the specialisation subjects give students a| 88 | 3.7 | 74
detailed syllabus of every subject at the beginning of each
term.

29 |The specialisation subjects give information that is| 88 | 3.5 | 70
intensive, deep and broad.

8 |[Teachers of the specialisation subjects expect students to| 87 | 3.4 | 68
do much research.

28 |The teaching of the specialisation subjects encourages| 88 | 3.4 | 68
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individual learning.

22 |[Teachers of the specialisation subjects are generally] 85 | 3.4 | 68
professional.

7 |Teachers ofthe specialisation subjects encourage students| 88 | 3.4 | 68
to use various sources of knowledge.

1 |Teachers of the compulsory specialisation subjects use the| 88 | 3.2 | 64
lecture method effectively.

12 |Multiple-choice examinations are wused to evaluate| 87 | 3.1 | 62
students in particular subjects.

13 |(In evaluation, teachers pay sufficient attention to students’| 88 | 3.1 | 62
homework and research.

2 |Teachers of the compulsory specialisation subjects use the| 87 | 3.1 | 62
discussion method effectively.

14 |Students’ participation in class is an important part off 87 [ 3.0 | 60
evaluation.

9 [Teachers of the specialisation subjects encourage students| 88 [ 2.9 | 58
to participate in activities within and outwith the
classroom.

6 |Teachers of the specialisation subjects use educational aids| 88 | 2.8 | 56
effectively.

5 |Teachers of the compulsory specialisation subjects use the| 87 | 2.7 | 54
teaching facilities available in the college.

18 |Examination questions are based only on information| 88 | 2.7 | 54
given by the college lecturer.

27 |The teaching of the specialisation subjects allows for| 88 | 2.6 | 52
individual differences between students.

3 |Teachers of the compulsory specialisation subjects apply| 88 | 2.4 | 48
the problem-solving method.

17 |Evaluation concentrates on students’ attitude. 88 | 2.3 [ 46
4 |Teachers of the compulsory specialisation subjects use the| 87 | 2.2 | 44
inquiry method.

10 |[Oral examinations are used to evaluate students in| 88 | 2.1 42
particular subjects.

16 |Evaluation concentrates on the higher mental and| 87 | 2.0 | 40
cognitive activities like analysis and sentence structure.

21 |Examination questions are based on information from| 88 | 1.8 | 36
various sources.

The table indicates that none of the teaching methods and learning procedures
was rated at a high level of achievement. Most of the items (Nos. 1, 2 and 5-9) were

rated average. The remaining two items (Nos. 3 and 4) were rated low.
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4. Achievement level of evaluation methods: Four items (Nos. 11, 15, 19 and 20) out

of twelve were rated at a high level of achievement. Items 12—14 and 18 were
rated average. The remaining four items (Nos. 10, 16, 17 and 21) were rated low.
It should be emphasised here that although items 15, 19 and 20 were rated high, it
does not mean that this is a positive result, for they are negative items. This point
will be discussed later.

Achievement level of general aspects: Five (Nos. 23-26 and 29) out of the eight
items were rated at a high level of achievement, whereas items 22, 27 and 28 were

rated average. This means that none of the items in this section was rated low.

8.2.1.2 FINDINGS FROM PART 1 FROM COE

This part was also divided into five sections as follows.

L.

Achievement level of goals: This was Question 7 in the study: To what extent
are the objectives of the specialisation module of the training programme for
Islamic education teachers at the other colleges of education achieved in the view

of final-term student teachers? The answers are listed in table 8.4.

Table 8.4

Means and percentages of achievement level of goals
at other colleges of education

Goal N [Mean| %

22 |[Developing students’ appreciation of the importance ofl 116 | 3.7 | 74
Islamic worship by adhering to it. .

27 |Giving students examples from the life of the Prophet. 116 | 3.6 | 72

23 |Giving students sufficient knowledge of the rules ofal-| 116 | 3.6 | 72
mu ‘amalat (inter-personal relationships).

16 |Instilling in students the genuine belief in the six pillars of] 116 | 3.6 | 72
Iman (faith).

21 |Giving students accurate knowledge of the jurisprudential| 115 | 3.6 | 72
rules on obligatory Islamic worship.

24 |Teaching students the rules of family life in Islam. 116 | 3.6 | 72

8 |Giving students sufficient examples of the Prophet’s| 116 | 3.6 | 72
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Sayings.

18 |Developing students’ appreciation of Islamic doctrine and| 116 | 3.6 | 72
its importance for both individuals and society.

9 |Enabling students to memorise numerous Sayings of the| 116 | 3.5 | 70
Prophet.

15 |Enabling students to differentiate between Islamic and| 115 | 3.5 | 70
other doctrines.

17 |Enabling students to explain some of the cosmic marvels| 115 | 3.5 | 70
that prove the existence and Oneness of God Almighty.

11 |Developing students’ appreciation of the important role of| 115 | 3.5 | 70
the Sunnah in person-rearing and forming a society.

10 |Enabling students to analyse the texts of the Prophet’s| 116 | 3.4 | 68
Sayings and explaining their meaning and connotations.

6 |Developing students’ appreciation of the importance of the| 116 | 3.3 | 66
Holy Qur’an for both individuals and society.

30 |Recommending to the students the Prophet’s life as the| 116 | 3.3 | 66
best example of behaviour and speech.

14 |Giving students the basic concepts of Islamic doctrine. 116 | 3.2 | 64

13 |Enabling students to differentiate between types of| 113 | 3.2 | 64
ahadith.

29 |Developing students’ appreciation of the importance of the| 116 | 3.2 | 64
Prophet’s Biography in the education of Muslims.

7 |Enabling students to use the books of interpretation of the| 112 | 3.1 | 62
meaning of the Holy Qur’an.

12 |Enabling students to use the books of interpretation of the| 115 [ 3.1 | 62
Sunnah.

33 |Developing students’ appreciation of the importance of|l 115 | 3.0 | 60
moral standards for Muslims as individuals and as a
society.

31 |Informing students of Islamic moral values. 114| 3.0 | 60

28 |Enabling students to analyse historical events and extract| 115 | 2.9 | 38
lessons from them.

19 |Enabling students to face and combat widespread heresies| 116 | 2.8 | 56
and superstitions in Omani society.

32 |Enabling students to distinguish between divine standards| 115 [ 2.8 | 56
and human traditions of morality.

25 |Teaching students the similarities and differences between| 115 | 2.7 | 54
the orthodox trends of Islamic jurisprudence.

4 |Enabling students to analyse the text of the Holy Qur’an| 115 | 2.7 | 54
and explain its meaning and connotations.

34 |Enabling students to differentiate between Islamic| 115 | 2.7 | 54
economic and social systems and al-nuzum al-wad‘iyyah
(manmade systems).

26 |Informing students of the methods of derivation of Islamic| 115 | 2.6 | 52
law from the Holy Qur’an and Sunnah.

20 |Informing students of social problems that occur from| 116 | 2.5 | 50
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time to time and relevant legislation.

3 |Enabling students to memorise numerous surahs of'the| 114 | 2.4 | 48
Holy Qur’an.

5 |Developing students’ appreciation of the eloquence of| 115 | 2.4 | 48
expression in the text of the Holy Qur’an.

2 | Teaching students the efficient application of the| 116 [ 1.9 | 38
terminology of Qur’anic recitation.

1 |Teaching students the science of Qur’an recitation and its| 116 | 1.7 | 34
terminology.

35 |[Teaching students the basic rules of Arabic grammar and| 116 | 1.6 | 32
syntax.

36 |Giving students sufficient knowledge of the basic rules of| 116 | 1.5 | 30
Arabic rhetoric.

The results of Table 8.4 are as follows. Twelve out of thirty-six items (33.3 per
cent) were rated at a high level of achievement: four on ‘aqidah (Nos. 15-18); four
on figh (Nos. 21-24); three on Hadith (Nos. 8, 9 and 11); and one on sirah (No. 27).
Another eighteen items (50 per cent) were rated average. They were distributed
among six sections: four on morals (Nos. 31-34); three on each of the following
sections: Qur’an (Nos. 4, 6 and 7); Hadith (Nos. 10, 12 and 13); ‘aqidah (Nos. 14,
19 and 20) and sirah (Nos. 24, 28 and 30); and two on figh (Nos. 25 and 26). The
remaining six items were rated low. They were in two sections: four on Qur’an (Nos.
1-3 and 5); and two on Arabic language (Nos. 35 and 36). It should be noted that

none of the categories of Hadith, ‘aqidah, figh, sirah and morals was rated low.

2. Achievement level of content: Table 8.5 presents the answers to Question 8 in
the study: To what extent does the content of the specialisation module of the
training programme for Islamic education teachers at the colleges of education
provide students with sufficient material and knowledge in the view of final-term

student teachers?
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Table 8.5

Means and percentages of achievement level of content

at other colleges of education

Section and course N |Mean| %

26 |Contains sufficient material on al-mu‘amalat (inter-| 98 | 4.0 @
personal relationships).

25 |Contains sufficient material on worship. 97 | 4.0 80

14 |Contains sufficient Sayings of the Prophet for| 98 | 3.9 78
memorisation.

21 |Gives students sufficient basic information on the sources| 98 | 3.7 74
and concepts of Islamic jurisprudence.

19 |Includes the study of comparative religion. 96| 36 | 12

18 |Teaches the importance of Islamic doctrine in this life and| 98 | 3.6 | 72
the hereafter.

28 |Includes material relevant to compulsory Islamic education| 98 | 3.6 72
subjects in intermediate and secondary stage.

12 |Contains sufficient suitable information on the Prophet’s| 98 | 3.6 | 72
Hadith and its sciences.

27 |Contains sufficient material on the family. 98 | 3:5 70

15 |Enables students to use the alphabetical index of the| 98 | 3.5 70
Prophet’s Hadith.

20 |Contains material relevant to compulsory Islamic| 97 | 3.4 | 68
education subjects in intermediate and secondary stages.

9 |Recommends certain books on Qur’anic interpretation for| 97 | 3.4 | 68
use by students.

17 |Gives students sufficient basic information on Islamic| 98 | 3.4 68
doctrine.

33 |Contains material relevant to compulsory Islamic| 98 | 3.4 | 68
education subjects in intermediate and secondary stages.

16 |Includes material relevant to the compulsory Islamic| 94 | 3.2 | 64
education subjects in intermediate and secondary stages.

23 |Recommends students to respect the opinions of orthodox| 98 | 3.1 62
Muslim scholars on issues of jurisprudence.

22 |Analyses traditional and rational evidence of issues of] 98 | 3.1 62
jurisprudence.

29 |Gives students sufficient material from the Prophet’s life. | 97 | 3.0 | 60

10 |Enables students to use various books on Qur’anic| 97 | 3.0 60
interpretation.

31 |Includes warnings and lessons from the Prophet’s life and| 98 | 2.9 58
Islamic history.

5 |Contains sufficient material relevant to Qur’anic| 97 | 2.9 58
interpretation.

13 |Contains legislative evidence enabling students to deduce| 98 | 2.9 58
laws from the Prophet’ Traditions.

24 [Includes modern issues of jurisprudence. 95 | 2.8 | 56
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4 |Contains sufficient surahs of the Holy Qur’an for| 97 | 2.8 56

memorisation.
8 |Contains sufficient material relevant to modern life. 97 | 2.8 56
30 (Informs students of numerous events in the history off 98 | 2.8 | 56
Islam.

32 |Gives interesting analysis of the Prophet’s life and| 98 | 2.7 54
historical events.
35 |Informs students of the Islamic economic and social| 98 | 2.7 54
systems and other al-nuzum al-wad‘iyyah (manmade
systems).

11 [Contains Qur’anic recitation and interpretation relevant to| 97 | 2.6 | 52
compulsory Islamic education subjects in intermediate and
secondary stages.

34 |Informs students of Islamic morality and its importance to| 96 | 2.6 52
individual Muslims and Muslim society.
7 |Inform students on how to extract legislative terminology| 97 | 2.3 46
from the Holy Qur’an.
2 |Devotes considerable time to the recitation of the Holy| 97 | 1.9 38
Qur’an.
3 |Includes the reading and recitation of the Holy Qur’an| 97 | 1.8 36
relevant to the compulsory Islamic education subjects in
intermediate and secondary stages.

6 |Contains sufficient examples of the famous types off 98 | 1.7 | 34
Qur’anic reading.
1 |Contains much recitation terminology. 98 | 1.5 30
37 |Contains sufficient topics in Arabic rhetoric (eloquence,| 98 | 1.5 30
semantics and the art of metaphor and style).
36 |Contains sufficient grammatical teaching o8 | 45> | 30

The results of Table 8.5 are as follows. Ten out of the thirty-seven items (27
per cent) were rated at a high level of achievement. These were distributed among
only three sections: five on figh (Nos. 21 and 25-28); three on Hadith (Nos. 12, 14
and 15); and two on ‘agidah (Nos. 18 and 19). On the other hand, seven items (19
per cent) were rated low: five on Qur’an (Nos. 1-3, 6 and 7); and two on Arabic
language (Nos. 36 and 37). The results indicate that more than half (54 per cent) of
the items attained the average level of achievement. These twenty items were in six

sections: five on Qur’an (Nos. 5 and 8-11); five on sirah (Nos. 29-33); two on
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Hadith (Nos. 13 and 16); three on figh (Nos. 22-24); two on ‘agidah (Nos. 17 and
20); and two on morals (Nos. 34 and 35). It is important to emphasise here that, as in
the goal section, none of the categories of Hadith, ‘aqidah, figh, sirah, and morals

was rated low.

3. Achievement levels of teaching methods, learning procedures and evaluation

methods: The answers are listed in table 8.6.

Table 8.6

Means and percentages of achievement in teaching and evaluation
methods and in general aspects at CoE

Section N |Mean| %

24 [Most teachers of the specialisation subjects give students a| 232 | 4.4 88
detailed syllabus of every subject at the beginning of each
term.

20 |Examination questions are based on the textbooks and| 227 | 4.2 84
information given by the lecturer.

11 |(Essay examinations are used to evaluate students in| 230 | 4.1 82
suitable subjects.

23 |[Teachers of the specialisation subjects are generally| 229 [ 4.0 80
scientifically professional.

26 |The specialisation subjects instil in the students the| 230 | 4.0 | 80
importance of Islamic education in life.

15 |[Evaluation concentrates on the lower mental and cognitive| 229 | 3.9 78
activities like memorisation and understanding.

19 |Examination questions are extracted only from the{ 229 | 3.9 | 78
textbooks.

8 |[Teachers of the specialisation subjects expect students to| 231 | 3.9 78
do much research.

25 |The specialisation subjects instil in the students the| 231 | 3.9 78
importance of setting a good example to others.

