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ABSTRACT
HOME/SCHOOL COOPERATION AS PERCEIVED BY PRIMARY

SCHOOL TEACHERS AND ADMINISTRATORS IN
THE KUWAITI EDUCATIONAL SYSTEM

By

Youssef Mohammad AL-Hamad

The main purpose of this study was to investigate how
primary school personnel in the State of Kuwait perceived
parents' participation in various aspects of school
endeavors. More specifically, the two objectives of this
research project were:

1) To determine how primary school staffs viewed
parents' involvement in certain educational
activities assuming different roles, and their
perceptions with regard to home visits, and
teachers' training in the area of home/school
relationships.

2) To find out whether there were significant
differences in the perception of teachers and
school administrators along the line of their
demographic characteristics,

A questionnaire was devised, tested, and distributed to

a random sample of 430 teachers and 72 administrators. The
collected data was coded and analyzed.

The study revealed that:

1) Primary school teachers and administrators in

Ruwait agreed to a great extent that parents,
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playing various roles, should take part in the
educational activities.

2) The agreement of the majority of respondents, with
29 out of the 31 items corresponding to different
roles of parents, signified that school personnel
support parents' involvement in about 94 percent of
certain aspects of parents' participation.

3) With regard to the decision-making process, the
only aspect related to evaluation of the school
personnel--parents' involvement--was not supported.

4) Teachers and school administrators did support the
need for training of teachers in the area of
home/school relationships. They, however, rejected
home visits by teachers.

5) Significant differences existed in the perception
of respondents with regard to their demographic
characteristics.

Female respondents were more supportive than the males
in items that corresponded to parents as teachers at home,
while females rejected home visitation more vigorously than
males.

In a few items, teachers and administrators with shorter
periods of experience were generally more supportive than

those with longer periods.
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CHAPTER ONE
THE STUDY

Introduction

If there is one thing about which teachers, social
workers, administrators, researchers and parents are
generally in agreement, it is the value of good home/school
relationships. There also exists an earnest desire on the
part of everyone involved, to clear away obstacles to
communication and sources of conflict between teachers and
parents with regard to the education of their children
(Berger, 1981; Blyth, 1967; Johnson and Ransom, 1983;
Taylor, 1972; and Woodhead, 1977).

The issue of home/school relationships had received
considerable attention in the 1950's and 1960's. However,
the importance of links between home and school had been
recognized long before then. More than a century earlier
in Great Britain, the 1844 report of the National Society
had remarked, "Until the home cooperates with the school
room, education cannot exercise its legitimate influence."
Similarly, Bishop John Lancaster Spalding, an American
writer, religious leader and educational expert in the late
19th century, supported parents' strong control over the

education of their children. As stated by Spaldling,
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Any system which tended to weaken the control of

the parents over their children, or to interfere

with the free exercise of their natural rights,

was radically vicious. It was, therefore, the

duty of both church and state to cooperate with

the family in the work of education, since an

incomplete and inharmonious manhood resulted when

the spirit of the school was in conflict with the

spirit of the home" (Curti, 1966, p. 358).

Later Dewey, the American educational theorist and
philosopher who founded his famous Laboratory School at the
University of Chicago in 1896, supported parent's active
participation in school activities. Dewey, who considered
both teachers and students as members of a democratic
community and encouraged students to participate in
planning activities and evaluating the results of the
school, regarded the parents of students who attended the
school also as members of that community. His emphasis
that parents should be involved in the school's curriculum
was implemented. A parent association of the laboratory
school was organized and members of the association were
persuaded to participate in examining and developing the
school's program. In fact, "Some of Dewey's early
publications on educational theory had their origin in
materials he prepared for discussion by the parent group"
(Wingo, 1974, p. 157).

As an effect of the Industrial Revolution, elementary

public education became widespread and eventually

compulsory, first in industrialized nations and then in
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developing countries. Many educational experts maintain
that the main reasons for rapid expansion of compulsory
schooling in developed countries were to prevent the
exploitation of children as workers by their parents and to
ensure that education was provided to everyone (Musgrove,
1966; Lombana, 1983); whereas others (e.g. Roper, 1977)
assert that professional educators were busy devising ways
of undermining family influence.

wWhatever the reason, the turn of the 20th century
brought with it an increase in the influences on children
by outside sources at the expense of parent-children
interaction. While both parents and school officials were
advocating a home-like education in the school and were
vocal in their assertion that the role of the school should
be that of an extension of the home, they had quite
different interpretations for "home-like" education (Roper,
1977).

In spite of the conflict and disagreement that
sometimes existed between home and school in the first half
of the 20th century, serious efforts were also made to
develop closer relationships between parents and school
personnel. Many seminars and conferences at local,
national and international levels were held. National
organizations and councils, such as National Congress of

Parents and Teachers (United States) and local school PTA's
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(Parent Teacher Associations) were set up. Various
valuable surveys were made and many books, pamphlets, and
periodicals were published on home/school relations. 1In a
UNESCO (1955) published book, Problems in Education, it
spelled out:

In some countries associations of parents or
parent-teacher societies are established by law:
in others, legislation or official policy
encourages cooperation and even goes so far as to
suggest appropriate forms for it; in yet others,
responsibility for action is left entirely to the
initiative of teachers or parents themselves.
Hardly anywhere in Europe do the schools now
function in complete isolation from the families
of their pupils, though contacts may range from
the most rare and casual consultation to highly
organized and effective collaboration. (p. 45)

Despite increasing interest and growing emphasis on
home-school cooperation in the abstract, there is no
evidence to indicate that relationships between parents and
school personnel have improved. Reeves (1983) asserted:

During the period of early development, most
public school administrators and teachers
supported their local parent-teacher association,
if they had one, and they often took the
initiative in organizing one if none existed.
However, a few superintendents, principals, and
teachers opposed the establishment of local
associations, or if already established,
succeeded in having them discontinued. Some
thought they afforded parents opportunities for
meddling or interfering in the affairs of the
school and for criticizing teachers and the
school system. (p. 199)

Similarly, in the UNESCO publication, Problems in

Education, (1955) it asserted:
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So far, however, cooperation between homes and
schools and between schools and the community
generally has not (for a variety of reasons)
developed as fully as it might in Europe; yet all
three are necessary complimentary agencies in the
education of children, and parents and teachers
have different but supplementary tasks. (p. 43)

The lack of collaborative relationships between
parents and school personnel was forthrightly admitted by
an educator:

There have hardly ever been partnerships between

parents and professionals, and although the

professionals are not entirely at fault you know

as well as I do that we (professionals) could

have done more to make these relationships

better. Who can say why we didn't try harder to

make it work? Maybe we didn't care enough, or we

were too busy, or we didn't know how. Maybe, but

these weren't the main reasons. I think that

close to the main reasons is the idea we have

that professionals and parents are too different

to develop genuine collaborations, that we know

so much and they know so little, that we are ever

so much better. (Turnbull and Turnbull, 1978,

p. 6)

Nevertheless, the link between home and school remains
as one of the prominent educational issues in which the
interest of parents, teachers, school administrators,
social workers, governmental departments and professional

educationists continues to grow.

The Upsurge of Interest in Parent-Teacher Relationships
In the post World War II decades of the 1950's and
1960's a number of factors combined to cause a renewal of
interest in the relationship between home and school in the
Western Democracies. In these countries it was recognized

that widespread educational opportunities offered by
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numerous educational programs and legislation did not bring
about the same scholastic attainment to children with
different socio-economic backgrounds.

In Great Britain, a study conducted in "Early Leaving"
(HMSO, 1954), indicated that there were many students
mainly from the working class, who dropped out of secondary
education before their time. The Crowler Report (1960) and
Newsome Report (1963) underlined similar problems in
different ways and called for the government attention to
the importance of educational consequences of the imperfect
home-school relationships.

These government inquiries into the pattern of outcome
of educational opportunities were accompanied by increasing
interest in academic research in the area of the relative
influence of inherent ability and home environment on
scholastic achievement. Numerous studies demonstrated that
the child's home environment was likely to play as great a
role in affecting educational attainment as was innate
intelligence (Nisbet, 1953; Floud, 1956; and Fraser,
1959). Floud (1956) stated that:

. . . with the expansion of educational

opportunity and the reduction of . . . economic

handicaps to children's school performance, the

need arises to understand the optimum conditions

for the integration of school and home

environment in all levels. (p. 149)

Fraser (1959) described the stance as, "one where
little scientific research has been carried out to

determine which aspects of the environment are most
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influential and which are relatively unimportant" (p. 1)
Furthermore, Fraser herself demonstrated that home
environment was more closely related to educational
attainment than I.Q. was. A few years later Blyth (1967)
pointed out:

Now, this relationship between home environment

and educational progress is obviously important.

If we are concerned, as we must be, both with

individual development and with the optimum use

of the nation's resources of talent, then the

means of stimulation or retardation must matter.

(p. 7)

Similarly, during the 1960's when civil rights became
a major issue in the United States, schools along with
other public supported institutions, were criticized for
being unresponsive to the needs of people they served.
Among citizen groups as well as in political circles it was
emphasized that parents should be regarded as clients with
a right to know about schools. It was also assumed that
schools would be more responsive to the needs of low-income
and minority children if parents were actually involved in
the classroom activities and in decision making processes.
As Gordon (1976) stated:

There have been many attempts through the years,

in a variety of informal ways, for school to

reach out to parents. It is only in the last

decade that organized federally financed programs

began to conduct research to demonstrate and

evaluate the various roles of parents in relation

to the education of their children. In the early

1960's, the government became politically aware

of the relationships between poverty and academic
achievement. Assumptions were made that changes
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in the educational pattern could affect the

poverty cycle. One of these changes would be in

the attitude and behaviors of parents towards

school and toward their children as learners.

(p. 4)

With regard to children's growth and development,
Hamachek and Romano (1984) stated that:

The teacher has the vantage point of being able

to speak of learning and of growth and develop-

ment which the child himself/herself does not

see. This is extremely important in these days

when school living and learning are coming to be

seen as extending far beyond book knowledge since

many of the things that a teacher considers

important are less tangible than the number of
pages read, lines written or problems solved.

(p. 3)

As it was recognized that parents' attitudes mattered,
a number of researchers undertook studies to explore the
impact of various aspects of parents' attitudes on
educational attainment of their children. Wiseman (1964),
Douglas (1964), and Mays (1962), all concluded that the
interest shown by parents made a significant difference to
the achievement of the child.

Furthermore, the belief held by most educational
experts is that school must be concerned not only with
reading, writing, arithmetic and other subjects of natural
and social sciences, but with character cultivation and
personality development of the children.

on the other hand, the primary role of parents in the
formation of character and growth of personality of

children will and should be preserved. Hence, the
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concurrence of functions of the family and school in this
domain is inescapable and effective collaborations between
the two institutions (family and home) are absolutely
necessary (Osborne, 1959, p. 49-51).

Hymes (1954), who characterized home/school
relationships as a "two-way process" has been critical of
the situation that the home/school link is used only as a
way to "sell the school" to parents. He maintained that:

Home school relations are regarded as the

equivalent of parent's education. The parent is

always the learner, always on the receiving end.

The school calls the tune. (p. 87)

He continued that:

Home/school relations must mean a two way

process. The flow of ideas, energy, creativity

and leadership must be in both directions at all

times. Effective relationships demand a free and

easy give and take between the family and the

school. No one way streets are allowed. (p. 87)

Hymes (1953) also considered home visits by teachers
as a practical course and asserted that "one fast-growing
practice is for teachers to visit the homes of all of their
children. In some schools, home visiting has already
become crystallized into a regulation; "you must visit
every home at least once. You must visit every home within
the first month" (p. 132-134).

Similarly, May's (1962) study highlighted on the need
for teachers to make direct contact with families of their

students. It was maintained that interaction between
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parents and teachers would enlighten and help the teacher.
Therefore, one of May's recommendations was for teachers to
visit student's homes on a regular basis.

Despite these emphases throughout decades, the
majority of interaction that took place during the 1970's
and up to the present day have been on school premises and
on teacher's terms. As in a rather large scale study
(Lortie, 1975) with regard to teachers, their needs,
aspirations, rewards, and frustrations, the researcher
concluded that teachers want parents to support their
efforts, come to school when asked for, and otherwise do
not interfere with school endeavors and stay out of the
way.

Little research has been conducted to determine the
needs for training school personnel in working with
parents. 1In spite of the fact that a number of reports
have cited training as a primary need for developing
effective relationships with parents, no formal pre-service
education and/or in-service training is offered to
educators (Schuck, 1979).

Nonetheless, support for home/school constructive
relationships continues to grow not only with regard to the
magnitude and form of such relationships but to expand them

to various levels of schooling.
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importance of parent involvement in the

educational process was first recognized in the earlier

years of pre-school and kindergarten era, and then spread

to elementary, intermediate and high school levels. 1In the

UNESCO publication, Problems in Education, (1955) it is

maintained:

Certainly the broad bases of personality are laid
in childhood when, through inexperience and
intellectual immaturity, the child is liable to
intensely emotional experiences with which he is
unable to grapple alone. But life steadily
thrusts the growing child forward into novel
situations and, in the teens particularly, when
physiological factors combine with environmental
stimuli to provoke another profoundly emotional
and therefore formative period, he needs the
continuing support and understanding of his
family. For the development of a mentally
healthy personality and for all that is normally
meant by character, the second decade of life is
at least as important as the first and offers
what may be the last opportunity of setting right
any misdevelopments which have taken place
earlier. (p. 42)

Similarly, Croft (1979) asserted:

The recognition of the importance of parents in
the educational process started with the early
years but has now spread to elementary as well as
high school programs. (p. 8)

A cursory review of various intuitive studies and

methodical research undertaken, in certain developed

countries, with regard to home/school relationships reveals

the following significant factors.

1)

Whether for the purpose of improving children's

educational achievement or their personality



2)

3)

4)

5)

12
development, positive home/school relationships
are absolutely necessary in all levels of
schooling, (Blyth, 1967; Johnson, et. al., 1983;
Rutherford, et. al., 1970; Lombana, 1983; and
Osborne, 1955).
For meaningful interactions, home/school
relationships should be based on the parent as a
partner in policy formulation and decision-making
processes, (HMSO, 1977; Berger, 1981; and
Johnson, et. al., 1983).
The primary responsibility for the development of
constructive interactions between parents and
school personnel lies with the educators,
(Lombana, 1983; Rutherford, et. al., Berger,
1981; Elder, 1954; and Blyth, 1967).
Certain training programs pertinent to working
with parents are needed to be offered for
educators (Rutherford, et. al., 1979; and
Woodhead, 1977).
Despite increasing support and advocacy shown
among all interested sources, the relationship
between the family and school has not improved
yet to a satisfactory level (Gordon, 1976;

Johnson, et. al., 1983; and UNESCO, 1955).
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Statement of the Problem

The recognition of the significance of parents'
participation in the educational process and its
implication cannot remain confined to the country or the
region where studies originated. Other countries will be
able to learn and benefit a great deal from these studies.
In particular, developing nations may be maximal
beneficiaries of these findings. These countries whose top
priority is the development of their human resources, and
who are striving to upgrade the quality of educational
provisions for all children in a rather short time, cannot
afford to ignore the powerful influence that the alliance
of family and school on common educational goals for
children can have.

Kuwait is a small developing nation with the
characteristics just described. The country continues to
pay a great deal of attention to its educational system in
recent decades. In fact, Kuwait's top priority is
education. The growth of Kuwait's educational system is
among the highest in the world. 1In the last two decades
(from 1960-61 to 1980-81), the enrollment has increased by
a factor of seven and in the last decade the enrollment
more than doubled. Almost ten percent of the government's
annual expenditure goes to education. The expenditure of

the Ministry (Department) of Education has been one of the
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highest among all Ministries up to 1982-83, including the
Ministry of Defense and the National Guards. The cost per
student per year in 1983 exceeded 750 D.K. (Kuwaiti Dinar)
which is approximately $2,400.00 (U.S.).

In the Islamic Middle Eastern countries in general and
in Kuwait in particular, due to cultural background and
religious persuasion, a rather high value is given to
educational attainment of children not only by the
government, but by the Kuwaiti families. Furthermore, the
Arab and Islamic image of Kuwaiti society is one of the
family oriented, family centered culture. As a common
knowledge and observation it can be asserted that KRuwaiti
children spend more time with their families than children
in the Western communities; and the Kuwaiti family has more
influence on the character development of its children.
The following matters seem to be contributing to those
occurrences:

1) A great percentage of the female population in
Kuwait do not take part in the work force. Based
on the 1980 census only 10.3% of Kuwaiti women
and 29.6% of Non-Kuwaiti women are working. In
other words, the percentage of Kuwaiti and
Non-Kuwaiti women who spend their time at home as
home-makers are about 90% and 70% respectively,

(Annual Statistical Abstract, State of Kuwait,
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3)
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1984). In the U.S., however, the number of
mothers of school-aged children alone, who work
outside the home is 51% (Lombana, 1983, p. 7).
Ten years ago the Russell Sage Foundation
reported that some mothers devote as little as
fifteen minutes a day to actual communication
with their pre-school children (wWoodward and
Malamud, 1975, p. 55).

Most of the grandparents and all of unmarried
brothers and sisters of the child in Kuwait live
together with the parents of the child, where in
Western countries grandparents live separately
and in most cases the child's brother and sisters
who graduate from high school move out of the
home.

There are a number of other factors that affect
U.S. family life which in turn decrease the
interaction between parents and their children.
A few of these are: the increasing number of
divorces, that leave only one parent to rear the
children; occupational mobility of parents; the
breakdown of friendly, stable neighborhoods and
the delegation of child care to institutions
(Woodward and Malamud, 1975). On the other hand,

practices as such are uncommon in Kuwaiti
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society. Moreover, another factor which
supposedly helps to enhance links between the
home and school is the inclusion of religious
teachings in the public school program in
Kuwait. Parents and school officials not only
find, through religious teachings, a common
ground to communicate and familiar ideas to
share, but, Islamic instructions and culture
place significant values on educational
attainment and knowledge acquisition.

Despite the government efforts to provide quality
education for all children, parent's aspirations for the
intellectual development of their offsprings and the social
and cultural background in support of the educational
attainment of youngsters, the educational system in KRuwait
is not without problems. A rather high degree of
absenteeism still persists among students. There are those
who discontinue their schooling before their time. Poor
achievement in learning and unmotivated learners are not
uncommon, and the number of uninterested and unconcerned
parents is by no means negligible.

If the Kuwaiti educational system is to achieve the
goal of providing a high quality of learning experiences
for the children of that society it is imperative to seek

all possible means and ways to solve the forementioned
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problems. To improve the home/school relationships and
create an environment, in which the two institutions
(family and school) can interact effectively with each
other is one of the powerful means whose positive influence
on the educational attainment and personality development
of students has already been established.

This research project, which focuses on the
perceptions of the public school personnel with regard to
home/school cooperation, may help to set the first step in
that direction. The study investigates how Ruwaiti
teachers and administrators in the primary public schools
perceive the nature of the involvement of parents in the
educational process.

In particular, the study concentrates on teachers'/
administrators' perceptions whether they support active
participation of parents or they prefer to see little or no
involvement of parents in the educational process. More
specifically, in the case of active participation, in what
capacity parents may take part in educational endeavors.
The classification of types of parent participation
activities is along the line of a system described by
Gordon (1976) and Berger (1981). These authors distinguish
five types of parent participation as follows:

1) Parents as spectators or observers

2) Parents as teachers at home
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3) Parents as volunteers

4) Parents as paid resources

5) Parents as decision makers

Moreover, in certain other questions such as the need
for teachers' formal training in the area of family/school
interaction, and backing up the notion of visiting
students' homes on a regular basis, inquiries have been
made as to educators' points of view.

The study covers only the primary school personnel.
In Kuwait, the educational system is divided into 2-4-4-4
year periods (two years Kindergarten, four years
elementary, four years of intermediate school, and four
years of secondary school). Out of these levels primary
and intermediate school comprise the compulsory span of the

educational system.