22 |Teachers of the specialisation subjects are generally| 227 | 3.8 76
professional.

18 |Examination questions are based only on information| 231 | 3.8 | 76
given by the college lecturer.

12 |Multiple-choice examinations are used to evaluate| 228 [ 3.5 70
students in particular subjects.

7 |Teachers of the specialisation subjects encourage students| 231 | 3.4 68
to use various sources of knowledge.
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1 |Teachers of the compulsory specialisation subjects apply| 232 | 3.3 66
the lecture method effectively.

13 |In evaluation, teachers pay sufficient attention to students’| 230 | 3.3 66
homework and research.

28 |The teaching of the specialisation subjects encourages| 232 | 3.2 64
individual learning.

29 |The specialisation subjects give information that is{ 232 | 3.2 64
intensive, deep and broad.

27 |The teaching of the specialisation subjects allows for| 229 | 3.1 62
individual differences between students.

14 |Students’ participation in class is an important part off 230 | 3.0 60
evaluation.

2 |Teachers of the compulsory specialisation subjects use| 230 | 2.9 | 58
discussion methods effectively.

9 |Teachers of the specialisation subjects encourage studentsf 231 | 2.7 54
to participate in activities within and outwith the
classroom.

16 |[Evaluation concentrates on the higher mental and| 230 | 2.5 50
cognitive activities like analysis and sentence structure.

6 |Teachers of the specialisation subjects use educational aids| 226 | 2.5 50
effectively.

21 |Examination questions are based on information from| 231 | 2.4 | 48
various sources.

3 |Teachers of the compulsory specialisation subjects apply| 230 | 2.4 48
the problem-solving method.

17 |Evaluation concentrates on students’ attitude. 232 | 24 48

10 |[Oral examinations are used to evaluate students in| 229 | 2.3 46
particular subjects.

4 |Teachers of the compulsory specialisation subjects use| 229 | 2.3 46
inquiry methods.

5 |Teachers of the compulsory specialisation subjects use the| 230 | 2.1 42
teaching facilities available in the college.

It should be noted that according to Table 8.6, item 8 was the only one out of
nine items (11 per cent) in the category of teaching methods and learning procedures
to be rated at a high level of achievement. Three (Nos. 3—5) or 33 per cent were rated

low and the remaining five (Nos. 1, 2, 6, 7 and 9) were rated average.

4. Achievement level of evaluation methods: Six items (Nos. 11, 12, 15, 18, 19 and

20) out of twelve were rated at a high level of achievement. Items 13, 14 and 16
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were rated average. The remaining three items (Nos. 10, 17 and 21) were rated
low. It should be emphasised here that although items 15, 18, 19 and 20 were
rated high, this does not mean that this is a positive result, for they are negative

items. This point will be discussed later.

5. Achievement levels of general aspects: Five (Nos. 22-26) out of the eight items
(62.5 per cent) were rated at a high level of achievement. The remaining three

(Nos. 27-29) were rated average.

8.2.1.3 FREQUENCIES AND VALID PERCENTAGES OF THE SQU AND COE
RESPONSES: GENERAL QUESTIONS

Since the answers to all the questions (Nos. 30-36) were combined in one table for

both groups, the analysis follows the same pattern.

It should be noted that the findings from the answers to Questions 30, 32, 33,

35 and 36 are divided into three levels as follows:

¢ high = percentage of high + very high;

e average;

¢ low = percentage of low + very low.

The reason for the division is that when respondents choose “very high”, they
logically also mean “high”; and when they choose “very low”, they also mean “low”.
Consequently, the level that is given the highest percentage is considered the level of

achievement in the respondents’ view.
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Table 8.7

Frequency and percentage of the level of
teachers’ role as academic guidance (Q 30)

SQU CoE
d. Fre- % Fre- %
quency quency

1 25 28.4 37 16.7

2 19 21.6 37 16.7

3 34 395 101 45.5

-+ + 7.0 31 14.0

3 5 2.3 16 1.2
Total 86 100 222 100

Table 8.7 shows that the total percentages of levels 1 and 2 is 50. This means
that academic advisers in the Department of Islamic Sciences at SQU are said to
perform their role at a low level. On the other hand, 45.5 per cent — the highest
percentage — of the respondents from the colleges of education chose level 3
(average). This means that academic advisers in the Department of Islamic Sciences at
these colleges are judged to be performing their role at an average level. So what are

the reasons for this situation? They will be found in the answer to Question 31.

It is important to note here that Question 31 comprises 9 items covering the
deficiencies in academic guidance. Table 8.8 shows the frequency and percentage of

the items that were chosen as reasons.
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Table 8.8

Frequency and percentage of the reasons for the deficiencies
in academic guidance (Q 31)

SQU CoE
o ffem T [ | P O [ o
a | The aims of the academic guidance are | 80 T4 CTES N 1790 06 | 425
absent, unclear and unfocused.
b | The meaning and role of academic | 80 | 55 [ 68.8 | 179 | 78 | 43.6
guidance are not clear to most of the
teachers.
¢ | Students are distributed among the | 80 | 38 | 475 | 179 | 66 | 36.9
academic advisers at random.
d | Continued contact between students | 80 | 50 | 62.5 | 178 | 132 | 73.7
and their academic advisers is lacking.
e | Academic guidance is limited to the | 80 | 57 | 71.3 | 179 | 106 | 59.2
period of registration.
f | The teaching schedule of each| 80 9 11,3 | 179 | 46: | 25.7
academic adviser is overloaded.
g | The academic advisers are asked to | 80 6 73 | 179 17 9.5
perform  numerous administrative
tasks.
h | The academic advisers do not have | 80 | 23 | 28.8 | 179 34 19
specific office hours for giving advice.
i | Even ifthe academic advisers have set | 80 | 42 | 525 | 179 | 34 19

office hours, they are rarely available
at those times.

Note: n. number of respondents who chose the item as a reason; f. frequency: %

percentage

To analyse the results of Question 31, as shown in table 8.8, it was important

to set a standard by which the strong reasons could be measured. It was decided to

set the standard at 50 per cent. Therefore, if the percentage of respondents choosing

that item was 50 or more, then it was classified as a strong reason. Consequently, as

highlighted in the table,
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respondents from SQU, while items (d) and (e) were given the same classification by

respondents from both institutions.

However, there were other reasons for this problem, such as those which were

stated by the respondents in table 8.9.

Table 8.9
Other reasons for the deficiencies in academic guidance
No. Reasons SQU | CoE
f. f.
1 In general, academic guidance does not give | 8 9
enough attention to students.
2 | In general, academic guidance does not have | 10 3
enough experience in this field.
3 | Some students do not understand the meaning | 1 4
of academic guidance.
4 | Some teachers are offhand when advising 1 2
students.
5 | In general, academic advisers make the same | - 5
statements without any action.
6 | Some female students avoid going to their | - 1
academic adviser.

According to the table, more than five respondents from SQU and CoE stated
Reason 1, whereas Reason 2 was mentioned ten times by respondents from SQU and

five respondents from CoE mentioned Reason 5.

Table 8.10

Frequency and percentage of the level of
availability of references and sources (Q 32)

SQU CoE
d. Fre- % Fre- %
quency quency

1 2 2.3 24 10.3

2 12 13.6 35 M|

3 41 46.6 100 43.1

4 26 29.6 65 28.0

5 7 8.0 8 3.5
Total 88 100 232 100
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As highlighted in table 8.10, the highest percentage was 46.6 at SQU and 43.1
at the CoE. It could be said, therefore, that the current training programmes for
[slamic education teachers in both institutions provide an average level of references

and sources for the specialisation module.

Table 8.11

Frequency and percentage of the level of developing
students’ skill in research (Q 33)

SQU CoE
d. Fre- % Fre- 0
quency quency

1 16 33 14.3

2 27 I 38 16.5

3 35 39.8 107 46.3

4 9 10.2 47 20.4

5 I 1.1 6 2.6
Total | 88 100 231 100

Table 8.11 shows that the total percentages of levels 1 and 2 is 48.9, which is
the highest figure. This means that writing research papers for Islamic sciences
courses at SQU is believed to develop students’ skills in scientific research at a low
level. However, at the CoE, level 3 achieved a higher percentage of 46.3, which
means that this kind of writing develops students’ skills at an average level. Table
8.12 gives some of the reasons in the view of respondents for this unsatisfactory

situation.
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Table 8.12

Frequency and percentage of the reasons for the deficiencies in
writing research papers to develop students’ skills in scientific

research (Q 34)

SQU CoE
Mo, Hem n. f. % n. f. %
a | Students are required to write few | 74 5 6.3 | 171 6 3:5
research papers during the whole
programme.
b | Teachers do not spend enoughtimein| 74 | 60 | 81.1 | 170 | 109 | 64.1
advising students on the methodology
of writing research papers.
¢ | Students may — sometimes —submit | 74 | 33 | 44.6 | 170 65 | 38.2
the same research papers, or part of
them, that were written for other
courses.
d | Students may — sometimes —usethe | 74 | 28 | 37.9 | 170 | 77 | 453
whole or part of research papers
written by other students.
e | Teachers show little interest in| 74 | 55 [743 | 170 | 119 | 70

students’ research papers.

The results in table 8.12 also need a standard by which to measure the strong

reasons why writing research papers was judged less effective in developing students’

skills in scientific research. Therefore, as in table 8.8, the standard was set at 50 per

cent. According to the highlighted figures in the Table, items (b) (chosen by 81.1 per

cent of the respondents at SQU and 64.1 per cent at the CoE) and (e) (74.3 per cent

at SQU and 70 per cent at the CoE) were considered strong reasons.

It should be mentioned here that although items (¢) and (d) did not reach this

standard, they could be accepted as reasons. This is supported by the respondents’

views as shown in table 8.13.
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Table 8.13

Frequency of the reasons for the deficiencies in writing research
papers to develop students’ skills in scientific research:
respondents’ view

No. Reasons SQU | CoE
f. £

1 | In general researches are transferred from 5 14
different references.

2 | Large number of research essays and activities i 6
required from students.

3 | Teachers do not discuss the research with 7 6
students.

4 | Students do not have enough research writing 3 2
skills.

5 | Lack of reference material which students need 3 18
for research.

6 | Students are obliged to write research essay on S 4
the subject set by teacher.

7 | Teachers do not give attention to students’ 6 5
research.

8 | In general students do not realise the 3 1
importance of research for developing their
thinking.

9 | Students do not have enough time to write the 1 5
research which they are required to do.

10 | Some teachers mark research essays without - 6
reading them.

According to the highlighted figures in the table — reasons chosen by five or
more respondents — it could be said that respondents from both institutes classified
items 1-3 and 7 as strong reasons why writing research papers was less effective in
developing students’ skills in scientific research. Items 5, 9 and 10 were also put into

this category by respondents at the CoE and item 6 by respondents at SQU.
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Table 8.14
Frequency and percentage of respondents’

answers to Question 35

SQU CoE
d. Fre- o Fre- %
quency quency

1 3 3.4 23 10.0

2 18 20.5 62 26.8

3 32 36.4 89 38.5

4 24 273 39 16.9

5 11 125 18 7.8
Total 88 100 231 100

In table 8.14 the highest percentage was 39.8, being the total of levels 4 and 5.
[t means that it was largely true that teaching specialisation courses at SQU was a
continuation of teaching at secondary stage. On the other hand, at the CoE, level 3

was given the percentage of 38.5, which means that it was true at an average level.

Table 8.15
Frequency and percentage of respondents’

answers to Question 36

SQU CoE
d. Fre- % Fre- %
quency quency

1 0 0 7 3.0

2 0 0 27 | Y

3 22 25 66 28.6

4 36 40.9 80 34.6

5 30 34.1 51 2211
Total 88 100 231 100

From table 8.15, it is clear that the total percentage of levels 4 and 5 in each

institution was the highest (75 per cent at SQU and 56.7 at the CoE). Therefore, it
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could be concluded that it was very true that the teaching of specialisation subjects at

all the colleges encouraged memorisation rather than analysis and practical skills.

The strengths and weaknesses of the specialisation module in the view of the

respondents in both institutions are shown in tables 8.16 and 8.17.

Table 8.16

Strengths of the specialisation module of
the programme: respondents’ view

n. Strength SQU | CoE
f. f.

1 | Recitation of the Qur’an and knowledge of'its | 31 -
terminology are sufficient.

2 | Some fields such as figh, tafsir and Hadithare | 10 16
taught in depth.

3 | Specialised knowledge included in all Islamic - 8
education fields.

4 | In general, the specialised knowledge is| - 10
plentiful.

5 | In general, teachers are academically proficient. 10 37

6 | In general, the courses in figh are sufficient. 8 -

7 | Teachers encourage students to participate in | | 1
the class.

8 | Large amount of research material which | - 1
provides student with a wide range of
information.

9 | Teachers give attention to students’ activities. 2 1

10 | Teachers have a good relationship with their | 3 -
students.

11 | Large amount of reference material in the | 2 1
library.

12 | Teachers set a good example to their students. 1 -

13 | Teaching encourages students in self-learning. 1 4

It is clear from table 8.16 that only six items were mentioned by more than five
respondents. This means that the strong points in the SQU programme were item 1
(thirty-one times), items 2 and 5 (ten times) and item 6 (eight times). On the other

hand, the strong points of the CoE programme were item 5 (thirty-seven times), item
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2 (sixteen times), item 4 (tentimes) and item 3 (eight times). The strongest item in the

SQU programme was No. 1, whereas in the CoE programme it was No. 5.

Table 8.17

Weaknesses in the specialisation module of
the programme: respondents’ view

n. Weaknesses SQU | CoE
f. £

1 | Lack of taught quantity of sirah. E 21

2 | Lack of specialised courses in comparison with E_
professional ones.

3 | Teaching focuses on memorisation rather than E r
comprehension.

4 | In general, the quantity of taught knowledgeis | 4 26
insufficient.

5 | Some teachers are not sufficiently efficient. 2 17

6 | Scarcity of courses related to the terminology of I

the Holy Qur’an.

7 | Limited instruction in taught quantity of | - r
4

recitation and memorisation of the Holy Qur’an.
8 | Lack of instruction in Arabic grammar, syntax | 15
and the basic rules of its rhetoric.
9 | Tests focus on ability to memorise rather than | 8
higher mental and cognitive activities.
10 [ In general, the time devoted to teaching | 5 24
specialised courses is insufficient.

11 | Weakness of connection between specialised | 7 7
subjects and modern issues.

12 | Insufficient taught knowledge in ‘agidah. 3 10

13 | Scarcity of Islamic reference material in the - 22
library of university/college.

14 | In gencral, tecachers focus on quantity rather | - S
than quality.