Research Questions

1) In general, how receptive are the Kuwaiti primary
school teachers and administrators with regard to
parents' participation in various educational
activities?

2) Are these differences in the degree of
supportiveness of school personnal with respect
to parents' participation in different types of

activities?
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4)

5)

1)

2)
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If there exist differences, in reference to the
second question, what are the activities of which
primary school teachers and administrators are
more supportive, and what activities have their
support to a lesser degree?

With regard to various school activities, are
there differences in the perception of the
primary school personnel if categorized along
with demographic characteristics?

What are these differences and how do various
categories of primary school personnel differ in

their perception?

The Need for the Study
Extensive research in various aspects of home/
school relationships has already been carried out
in other countries, particularly in the United
States and Great Britain. Kuwait can learn a
great deal from these studies. However, the
social context being different, certain factors
may have less or more significance in Kuwait than
elsewhere. To find out such differences that
might exist, indigenous research efforts 1like
this are needed.

Since public education in Ruwait has been growing

very fast in recent years a great number of young
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and inexperienced teachers entered the educa-
tional system. They might be unaware of the
effects of parents' supportive attitude and
behavior. 1In order to encourage and welcome
parents' involvement the teachers need to
understand the potential outcome of such
involvements. Studies such as this one which
will bring the issue to the attention of
educators, whether experienced or inexperienced,
are undoubtedly necessary.

3) The Kuwaiti system of education is centralized to
a considerable extent. Close links between
teachers and parents may join them together to
stress decentralization which will then provide
opportunities to both school personnel and
parents to influence educational programs towards
broader base, diversified and novel ideas which

are very much in need in Kuwait.

u t tud
It is hoped that this study stimulates effective
interactions between teachers and parents which is urgently
needed. Positive and active home/school relationships will
have the following impacts on the Kuwaiti educational

system:
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2)

3)
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Home/school relationships exert direct effect on
childrens' achievement. This research that is
focusing on parent-teacher cooperation may in
turn cause improvement in the scholastic
attainment of Kuwaiti children.
According to Lombana (1983) there is no training
program anywhere that exists to help teachers
deal with parents. This study supports such a
program and may cause initiation of such a
training scheme for Kuwaiti educators.
In very many societies, teachers develop a
feeling that the public is unaware of the
teacher's efforts and not appreciative of the
position that they have in society. Kuwaiti
teachers' conditions are not an exception.
Closer links between home and school will give
the teachers a feeling of self-esteem and greater
job satisfaction.
Teachers who generally rely upon their
professional competence might be ignorant that
parents' participation may help teachers'
professional growth. Better relationships,
advocated by this study, will make it possible
for teachers to benefit from parent's input in

the educational process.
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In a number of developed societies the parent- teacher
associations that were established long ago, seem to
have had impacts on various aspects of the educational
endeavors. It is hoped that this study will round up
support for the initiation of parent-teacher

associations in Ruwait.

Limitation of the Study

This study is limited to those teachers and school
administrators who are in public primary level (grades
1-4).

Although parents are important in this study, they are
excluded from the study. The reason for this
exclusion is the high illiteracy rate among adults
(approximately 30%), (Kuwaiti Annual Statistical
Abstract, 1984, p. 41). The study is directed toward
teachers because they are in the best position to
share with the parents the child's progress,
academically, socially, emotionally and physically.
Literature related to the theoretical, conceptual and
other aspects of this study does not exist in Kuwait,
nor in other countries that have a socio-cultural
setting similar to that of Kuwait. This researcher
has relied on the studies undertaken in the U.S. and

some western European countries.
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Definition of Terms

Primary School: A school that encompasses grades 1-4
of the schooling period in Kuwait.

Ruwaiti Teachers: Those teachers who teach in schools
of the State of Kuwait and are of Kuwaiti Nationality.

Non-Kuwaiti Teachers: Those teachers who teach in
schools of the State of Kuwait and are of nationalities
other than Kuwaiti.

Boys' School: A school in which enrollment consists
of entirely male students with predominantly male teachers.

Girls' School: A school in which both enrollment,
teaching staff and school administrators are entirely
female.

Parents as Spectators or Observers: In this role
parents are perceived as an audience. They are informed by
the school about its activities and sometimes are asked to
visit the school as observers. The parents also view the
school as an authority figure whose source of expertise is
both necessary and sufficient to handle the education of
their children.

Parents as Teachers at Home: In this role it is
perceived that the parent directly participates as an
active teacher of his/her own child. Parents are expected

not only to enhance the informal education of their



24
children, but to work with the educational system and help
to solve any problem that may exist.
nts as unt S: In this role, parents do

various types of volunteer work in the school such as
participating in the classroom efforts, extra-curricular
and social activities, school committees, discussions and
providing role models about certain careers and
professions.

arents as Paid Resources: This function is perceived
to measure the amount of parents' participation in adult
evening activities, training programs for parents,
workshops, teachers/parents committees, extra-curricular
efforts and lectures in which parents are to be compensated
for their performance.

Parents as Decision Makers: In this role, parents are
perceived to take active parts in the evaluation of school
performance, review of school curricula, review of school
rules and requlations, teachers and school administrator's
promotions and the solution of school problems.

Home Visitation: Students' home visitation suggests
that teachers and administrators visit students' homes on a
reqular basis.

ainin r ms for Teachers and choo
Administrators: Certain training programs for teachers and

administrators in the area of home/school relationships
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through pre-service and in-service training, by

publications, and mass media are suggested.

Querview

In the first chapter, the study is presented as well
as the need for the study and the purpose of the study.
Limitation of the study, definition of terms and research
questions are included.

In the second chapter, review of literature related to
study is reviewed. Theories concerning home/school
relationships are elaborated. Different aspects of
home/school relationships are discussed.

In the third chapter, education in Kuwait is
presented. Brief historical background is provided. Major
characteristics of the Kuwaiti Educational System is
summarized. In addition, parent/teacher relationships in
Kuwait are presented.

In the fourth chapter, methodology is presented along
with population and sampling, demographic characteristics,
major research questions are provided. The instrument,
hypothesis, procedure for gathering data and statistical
analysis is discussed.

In the fifth chapter, two types of data analysis are
presented. Rank order of item analysis, and analysis of
variance in terms of items combined into seven major groups

are analyzed.



26
Finally, in the sixth chapter of the study, the
summary and conclusion are drawn., Interpretation,

implication and recommendation are presented.






CHAPTER TWO
REVIEW OF LITERATURE

Introduction

In this chapter, literature pertaining to certain
aspects of home/school relationships will be reviewed. The
main purpose is to identify those areas that received
research attention. 1In particular, attention will be focused
on the effect of families upon individual children's academic
achievement. Furthermore, this chapter will look into the
nature of certain theories and ideas relevant to parents'
involvement in the education of their children. It will also
indicate how little material exists in the State of KRuwait
with regard to this important educational issue.

Conflicting Assumptions With Regard to
cho elationships

According to Boocock (1980), there are two contradictory
conjectures concerning the link between home and school. He
asserted that:

There are two conflicting hypotheses about the

relationship between parental activity in school

affairs and school outputs. One hypothesis

predicts a positive relationship. Based upon a

balance or dissonance theory model, this argument

is that a high level of parental interest and

involvement would be consonant with feelings of

control of environment, and that parents who had

such positive feelings would be most likely to

communicate to their children the academic

motivation and role-playing skills needed for

school success. The alternative hypothesis, that

parental activity is negatively related to school

27
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productivity, is based upon a model of role
specialization. What teachers and schools need,
runs this argument, is autonomy-release from the
pressures of the external environment. (p. 258)

With regard to school-community relations, Litwak and
Meyer (1974) identified three points of view: (1) "closed-
door" position, (2) "open-door" position, and (3) "balance

theory" (p. 1-16).

"Closed-Door" Position
With regard to the "closed-door" position, Litwak and
Meyer (1974) asserted:

This viewpoint takes its name from the general view
of some educators that community involvement is
extraneous, if not injurious, to the education of
the child. The basic assumption is that schools
can best handle within their walls all the major
problems of education. Therefore, community
participation should be kept to a minimum. The
presence of parents in the school will hamper the
educator in the performance of his duties. Lacking
professional training and having strong emotional
ties to the child, the parent will inhibit the use
of professional judgment. This approach is
consistent with some sociological theories that
have dealt with relationships between large-scale
bureaucratic organizations and family and
neighborhood groups. Thus, Max Weber points out
that strong family systems tend to undermine the
development of rational bureaucracies based on
merit. Talcott Parsons implies that families and
large-scale bureaucracies must keep their distance
if each is to operate efficiently. The viewpoint
of the traditional French and German school systems
illustrates this position, which is often
associated with a curricular emphasis on the "3
RY8"¢ From this position, a school-community
relations program will be effective if it maximizes
social distance between the family and the school.
(p. 4)
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"Open-Door" Position
In a point of view entirely opposite to the "closed-
door" position, the authors (Litwak and Meyer, 1974)
described the "open-door" position as follows:

In contrast is the "open-door" position. It
assumes that many of the basic educational
processes take place outside the school building,
in the family, peer group, and neighborhood.
Furthermore, the motivation necessary for learning
in school has its source in the everyday life of
the child. This necessitates intimate school-
community contacts. Although few sociological
theorists are actually working to induce closer
contacts, most major cities implement programs
designed to increase contact between schools and
families. An extreme example is that of a school
installing washing machines and cooking facilities
so that families in need might use school facili-
ties for their everyday living needs. The "pupil
centered" philosophy of education is often
associated with this position. From this view-
point, the effective school-community program will
produce closer contact between the family and the
school. (p. 5)

o anc ory"

Considering the "closed-door" and "open-door" stances as
extreme positions, Litwak and Meyer (1974) suggested a third
option called a "balance theory", which lies somewhere in
between the two positions. In support of the "balance-
theory" these authors stated:

A third position recognizes some validity in both

the "open-door" and "closed-door" approaches. It

asserts that both intimate and distance school-

community relations must be balanced in different
degrees under different circumstances to optimize
educational objectives. This approach notes two

kinds of errors which a school-community can make.
It can bring the schools and community so close
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together that professional standards are seriously

weakened; and it can keep families and schools so

far apart that lack of coordination causes

contradictory influences to emanate from both

sides. To avoid these errors, the balance theory

argues that optimal social distance is a

determinable point between the extremes of intimacy

and isolation. At such a point the schools will be

close enough to coordinate activities with families

but not so close as to impair the performance of

professional educational tasks. (p. 5-6)

Litwak and Meyer (1974), in the first part of their
book, expand various aspects of the "balance theory" and
distinguish two groups: (1) School personnel called
"experts" or "members of bureaucracy", and (2) community
groups called "nonexperts™, or the "primary group". They
emphasize that in the educational process, the tasks of
members of bureaucracy (for example, school administrators,
teachers, social workers and clerical staff) are quite
distinct and different from the tasks of members of primary
groups (such as parents, sisters and brothers, and
relatives).

These authors, in the second part of the book, delineate
various strategies and techniques for establishing and
strengthening relationships between members of bureaucracy on
one hand, and members of the primary group on the other.

Detailed theoretical framework of the first part and the
"cook book" approach of the second part of Litwak and Meyer's

(1974) book are informative and interesting. The authors'

position is that, in the process of education, remote social
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distance between the primary group and members of bureaucracy
will cause the process to suffer, is generally accepted in
the educational circles. The opposite viewpoint, however,
that close relationships between these two settings may
equally impair the educational attainment of children remains
unsubstantiated.

The idea that close relationships between bureaucracies
and primary groups may seriously weaken professional
standards set by educational systems, is based oA
organization theory of early theorists such as Gulick,
Mooney, Reiley and Weber who examined organizations as they
knew them from a limited background of research. Current
concepts of organization, have been heavily influenced by
expanding knowledge about human relations movement. Research
and theory in this area have led current theorists away from
a "one best way" approach toward a contingency of organiza-
tional design. Very briefly, this theory points to the fact
that organizational functioning and effectiveness is
contingent upon is surroundings, both internal and external,
and there is no one best way of organization (Lawrence and
Lorsch, 1969). Hence, rationalistic and bureaucratic
structure of formal organization is incompatible with current
concepts of organizational improvement, in particular with
regard to the school system. Furthermore, in the real world
no community can be identified in which the relationships

/
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between families and schools would be so intimate that the
intimacy might interfere with the effectiveness and
efficiency of educational settings. Therefore, the
assertions of Litwak and Meyer (1974) that:

Differences between these two settings (experts in
the school and nonexperts in the community) require
that communication linkages should not bring them
into such close contact that they impair the social
structures that are required to sustain each. (p.
13-15)

Or, as stated by Litwak and Meyer (1974), "if they are
too close their antithetical structures may lead to reduction
of effective contributions of expertise or of primary group
support (p. 13-15)," are not warranted.

It should be mentioned that Litwak and Meyer are very
much aware of current thoughts about organizational
improvements and the change from rationalistic to human
relation structure. With regard to the current trend they
asserted:

Over the last four decades the movement from
rationalistic to human relations structure has been
urged by practitioners and social scientists in
many different fields. For instance, in industry,
beginning with the early Hawthorne studies, the
move was away from scientific management
(rationalistic) to human relations. In the field
of penology the move has been from custodial
(rationalistic) to rehabilitation (human
relations)., In the treatment of mental illness the
movement has been away from the custodial
(rationalistic) to milieu or treatment orientation
(human relations). In education there has been a
cyclical movement. The early "progressive
education" concept assumed a human relations
structure, as does the more current "pupil-
centered" approach. An earlier stress on a "three-
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R's" approach and an emerging interest in the
programmed learning seem to imply a rationalistic
structure. (p. 96)

Furthermore, Litwak and Meyer (1974) supported closer links
between home and school and set forth various techniques to
strengthen such links. Nonetheless they suggested that,
based on the balance theory:

. . communication between school and community
should seek to achieve some midpoint of social
distance--close enough so that they can coordinate
their activities but sufficiently distant so that
their structures do not interfere with one another.
(p. 15)

Boocock (1980), after describing the two conflicting
hypotheses that: (1) parental involvement is positively
related to school success, and (2) parental involvement is
negatively related to school productivity, maintained that:

To date, these hypotheses have been supported more
on the basis of personal biases than empirical
evidence. What limited evidence there is favors
the first model. The Gittel and Hollander study
showed a relationship between indicants of
community participation and educational
innovativeness, although the link between
innovativeness at the system level and actual
student achievement was implied rather than
documented. In an extension of his study of
school-value climate, McDill added several
community-level variables, and he found that the
only one related to achievement was parental
involvement in the schools. (p. 258)

Furthermore, there is no experiential evidence to show
that parental involvement has had any negative impact on

student performance or school productivity.
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Literature Pertaining to Certain Aspects
of Hom choo elationships

As was previously discussed in the preceding chapter,
cooperation between home and school had been emphasized prior
to the turn of the 20th century. It was only after 1950,
however, that the issue of home/school relationships and its
impact on the educational attainment of students attracted
considerable attention of many who were involved, one way or

another, in the educational process. Consequently, a

significant number of books, articles, research and study
reports in various aspects of home/school relationships has
been generated; and literature in this area continues to
accumulate very rapidly.

The scope here is not to categorize systematically the
voluminous literature that exists in different aspects of
home/school relationships and make an exhaustive review of
literature in every category. It is attempted, however, to
identify a few aspects of this issue and make a brief review
of some of the literature that exists in those areas.

The literature review in this part is essentially
directed towards the following aspects of parents'
involvement in the educational process.

1) The importance of parental involvement in general.

2) Strategies for educational practices.

3) Legal rights and authority of parents.

s T
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4) The effect of parental involvement in students'
achievement.
5) The effect of parental involvement on students'
behavior.
6) The effect of parental involvement on school
personnel and the school.
7) The effect of parental involvement on parents and
the community.
The Importance of Parental Involvement in
t ducationa ocess in General
Currently, there is a common conviction amongst
educators that the involvement of parents in the process of
schooling can only be beneficial, although there is no
agreement upon the forms which this involvement should take.
A little progress made with regard to home/school/
community cooperation in the United States in the 1960s and
1970s were summarized by Berger (1981).
In the 1960s and 1970s the parent-school-community
partnership was recognized in such national
programs as Head Start and the Elementary and
Secondary School Act, Title I, III, IV, or VIII.
Follow Through and Right-to-Read programs, like
Head Start, required that parents must participate
in policy-making. (p. 94)
Berger (1981) continued:
Parents became partners to program design when
Public Law 94-142 required Individualized Education
Programs (IEP) for special education students to be
written by educators with parental input and

approval. Across the nation, individual school
districts started new alliances with parents and
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the community. Those involved in programs where

parents were active components found that the

partnership was a success. (p. 94)

Berger (1981) further added, "In Title I, Head Start, and
Title IV programs, in-service conferences where parents,
teachers, and administrators work, study and discuss together
have made parents partners in the educational process" (p.
94).

The emphasis on home/school cooperation was not
overlooked prior to the 1960s and 1970s. Starting in 1930
the School of Education at the University of Michigan in
cooperation with Michigan Congress of Parents and Teachers
held an annual Parent Education Institute for several years.
While the main objective of lecture meetings of the institute
had been directed towards child welfare and parent education,
the lectures covered many grounds including home/school
relationships. For instance, Arlitt (1932) professor of
Child care and Training at the University of Cincinnati in
her lecture, "The Education and the Modern Parent," asserted
that:

Now that the fact that the parents are educators as

important as those found in educational institu-

tions is known, it is time to consider just what
things will be necessary if the education which is
furnished the child at home is to transfer to the
school, and if school education is to transfer
fully to the home situation. (p. 9-10)

In the same lecture, she continued:

Both home and school should have a knowledge each
of the ideals, aims, and purposes of the other.
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Parents should be familiar with the lessons which
are being taught in school, the processes by which
they are being taught, and the extent to which home
assistance may help or forward learning. Teachers
should be aware of what is going on in the child's
home and of the means by which those things most
important for the development of the child may be
secured through home and school cooperation.

A common mass of knowledge, a clear philosophy
of education and training, and a complete supple-
menting of the home by the school and of the school
by the home makes for fuller living on the part of
the child and a sounder educational program. (p. 9-
10)

In the next Annual Parent Education Institute held in
1933, Professor S.A. Courtis (1933) of the University of
Michigan, on the meaning of cooperative approach to the
solution of educational problems said:

The cooperative approach means that teachers, first
of all, will ask the home to share what it knows
about its children and what it desires from the
school in the way of benefit. It will demand,
also, that parents shall give freely from a social
viewpoint. In the New Day no parent will ask
favors or privileges for his child that he does not
desire for all children. Parents will accept and
exercise a responsibility for the general
educational program, not a limited and specific
support to the single school in which their own
children are placed. Parents and teachers alike
will face the facts, pool their resources, and work
cooperatively for the solution of their common
problems. Education today is a discouraging job.
Whatever one does is sure to be met with
disapproval; however hard one may try, one is sure
to discover, chiefly, new unsolved problems.
Teachers and parents must frankly recognize the
situation. We must learn cooperatively. (p. 7-8)

The National Congress of Parents and Teachers in the
United States stated its program of parent education in 1887.

Written into its charter were the words: "The objects of




38
this cooperation shall be to promote conferences among
parents upon questions vital to the welfare of their
children."