15 | Large number of courses during each term. 1 -

16 | Lack of encouragement to students to write | 2 -
research essays.
17 | Difficulty of some subjects. 3 1
18 | There is a gap in the relationship between| 3 -
teachers and students.
19 | There is no specialist for teaching the | 1 1
terminology of the Holy Qur’an.
20 | The chapters of the Holy Qur’an selected for | 1 -
recitation and memorisation are not in sequence.
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21 | The current programme is not able to trainan | 1 -
efficient teacher.

22 | Some teachers are not a good example to | - 2
students.

23 | Limited use of modern means in teaching. - 3

24 | Academic year is too short. - 1

According to the highlighted figures in table 8.17, fourteen weaknesses were
mentioned five or more times. There were eight weaknesses in the specialisation
module of the SQU programme: items 1-3 and 8-12. The CoE respondents
mentioned thirteen weaknesses: items 1-8 and 10-14. Nevertheless, seven of these

weaknesses (items 1-3, 8 and 10-12) appear in both programmes.

It should be noted that according to the respondents, the weakest points in the
SQU programme were item 1 (mentioned fifty-two times) and item 3 (thirty-five
times). The weakest points of the CoE programme were item 6 (mentioned one

hundred and thirty-five times), item 8 (fifty-four times), and item 7 (thirty-six times).

8.3 SQU and CoE Responses: Significant Differences

Differences between the means of these two groups have already been shown.
However, Question 10 in the study asked: are these differences statistically significant

or not? The # test was applied to find the statistical significance.

The # test is a statistical test of significance that indicates whether the apparent
difference between two means is a chance or a real difference. So, if the significance
of difference is set at .05 -which is typically used in education research- (see Fox,
1969: 240), this means that there is a probability of 5 per cent or less that the
difference was a chance occurrence. In other words, the probability of the difference

occurring by chance is 5 times in 100 (p = 0.05) or less (see Van Dalen, 1966: 375).
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Table 8.18 shows this kind of difference between the means of the two groups

in the achievement level of the specialisation module’s goals in each section. Clearly,

there are significant differences (p = <0.5) in four sections.

Table 8.18

Significance of difference between SQU and CoE responses:

achievement level of specialisation module’s goals

Section SQU Standard CoE Standard | 7 value Level of
n. | Mean | deviation | n. | Mean | deviation significance
()
Qur’an 43 | 3.24 .58 116 | 2.49 .63 6.82 .000
Hadith 43 | 3.04 .69 116 | 337 A7 -2.52 .013
‘agidah | 43 | 3.14 74 116 | 3.24 .83 - .66 S13
Figh 43 | 3.43 .69 116 [ 3.32 .76 .791 430
Sirah 42 | 2.39 1.01 116 | 3.25 .96 - 4.89 .000
Morals 43 | 2.91 .83 185|285 1.01 39 .706
Arabic 43 | 1.85 .89 116 | 1.54 i 2.16 .032
language

Firstly, in Qur’an (» = .000), which was less than .05. This means that the

respondents of SQU and the CoE had different opinions on the achievement levels of

the specialisation module’s goals in this section. Such a difference was in favour of the

SQU respondents because the mean of this section in SQU (3.24) was greater than

that of the CoE (2.49). Secondly, in Hadith (p = .013), which was also less than .05.

It was in favour of the CoE respondents because their mean in this section (3.37) was

higher than that in SQU (3.04). Thirdly, in sirah (p = .000), which was also a

significant difference. It was in favour of the CoE respondents as highlighted in the

table. Finally, in Arabic language (p = .032), which again signifies that the two groups

had different views, and, according to the table, was in favour of the SQU

respondents. The conclusion is, therefore, that there were statistically significant

differences between the means of the two groups in four sections: Qur’an, Hadith,
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sirah and Arabic language. However, there was none in either of the other two

sections (figh and morals).

Table 8.19 shows that there were statistically significant differences between

the means of five sections in the achievement level of the specialisation module’s

content.

Table 8.19
The significance of difference between the SQU and CoE responses:

achievement levels of the specialisation module’s content

| Section SQU Standard CoE Standard | ¢ value Level of
n. | Mean | deviation n. | Mean | deviation significance

(12))

Qur’an 45 | 232 .60 98 2.42 .67 2.58 .011

Hadith 45 | 2.82 .78 98 3.41 T -4.24 .000

‘aqgidah | 45 | 2.61 .83 98 351 .82 -6.14 .000

Figh 45 | 3.37 .67 98 3.47 .76 -.77 451

Sirah 45 1.54 | .76 98 297 .94 -8.91 .000

Morals 45 | 2.59 1.03 98 2.64 1.16 -.26 792

Arabic 45 1.78 .87 98 1.47 69 2.28 .024
language

Firstly, in the Qur’an and Arabic language sections, the levels of significance

were p = .011 and .024 respectively. These differences were in favour of the SQU

group because the means of these sections in the SQU programme were higher than in

those of the CoE. Secondly, in all three sections of Hadith, agidah, and sirah, p =

.000. These differences were in favour ofthe CoE groups. It should be noted here

that there was no statistically significant difference between the two groups in the figh

section, which means that the views of both groups were similar.
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The significant differences between the SQU and CoE respondents regarding

the achievement levels in the teaching and evaluation methods are shown in table

8.20.
Table 8.20
Significance of difference between the SQU and CoE responses:
achievement levels of the specialisation module’s teaching and
evaluation methods
Section SQU Standard CoE Standard | ¢ value Level of
n. | Mean | deviation | n. | Mean | deviation significance
(»)
Methods 88 | 2.89 .058 232 | 2.83 .70 .81 422
Evaluation | 88 | 2.97 .44 232 | 3.26 43 -5.37 1.53
General 88 | 3.44 .66 232 | 3.69 .66 - 3.04 .002

From the table it can be seen that the opinions of the two groups on this issue

were similar because there were no statistically significant differences between them.

However, their views differed over the achievement level of the general section.

According to the table, there was a statistically significant difference between the two

means in this section (p = .002) and it was in favour of the CoE group.

8.4 Conclusion

The above results led the researcher to conclude that the majority of items in all

sections were judged to have attained an average level of achievement. However, in

the SQU programme there were some items that attained a high level and they were

distributed as follows:

1. Seven in the goal section: four on Qur’an and three on figh.

2. Six in the content section: three on Qur’an and three on figh.

2
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3. Nine in the general section: five on general aspects and four in evaluation methods.
However, there were also some items that attained a low level of achievement and
they appeared in the following sections:
1. Six in the goal section: one on Qur’an, three on sirah, and two concerning Arabic
language.
2. Fifteen in the content section: six on Qur’an, two on ‘agidah, five on sirah, and
two in Arabic language.
3. Two in teaching methods and four in evaluation methods.
The CoE programme also contained some items that attained a high level of
achievement and they were distributed as follows:
1. Twelve in the goal section: four each on ‘agidah and figh, three on Hadith, and
one on sirah.
2. Ten in the content section: five on figh, three on Hadith, and two on ‘aqidah.
3. Six in evaluation methods, five on general aspects, and one on teaching methods.
However, the CoE programme also contained items that attained a low level
of achievement, as shown below:
1. Six in the goal section: four on Qur’an and two on Arabic language.
2. Seven in the content section: five on Qur’an and two on Arabic language.
3. Three in teaching methods and three in evaluation methods.
As shown in table 8.16, the respondents in both SQU and the CoE noticed
strong points in the specialisation module of the programme, such as the depth of
knowledge of tafsir, figh and Hadith and the expertise of teachers in the academic

subjects. However, the two groups also agreed that there were some weak points in
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the programmes, such as the lack of taught quantity of sirah, overemphasis on

memorisation, and the lack of Arabic language courses.

In the next chapter, the results of the two groups are compared and discussed.
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Chapter Nine

Discussion of the Results

As was stated in Chapter Eight, the majority of goals, content and teaching and
evaluation methods of the specialisation module of the training programmes for
Islamic education teachers (at SQU and CoE) were achieved at an average level. In
addition, there were strengths and weaknesses in both programmes and some
differences between them. In this chapter the results of both groups will be discussed

and followed by conclusions and recommendations.

9.1 SQU Results

The first observation to note is that although the Qur’an section contained seven items
rated at a high level (Nos. 1, 2, 3 and 6 in goal and Nos. 1, 3 and 4 in content), they
were limited to the memorisation and recitation of the Holy Qur’an and knowledge of
its terminology. This result apparently indicates that the respondents found this part of
the course to be of good quality. It was also listed as one of the strengths of the
specialisation module (see table 8.16). It may reflect the fact that the subject is taught
in every term of the four-year training programme, during which students are required

to memorise about twelve juz’ (chapters) of the Holy Qur’an.

However, the surahs for memorisation are not in sequence (see Jami‘at al-
Sultan Qaboos, 1999: 8-10). This fact was highlighted by one of the respondents (see

Table 8.17). I think that it is an important point, for it could indicate a weakness in the
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course requirements. First, it is a difficult task, for most of the courses require the
memorisation of sections of the surahs. Second, memorising the first or last section of
a surah does not help students to remember it for long. Nevertheless, the compilers of
the syllabus in the Department of Islamic Sciences could maintain that their aim was
to encourage students to memorise all twenty juz’ during the training programme or

after graduation.

In my view, memorisation would be improved if the course ineach term

contained one or more complete surahs. This could be achieved by either:

1. including a number of consecutive surahs according to the quantity required
during the four-year training programme; or
2. including a number of surahs — regardless of whether they are consecutive or not
— in accordance with the quantity required. However, this method might repeat
the tendencies of the current syllabus.
On the other hand, items 5-8, 10 and 11 were given a low rating because the

respondents considered the content to have the following weaknesses:

1. There was insufficient material related to Qur’anic interpretation. There are two
possible reasons for this view. First, it could reflect the low number of credit
hours allocated to the subject. Second, the courses may not be carefully
organised and their content is unsuitable.

2. Students were not given enough examples of the famous types of Qur’anic
reading. Again, there are two possible explanations. First, as far as I know, the
teachers of this subject are not specialists in the field because they have only a

bachelor’s degree in Islamic sciences. Second, the courses on this subject do not
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give enough attention to these types of reading. The evidence is that the content
includes only a summary of the history of such readings (see Jami‘at al-Sultan
Qaboos, 1999: 10).

3. Students were given insufficient information on how to extract legislative
terminology from the Holy Qur’an. The reason for this could be that although the
subject is part of two courses, one of them — ayar al-ahkam (verses of laws) — is
optional, and the other — al-tafSir al-tahlili (analytical interpretation) contains
only one aspect of the subject (ibid.: 4). Some of the students studied the first
course and others did not, so it is logical that the majority of the respondents
gave this item a low rating.

4. There was insufficient material relevant to modern life (for example, the verses
relating to scientific discoveries). This is actually part of the course al-tafSir al-
tahlili (analytical interpretation), so the respondents thought that the information
contained in this part was insufficient.

5. Students were not given adequate training on how to use the various books on
Qur’anic interpretation. There are three possible reasons for this. First, this point
could not be mentioned in the general aims of this section. Second, the teaching
method, which is generally based on lectures — as will be discussed later — does
not give attention to the practical aspect of the subject. Third, teachers normally
concentrate on one or two references for each subject.

In the Hadith section, all the items were given an average rating. This could
indicate that the respondents thought that three courses were insufficient for this field

or that the amount of knowledge taught in them was inadequate.
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It could be said that the findings from the results of the ‘agidah section were
similar to those of Hadith. However, the respondents gave a low rating to the
provision of knowledge of other religions (see item 19 in the content section). Their
observation seems to be true. The evidence is that if we examine the content of the
course in this section, we find that it does not include this subject (see Jami‘at al-
Sultan Qaboos, 1999: 2-3). I believe that this issue should be given attention in the
programme and that Islamic education teachers should be provided with such
knowledge. This aspect of education is particularly important in modern times, for the
world has become a global village as a result of technological progress in

communication and one can be in touch with events and ideas anywhere on the planet.

Moving to figh, in their answers to the questionnaire the respondents thought
that the programme succeeded in providing students with knowledge of Islamic
worship, the similarities and differences between the orthodox trends of Islam, the
sources and concepts of Islamic jurisprudence and the family in Islam. This result was
supported by ten respondents who indicated that figh was taught in depth (see table
8.16). It can be concluded that the respondents found the courses on figh useful and
adequate. Indeed, this field is allocated 27 credit hours (nine compulsory courses),
which is 37.5 per cent of the total credit hours (72) of the specialisation module. This
total equals the total credit hours allocated to fafsir, Hadith, ‘agidah and sirah
together. The generous allocation of credit hours may be due to the fact that figh is an
extensive subject encompassing other fields of study. However, it does not seem

reasonable to me to give it such a high priority at the expense of other subjects. When
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students graduate, they have to teach all these subjects, which have more or less the

same status in Islamic education.

As discussed in Chapter Eight which dealt with the questionnaire, all the items
except one in the sirah section were rated at a low level. This result reflects the list of
weaknesses in this module, in which fifty-two respondents considered the taught
quantity of sirahto be a weak point (see Table 8.17). In my view it is not surprising,
because although sira/ has been given 6 credit hours, they are only optional according
to the final syllabus (see Jami‘at al-Sultan Qaboos, 1999:1). I can see no reason for
this, for sirah is considered a separate unit in Islamic education and is taught as such

in schools.

Although there was neither a compulsory nor an optional course for akhlag
(morals) (see ibid.: 2-3), the respondents rated the achievement of its items as
average. The explanation of this result could be that morals are an aspect of any
course in Islamic sciences. Furthermore, morals are part of human behaviour and
relationships, so students could learn about them from their contact with their

teachers.

The findings from the results of the Arabic language section were similar to
those from the results of sirah. All the items were given a low rating. The reason for
this could be that the respondents considered the knowledge provided to be
inadequate to help them master oral and written Arabic. This result matched that of
al-Sayf’s study (al-Sayf, 1990: L). It was supported by fifteen respondents, who
stated that there was a lack of instruction in Arabic grammar, syntax and the basic

rules of Arabic rhetoric (see table 8.17). As stated in Chapter Five, this section was
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taught in two courses, one compulsory and the other optional. Indeed, this situation
will lead to the loss of one of the essential aims of the training programme, that is, to
help students master oral and written Arabic. In my opinion, this is a very serious
matter. If Islamic education teachers do not know the basic rules of Arabic, they will
not be able to speak or write classical Arabic, nor will they be able to read and fully
understand the Holy Qur’an and the Hadith. They are likely then to use slang in their
teaching, which is not suitable for Islamic education. In addition, they will have great
difficulty in understanding their subject, which will lead to weakness in their level of
knowledge and the loss of confidence in them by the pupils. Moreover, they will be

unable to give public lectures on Islam.

With regard to the methods of teaching and evaluation, the respondents gave
an average rating to the use of discussion, but a low rating to problem-solving and
inquiry. This could indicate that the lecture is the most common method used in
teaching specialisation courses, which could be a reflection of their aims. If we look at
their description, we find that the main aim is the passing of information on to
students, which means that the courses focus on only two levels: memorisation and
comprehension (see Jami‘at al-Sultan Qaboos, 1999:1-14). Naturally, this is shown in
the teaching methods and the quality and quantity of information. In my experience,
the information given to students was too meagre and did not exceed comprehension

level. It usually comprised:

1. The information given by the lecturer. This was done in either of two ways.
Some lecturers divided the lecture into two parts, first reciting the information

and then dictating it to the students. Other lecturers read the information only at
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dictation speed, so that if the students missed words or phrases, the lecturer
could be asked to repeat them. In this regard Ramsden (2000:3) stated: “He or
she mumbles lifelessly from a set of well-worn notes while half of the class
snoozes or makes desultory jottings.”

2. The textbooks set for students.

3. The textbooks and information dictated by the lecturers.

From this knowledge, the quality and quantity of the information given over
fifteen weeks or less can be estimated. It is no doubt poor and shallow, and does not
motivate students to think for themselves. The proof of that can be found in the
answers given by students in exams. They often seem to be a repetition of what the
students wrote in their notebooks or what was contained in the course textbooks.
Ramsden pointed out:

The greatest fault of this sort of “teaching” is not that it is inefficient or

ineffective as a way of helping students learn (though it is as well) but

it is a tragic waste of knowledge, experience, youth, time and ability.

(ibid.: 3)

Indeed, many studies produced the same result. For example, ‘Awad stated
that the lecture was the most common method used in training programmes for
primary school teachers in Egypt and Saudi Arabia (1995:93). Ibrahim also pointed
out that this method was the usual one in the Colleges of Arts, Education and
Sciences in al-Mawsil University (Ibrahim, 1997: 47). Rashid mentioned the general
observation that the lecture was the method most used by faculty teachers in Arab

countries (Rashid, 1993:68). It also matches that of a study evaluating teacher-

training programmes for the intermediate and secondary stages at Qatar University.
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The study showed that the lecture was the common method of teaching at the

University (see Markaz al-Buhith al-Tarbawiyyah, 1982:149).

The conclusion could be drawn from al-Sa‘id’s statement: it is not logical to
require teachers to use different teaching methods while the lecture is the common

method used in teacher-training programmes (al-Sa‘id, 1995:80).

In Chapter Eight it was emphasised that though items 15, 19 and 20 were
given a high rating, they were negative results because it meant that examination
questions focused on the lower mental faculties, being based on the textbooks and
information given by the lecturers. Eight respondents supported this result, stating
that the tests focused on ability to memorise rather than the higher mental and
cognitive activities (see Table 8.17). This situation seems to be a reflection of the

objectives and teaching methods.

Hasan and al-Jazzar stated that the use of an achievement test (which normally
focuses on memorisation) is a common method of evaluation in most colleges of
education and institutes in Arab countries (Hasan & al-Jazzar 1990:144). Rashid
(1994)" also pointed out that there were numerous weaknesses in the methods of

evaluating students in three colleges participating in teacher-training programmes in

Saudi Arabia (Rashid, 1996:46).

From the above discussion we can conclude that such methods of teaching and

evaluation are unsuitable for training students to be capable of taking part in a debate,

' Ali Rashid, 1994, Ba‘d al-‘Awamil al-Mu’athirah fi ‘I‘dad al-Mu‘allimin fi al-Mamlakah al-
‘Arabiyyah al-Sa‘tidiyyah min Khilal Ara’ihim.
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to give their opinions or use cognitive activities like analysis and sentence structure.
As a result, when they graduate and begin to practise their profession, they will be

slaves to the text of their subject curriculum.

In the general section the respondents thought that teachers were highly
scientifically professional and in general quite professional (see items 22 and 23). The
reason could be that the teachers of specialisation courses have not graduated from
colleges of education nor do they have a diploma in education. Nevertheless, the
respondents indicated that teachers provided students with a detailed syllabus of every
subject at the beginning of each term. I think that this is a sound policy, for the
syllabus is a plan that guides students throughout the term. It also shows the
requirements of each course. In addition, the respondents stated that the specialisation
module instilled in the students the importance of Islamic education in life and of
setting a good example to others. In my view, it is essential that the programme gives
attention to the psychological and spiritual aspects of knowledge because Islamic

education takes care of body, mind and soul at the same time.

Moving to the general questions, though the University provides two
handbooks (Faculty Handbook of Academic Guidance and Students’ Handbook of
Academic Guidance and Counselling), 50 per cent of SQU respondents said that the

academic adviser in the Department of Islamic Sciences did not perform his role well

(see Table 8.7).” There are numerous reasons for this failing, as listed in Tables 8.8

and 8.9, the most important of which are as follows. First, academic advice is limited
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to the time of registration. This means that there is no relationship between the
adviser and the student and therefore the adviser does not know how the student is
progressing. Second, the meaning and role of academic guidance are not clear to most
of the teachers. This could be the result of the teachers’ lack of interest in the job or
the lack of time in which to do it and therefore they do not give it priority. McBrierty
and others stated that the problem was that not every competent teacher at SQU was
necessarily a good adviser (McBrierty, 1998:21): “As students indicated, many
members of staff’ are incapable of advising students” (ibid.). Third, the academic

advisers are rarely available during office hours.

There are three libraries at SQU (the main library, the mosque library and the
Department of Islamic Sciences library), which contain reference material for the
Islamic sciences. Nevertheless, 46.6 per cent of the respondents gave only an average
rating to the provision of reference material for the specialisation module in the
current training programme. Although I do not know the real reason for this view, it
could be that these libraries do not contain reference material for all the fields of

[slamic sciences or that there are too few copies of each reference.

The result of Question 33 showed that writing research papers to develop
students’ skills in scientific research was given a low rating. The majority of
respondents gave numerous reasons for their answer. First, the teachers did not spend
enough time in advising students on the methodology of writing research papers. The

teachers could argue that it is not part of their job because students are assumed to

*The purpose of academic advice is to help students achieve their academic objectives and ensure
that they conform to the various rules and regulations (see Sultan Qaboos University, 1997/98:1).
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study such skills in the course on the methodology of research in Islamic sciences as
well as in the professional courses taught by other departments in the College.
Although this is true to some extent, it does not mean that teachers are not required
to help students and pass on their experience in the subject. Second, research is often
transferred from various references. Students resort to this stratagem because they are
required to carry out numerous activities and produce a large number of research

essays each term.

In answer to Question 35, about 40 per cent of the respondents stated that
teaching a specialisation module was a continuation of teaching in a secondary school.
The likely reason is that the respondents thought that, in general, teachers of
specialisation courses followed a system of instruction similar to that used in

secondary schools. This system has the following characteristics:

1. Teaching concentrates on memorisation.

2. The teacher is a sender and the student a receiver.

3. Knowledge is usually based on the one compulsory textbook on the subject and
the students’ notes.

4. The aim of the course is to pass the examination and gain a certificate.

As was shown in table 8.15, the majority of the respondents indicated that the
method of teaching encouraged memorisation rather than analysis and practical
application. It should be noted here that this result corresponds to the results of items

2, 3, 15, 16 and 18-20 in the section on the methods of teaching and evaluation.
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The strengths of the module in the view of the respondents are shown in Table

8.16. According to the table, the strongest points are as follows:

1. Sufficient time and attention are given to the memorisation and recitation of the
Holy Qur’an and knowledge of its terminology.

2. In general, the teachers are academically proficient.

Table 8.17, however, showed the weaknesses, the most important of which

are listed below:

—

The quantity of sirah taught is inadequate.

N

Teaching focuses on memorisation.
3. There is insufficient instruction in Arabic grammar, syntax and the basic rules of

Arabic rhetoric.

P

There is a lack of specialised courses in comparison with the provision of
professional courses.

Points 1, 2 and 3 have been discussed already, so we shall now turn to point 4.
Although the specialisation module is allocated 72 credit hours at SQU — which is
54.5 per cent of the total credit hours (132) of the programme — some of the
respondents indicated point 4. This result corresponds with that of the Islamic
education teachers’ workshop, which was held at the College of Education at SQU in

1995 (see Kulliyyat al-Tarbiyah wa al-‘Uliim al-Islamiyyah, 1995:67).

In my opinion this is not an accurate view. If we compare the credit hours of
the specialisation module with those of the professional module, there is a large

difference. The professional module comprises a total of 42 credit hours, which is
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31.8 per cent of the total credit hours of the programme. The number of the
specialised courses does not seem to be a problem, so why did the respondents
compare these courses with those of the professional module? One possible
explanation is that they considered the quality of the knowledge in some of the
professional courses to be inferior and that they would be better replaced with

specialised courses.

The deficiencies of the specialisation module do not seem to be clearly
defined. The quantity of some courses could be insufficient or the quality of others
inferior. Perhaps the teaching methods used by some of the lecturers do not
encourage students to seek knowledge by themselves, and so the students are satisfied
with the knowledge provided by the compulsory textbooks and lectures. This

conclusion is supported by the above results.

9.2 CoE Results

As was stated in Chapter Eight, none of the items in the Qur’an section was given a
high rating. Nine items (four in goal and five in content) were given a low rating. The
respondents indicated that the programme did not provide them with sufficient
training in the memorisation and recitation of the Holy Qur’an and knowledge of its
terminology. This result corresponds with that of the Islamic education teachers’
workshop (see Kulliyyat al-Tarbiyah wa al-*Ulim al-Islamiyyah, 1995: 66 & 69). Nor
did it enable the students to memorise numerous juz’ of the Holy Qur’an. This view is
logical because students are required to memorise and recite only juz’ 29 and 30 —
which a child would normally know by heart before going to primary school — besides

part of surah 2, Sirat al-Bagarah. This result corresponds with that of al-Sayf’s
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study (al-Sayf, 1990:L). In addition, these surahs usually have no connection with the
verses that are part of the Islamic education curriculum for the intermediate and
secondary stages. Furthermore, the memorisation and recitation of the Holy Qur’an
were included only in the courses on Qur’anic interpretation and were allocated just
one hour per week of practical time (see Wizarat al-Ta‘lim al-‘Ali, 1998: 4, 21 & 98).
This result is very similar to that of Question 38, in which one hundred and thirty-five
respondents indicated that there was a scarcity of courses on the terminology of the
Holy Qur’an (see table 8.17). In my view this will contribute to increasing the
weakness of Islamic education teachers in this subject. Indeed, the problem was
confirmed by the workshop of Islamic education teachers who graduated from SQU

(see Kulliyyat al-Tarbiyah wa al-‘Ulam al-Islamiyyah, 1995: 66, 67 & 69), as well as

by the Director of the Department of Islamic Education.’

The respondents also stated in this section that they were not encouraged to
use a variety of books on the interpretation of the meaning of the Holy Qur’an. The
possible reasons for this situation are as follows. First, perhaps the teachers do not ask
the students to use different reference books because the system of instruction is
based on one compulsory reference book. Second, the students themselves may not be
inclined to read about the subject from different sources because they have been
educated according to a particular viewpoint for twelve years at school and they find
it difficult to change to another system. In this regard some faculty members pointed

out:

? In his answers to the questions sent to him by the researcher.
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Students are pampered, because if any teacher tries to teach them more
about the subject or asks them to carry out more activities, they
become upset and complain to the college’s administration. So, many
teachers yield to the students’ wishes, and therefore the amount of

knowledge is usually limited.”

On the other hand, some of the students indicated that the time allocated was not
sufficient for the numerous activities and study of large amounts of knowledge

required by some courses.

As for the results of the other sections, the respondents stated that Hadith
gave them sufficient examples and required them to memorise numerous Sayings of
the Prophet. This section also developed their appreciation of the important role of

the Sunnah in person-rearing and forming a society.

‘Agidah supplied the respondents with sufficient knowledge of different
doctrines, which would enable them to appreciate the difference between these

doctrines and Islam. Moreover, this section strengthened their belief in the six pillars
of iman (faith).” It could be said that it awakened the respondents’ spirituality.
because it developed their appreciation of the Islamic doctrine and its importance for

both individuals and society.

However, from the findings it seems that the CoE respondents judged figh to

be the best of all the sections. Nine of the fourteen items in the goal and content

* This information was gathered during a discussion between the researcher and some of the teachers
when the questionnaire was distributed.

> The six pillars are: the belief in Allah, His angels, His Holy Books, His messengers, the Day of
Judgement, and all of decree, the good of its and the evil of its, is from Allah.
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sections were given a high rating. The result was confirmed by sixteen respondents,
who stated that this subject was taught in depth (see Table 8.16). It might be that this
section was allocated a larger number of credit hours (15) than the other sections. The
respondents indicated that this section provided sufficient knowledge of obligatory
Islamic worship, interpersonal dealings and the rules of family life in Islam. It also
included material relevant to compulsory Islamic education subjects at intermediate

and secondary stages.

In the sirah section, all the items were rated average except one, which was
rated high. Twenty-one respondents also stated that the quantity of the course was
insufficient (see table 8.17). The reason for this might be that in the CoE programme
this subject was taught in a compulsory course with three credit hours. The
respondents might have given item 27 in the goal section a high rating because they
thought that it provided them with sufficient examples from the life of the Prophet

(peace be upon him).

All the items of the morals section were given an average rating. The reason
could be that there is no separate course on this subject in the syllabus. Possibly the
compilers of the syllabus decided that morals were included in different subjects in
different sections. It could also be studied from the attitudes and behaviour of
teachers in general and Islamic education teachers in particular. However, in my
opinion it would be more useful if the programme included at least one course on

morals in general and morals in the teaching profession in particular.

The Arabic language was judged to be the most deficient section, for all its

items were given a low rating. This is not surprising because, as mentioned in Chapter
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Five, there is no compulsory or even an optional course in Arabic language. My
comments here are the same as those already given in the discussion of the SQU

results.

From the findings of the results of the teaching and evaluation methods in the
CoE programme, it appears that there is a close correlation with the results of this
section at SQU. It can be concluded, therefore, that the lecture is the common method
used in teaching specialisation courses. Furthermore, teachers often did not make use
of the teaching facilities available in the colleges. There are several likely reasons for
this. First, the teachers might not have had enough experience to use these facilities.
Second, the facilities might be limited, so they are not available for every class. Third,
since the teachers often use the lecture as the method of instruction, they might think

that they do not need to use any other means of teaching.

With regard to the methods of evaluation, although items 15 and 18-20 were
given a high rating, it does not mean that it is a positive result. The explanation has
already been given in the result of the SQU programme. The respondents indicated
that essay and multiple-choice questions were often used. However, they also stated
that the evaluation questions rarely examined students’ attitudes and were seldom
based on information from different sources. The reason might be that the teachers
had been educated in this way and found it difficult to change to another system, or
that it was a reflection of the teaching method, which is based on one reference

textbook and very limited information.