In recent years, it has been the view of many authors
that a close link between home and school is imperative,
because it will bring benefits to the child. With regard to
interrelationship between the two, Charles Reeves (1983)
asserted:

The home is an institution existing largely for the
protection, care, and development of the child,
during the relatively long period of helplessness,
and induction into elementary requirements for
civilized living. The school is an institution
existing for the planned, systematic, and more
formal education of groups of children in selected
subject matter. It has relieved the home of many
of its original educational functions and has
assumed many additional functions not required in a
simpler mode of life. However, the requirements
for educational experiences have been multiplied by
our growing civilization to such an extent that
there are still more needs than most homes and
schools, together, can supply. For best results it
is important that these two educational
institutions co-operate and each supplement the
other in their efforts to meet the needs. That is
the theme and concern of this book. (p. 1)

Reeves continued his discussion by saying:

Both parents and teachers are teachers; their
cooperation is necessary. The education of a child
is a whole process that includes his total
experiences--in school, in the home, and in the
community--during the school year and in the
summer. The roles of parents and teachers can be
kept separate only at the peril of development of
the child at a level far below his highest
potentialities. Better understanding of the
responsibilities and problems of each by the other
is necessary. The child should be brought to a
sense of a truly supporting relationship between
the home and school--parents and teachers--so as to
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avoid conflicts in his mind, leading to contrary
reactions. (p. 1)

on the advantages of parent participation in the

educational process Lombana (1983) stated:

Parent participation builds positive home-school
relationships. When parents and educators work
together in cooperative arrangements, they have
opportunities to see the other's point of view and
to understand the responsibilities, assets, and
contributions of the other. Parent participation
helps increase community support for school
programs. Parental view of the programs offered by
a school are closely aligned with personal
relationships. When parents have opportunities to
collaborate with educators on various school
activities, they are more likely to support local
issues, higher teacher salaries, or expanded
guidance programs. (p. 100)

Lombana continued:

Parent participation strengthens parent-child
relationships. As parents become involved in the
school, they increase their knowledge of and involvement
with their children's educational environment. Most
children are pleased when their parents work in the
school, attend meetings at the school, and otherwise
indicate an active interest in the educational program.
These actions increase a child's self-esteem and build
more positive relationships with parents. Such
relationships are further strengthened when parents
learn new ways of relating to their children. (p. 100)

The family is a universal organization, everywhere it

has educational functions and socializing responsibilities,

and

in all societies it is intelligible only in its

relationship with other institutions.

With regard to mutual understanding between home and

school, in the UNESCO Publication (1955) it was stated:

There is thus a general task to be discharged--that
of building up mutual knowledge and understanding
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between school and home, the initiative in
undertaking which, by virtue of his training and
his position of responsibility towards a number of
children, will normally fall to the teacher.
Invitations to parents to visit the school and see
what goes on, talks and discussions on educational
method, upon changes in conception and technique
which have taken place since the parents went to
school, and upon innovations which are about to be
made, demonstrations and suggestions as to how,
without playing the amateur teacher, parents can
help their own children to learn and how they can
complement the lessons which are given, these
activities like them will bring parents into an
understanding participation in the teacher's work.
(p. 43-44)

A major research project was conducted in Great Britain
on behalf of the Central Advisory Committee for Education
(1967) by Plowden Committee (Plowden Report). This study
that involved over 3000 children from a national sample of
173 schools, drew widespread public attention to social class
differences in parents' attitudes. In explaining variations
in students' attainment, the research emphasized the
importance of home as opposed to school factors such as the
class size. Moreover, with regard to different types of home
influence, the study stressed the role of attitudes, the
interest and encouragement that parents offered as opposed to
material conveniences. As stated in the DES Plowden Report
(1967) :

What matters most are the attitudes of teachers to

parents and parents to teachers--whether there is

genuine mutual respect, whether parents understand
what the schools are doing for their individual

children and teachers realize how dependent they
are on parental support. (p 40)
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William Tyler (1980), one of Great Britain's prominent
educators, argues against certain forms of parents'
participation which are unimportant, trivial and a waste of
time.

Pupils, students, parents, citizens are sensitive
to the smell of paternally imposed ritualistic
participation, whether in the form of the works
council agenda that never includes important items,
the rigged meeting of the parent-teacher
association, the "consultative committee" that
limits itself to trivia, or the school council that
is persuaded to concentrate on coach trips rather
than curriculum. For many, such window dressing is
more offensive than the autocracy or oligarchy that
it purports to replace. (p. 15)

He continued:

None of this is to argue against greater
participation by parents and citizens in the work
of education, to deny the importance of ensuring
good relations between teachers and parents, home
and school. It is to suggest that relationships
reflecting genuine participation and power-sharing
need, if they are usefully to serve educational
goals, to be reflected in carefully through-out
institutional structures, procedures, conventions,
and understandings. Good intentions and goodwill
concerning home-school relations are indispensable
to the creation of such forms and procedures. They
are no substitute for them. (p. 15-16)

In recent years, educational experts and writers argued
in support of certain types of partnership between home and
school. Tizard and Tizard (1979) in their article, "Parents
and Teachers as Educators," defined the partnership as
follows:

The term partnership would certainly seem to imply,

at the least, that the parties involved have an

equal status, and mutually agreed aims, and that
they consult together and inform each other about
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their activities. For parents to be partners of
teachers in the school, radical changes in
educational practice would be needed. Equally, if
partnership refers to coordinated work in separate
spheres, the teacher at school, the parent at home,
considerable consultation about aims and methods
would be needed. 1In either case, a two-way flow of
opinion and information would be a necessary part
of the relationship. (p. 221)

The authors (1979) further argued:

At present, such communication as occurs is much
more likely to be a one-way flow from the teacher
to the parent. It will not normally be a report
about what the teacher has been doing, how she has
been carrying out her responsibilities, but rather
instructions to the parents about what they should
do--they should send their child to school on time,
send him to bed early, talk to him more, play with
him more, see that he does his homework, and so on.
(p. 221-222)

Tizard and Tizard (1979) maintained that in recent years
educators' emphasis to involve parents in educational
endeavors is not for the purpose of partnership, but to learn
from the school how to perform on school terms.

Much recent interest in involving parents in
education, in fact, arises from the belief that
most parents are inadequate: they need to be
changed so as to become more like teachers. This
"deficit" view of parents underlies most schemes
for parent education and home visits; and pressure
for parents to help in schools and creches is often
because of the assumption that they can learn from
watching teachers. The question of what teachers
can learn from parents is rarely canvassed. It is
convenient for teachers to attribute a child's lack
of progress in school to his parents' lack of
interest, or their failure to stimulate him. There
is, however, an alternative, less comfortable
inference--that the failure or lack of interest of
a child in school reflects rather the failure of
the school to teach him. (p. 222)



43
Strategies for Educational Practices

To offer guidelines for practitioners concerned with
strategies by which home/school relationships could be
enhanced, many educational experts and writers, in recent
years, have focused on experiential aspect of the issue.
Consequently, numerous articles, pamphlets, manuals and books
spelling out numerous approaches to mechanisms of home/school
linkages, have been produced.

In a pamphlet with the title of "Partners in Education"
Muriel Brown (1950) and her associates discussed certain
factors which were considered to be important to teachers,
parents, children and the community. The conclusions were
drawn from an analysis of views expressed by cooperating
groups that were located in various parts of the United
States. These groups were to discuss four questions with
regard to participation of parents, children and teachers in
home/school cooperation. The question involved values and
goals in home/school cooperation, conditions in schools and
communities, some of the psychological factors, and learning
to work together more effectively to enhance home/school
relationships. The author discussed the four topics just
mentioned in four separate chapters and the conclusion that
she drew was based on an analysis of conditions of actual
experiences and pointed out certain factors of significance

to teachers, parents, children and community.
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Litwak and Meyer (1974) in their book, School, Family
and Neighborhood: The Theory and Practice of School
Community Relations consists of two parts: part one is
concerned with theoretical scheme for home/school
relationships, and part two deals with practical aspects of
the issue. In part one, a general theoretical frame of
references was developed which may enable practitioners to
set their goals and plans to achieve those goals. With
regard to the second part, the authors asserted, "Chapters 5
through 12 are pragmatic, at times almost like a 'cook book'
in the approach to specific mechanisms of school-community
linkages" (p. 157-269).

The authors described eight types of approaches that
formal organizations, such as schools, can use to reach and
influence local communities. These were called by the
authors as: (1) Detached worker, (2) Opinion leader, (3)
Settlement house, (4) Auxillary voluntary, (5) Common
messenger, (6) Mass media, (7) Formal authority, and (8)
Delegated functions.

The authors devoted eight chapters of their book to the
eight mechanisms listed above. The authors also described
certain methods by which a practitioner may be able to
identify linking mechanisms appropriate for the development
of a program for the enhancement of school community

relations.
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The "cook book" analogy described by Litwak and Mey
(1974) may apply to many writers who suggested vario
techniques for improvement of home/school relationshir
Since a great number of writers contributed to this area,
is neither practicable nor conducive to go through all 't
materials written with regard to practical aspects of hon
school cooperation. As examples, the contributions of a f
authors that seem relevant to experiential orientation
parents' involvement in the educational process are brief
reviewed here.

Gordon and Breigvogel (1976) edited a book, Buildi
Effective Home-School Relationships in which various aspec
of home-school partnerships such as types of paren
involvement, roles of teachers, parents and administrator
home learning activities, and evaluating home/school progre
were discussed.

Lombana (1983) in her book, Home-School Partnership,
detailed discussion of various topics of parents' involveme
in the school process. Lombana's main emphasis in th
treatise was how to facilitate communication between schc
staffs and parents. She also discussed parent
participation and education programs and many other practic
aspects of home/school partnership including parent
conferences. Other writers have focused on parent-teact

conferences. Examples are Hamacheck and Romano (1984), Los
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and Diament (1978), Casavis (1970), and Bailard and Strang
(1964) .

Barclay (1977) published a rather brief book (48 pages)
which is a step-by-step guide in experiential parents'
involvement programs. The book also elaborates on workshops
for parents and teachers.

Berger's (1981) book, Parents As Partners in Education,
can be considered as a guide to help teachers and counselors
in enhancing home/school relationships. The author also
discussed certain programs working with parents of
handicapped children.

Coletta (1977) published a book, Working Together: A
Guide to Parent Involvement, which discusses numerous ways to
involve parents of young children in the schooling process.

Davies (1976) edited the book, School Where Parents Make
a Difference. This book is a collection of school programs,
the success of which has been attributed to the involvement
of parents in those programs.

Swick's book (1978), The Parent-Teacher Bond, provided
practical suggestions for teachers on how to involve parents
in school programs.

Miller (1975) in a book, Parents and Volunteers in the
Classroom: A Handbook for Teachers, provided systematic
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guidelines'in setting volunteer programs in the school
system.