In the general aspects section, the respondents indicated that the teachers of

specialisation subjects were usually professional and that they provided students with
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a detailed syllabus of every subject at the beginning of each term. The results also
showed that the specialisation subjects instilled into the students the importance of

setting a good example to others.

“Setting a good example” is generally understood to mean that people should
practise what they preach. In this regard Allah says in Strat al-Saff: “You who have
iman! Why do you say what you do not do? It is deeply abhorrent to Allah that you
should say what you do not do” (61:2&3). He also says in Surat al-Bagarah: “Do you
order people to be devout and forget yourselves, when you recite the Book? Will you
not use your intellect?” (2: 43).

It is important for Islamic education teachers to have this type of personality
for the following reasons. First, they are teachers of Islamic education, a subject
which contains the instructions of Allah (may He be Exalted) and His Prophet
Muhammad (peace be upon him). Second, they are teachers who teach, educate,
guide and advise their pupils. Therefore, if we want them to be effective in their
profession, the training programme for Islamic education teachers should give due

attention to these points.

According to the results of the general questions section, the respondents
indicated that academic advisers in the Department of Islamic Sciences performed
their role at an average level. The reasons given were similar to those listed in the

discussion of the SQU results.

With regard to the provision of reference material for the specialisation
module in the current programme, 43.1 per cent of the CoE respondents rated it as

average. The main reason for this view could be that each college has only one
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library.6 In the summer of 2000 I visited the library of a men’s college of education in

Nizwa. I found it to be too small and containing insufficient reference material for
Islamic sciences. Moreover, there was no local public library to supply the deficiency.
Therefore, students faced difficulties in finding the necessary reference material for

their studies and research.

According to the findings from the results of Question 34, writing research
papers in Islamic sciences courses to develop students’ skills in scientific research was
given an average rating. The majority of the respondents listed the same reasons as
those stated in the discussion of this point in the SQU results (see table 8.12). They
also mentioned other reasons such as the lack of reference material, the shortage of

time and the fact that teachers neglected to read, mark and discuss research papers.

However, during a discussion with some lecturers at one of the colleges, one

of them’ pointed out that it was difficult for teachers to read and mark students’

research papers owing to the large number of students that they taught every term.
Therefore, because of this problem and the complaints from students about the
numerous pieces of research that they were required to carry out, it was suggested
that each student should be asked to research only one topic in the specialisation
module each term. He also pointed out that the problem was caused by the insufficient
length of the training period and by the college’s workshops, which occupied much of

the students’ time.

® It is now called the Learning Resources Centre and contains books, journals, films, maps, tapes,
etc. (Wizarat al-Ta‘lim al-*Al1, 2000/01:23).
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The respondents also indicated that on average it was true that teaching
specialisation courses in CoE was a continuation of teaching at secondary stage (see

Table 8.14).

The result of Question 36 was similar to that of SQU. It concluded that the
majority of the respondents considered it true to a high degree that the teaching of
specialisation courses usually encouraged memorisation. This result and that of items
3, 4, 15 and 18-20 — in the methods of teaching and evaluation section — support the

result of Question 35.

The strengths of the module, according to the respondents, are shown in table
8.16. From the table, the strongest points are as follows: first, in item 5, thirty-seven
respondents indicated that, in general, the teachers were academically proficient.
Second, sixteen of them stated that figh, tafsir and Hadith were taught in depth.
However, according to Table 8.17, the following were considered to be the weakest

points of the module.

1. Scarcity of courses on the terminology of the Holy Qur’an.
2. Lack of instruction in Arabic grammar, syntax and the basic rules of Arabic
rhetoric.
3. Lack of specialised courses in comparison with the provision of professional
courses.
It is important to note here that it is not surprising that some respondents

indicated point 3. As was demonstrated in Chapter Five, the total credit hours of the

7 Lecturer in the Department of Islamic Sciences at the College of Education in Nizwa.
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specialisation module in the colleges (64 hours or 48.5 per cent of the total of 132
credit hours) was close to that of the professional module (59 hours or 44.7 per cent).
Moreover, the professional module had been allocated a large number of teaching
hours: 768 for practical and 450 for theoretical courses, totalling 1,218. On the other
hand, the teaching hours of the specialisation module were 960 in total (see Chapter
Five). I think that the professional module has been allocated too many teaching
hours, not because this part is unimportant but because it has led to the removal of
some important courses from the training programme for Islamic education teachers,
such as educational aims and instructional objectives and Arabic rhetoric. In addition,
it has led to the reduction of other important courses such as the memorisation and
recitation of the Holy Qur’an, which, as part of the Qur’anic interpretation courses,

has been allocated only three terms. In this regard al-Woheiby stated:

In some teacher-training programmes, students spend a lot of time
learning about how to teach at the expense of learning the content or
the skills related to the specialisation level that they will teach. This is
perhaps most unfortunate, for the weaknesses in the specialisation are
more damaging to the teaching/learning and more difficult to repair
over time. (1996:64)

Moving on to the statistically significant differences, although tables 8.18, 8.19
and 8.20 showed that there were differences between the means of the responses of
SQU and CoE respondents, not all of them were statistically significant. The
differences that were statistically significant appeared in the following sections. First,
in the Qur’an section, it was to the advantage of the SQU group, for seven items were
given a high rating compared with none in the CoE group. The reason could be that
the SQU programme contains eight courses on the recitation of the Holy Qur’an and

knowledge of its terminology compared with the CoE programme, in which the
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subject is included as part of only three courses on the interpretation of the Holy
Qur’an. Therefore, it appears that the SQU programme is more useful in this area than
the CoE programme. Second, there were statistically significant differences in Hadith,
‘agidah and sirah and they were to the advantage ofthe CoE group. This result
indicates that these sections of the CoE programme are of better quality and more
useful than their equivalent in the SQU programme. Third, although all items in the
Arabic language section were given a low rating in both programmes, there were

statistically significant differences and they were to the advantage of the SQU group.

In the sections on the methods of teaching and evaluation and general aspects,
five items in both programmes were given a high rating and three an average rating.
Table 8.20 shows that there was a statistically significant difference between the two
groups in the general aspects and it was to the advantage of the CoE group. The
reason could be that more items in the CoE programme were given a high rating than

in the SQU programme.

9.3 Strengths and Weaknesses

The strengths and weaknesses of both programmes can be extracted from the results
reported in Chapter Eight as well as from the above discussion. However, in the light
of the ratings given by the respondents, an item is classified as a strength only if its
mean is 3.5 or more (equivalent to a high level of achievement). If the mean of the

item is less than 2.5 (equivalent to an average level of achievement), it is classified as

241



a weakness.

programmes.®

Tables 9.1

Table 9.1

and 9.2 show the strengths and weaknesses of both

Strengths of the specialisation field at SQU and CoE

Section

SQU

CoE

Qur’an

Providing students with sufficient
knowledge of the terminology of
the Holy Qur’an.

Enabling students to memorise
numerous surahs from the Qur’an.
Developing students’ appreciation
of the importance of the Qur’an for
both individuals and society.
Enabling students to memorise the
text of the Qur’an.

i
i
T T
i
M T
i
i
i
T
i
T

Hadith

M T
I
M
TN
I
I
T
M
M
I
I
T
T T

Giving students sufficient examples
of the Prophet’s Sayings.

Enabling students to memorise
numerous Sayings of the Prophet.
Developing students’ appreciation of
the important role of the Sunnah in
child-rearing and forming a society.
Enabling students to use the
alphabetical index of the Prophet’s
Traditions.

‘Agidah

Mg
T
i
M
T T
i
T T T

T T

Including the study of comparative
religion.

Providing students with sufficient
knowledge of the importance of
Islamic doctrine for both individuals
and society.

Instilling in the students the genuine
belief in the six pillars of /man

® The item of each section was considered a stren gth only if its mean was 3.5 or more, whereas it was

considered a weakness if its mean was less than 2.5. Thus, the empty space indicates that there was
neither a strength nor a weakness item in the section.
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i

T T

(faith).

Figh

Giving students accurate knowledge of the jurisprudential rules of

obligatory Islamic worship.

Giving students sufficient knowledge of the rules of interpersonal

relationships and family life in Islam.

Teaching students the similarities and differences between the orthodox

trends of Islamic jurisprudence.

i
M
M T T T
TN

Making its material relevant to
compulsory subjects in intermediate
and secondary stages.

Sirah

i
i
T T

Giving students enough examples
from the life of the Prophet.

Morals

T T
T T

T T
I T

Arabic
language

T T
T T
T

T
i
i

Teaching
methods

T
i
T T

Teachers of the specialisation
courses use lectures effectively.

Evaluation
methods

Essay examinations used to evaluate

students in suitable subjects.

i
T T
i
T

Multiple-choice examinations are
used to evaluate students in suitable
subject.

General
aspects

Teachers of the Islamic courses are generally scientifically professional.
Students are provided with a detailed syllabus of every course at the

beginning of each term.

Specialisation module instils in the students the importance of Islamic

education in life.

It also instils in the students the importance of setling a good example to

others.
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Table 9.2

The weaknesses of the specialisation module at SQU and CoE

Section

SQU

CoE

Qur’an

The subject provided was unable to develop students’ appreciation of the
eloquence of expression in the Qur’an.

There were insufficient examples of the famous types of Qur’anic reading.
The subject did not inform students how to extract legislative terminology

from the Qur’an.

The subjects of Qur’anic
interpretation were insufficient.
Students were not recommended to
use difference books on Qur’anic
interpretation.

The subjects of recitation and
interpretation were not relevant to
any compulsory subjects at
intermediate and secondary stages.

The time devoted to the recitation
of the Qur’an was insufficient.
The surahs of the Qur’an devoted
to memorisation were insufficient.
The material for recitation was
insufficient.

The subjects for recitation and
memorisation were not relevant to
any compulsory subjects at
intermediate and secondary stages.

Hadith

TN
TN

T T T
T T T

‘Agidah

There was not enough study of
comparative religion.

The subjects of ‘aqidah were not
relevant to any compulsory subjects
at intermediate and secondary
stages.

i
i
e
i
TN
i
I

Figh

i
T

T
T

Sirah

The subject-matter relevant to the
life of the Prophet was insufficient.
The material on sirah did not
encourage students to analyse
historical events and extract lessons
from them.

The subjects of sirah were not
relevant to any compulsory subjects
at intermediate and secondary
stages.

i
i
W
i
i
NN
i
i
W
T i
T

Morals

I
T

i
T

Arabic
language

The material on Arabic grammar and its rhetoric was sparse.
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Teaching Teachers of specialisation courses did not normally use problem-solving
methods and inquiry in their teaching.
T T | Teachers of specialisation courses
T | did not normally use the facilities
T | available in the college.
T
Evaluation Evaluation normally concentrated on the lower mental faculties and was
methods based only on the textbooks and information given by the lecturer.
General I | The academic adviser in the Dept of
questions I T | Tslamic Sciences did not perform

T T
T T

his role well.

The reference material on Islamic sciences was insufficient.

Writing research papers was not so
effective in developing students’
skills in scientific research.

I T T
T T
T
I i

The methods of teaching specialisation courses encouraged memorisation

rather than analysis and practical skills.

9.4 Conclusion

The analyses of the results of the questionnaire revealed several important findings. In
general, the conclusion is that the quantity and quality of the material for the
specialisation module in both programmes are unsatisfactory because, in the view of
the respondents, most of the items were achieved at an average level. Moreover, other
items were given a low rating and were therefore classified as weaknesses. Some of
these weaknesses appeared in both programmes, such as the lack of material on the
famous types of Qur’anic reading and the Arabic language, reference material on
Islamic sciences, and the use of different methods of teaching and evaluation to
encourage analysis and improve practical skills. However, some of the weaknesses
appeared in only one programme. For example, in the Qur’an section of the SQU

programme, students were not encouraged to use a variety of books on Qur’anic
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interpretation. In the CoE programme, the time devoted to the recitation of the

Qur’an was insufficient.

Nevertheless, there were some positive results which were classified as
strengths in this module. A few of them appeared in both programmes, such as the
sufficiency of material on the rules of interpersonal relationships and family life in
Islam, and the effectiveness of instilling in students the importance of setting a good
example to others. There were also strengths which appeared in either one or the
other of the two programmes. For example, the module enabled SQU students to
memorise numerous surahs from the Holy Qur’an, which was lacking in the CoE
programme. Yet, in the CoE programme, the module contained sufficient material on

the Sayings of the Prophet, which was lacking in the SQU programme.
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Conclusion, Suggestions and Recommendations

This is a summary of the accumulated conclusions drawn from the discussion of the
issues raised from theoretical part and the findings from the fieldwork. It is followed
by some suggestions for improving the training programme for Islamic education
teachers in Oman. The chapter ends with some recommendations which could be
useful for the future planning of the programme as well as for further studies in this

field.

Summary of the Study

The subject of this study is the description and evaluation of training programmes for
Islamic education teachers in Oman. Different methods were used to collect the
information (questionnaire, interviews and sending questions to individuals). The
discussion of the issues and analysis of the fieldwork have produced various

important points.

Chapter One has outlined the plan of the study. It included the justifications
and questions raised. It also explained the methodology of the study, procedures
followed, the implementation of the questionnaire and the collection of data. Lastly,

it has given a definition of the key terms.

Chapter Two is a general introduction to teacher-training programmes,
especially in Arab countries. The chapter has described the beginning of pre-service
teacher-training in some industrial countries as well as in some Arab countries. It has
also shown the elements that should be taken into account in any teacher-training

programme. The system of teacher-training, some pre-service and in-service
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problems and the reform of teacher-training have been explained. The chapter has

ended with some previous studies of Islamic education.

Chapter Three has introduced the system of education in Oman before 1970.
The education in the madrasat al-Qur’an, the mosque and other madrasahs has been
explained. The chapter has also described the development of education in the

country between 1930 and 1970.

Chapters Four and Five have presented the development of education and
teacher-training programmes in Oman after 1970. Chapter Four has given details of
the types of education in the country. The development of teacher-training
programmes in the country between 1976 and 1985 have been described, followed by
the elements of these programmes. Chapter Five has dealt with the development of
these programmes from 1986 to 2001. It has described the system of study in the
Sultan Qaboos University (SQU) and its training programme for Islamic education
teachers, followed by the equivalent programme at the colleges of education CoE.

The chapter has ended with a comparison between the two programmes.

Chapter Six has shown the training programmes for Islamic education
teachers in three Gulf countries. It has started with the programme at the University
of United Arab Emirates, followed by Qatar University and then Bahrain University.
Lastly, it has given a comparison of the programmes in the four universities (Sultan

Qaboos, United Arab Emirates, Qatar and Bahrain).

Chapter Seven has given an assessment of these programmes in general and
of those in Oman in particular. It has focused on points that were not included in the

questionnaire that was used in this study.
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Chapters Eight and Nine have assessed the findings from the answers that
were given to the questionnaire by respondents at SQU and CoE. Chapter Eight has
detailed the implementation of the questionnaire and the statistical treatment of data.
It has also described the statistics of the findings in each institute. Chapter Nine has
discussed the findings and in particular the strength and weaknesses of the two

programmes.

General Conclusion

As was indicated earlier, the research for this thesis was carried out to answer the
questions raised in Chapter One. This thesis is divided into two parts: theoretical

(Chapters One to Seven) and practical (Chapters Eight and Nine).

Before the establishment of the first modern school in Oman in 1940,
education was available in three kinds of institutions: madrasat al-Qur’an (Qur’anic
school), the mosque and other advanced madrasahs (schools). In general, these
institutions were supported and financed by the general public. However, until 1970
there was no institute nor college for training teachers. The teachers of Islamic
education and Arabic language were usually graduates of the mosque or advanced

schools.

Although the training of Islamic education teachers (as well as teachers of
other subjects) in Oman did not begin until the 1970s, as described in Chapter Four,
it developed rapidly. The first programme was established in the academic year
1976/77 to train students who had completed the seventh grade at school and had
been awarded the secondary school certificate for one year at the Institute of Male

and Female Teachers. In 1984 another two-year training programme was devised to
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train students who had a secondary school certificate. This training programme was
substantially upgraded when the Sultan Qaboos University was opened in 1986 and
completed in 1995 when the Ministry of Higher Education decided to promote the

colleges of intermediate education to university level.

As stated in Chapter Three, there are generally three basic elements (general
culture, specialisation and occupational/professional) which should be considered
when planning any teacher-training programme. The two common systems of
teacher-training are concurrent and consecutive. Furthermore, teacher-training
programmes face various problems in most countries of the world, but particularly in

the Arab world.

Chapter Five describes the present training of Islamic education teachers in
two institutes: Sultan Qaboos University, and the colleges of education that are
controlled by the Ministry of Higher Education. The period of training in both
institutes is four years and each year is divided into two terms. The training
programme is based on the credit hours system, in which students take a specific
number of credit hours for each term. The training is divided into theory and
practice. First, students take various theoretical courses and then they put into
practice (in the college and schools) what they have studied in the first part of the
programme. Although the credit hours in both institutes total 132, they are differently
distributed among the three modules (general culture, specialisation and occupation)

of each programme.

Chapter Six describes the teacher-training programmes for Islamic education

teachers in three Gulf states: United Arab Emirates (UAE), Bahrain and Qatar. This
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type of training was begun in Bahrain and the UAE in 1966. There are similarities

and differences between these programmes as well as between them and the

programmes in Oman. The important similarities are as follows:

1. All the programmes contain three modules: general culture, specialisation and
occupational.

2. All the programmes are divided into two parts: theory and practice.

3. In all the programmes the specialisation module is allocated the largest number
of credit hours.

4. The normal load for full-time students ranges from 12 to 19 credit hours.
The important differences are as follows:

1. The length of the programme in the UAE is five years, compared with four
years in the other three countries.

2. The total credit hours range from 131 in Bahrain to 135 in Qatar and 162 in the
UAE.

3. There is some variation in the distribution of credit hours among the three

modules of the four programmes.

The Strengths and Weaknesses of the Programmes

Great efforts have been made in Oman since 1976 to improve the quality and
quantity of teacher-training programmes. As described in Chapters Four and Five,
these programmes have been upgraded from a low level (one year of training after
the seventh grade) to university standard. Furthermore, a range of modern technology
is usually provided — especially at SQU — such as a computer laboratory and a micro-

teaching centre. Moreover, the findings of the questionnaire, which was applied to
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evaluate the specialisation module of the programmes, has shown that there are
strengths (items that attained a high level of achievement) in this module in both

programmes.

1. The findings have shown that there are strengths common to the specialisation
module of both programmes:

(a) It provides students with sufficient knowledge of the jurisprudential rules on
obligatory Islamic worship, family life in Islam and inter-personal
relationships.

(b) The specialisation subjects instil in the students the importance of Islamic
education in life and setting a good example to others.

(¢) Teachers of Islamic courses are generally scientifically professional.

2. The strengths of the SQU programme are as follows:
(a) It provides students with sufficient and efficient knowledge of the recitation
of the Holy Qur’an and its terminology.
(b) It enables students to memorise numerous surahs of the Holy Qur’an.
(¢) It develops students’ appreciation of the importance of the Holy Qur’an for
both individuals and society.
3. The strengths of the CoE programme:
(a) It gives students sufficient examples of the Prophet’s Sayings.
(b) It enables students to memorise sufficient afiad 7ith (the Prophet’s Sayings).
(c) It enables students to use the alphabetical index of the Prophet’s Traditions.
(d) It provides students with knowledge of other religions.
(e) It develops students’ appreciation of Islamic doctrine and its importance for

both individuals and society.
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(f) Teachers of specialisation subjects use essay and multiple-choice exams in
particular subjects.

(g) Teachers of specialisation subjects are generally professional.

However, these programmes also contain many weaknesses, which came to
light during the discussion of the information given in Chapters Five and Seven as
well as the findings from the questionnaire. From these discussions we can draw the
following conclusions:

1. The conditions of admission are neither sufficiently stringent nor appropriate,
especially for those who intend to make a career in Islamic education.

2. The distribution of credit hours among the modules of the two programmes on
the one hand and the fields of the specialisation module (Islamic courses) on the
other needs improvement.

3. Insufficient attention is given to some fields such as the recitation and memo-
risation of the Holy Qur’an at the CoE as well as s7rah and Arabic language in
both programmes.

4. The period of teaching practice is too short at SQU and too long at the CoE.

5. The cards used to evaluate student teachers of Islamic education in teaching

practice are unsuitable.

According to the findings of the questionnaire, the specialisation module
contains many weaknesses (items that attained a low level of achievement) such as
the following:

1. Weaknesses common to both programmes:
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(a) The module does not provide sufficient material relevant to Qur’anic
interpretation.

(b) It is unable to develop students’ appreciation of the eloquence of expression
in the text of the Holy Qur’an.

(c) It does not explain how to extract legislative terminology from the Holy
Qur’an.

(d) It does not contain sufficient examples of the famous Qur’anic readings.

(e) The knowledge of Arabic (grammar and rhetoric) is insufficient.

(f) Teachers of specialisation subjects use mostly the lecture method of
teaching.

(g) Evaluation concentrates on the lower mental and cognitive activities like
memorisation and understanding.

(h) Evaluation questions are usually based on the textbooks and information
given by the lecturer.

(i) The teaching of specialisation subjects encourages memorisation rather than
analysis and practical skills.

The weaknesses of the SQU programme:

(a) The taught knowledge of s 7rah is insufficient and inefficient. Consequently,
this module is unable to train students in how to analyse historical events and
extract lessons from them.

(b) Academic advisers in the Department of Islamic Sciences do not perform
their role well.

(c) Writing research papers for Islamic sciences courses is unable to develop

students’ skills in scientific research.
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3. The weaknesses of the CoE programme:

(a) Knowledge related to Qur’anic recitation and its terminology is insufficient.

(b) The chapters of the Holy Qur’an allocated for memorisation are insufficient.

Indeed, the findings have revealed that there are significant differences
between the means of the two groups in the achievement level of the specialisation

module. These differences appeared in the following sections:

(a) The Qur’an and Arabic language. They were in favour of the SQU
programme.
(b) Had ith, ‘aq idah, s irah and general aspects. They were in favour of the

CoE programme.

Suggested Improvements

As indicated in Chapter One, one of the important aims of the present study is to
suggest ways to improve the quality and remedy the weaknesses of the specialisation
module in the current training programmes for Islamic education teachers in Oman.
The suggestions are based on the information given by the teachers of these
programmes at Sultan Qaboos University and the colleges of education, the analysis
of the findings from the questionnaire in Chapters Eight and Nine, as well as the

researcher’s own experience.

1. The system of training programmes for Islamic education teachers in Oman
should be standardised. To accomplish this aim, I recommend that the following
points be borne in mind when compiling courses in Islamic sciences in the

College:
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(a) Specialists in Islamic education from the Ministry of Education should be
consulted for their knowledge ofthe standard of Islamic education teachers
and their experience of the subject’s requirements.

(b) Compilers should consult the lecturers in curricula and teaching methods of
[slamic education as well as the supervisors of Islamic education teachers in
the College to benefit from their experience and academic assessment of
students.

(c) The views of some Islamic education teachers on the content of the courses
in Islamic sciences should be taken into account.

(d) The opinions of final-year students should be sought regarding the content of
these courses.

(e) The courses should be compiled in the light of clearly defined standards
which are appropriate for the needs of both teachers and students as well as
for the subject itself.

All subjects in the specialisation module should be improved in their quality

and quantity. For example, although the recitation and memorisation of the Holy

Qur’an and knowledge of its terminology in the SQU programme has been

taught each term, it should be given more emphasis. If every Muslim is required

to recite the Holy Qur’an perfectly, then Islamic education teachers should set
the example. To achieve this aim, the quality of the content and teaching
methods as well as that of the specialist teachers need to be improved.

Furthermore, the subject of sirah (the Prophet’s Biography) should be given

more attention in the training programme because of its importance in the lives

of the teachers as well as the lives of the students and society. Therefore, I
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recommend that this subject should be allocated at least two compulsory
courses. In addition, Arabic language should be given more serious
consideration in the syllabus of the programme. In my view Arabic language
could be regarded as the key to understanding Islamic sciences and acquiring the
knowledge of this subject. Student who do not have this key will face
difficulties in their studies and their knowledge will be superficial.

3. Teachers of specialised courses should use a variety of teaching and evaluation
methods, such as inquiry and problem-solving, which encourage students to use
their higher mental and cognitive activities like analysis and sentence structure.
However, the teachers of Islamic sciences courses may not have experience of
such methods because they do not usually have a certificate or diploma in
teacher-training. Therefore, I suggest that they should be given the opportunity
to attend courses in the subject at a college of education.

4. Because ofthe weak points in the current curricula of the specialisation module
in SQU and CoE programmes, I suggest that the length of the teacher-training
programme for Islamic education in intermediate and secondary schools be

increased to five years. In this regard Galambos stated:

The current move toward five-year programmes is not an attempt to
develop an ideal approach. Rather, it is an attempt to provide
experiences that are necessary for effective and safe classroom
performance and to establish a basis for continuing professional
development. (Galambos, 1986: 22-23)

This suggestion is supported by some educators from a college of education
in Oman. 1 quote from the report by the Ministry of Higher Education: “Some
educators believe that teacher-training should be done in two stages. The first stage is

academic study leading to a BA or BSc. degree. The second step is a one-year
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diploma programme based on teaching practice and educational courses” (Ministry

of Higher Education, 2001: 5).

The credit hours in the proposed programme could total 162 for the following

reasons:

(a) Teachers of Islamic education must have a strong background in the subject
for two reasons:

(1) The subject contains many different fields.

(11) The teaching of Islamic education is not limited to school hours, for the
teachers are required to participate in many religious, cultural and social
activities in society.

(b) The extra year could help to remove the weak points in the current standard

of teaching Islamic education.
(c) It would provide student teachers with sufficient teaching skills.
In this case the programme could be implemented in one of the following
three ways:
(a) Concurrent Teacher—Training Programme

11T2

v v

118 44
academic courses profeTsional
v v v v v
80 28 10 32 12

specialisation ~ general culture free optional  theoretical practical education

Figure 1 Concurrent teacher—training programme: credit hours
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Student teachers are trained academically and professionally at the same time.
Therefore, they study for 150 credit hours over 9 terms at the rate of 16 to 17 credit
hours per term. Then they do 12 credit hours of practical education at intermediate
and secondary schools in the tenth term. The distribution of the total credit hours is

shown in Figure 1.

(b) Consecutive Teacher-Training Programme

Student teachers are trained academically for four years, after which they
follow a one-year course comprising 30 credit hours towards a professional diploma
in education. Over the four years, the 132 credit hours are averaged at 16 to 17 per

term. From the total credit hours, 14 are allocated to general education courses.

162 credit hours
|

. v

132 (four years) 30 (one year)
aclademic courses professional courses
v N v v
80 28 14 10 18 (1* term) 12 (2™ term)
specialisation general general  free theoretical practical
culture  education optional education

Figure 2 Consecutive teacher-training programme: credit hours

In my opinion there are some advantages in this system. For example, it gives
students the freedom to choose the career that they wish to follow. After graduation
they have the opportunity to seek employment or continue their studies for another
year to gain a professional diploma in teaching. Furthermore, it gives the college of

education an opportunity to choose suitable graduates for teaching Islamic education
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in the light of their progress in academic study, behaviour and inclination for
practical teaching during the first four years. Figure 2 shows the distribution of credit

hours in this type of programme.

(¢) Two-Part Teacher-Training Programme

This type of programme is divided into two parts. The first part comprises seven
terms (three and a half years), during which student teachers follow academic
courses (specialisation and general culture). The credit hours allocated to this part
total 118. The second part comprises three terms (one and a half years), during which
student teachers follow professional courses. Of the 44 credit hours allocated to this
part, 32 are taken up by theoretical education courses' in the eighth and ninth terms.
The tenth term is reserved for teaching practice in intermediate and secondary
schools, to which are allocated the remaining 12 credit hours. The distribution of the

credit hours is shown in Figure 3.

162 credit hours
l

v v

118 (7 terms) 44 (3 terms)

a(Iadernic courses professional courses
+ + * * th th
80 30 8 32 (8" & 9" terms) 12 (10™ term)

specialisation  general free | practical
culture optional ; + education
16 16
in 8" term in 9™ term

Figure 3 Two-part teacher-training programme: credit hours

' Some of these courses include practical subjects within the college of education.
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However, if the programme suggested above is difficult to implement, then
there is the alternative of a four-year programme with a total of 135 credit hours as

shown in Figure 4.

v v v

Occupational Specialisation Cultural

45 hours 72 hours 18 hours

Figure 4 Distribution of the 135 credit hours in Table 2

The credit hours allocated to the fields taught by the Department of Islamic
Sciences is shown in Table 1. From the table it can be seen that the total of 72 credit

hours for the specialisation subjects comprises 66 for compulsory and 6 for optional

courses.
Table 1
Allocation of credit hours to fields of Islamic sciences
Credit hours Credit hours
compulsory optional
Field courses courses
Recitation & memorisation of the Holy
Qur’an 6 -
Tafs ir (interpretation of the Holy Qur’an) 9 6
Had ith (the Prophet’s Traditions) 9 6
‘Ag 1dah (creed) 9 =
Figh (Islamic law) 18 9
Sirah (the Prophet’s Biography) 6 -
Methods of research in Islamic sciences 3 -
Grammar & rhetoric 6 3
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In implementing the second alternative, there are two possibilities for the new

curriculum. Option A is to keep the previous curriculum but with the changes shown

in Table 2.