Rutherford and Edgar (1979) in their book Teachers and
Parents: A Guide to Interaction and Cooperation, with regard
to promoting teacher-parent cooperation, have suggested six
methods of interaction. These are: (1) the problem solving
conferences, (2) home visits, (3) parent participation in the
classroom, (4) parental help with uninvolved parents, (5)
parent-teacher associations (PTAs), and (6) Public Law 94-
142 (p. 23-31). The authors have elaborated on every one of
these methods.

Considering the new Public Law 94-142 and its effect on
parents' involvement Rutherford and Edgar (1979) stated:

The new law encourages increased parental

involvement in the education of their children

since it specifies their rights and their
participation in the development of an educational

plan for their children. In addition, Public Law

94-142 encourages local school districts to develop

other methods of involving parents. 1In particular,

state education agencies are requested to develop
procedures for appointing parent surrogates for
handicapped children who do not have parents or
whose parents are unable to participate in the
development of an educational program. The states
must also appoint parents to their special

education advisory councils. (p. 30)

With regard to the impact of the new law on parents'
involvement in special education, Rutherford and Edgar (1979)
maintained that:

Obviously, Public Law 94-142 has had a direct

impact on teacher-parent interactions in special
education. In most cases, we believe these
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interactions (forced or voluntary) will be
productive, and we certainly hope that teachers and
parents will choose to work together. (p. 31)

In connection with its effect on overall educational
process Rutherford and Edgar (1979) argued:

Although its impact on all education is difficult
to predict, Public Law 94-142 certainly represents
a major move toward mandating services. To the
degree that it is successful in special education,
we expect that similar legislation governing all
public education will be enacted. Regardless of
their personal attitudes toward federal government
intervention, all teachers need to choose between
preparing for or resisting parental involvement in
the schools. (p. 31)

Legal Rights and Authority of Parents

In connection with parents' involvement in the schooling
process, many writers discuss parental rights, and
significance of authority in the lives and education of their
children.

Musgrove (1966) argued that in the past century parental
influence substituted parental power.

one of the most remarkable social changes of the
past century has been the substitution of parental
influence for parental power. Throughout the
advanced countries of the West the power of parents
has been radically curtailed in law and the rights
and the interests of the child protected. The
social and economic bases of the power of parents
had been undermined in many sectors of European and
American society long before the law restricted
their authority. It is something of a paradox that
the measures taken to protect the child,
particularly compulsory education--a revolutionary
invasion of parental rights--have helped parents to
regain some measure of authority by reducing the
child's capacity and opportunity for independent
earnings. (p. 2-3)
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Many social scientists and educationalists agree that,
both in Europe and America, the absolute authority that
parents had over their children has declined considerably
during the Classical Industrial Revolution of the 19th
century. In Great Britain, the two Acts of Parliament, i.e.,
the Education Act of 1880 and the Children Charter of 1889
gave the child legal protection against negligence and
maltreatment by parents. Musgrove (1966) maintained that:

The long arm of the state reached into the family

with coercive power only at the end of the

nineteenth century. With great reluctance, Statute

Law brought about a profound modification in the

historic Common Law position of the father and the

family. In the year of Lord Justice Bowen's
judgement, society was organizing itself to invade

the family: the first Society for the Prevention

of cruelty of Children was founded in Liverpool; in

1889 the N.S.P.C.C. was established; and in 1895 it

obtained a Royal Charter. (p. 7)

Some writers and philosophers appreciated the
implication of these measures. For instance, George Bernard
Shaw (1910) in his preface to Misalliance commented, "There
is a Society for the Prevention of Cruelty to Children which
has effectively made an end of our belief that mothers are
any more to be trusted than stepmothers, or fathers than
slave drivers" (p. 8).

It seems that undermining parental power, whether in the
past or present, is mainly aiming to illtreatment and cruelty

matters where the child might be in need of care and

protection. West (1975) believed that compulsion in




50
education should be used selectively rather than universally:
government power should be directed at those parents who are
irresponsible in providing for their child's education.

Nonetheless, parents still have a considerable amount of
power over their children concerning their education and
welfare. Musgrove (1966) argued:

Relics of an ancient paternal power remain. A

father still has the right to the services of his

infant children, and he may recover damages for the
seduction of a daughter whose capacity for service

is presumed to have been thereby impaired. A

father has the right to the custody of his

legitimate children, the right to determine the
child's religion, education and where he shall

live. (p. 8)

Similarly, Kapplemen and Ackerman (1977) acknowledged
the parents' power and urged them to organize and use this
power to facilitate change and awareness so that children
receive the very best possible educational experience. They
asserted:

There is a power in being a parent: the power of

teaming with the responsive school system to help

your child . . . and the power to force a sluggish

school system to educate your child in the best and

most appropriate way possible. Use that power. It

is your intrinsic right as a parent. (p. 281)

Rights and authority of parents over their children's
education seem to be universally recognized. In the
Universal Declaration of Human Rights of the United Nation
Charter it is stated, "Parents have a prior right to choose
the kind of education that shall be given to their children"

(Sicault, 1963, p. 126).
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With regard to parents' right Reeves (1983) indicated

his personal view. Pi.

Parents have a right to protest the hassignment of
an amount of homework that is a burden to the child
or themselves, or the policy of assigning any
homework at all. If the protest is made in a PTA
meeting and other parents agree, the passing of a
resolution may be effective in modifying the
practice, but provision of more school time may be
necessary if homework is eliminated. It should be
recognized that teachers are employed to teach,
which does not mean that their duties are limited
to assignment of lessons, hearing of recitations,
and marking of papers on what pupils have learned
without help or what parents have done for them to

copy.

(p. 123)

In a pamphlet "Parents Have Rights Too!" Thomas (1978)

distinguished seven rights for parents in the education of

their children. These rights are:

1)

2)
3)

4)
5)
6)

7)

The right to have teachers employed on merit rather
than by discriminatory practices.

The right to attend a school of one's choice.

The right to a free, appropriate and equal
education.

The right to equal educational opportunities for
both boys and girls.

The right to "due process" and an informal hearing
prior to student suspension from school.

The right to receive compensatory services for
handicapped children.

The right to know what schools are doing. (p. 9-10)

The Effect of Parental Involvement in
Students' Achievement

Research into relations between home and school and

their influence on the scholastic attainment of students can

be concerned in one of the two aspects of this issue. A

study may either focus on the relationships between students'
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home backgrounds and their educational achievement; length of
schooling, occupational choice, etc.; or it can be concerned
with involvement of parents in the educational process and
its effect on children's scholastic attainment.

In this section, research with regard to the influence
of home background on attainment are briefly discussed, but
more attention is paid to the effect of parental involvement
to educational attainment of children.

= During the past two decades, many research projects have
focused on the relationship between home background and
attainment. Two rather extensive studies conducted in two
different countries are worth mentioning. One is the
"Coleman Report" (1966) which was conducted in the United
States. The study covered 60,000 teachers, 57,000 students,
and about 4,000 schools. The other study, the "Plowden
Report," (DES, 1967) was undertaken in Great Britain. TE
covered over 3,000 students from a national sample of 173
schools. Both studies stressed the importance of home as
opposed to school factors, and both concluded that initial
experiences and continued events in the family play major
roles in children's scholastic achievement.

Following are the summary results of the "Coleman
Report" (U.S. Office of Education, 1966):

Of the many implications of this study of school

effects on achievement, one appears to be of
overriding importance. This is the implication
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that stems from the following results taken

together:
V1) The great importance of family background for
achievement,
2) The fact that the relation of family
\/’ background to achievement does not diminish

over the years of school.

3) The relatively small amount of school-to-
school variation that is not accounted for by
differences in family background, indicating
the small independent effect of variations in
school facilities, curriculum, and staff upon
achievement.

4) The small amount of variance in achievement
explicitly accounted for by variations in
facilities and curriculum.

5) Given the fact that no school factors account
for much variation in achievement, teachers'
characteristics account for more than any
other.

6) The fact that the social composition of the
student body is more highly related to
achievement, independently of the students'
own social background, than is any school
factor.

7) The fact that attitudes such as a sense of
control of the environment, or a belief in the
responsiveness of the environment, are
extremely highly related to achievement, but
appear to be little influenced by variations
in school characteristics.

Taking all these results together, one
implication stands out above all: that schools
bring little influence to bear on a child's
achievement that is independent of his background
and general social content; and that this very lack
of an independent effect means that the
inequalities imposed on children by their home,
neighborhood, and peer environment are carried
along to become the inequalities with which they
confront adult life at the end of school. (p. 325)

“fi> Many other researchers have focused on the relationships
between home background and attainment. The following

American and British researchers are a few who have
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contributed in this field. In the United States, studies
undertaken by Levin (1965), Honzik (1967), Kagan and Moss
(1962), Kriesberg and Bellin (1965), Stodolsky and Lesser
(1967), Bradshaw (1968), Fowler (1968), Green, Hoffman and
Morgan (1967), Bloom (1963), Goldstein (1964), Deutsch and
Associates (1967), and Jensen (1967), are just a few
examples.

Similarly in Great Britain, Fraser (1959), Douglas
(1964) , Douglas and Associates (1968), Wiseman (1964), Craft
(1970), Cohen (1979), and Bernstein (1961) are among a few
who conducted studies concerning the effect of home

background on children's scholastic achievement.

——f;> The study of the relationships between home and school

and their effect on the pupil's performance in the school is
comparatively new. Nonetheless, a number of researchers have
focused on certain aspects of home/school relationships and
their effect on students' progress in school.

The Plowden Committee not only studied features of
primary school children's background but concluded that
parents' attitudes, interest and encouragement played a
rather major role in their children's achievement. If one
views parents' attitude, supportive interest, and
encouragement as a measure of parents advocating the school

and having close links with it, then the effect of
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home/school relationship on students' attainment becomes
clear.

;>* Research undertaken with regard to students' achievement
has explicitly indicated that there are positive correlations
between parental involvement in the schooling process and
students' achievement.

,,w>3> In a study designed to find out the effect of parental

involvement on children's reading improvement. nleard, ,

Schalf;eld\ggd Hew1nson (1982) selected 31x schools 1n Great

_ Britain and conducted an experlmental research which lasted

T T — . P B -

thf two years. ?ggee_groups, one expetlmental end two
_control groups were distinguished in this study. The first
control group received extra reading help from an experienced
\izitfpgtor. The second control group received no extre help
other than the regular teaching program.