Table 2

Teacher-training programme: Islamic education (Option A)

Credit Credit Credi Credit
Course hours  Course hours  Course hours Course hours
Ist term 2nd term 3rd term 4th term
Recitation & Recitation & Recitation & Recitation &
memorisation memorisation memorisation memorisation
of the Holy of the Holy of the Holy of the Holy
Qur’an (1) - Qur’an (2) 1 Qur’an (3) - Qur’an (4) 1
Arabic Oman & Ideological Analytical
language 3 [slamic trends 3 interpretation (1) 3
civilisation 2
English Prophet’s Family law 3
language 3 Hadith & its Biography 3
sciences 3 Monotheism 3
Interpretation Analytical
& sciences Jurisprudence explanation Educational
of the Holy of worship 3 of Hadith (1) 3 aims &
Qur’an 3 instructional
Islamic creed 3 Educational objective 3
Research principles 3
methods in English Psychological
Islamic language 3 Psychological counselling 3
Sciences 3 development
Optional of children 3
Introduction course (SQU
to Islamic requirement) 2 Islamic
jurisprudence 3 criminal law 3
Computer 2
Total 17 Total 17 Total 18 Total 16
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Table 2

Teacher-training programme: Islamic education (Option A contd)

Credit Credit Credit Credit
Course hours Course hours Course  hours Course  hours
Sth term 6th term 7th term 8th term
Recitation & Recitation & Recitation & Recitation &
memorisation memorisation memorisation memorisation
of the Holy of the Holy of the Holy of the Holy
Qur’an (5) 1 Qur’an (6) 1  Qur’an (7) 1 Qur’an (8) 1
Jurisprudence Jurisprudence Interpretation The Prophet’s
of wills & of inter-personal 3 & study of Biography 3
inheritance 3 relationships ascription (of
Arabic the Prophet’s Arabic rhetoric 3
Methods of grammar 3  Hadith) 3
teaching Educational
Islamic Objective Methods of system in the
education (1) 3 interpretation 3 teaching 3 Gulf states 3
Islamic
Educational System of education (2) Block teaching
evaluation & Islamic finance practice
psychological Family law (2) Disconnected (intermediate &
testing 3 Preaching & teaching secondary) 6
Scholastic analytical 3  (secondary) 3
curriculum 3 interpretation (2)
Interpretation
Optional Omani society 1  of Qur’anic
course (SQU verses on law
requirement) 2 Disconnected Hesoteric Had 7th
teaching General aims 3’
practice (1) of Islamic law
Instructional (intermediate) 3  Islamic culture
media 3 Explanation
of Had 1th (2)
Educational
optional course 3
Total 18 Total 17 Total 16 Total 16

- Optional courses.
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Option B (136 credit hours) is the division of the training programme into

three parts as detailed in Table 3:

(1)  The first five terms are allocated to specialised and cultural courses with a
continual course in the recitation and memorisation of the Holy Qur’an up to
the seventh term.

(i)  The last three terms are allocated to educational (professional) courses.

(iii)  The eighth term is devoted to block teaching practice.

The advantages of this system are that it reduces the intellectual dispersion of
students and concentrates their efforts on the specialised and cultural courses in the
first part and the professional courses in the second. This will help them to master
these skills. Furthermore, it gives students an opportunity to practise in schools in the

eighth term after completing all the courses.

Table 3

Teacher-training programme: Islamic education (Option B)

Credit Credit Credit Credit
Course hours Course hours Course hours Course  hours
1st term 2nd term 3rd term 4th term
Recitation & Recitation & Recitation & Recitation &
memorisation memorisation memorisation memorisation
of the Holy of the Holy of the Holy of the Holy
Qur’an (1) 1 Qur’an (2) 1 Qur’an (3) 1 Qur’an (4) 1
Arabic Oman & Ideological Analytical
language 3 Islamic trends 3 interpretation
civilisation 2 (1) 3
English The Prophet’s
language 3 Hadith & its biography (1) 3 Family law 3
sciences 3
Interpretation Analytical Monotheism 3
& sciences of Jurisprudence explanation
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the Holy of worship 3 of Hadith (1) 3 System of
Qur’an 3 Islamic finance
Islamic creed 3 Jurisprudence Family law (2)
Research of transactions 3  Preaching & 3
methods in English orientation
Islamic language 3  Arabic grammar Analytical
sciences 3 & syntax 3 interpretation
Optional
Introduction course (SQU Optional Omani society 1
to Islamic requirement) 2 course (SQU
jurisprudence 3 requirement 2 The Prophet’s
Computer 2 biography (2) 3
Total 18  Total 17 Total 18 Total 17
Table 3

Teacher-training programme: Islamic education (Option B contd)

Credit Credit Credit Credit
Course hours  Course hours Course hours Course hours
Sth term 6th term 7th term 8th term
Recitation & Recitation & Recitation & Continual
memorisation memorisation memorisation teaching
of the Holy of the Holy of the Holy practice 12
Qur’an (5) 1 Qur’an (6) —  Qur’an (6) —  (intermediate
& secondary)

Law of wills Principles of Psychological
& inheritance 3 education 3 counselling 3
Objective Educational Methods of
interpretation 3  aims & teaching Islamic

instructional education (2) 3
Arabic rhetoric 2 objective 3

Disconnected

Interpretation Educational teaching
of Qur’anic evaluation & practice 3
verses on law psychological (intermediate
Esoteric Had ith testing 3 & secondary)
General aims 3
of Islamic law Scholastic Psychological
Islamic culture curriculum 3 development 3
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Analytical

explanation Instructional

of Had ith (2) media 3 Optional
educational

Interpretation Methods of course 3

& study of teaching Islamic 3

ascription (of education Education in

the Prophet’s the Gulf states 3

Had ith) 3

[slamic

criminal law 3

Total 18  Total 18 Total 18 Total 12

The credit hours total 136 as shows in Figure 5

136
\ v v
Professional Specialisation Cultural
48 70 18

|
v v v v v v v

Qur'an Had ith ‘Aqidah| Figh Sirah  Optional Research Methods
14 9 9 18 6 6 3

Arabic grammar & rhetoric
5

Figure 5 Distribution of the 136 credit hours in Table 3

Recommendations

According to the conclusion there are some strengths in one programme which do
not appear in the other. For example, the Qur’anic courses in the SQU programme

are better than those of the CoE. Therefore, to reap the benefit of the strengths of
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both programmes and to improve the weaknesses I would make the following

recommendations.

1. Reviewing and changing the requirements of admission to teacher-training
programmes (especially the training programme for Islamic education teachers)
at the colleges of education in Oman so as to select the best applicants.

2. Giving more attention to the recitation and memorisation of the Holy Qur’an
and its terminology, s 7rah and Arabic language.

3. Reviewing and clarifying the goals of the specialisation module (courses in
Islamic studies).

4. Pursuing further research with the aim of evaluating the whole training pro-
gramme for Islamic education teachers in Oman.

5. Forming a committee of specialists in Islamic and educational studies, whose
role is to evaluate and observe training programmes for Islamic education
teachers and its implementation.

6. Reviewing and evaluating the training programmes for Islamic education
teachers in Oman at least every five years.

7. Since the Arab Gulf states have similarities in their language, religion, history,
culture and customs as well as in the content of Islamic education, I recommend
forming a committee of specialists in Islamic and educational studies from all
these states to consider a standardised training programme for Islamic education

teachers.
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The following research was carried out to identify the educational system and the
teaching environment in both the mosque and the madrasat al-qur’an in Oman before
the establishment of modern state schools, and to collect information on those who

were employed in Islamic education in the early 1970s.

1. Question were sent to the following specialists in Islamic education:

(a) Al-sheikh Yahya bin Sufyan al-Rashdi, Director of the Division of Islamic
Education in the Ministry of Education;

(b) Dr Salim bin Muhammad al-Rawahi, Director of the Department of Islamic

Education in the interior state of Oman.

In the Name of God, the Merciful, the Compassionate

DRar ekl Pr cosimnnnmusncnsnisnmmsimmmsmmsmnsnswasaay God
protect you.

Peace be upon you, and the mercy and blessings of God.

Because you are a specialist in Islamic education, I sincerely hope that you will be
able to answer the questions listed below in this letter. The information that you give
will be used only for research purposes.

1. How were Islamic education teachers selected for Omani schools before the
establishment of teacher-training institutions and colleges?

2. As far as I know, Islamic education was taught by non-specialist teachers
during the 1970s and early 1980s. Were there any difficulties in the teaching
of the subject during that period?

3. Were any female as well as male teachers of Islamic education employed in

the early 1970s? If not, what were the reasons?
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4. Is it possible to access any reports or information on the standard of the
Islamic education teachers who have graduated from colleges of education in
Oman? If that is not available, what are the strengths and weaknesses of those
teachers in your experience?

S. Are there any Omani teachers of Islamic education who were trained in
institutions or colleges of education outside Oman?

6. What are the general objectives of Islamic education in Oman?

7. Does the Department of Education in the Ministry of Education participate in
compiling the objectives and training programmes for Islamic education
teachers?

Thank you very much for your help.
Mubhsin bin Nasir al-Salmi

Researcher
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2. Question were sent to the following teachers in Islamic education:

(a) Ahmad bin Sa‘id al-Kindi, former Islamic education teacher;

(b) “Abd Allah bin Sa‘id al-Sayfi, former Islamic education teacher.

In the Name of God, the Merciful, the Compassionate

Theestosited TeaChRE wvsssmamamrs s A SR

Peace be upon you, and the mercy and blessings of God.

I am sorry to take up some of your time. However, because you are an
Islamic education teacher who is known for his proficiency in the subject and skill in
teaching it, I sincerely hope that you can answer the questions listed below. The
information that you give will be used only for research purposes.

1. How did pupils begin their studies at the madrasat al-Qur’an? And how was
the education graded?

2. When boys had completed their studies in the madrasah, they usually
progressed to the mosque. What was the initial stage of the education there?

3. What did the pupils study at the mosque? Did they study more than one
subject over a period? Or did they concentrate on one subject until they felt
that they had mastered it before moving to the next?

4. Did pupils follow a set syllabus at the mosque? Or were they free to choose
the subjects that they wished to study?

5. Did the sheikh advise pupils on the choice of subjects suitable for their
abilities?

6. Did the sheikh encourage the pupils and give them the opportunity of

discussion during the lessons?
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10.

11.

12.

1:3.

Were there any set standards that would qualify a graduate to pursue the
profession of teacher or judge?

Who licensed a graduate to take up teaching: his sheikh or the government?
Did the mu‘allimun in the madaris al-Qur’an and the Sheikhs in the
mosques receive a salary from the government? Or did each pupil have to pay
a contribution?

Were you a teacher at the mosque before being selected to teach Islamic
education at the modern state schools?

What were the standards used for the selection of Islamic education teachers?
Were there any examinations or interviews?

Did you have any training opportunities at an institution or college of
education during your career as a teacher?

As far as you know, were any female as well as male Omani teachers of
Islamic education appointed to the modern state schools during the early
1970s? If not, what were the reasons in your opinion?

Thank you very much for your help.

Muhsin bin Nasir al-Salmi

Researcher
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Interviews were conducted with:

(a) Al-sheikh Yahya bin Ahmed al-Kindi, an Omani scholar;

(b) Muhammad bin ‘Abd Allah al-Sulimani, former Director of the Institution of

the Sultan Qaboos Mosque in Nizwa

The following questions were asked during the interviews:

1. Who appointed the mu ‘allim of the madrasat al-Qur’an?

2. Were there any set standards for the selection of the mu ‘allim in?

3. Did the mu‘allimin receive a salary? Who paid it?

4. Where did the mu ‘allimiin teach their pupils?

5. How long was the daily period of study in the madrasat al-Qur’an?

6. Did the mu ‘allimin teach full-time? Or did they follow other occupations
besides teaching?

7. Who appointed the Sheikh to teach at the mosque?

8. Were there any set standards for the selection of the Sheikh s?

9. Did the Sheikhs receive a salary? Who paid it?

10. How long was the daily period of study at the mosque?

11. Did the Sheikh teach full-time? Or did he pursue another occupation besides
teaching?

12. What were the employment opportunities available to graduates from the
mosque?

13. Did the pupils stay with one sheikh during the period of study? Or did they

move among the classes available at the mosque?
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14. Many of the pupils travelled long distances to study at the mosque. Who
provided them with board and lodging? And did pupils receive any financial
help?

15. Some scholars established a private madrasah. Who financed it? Did it
provide board and lodging for pupils from faraway places?

16. Were there any holidays in the mosques and mad aris al-Qur’an as there are
in the schools nowadays? Or did the classes continue throughout the year and

the pupils were free to attend or not?
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Questionnaire

Dear final-year student-teachers, Department of Islamic Education, College of
Education. This questionnaire is part of an academic study to evaluate the training
programmes for male and female teachers of Islamic education at intermediate and
secondary schools. The institutions under scrutiny are the colleges of education for
male and female teachers, which are attached to the Ministry of Higher Education,
and the College of Education at Sultan Qaboos University. The aim of this
questionnaire is to pinpoint the strengths and weaknesses of the specialisation
module of the programmes.
Please give frank and objective answers to the questions because that will

help to produce precise results and a correct evaluation.
General Directions
1. The questionnaire will deal with the following:

(a) the goals of the specialisation module of the programme;

(b) the content of the courses in the specialisation module;

(¢) the teaching methods and learning procedures used in this module;

(d) the methods of evaluation employed;

(e) the general aspects.
The levels of achievement are: very high, high, average, low, very low (the

pentagonal measurement). To give the best results, please follow the instructions
below:

(a) Put atick (V) in the box that you consider appropriate.

(b) Put only one tick next to each statement.
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2. The questionnaire also contains some general questions on the specialisation

module of the programme. They are presented in two forms:

(a) open questions to which you give your own answers;

(b) multiple-choice questions, where you are to circle what you consider to be

the correct answer.

3. Please answer all the questions in the questionnaire.

4. The male/female student in the questionnaire is used to mean the male/female
student-teachers in the Department of Islamic Education at the college of
education.

5. Students do not have to include their names, for the answers will be used only
for academic purposes.

Dear students, before you begin answering the questions, please complete the
following section:

College:

Sex: Male ( ) Female ( )

[ do appreciate your efforts and co-operation.