The reason for having the first control group had been
to find out whether the improvement in reading, if any, could
be attributed to parents' involvement or to the extra help
g1zegf92\the 1nstructor.

Parents in the experimental group were asked to listen
to their children's mistakes while they were reading, and to
complete a report card summarizing what had been practiced at
home. The researchers themselves visited homes of the

children in the experimental group and observed the reading

practices.
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Thiqﬁstudy showed ~that parents' 1nvolvement contrlbuted

p031t1vely to the students' achievement. The researchers

- P

\ggncluQQQ;

Firstly, the inner city, multicultural schools it
is both feasible and practicable to involve nearly
all parents in formal educational activities with
infant and first-year junior school children, even
? if the parents are nonliterate or largely non-
{ English speaking. Secondly, children who receive o
i arental help are significantly betteg_iﬁjzggng[;

9, ttaln arab i en who do not,

~<;n;£dly, most parent express dgreat satisfaction in
being involved in this way by the schools, and
teachers report that the children show _an increased

| keenness for learning at school and are better
kehaved. 7, Fourthly, the teachers invelved in the

| home collabor 0 ed t found
| the work with parentswofthwhile—and they continued

to involve parents with -subsequent classes after
the experiment was conducted, as did teachers who
had taught parallel control classes during the
1ntervent10n years. %d&lfthlz, small- group
i i i given by a hlghl '

specialist m
in attainment comparable in magnitude with thase
obtained from collaboration with parents.

the llaboration between teachers and parents was

effective for children of all initial levels of

performance, including those who at the beginning

o) e study were failing to learn to read.

(Finally} the fact that some children read to

parents who could not themselves read English, or

in a few cases cannot read at all, did not prevent

improvement in the reading skills of those

children, or detract from the willingness of the

parent to collaborate with the school. (p. 14)

In a similar research project, Willmon (1969), attempted
to £find out the effect of parents' involvement in the Head
Start Program in Florida on children's achievement. 1In this
studj< 485 black and 45 white children were included. Based

on thgidegree of parental involvement, three groups were
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distinguished. 1In the first and second groups, parents were
actively involved in the program. However, the parents of
the first group were moderately involved, whereas, the
parents of the second group were highly involved. The third
group consisted of students whose parents were not involved
in the program.

When the students were given the Metropolitan Reading
Readiness Test, the results showed that the children in the
first and second groups scored higher than the third group.

¢ In an experimental study designed to examine the effect
of parents' involvement in the children's schooling on
children's attainment, Shelton (1974) used the Family
Involvement-Communication System and gave instruction and
training to parents in order to act as links between the
school and other parents. She used grade-point average as a
measure of students' achievement, and found out that parents'
involvement in the education of their children at home was a
major factor in enhancing children's attainment.

<~ To examine the effect of parental involvement on various
aspects of the schooling process, Herman and Yeh (1980)
analyzed data from California's Early Childhood Program
(CEC) . Regarding the relationships between parents'
involvement and students' achievement, it was concluded:

The results suggest that parent involvement in

schools is beneficial. The degree of parent

interest and participation in school activities is
positively related to student achievement. The
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amount of school-home communication is also
indirectly related to achievement. (p. 15)

In connection with the effect of parents' involvement in
their children's education on students' achievement, similar
findings were reported by Morrow and Wilson (1961); Hawkins,
Sluyter and Smith (1972); safaran (1974); Rubin and Others

(1980); and Seilbert and Others (1980).

ffect of Parental Involvement on Students' ior

As a method to solve students' behavior problems,
parental help has been sought and used by teachers and school
administrators perhaps more often than any other type of
parent involvement.

Green (1968) in his book, Parents and Teachers:
Partners or Rivals, reported a study of junior school
children and parents, carried out over a period of two years.
Efforts were made to improve home/school relationships.
During the study, the parents became more cooperative in
their attitude toward the school and the education it
provided; and case studies of individual children indicated
improvement in their behavior and school performance.

A summer program called "Parents and Children Together"
was designed to train Hispanic parents to teach their
children. Offenberg and Associates (1980), who made an
evaluation of the first year of the program, stated:

At the end of the first program year, there was
evidence that parents' participation in the summer
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program was associated with higher reading scores
and improved attendance among their children during
the school term . . . . In conclusion, the summer
program appears to have worked well as designed and
was associated with superior pupil behavior. (p. 6)

Dougherty and Dougherty (1977) reported that using the
daily report card system as a method of communication between
the school and home for 15 fourth grade students resulted in
solving the two problems of not completing homework and
talking out in the classroom. Immediate changes in these two
behaviors were observed. With regard to the effectiveness of
this method, the investigators asserted:

Homework completion was recorded during a baseline
period of 10 days. The mean percentage of children
not completing their homework was 34.7% during this
period. Following the Daily Report Card for
homework, the percentage of noncompleted
assignments dropped to 17% for the next 12 days,
and continued slightly below this amount for the
remainder of the study. No differential effect was
observed when the card was taken home on a weekly
basis.

Following stabilization of the homework rates,
talk-outs were scored on individual report cards.
During the baseline observation of 22 days, the
mean talk-out rate was 13.5 per hour, and decreased
to a mean of 2.3 per hour for the next 11 days.
The talk-out rate stayed at or near zero for the
remainder of the study, and did not change after
the weekly system was in effect. (pp. 193-194)

The Effect of Parental Involvement on Teachers
and Scho: nvironment

There is much to be said for teaching in an environment
in which there is a true sense of cooperation and support

between the school and family. The strength and unity
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established through common goals can only help to achieve
those goals, and achieving common goals will undoubtedly be
rewarding for everyone involved.

A Canadian observational study of 22 elementary classes
(Hedges, 1972) showed that when adult helpers were in the
classroom, the teachers allocate more time to instructing
their pupils. Involving parents in this way may, therefore,
have a direct effect on the teaching performance of teachers.

One of several methods to enhance communication between
home and school is through parent/teacher conferences.
Teachers can learn about the students' environment, their
study habits and availability of help at home. Teachers can
also come to know parents' expectations and their attitudes
toward education. Having information and knowledge as such,
will help the teacher to be a better advisor and guide for
both students and parents.

Following usage of parent/teacher conferences, Hagburg
(1970) commented:

The conference offers a valuable opportunity for

the therapist to learn about the child in his total

environment. It is important for him to know about

the child's home and neighborhood and to understand

conditions which may be preventing him from

achieving in reading. The therapist can also
become aware of positive conditions which exist and

give special emphasis to them in providing reading

therapy for his student. . . . During the course of

the conference, the therapist may learn about the

general feeling of the family, what they expect of

the child, his place in the family, their

aspirations for him or their lack of concern. The
reading teacher will become aware of modifications
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to be made in his therapy sessions and may also
suggest changes to be made in the home as the
parents strive to help with their child's reading
problems.

In addition, the teacher will have the
opportunity to counsel and help his student make
adjustment to those circumstances which cannot be
changed. As the reading teacher learns to know the
child in both his home and school situations, he
can plan more effective ways in which to work with
the child. (pp. 108-109)

e ect of Parental Involvement on Parents

and the Community

Parents who are involved in their children's education
are not only contributors, but they are also beneficiaries.
Referring to Woodhead's Book Intervening and Disadvantage
(1976), Cyster, Clift and Battle (1979) with regard to
intervening programs in the United States and Great Britain
noted:

The results indicated short-term benefits at least
for children and potentially greater long-term
benefits due to the effects on parents. The "Red
House" project maximized contact with the community
by having many facilities under one roof in an
attempt to increase home-school links. (p. 17)

Safran (1971) with respect to parents' benefit in their
involvement in schooling process has made the following
comments:

In every kind of involvement, parents "get an
education.” It may or may not be the kind of
parent education intended by the program planners.
Involved parents usually find themselves learning
something about self-awareness, child development,
health and nutrition, curriculum development,
family planning, group dynamics, instructional
methodology, policy planning, program management,
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institutional reform, how not to conduct a meeting,
etc. (p. 5)

Breslin and Marino (1975) presented the results of
parents' participation in a woodworking class in one of New
York's primary schools where 20 parents were involved.

[Parents] felt they contributed to the program

since the need for close and constant supervision

with the tools was obvious; felt they learned a

great deal about how children function since they

saw how differently children approach problems;

gain more satisfaction from having helped a child

plan and produce a project; gain a better

understanding of the functioning of the school's
total program by being an integral part of it;
learned the necessity of allowing children to do
things on their own, even when it would have been

far easier and faster to "hammer that nail myself";

saw that academic learning does evolve from such

things as making a wooden boat. (pp. 125-126)

Parents who contribute in the education of their own
children and enhance their level of awareness will acquire a
feeling of accomplishment and hence it will add to their own
self-esteem. Stearns and Associates (1974) stated the
following with regard to parents' self-esteem, "There is
evidence that involving parents in decision-making or as
employees can have positive effects on their self-esteem and
can lead to change in institution or in classroom procedures"

(p. 6).

C tionships in Kuwait
Very little research exists with regard to home/school
relationships in Kuwait. Based on widespread recognition of

the need for parents to understand more about and to assist
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in education of their children, the Kuwait Ministry of
Education, in 1966 instructed individual schools to initiate
parent/teacher committees. Although the mission and
objectives of these committees have been set and discussed in
certain directives of the Ministry, unfortunately, neither
strategies nor guidance have been provided to achieve those
objectives. Furthermore, the formation of these committees
has been left to school administrators as an optional
practice. And as a result, after two decades, about half of
the schools do not have parent/teacher committees. Even in
the schools where these committees were established there has
not been any evaluation or research to find out how
effective, if at all, parent/teacher committees have been and
what should be done to increase their effectiveness.

Following the initiation of parent/teacher committees,
three seminars and conferences that were entirely devoted to
home/school cooperation were conducted. These were the 1966
Conference of School Principals, The First Educational Week
of Teachers Association of 1969, and the 1973 Conference of
the Ministry of Education which was attended by representa-
tives from various sectors of the society. The objectives
and outlooks of these seminars are briefly discussed in
Chapter Three.