Mubhsin bin Nasir al-Salmi
University of Edinburgh
Scotland

United Kingdom
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The list below contains the objectives in evaluating the specialisation module of the

training programme for intermediate and secondary schoolteachers of Islamic

education at the College of Education. Please read the statements very carefully and

give your own opinion by putting a tick (\/ ) in the appropriate box.

Goal

Level of achievement

Very
high

High

Aver-
age

Low

Qur’an
Teaching students the science of Qur’an recitation and its
terminology.

2 | Teaching students the efficient application of the
terminology of Qur’anic recitation.

3 | Enabling students to memorise numerous surahs of the
Holy Qur’an.

4 | Enabling students to analyse the text of the Holy Qur’an
and explain its meaning and connotations.

5 | Developing students’ appreciation of the eloquence of
expression in the text of the Holy Qur’an.

6 | Developing students’ appreciation of the importance of the
Holy Qur’an for both individuals and society.

7 | Enabling students to use the books of interpretation of the
meaning of the Holy Qur’an.
Hadith

8 | Giving students sufficient examples of the Prophet’s
Sayings.

9 | Enabling students to memorise numerous Sayings of the
Prophet.

10 | Enabling students to analyse the texts of the Prophet’s
Sayings and explaining their meaning and connotations.

11 | Developing students’ appreciation of the important role of
the Sunnah in person-rearing and forming a society.

12 | Enabling students to use the books of interpretation of the
Sunnah.

13 | Enabling students to differentiate between types of
ahad rth.
‘Aqidah

14 | Giving students the basic concepts of Islamic doctrine.

15 | Enabling students to differentiate between Islamic and

other doctrines.
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16 | Instilling in students the genuine belief in the six pillars of
Iman (faith).

17 | Enabling students to explain some of the cosmic marvels
that prove the existence and Oneness of God Almighty.

18 | Developing students’ appreciation of Islamic doctrine and
its importance for both individuals and society.

19 | Enabling students to face and combat widespread heresies
and superstitions in Omani society.

20 | Informing students of social problems that occur from time
to time and relevant legislation.

Figh

21 | Giving students accurate knowledge of the jurisprudential
rules on obligatory Islamic worship.

22 | Developing students’ appreciation of the importance of
Islamic worship by adhering to it.

23 | Giving students sufficient knowledge of the rules ofal-
mu *amal at (inter-personal relationships).

24 | Teaching students the rules of family life in Islam.

25 | Teaching students the similarities and differences between
the orthodox trends of Islamic jurisprudence.

26 | Informing students of the methods of derivation of Islamic
law from the Holy Qur’an and Sunnah.

Sirah

27 | Giving students examples from the life of the Prophet.

28 | Enabling students to analyse historical events and extract
lessons from them.

29 | Developing students’ appreciation of the importance of the
Prophet’s Biography in the education of Muslims.

30 | Recommending to the students the Prophet’s life as the
best example of behaviour and speech.

Morals and the Islamic system

31 | Informing students of the Islamic moral values.

32 | Enabling students to distinguish between divine standards
and human traditions of morality.

33 | Developing students’ appreciation of the importance of
moral standards for Muslims as individuals and as a
society.

34 | Enabling students to differentiate between Islamic
economic and social systems and al-nuzum alwad'iyyah
(manmade systems).

Arabic language

35 | Teaching students the basic rules of Arabic grammar and
syntax.

36 | Giving students sufficient knowledge of the basic rules of

Arabic rhetoric.
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Below are listed statements on the content, teaching methods, learning activities and

system of evaluation used in the courses of the specialisation module of the

programmes. Please read the statements in each section carefully and give your

opinion by putting a tick ( \) in the appropriate box.

Section and course

Level of achievement

Very
high

High

Aver-
age

Low

lo

Content: The Holy Qur’an
Contains much recitation terminology.

2 | Devotes considerable time to the recitation of the Holy
Qur’an.

3 | Includes the reading and recitation of the Holy Qur’an
relevant to the compulsory subjects in intermediate and
secondary stages.

4 | Contains sufficient surahs of the Holy Qur’an for
memorisation.

5 | Contains sufficient material relevant to Qur’anic
interpretation.

6 | Contains sufficient examples of the famous types of
Qur’anic reading.

7 | Inform students how to extract legislative terminology
from the Holy Qur’an.

Contains sufficient material relevant to modern life.

9 | Recommends certain books on Qur’anic interpretation for
use by students.

10 | Enables students to use various books on Qur’anic
interpretation.

11 | Contains Qur’anic recitation and interpretation relevant to
compulsory Islamic education subjects in intermediate and
secondary stages.

Content: The Prophet’s Traditions

12 | Contains sufficient suitable information on the Prophet’s
Had 7th and its sciences.

13 | Contains legislative evidence enabling students to deduce
laws from the Prophet’ Traditions.

14 | Contains sufficient Sayings of the Prophet for

memorisation.

297



15 | Enables students to use the alphabetical index of the
Prophet’s Had 7th.

16 | Includes material relevant to the compulsory Islamic
education subjects in intermediate and secondary stages.
Content: Islamic doctrine

17 | Gives students sufficient basic information on Islamic
doctrine.

18 | Teaches the importance of Islamic doctrine in this life and
the hereafter.

19 | Includes the study of comparative religion.

20 | Contains material relevant to compulsory Islamic education
subjects in intermediate and secondary stages.

Content: Jurisprudence

21 | Gives students sufficient basic information on the sources
and concepts of [slamic jurisprudence.

22 | Analyses traditional and rational evidence of issues of
jurisprudence.

23 | Recommends students to respect the opinions of orthodox
Muslim scholars on issues of jurisprudence.

24 | Includes modern issues of jurisprudence.

25 | Contains sufficient material on worship.

26 | Contains sufficient material on al-mu‘amalat (inter-
personal relationships).

27 | Contains sufficient material on the family.

28 | Includes material relevant to compulsory Islamic education
subjects in intermediate and secondary stages.

Content: The Prophet’ Biography

29 | Gives students sufficient material from the Prophet’s life.

30 | Informs students of numerous events in the history of
Islam.

31 | Includes warnings and lessons from the Prophet’s life and
Islamic history.

32 | Gives an interesting analysis of the Prophet’s life and
historical events.

33 | Contains material relevant to compulsory Islamic education
subjects in intermediate and secondary stages.

Content: Morals and the Islamic system

34 | Informs students of Islamic morality and its importance to
individual Muslims and Muslim society.

35 | Informs students of the Islamic economic and social

systems and other al-nuzum al-wad‘iyyah (manmade
systems).
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36

Content: Grammar and rhetoric
Contains sufficient grammatical teaching.

37

Contains sufficient topics in Arabic rhetoric (eloquence,

semantics and the art of metaphor and style).
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Section and course

Level of achievement

Very
high

High

Aver-
age

Low

Teaching methods & learning procedures
Teachers of the compulsory specialisation subjects use the
lecture method effectively.

2 | Teachers of the compulsory specialisation subjects use the
discussion method effectively.

3 | Teachers of the compulsory specialisation subjects use the
problem-solving method.

4 | Teachers of the compulsory specialisation subjects use the
inquiry method.

5 | Teachers of the compulsory specialisation subjects use the
teaching facilities available in the college.

6 | Teachers ofthe specialisation subjects use educational aids
effectively.

7 | Teachers of the specialisation subjects encourage students
to use various sources of knowledge.

8 | Teachers of the specialisation subjects expect students to
do much research.

9 | Teachers of the specialisation subjects encourage students
to participate in activities within and outwith the
classroom.

Methods of Evaluation

10 | Oral examinations are used to evaluate students in
particular subjects.

11 | Essay examinations are used to evaluate students in
suitable subjects.

12 | Multiple-choice examinations are used to evaluate students
in particular subjects.

13 | In evaluation, teachers pay sufficient attention to students’
homework and research.

14 | Students’ participation in class is an important part of
evaluation.

15 | Evaluation concentrates on the basic mental and cognitive
activities like memorisation and understanding.

16 | Evaluation concentrates on the higher mental and cognitive
activities like analysis and sentence structure.

17 | Evaluation concentrates on students’ attitude.

18 | Examination questions are based only on information given

by the college lecturer.
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19 | Examination questions are extracted only from the
textbooks.

20 | Examination questions are based on the textbooks and
information given by the lecturer.

21 | Examination questions are based on information from
various sources.

General aspects

22 | Teachers of the specialisation subjects are generally
professional.

23 | Teachers of the specialisation subjects are generally
scientifically professional.

24 | Most teachers of the specialisation subjects give students a
detailed syllabus of every subject at the beginning of each
term.

25 | The specialisation subjects instil in the students the
importance of setting a good example to others.

26 | The specialisation subjects instil in the students the
importance of Islamic education in life.

27 | The teaching of the specialisation subjects allows for
individual differences between students.

28 | The teaching of the specialisation subjects encourages
individual learning.

29 | The specialisation subjects give information that is

intensive, deep and broad.

General Questions

30. Academic guidance plays a vital role in helping students solve their academic

problems. To what extent so you think that the teachers of the specialisation

subjects in the college fulfil that role?
(a) To a very high degree
(b) To a high degree
(¢) To an average degree
(d) To alow degree

(e) To a very low degree
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31.If your answer is “average’ or ‘below average’, please circle the most

appropriate reason for that:

(a) The aims of the academic guidance are absent, unclear and unfocused.

(b) The meaning and role of academic guidance are not clear to most of the

teachers.
(¢) Students are distributed among the academic advisers at random.
(d) Continued contact between students and their academic advisers is lacking.
(e) Academic guidance is limited to the period of registration.
(f) The teaching schedule of each academic adviser is overloaded.
(g) The academic advisers are asked to perform numerous administrative tasks.
(h) The academic advisers do not have specific office hours for giving advice.

(1) Even if the academic advisers have set office hours, they are rarely available

at those times.

(1) Otherieasons (pleass SPELilY) i aram

32.1t goes without saying that the ultimate goal of any programme is success.
Achieving success requires the availability of references and sources that can
help students registered in the programme to do research and gain knowledge.
To what extent do you think that the college training programme for Islamic

education teachers is fulfilling this requirement in the specialisation module?

(a) To a very large extent
(b) To a large extent

(c¢) To an average extent
(d) To a small extent

(e) To a very small extent
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33.To what extent do you think that writing research papers develops students’

skill in scientific research?

(a) To a very high degree
(b) To a high degree
(c) To an average degree
(d) To a low degree

(e) To a very low degree

34.1If your answer is ‘average’ or “below average’, please circle any of the

following reasons that you consider appropriate:

(a) Students are required to write few research papers during the whole

programme.

(b) Teachers do not spend enough time in advising students on the methodology

of writing research papers.

(¢) Students may — sometimes — submit the same research papers, or part of

them, that were written for other courses.

(d) Students may — sometimes — use the whole or part of research papers written

by other students.
(e) Teachers show little interest in students’ research papers.

(f) Other reasons (please specify)

35.Some people think that teaching in the Faculties of Education — under the
current system — is, generally speaking, a continuation of teaching in secondary
schools. To what extent do you think that this view is true of the specialisation

module of the college training programme for Islamic education teachers?

(a) To a very large extent
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(b) To a large extent
(¢) To an average extent
(d) To a small extent

(e) To a very small extent

36. Some people think that teaching in the Faculties of Education generally focuses
more on the quantity than on the quality of knowledge, and that it encourages
memorisation rather than analysis and practical skills. To what extent do you
think that this is true of teaching the specialisation subjects in the college
training programme for Islamic education teachers?

(a) To a very large extent
(b) To a large extent
(¢) To an average extent

(d) To a small extent

(e) To a very small extent

37.Judging from your own experience, what do you think are the strengths of the
specialisation module in the college training programme for Islamic education

teachers?

38.Judging from your own experience, what do you think are the weaknesses in the
specialisation module of the college training programme for Islamic education

teachers?
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39. What would you suggest to develop and improve the specialisation module of

the college training programme for Islamic education teachers?
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Appendix 4

Letter Sent to the Referees who Judged the
Validity of the Questionnaire

319



o A o )
a il /2538l Juald

1 A:.__}}‘\:!ISJ.}}@'I %J}éﬂli: a)\.u.\.“
o A58 pall Alanay) el Aul jall Clel ja) Gaa (e s (Olae Aidaliy Ay 5l LIS
S5 0o oS Lays 2200112000 (gl 5l alall el o 52l Josill (DU Y 065 o g

e s o8 L aat o S ela ) Jladl) 138 8 Gaud 55 58 lanal 5 (aliaial)
:agllall Lalasll

coanadill Calal) Cilaaf deede (50 ]
.J.}.A(JSLLI:.\JE.JJIJ]'I tll]_);.i]'l ELAp:\)L.n(_g.J.q —i
Laie aiy i Gada f Jaes ff dil of

.?S:l}l.‘l:l‘:lﬂ. ]J'.}';d:\.‘ll ?SIJAJ ‘_);!-ﬁ:.’j]j _)S.n:a]] L]:‘J;‘;'APSJJ

aleall Gllhl) ALau) 038 8 llh AalSy 3 gusial) ikt *

paaiall 4Slaall

320



Appendix 5

Names of the specialists who judged the validity
of the questionnaire

Name Occupation | Specialisation Place of work | Nationality
‘Abd al-Rahman | Associate Islamic Education | Ministry of Jordanian
Salih ‘Abd Allah | professor Education
‘Ali Muhammd Assistant Educational College of Sudanese
Ibrahim professor research Education,

Sultan Qaboos

University
Ahmad Assistant Arabic language | College of Egyptian
Muhammd ‘Isa professor teaching methods | Education,

Sultan Qaboos

University
Usamah ‘Abd al- | Lecturer Arabic language College of Egyptian
Latif ‘Abd al- teaching methods | Education,
‘AZiz Sultan Qaboos

University
Mahmiid Mezel Lecturer Islamic education | College of Jordanian
al-Subatat teaching methods | Education,

: Sultan Qaboos

University
Sa‘id *‘Abd Allah | Lecturer Islamic sciences College of Omani
al-* Abr1 Education,

Sultan Qaboos

University
‘Abd al-Mun‘im | Assistant Islamic education | College of Jordanian
Husayn al- lecturer teaching methods | Education,
‘Umari Sultan Qaboos

University
Fatimah ‘Abd Assistant Islamic education | College of Omani
Allah al-Qatabt lecturer teaching methods | Education,

Sultan Qaboos

University
‘Abd Allah Assistant Arabic language | College of Omani
Musallam al- lecturer teaching methods | Education,
Hashimi Sultan Qaboos

University
Suliman Sayfal- | Assistant Arabic language | College of Omani
Ghattam1 lecturer teaching methods | Education,

Sultan Qaboos

University
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