In general, however, the reports, involving summaries of

discussions and recommendations, coming out of these meetings
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did nothing but call upon teachers, parents and citizens to
take part in home/school cooperation. Furthermore, since
1973, there has not been any other backup seminar or
conference regarding home/school cooperation.

None of this is to argue against the initiation of
parent/teacher committees or the seminars that followed the
initiation. It is, however, to suggest that genuine
home/school cooperation is needed, if the educational goals
are to be realized.

This author has come upon no research devoted to any
aspect of home/school relationships in Kuwait. In a Ph.D.
dissertation, however, Ali Asker (1981) who studied teacher
job satisfaction, included a question asking the respondents
to choose three out of more than two dozen factors, as they
perceived, to be most important for the improvement of
Kuwaiti Educational system. 1In response to this question,
cooperation between home and school was the most frequently
cited factor.

The above limited research emphasizes the need for
additional research on home/school cooperation if the needs

of children are to be met regardless of the national group.



CHAPTER THREE
CERTAIN ISSUES AND CHARACTERISTICS OF
THE KUWAITI EDUCATIONAL SYSTEM
Introduction

The public education in Kuwait formally started in
1912 when the first school (Al-Mubarekiah) was established
and had been sustained by citizens' donation. The actual
modern education, however, had not began until the 1930's
when an educational mission was invited from Palestine then
Egypt to help organize and introduce comtemporary public
school programs in Kuwait.

The start of the actual modern educational period in
Kuwait coincided with certain other events that were by no
means accidental. The development of the o0il production in
Kuwait in the 1940's opened up the possibility of a level
of material comfort and economic development that would
have been impossible without oil. The exploration and
exportation of o0il not only was to change the economic and
social conditions of Ruwaiti original inhabitants, but gave
rise to the need for a labor force of a size and skill
level not available in the country. To solve the pressing
problem of the work force, the demand for which arose so
rapidly, Kuwait on the one hand allowed a rather large
scale influx of workers from other countries in the region,

and on the other, began to develop an educational system to
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facilitate skill acquisition of the younger segment of
Kuwaiti's population.

Following the World's Great Depression, in the second
half of the decade of 1930's several boys' and girls'
schools, both at the elementary and secondary levels were
founded and a new department of education, to take charge
of the public educational setting, was created. During
World war II, the Kuwaiti educational system expanded at a
rather moderate pace. In the post World war II years,
however, the numbers and variety of schools, the enrollment
and the number of teachers increased with an enormous
acceleration., As it was shown, the lifetime of the public
education in Kuwait, compared to some Arab countries,
particularly compared to Egypt, is considerably short; the
rate of growth of the Kuwaiti educational system however,
is unsurpassed by any other country in the region, and
perhaps, in the world.

In the first chapter of this dissertation it was shown
that, based on the Government monetary allocation and
fiscal commitment to educational programs in recent
decades, Kuwait has placed the highest priority on the
country's educational system. As a result of such a strong
emphasis, today, education is offered to almost all Kuwaiti
children who are of compulsory school age (6-14 years old).

The country's strong commitment to the children's support
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and enormous emphasis on their education are also manifest
from articles 10, 13, and 40 of the Constitution of the
State of RKuwait.l

In order to familiarize the reader with the Kuwaiti
educational setting and in particular to demonstrate the
government efforts in certain changes that have occurred in
recent years, the next section of this chapter, will
summarize the major issues and objectives of Kuwaiti
educational system.

The high priority and importance that were given to
educational development, along with social and cultural
traits of KRuwaiti society, resulted in creating a rapidly
expanding educational system that is certainly unique. In

the third section of this chapter a brief summary of

larticle 10: The state cares for the young and protects
them from exploitation and from moral,
physical and spiritual neglect.

Article 13: Education is a fundamental requisite for the
progress of society, assured and promoted by
the sState.

Article 40: Education is a right for Kuwaitis, guaran-
teed by the State in accordance with law and
within the 1limits of public policy and
morals. Education in its preliminary stages
shall be compulsory and free in accordance
with law.

Law shall lay down the necessary plan to
eliminate illiteracy. The State shall
devote particular care to the physical,
moral and mental development of youth.
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certain characteristics of the Kuwaiti educational setting
is discussed.

The Ministry of Education in Kuwait, from time to
time, has shown some interest in the issue of home/school
relationships. 1In the fourth section of this chapter these
efforts of the Department of Education will be briefly
examined.

Major Issues and Objectives of the Ruwaiti
ducationa stem

As a developing nation, Kuwait has realized that
education is the cornerstone of the country's development
and prosperity. Therefore, Kuwait from the beginning of
its emergence as a nation, has highly emphasized the
importance of education and given the top priority to
educational propogation. Based on the emphasis and
importance attributed to education, both quantitative and
qualitative improvements have taken place and continue to
take place. Making use of the comparative studies of the
educational systems of other countries, school programs and
syllabi are continually revised and updated. Modern
educational facilities are being utilized, and new teaching
methods are being employed. The objectives of educational
endeavors are being reviewed and strategies to achieve

these objectives are being examined.
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In recent years, the government of Kuwait presented
General Objectives of Education as follows:

. « « to give individuals the opportunity of

having an integrated overall development

physically, intellectually, socially, culturally

and spiritually . . . to the utmost of their

capacities and potentials in the light of the

nature of the Kuwaiti society, its philosophy and
aspirations and in the light of the Islamic
principles, Arab heritage and modern culture, in
such a way as to realize a balance between the
individuals' self-realization and preparing them

to participate constructively in the progress of

the Kuwaiti community at large. (Comprehensive

Aims of Education in Kuwait, 1976, p. 21)

Along with the general objectives of education,
specific goals attributed to educational endeavors can be
inferred from legislative acts, rules and regulations
ratified by the government.

The act concerning compulsory education, the aim of
which is to make educational attainment available to all
children, requires that every child should attend school
from the beginning of the primary level (first grade) to
the end of intermediate level (8th grade).2 The children
who reach 14 without successful completion of primary stage
(4th grade) or those who reach 16 years of age without
completion of intermediate stage (8th grade) are exempted
from attending school. 1In the latter case the student has

the option to leave the school or continue until he/she

2Legislative Act No. (11) of 1965
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turns 18 or successfully completes the intermediate school,
whichever comes first.

Compulsory schooling is not restricted to the school
age children, but it is extended to the adult population in
the form of night schools.3 The main objective of these
night schools is to irradicate illiteracy from the country.
Adult education as such is compulsory for the following two
groups of the population who are not literate and pass the
school age:

1) Kuwaiti males who are under 40 years of age.

2) Kuwaiti females who work for the government and

are under 35 years of age.

It should be added that these men and women who have
passed the school age and do not fall under the two
categories just mentioned have the option to join these
night schools if they choose so. The compulsory adult
education law is being gradually enforced by the Ministry
of Education.

One of the essential objectives of schooling in Kuwait
is to provide trained manpower for the public and private
developmental projects of the country. Although from the
beginning of the Kuwait developmental era in the 1930's
public education has aimed to alleviate the human resources

need, in recent years more and more attention is being

3Legislative Act No. (4) of 1981, Article #3
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focused on vocational education and training of those

individuals who do not want to attend further schooling

beyond the compulsory period, or those who cannot enroll in

the university. Necessary training and special education

courses will be offered in the particular fields appro-

priate for the world of work. These training programs

along with technical and vocational programs are adminis-

tered by a separate organization called the Public

Authority for Applied Education and Training.

1)

4

Characteristics of Kuwait Educational Setting
In contrast to other Arabic and Gulf states, Kuwait
has a system of schooling that follows the 2-4-4-4
scheme, (two years kindergarten, four years primary,
four years intermediate and four years secondary),
whereas the other countries follow the 2-6-3-3 system
of schooling. The main reason for the Kuwaiti scheme
is that the educational needs of children, (6-10 years
0ld) who attend primary schools, are conceivably
different from the needs of those (10-14 years of age)
who attend intermediate schools. Furthermore, this
pattern fits quite well the framework of compulsory

schooling in Kuwait.

4Legislat:ivr-: Act No. 63 of 1982
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RKuwait compulsory education ordinarily extends up to
the completion of intermediate level as discussed in
the last section of this chapter. This mandate
distinguishes the schooling system in Kuwait from
other Arabic and Gulf countries where compulsory
education requires children to attend school through
the completion of the elementary period which is six
years (Iesa, 1979, p. 52-53). It is obvious that the
two different periods of compulsory education match
well the two different patterns (2-4-4-4 and 2-6-3-3)
of schooling up to certain years.

Kuwaiti educational rules and regulations allow
individuals to get their certificate or diploma when
they study at home, provided that they take the final
examinations of the school and succeed. The purpose,
of course, is to allow and encourage home-makers and
those whose situations do not permit them to attend
regular day or evening classes, to study at home and
obtain their certificate or diplomas.5 These
individuals, after receiving their certificate or
diploma, may apply for further education or may follow

a career.

Srhis kind of education is known as "Menazel™ which

means homes.
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The rapid growth in the number of schools and
burgeoning enrollment required an increasing number of
teachers that were not available in Ruwait. Hence, a
great number of teachers came from other Arab and non-
Arab countries to teach in various educational stages.
Despite considerable efforts that have been given by
the government in recent years to educate and train
teachers who are Kuwaiti nationals, up to this date,
71.6% of teaching personnel in Kuwait are non-
Kuwaitis (Annual Statistical Abstract, Ministry of
Planning of Kuwait, 1984, p. 657). Due to this fact,
Kuwaiti students are exposed to teachers who come from
different states with different social, cultural and
educational backgrounds. Certainly this diversity has
its advantages and disadvantages.

The educational attainment in Kuwait is not limited to
public schools. There are various kinds of other
schools that are not under direct control and
supervision of the government. Some of these schools
are established by foreign communities who reside in
Kuwait, others are founded by private sources. 1In a
number of these schools the teaching language is
Arabic, while in others teaching takes place in non-
Arabic languages such as English, French, Persian,

Urdu.
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In recent years, the numbers of these private
schools and their enrollment has been rapidly growing.
One particular aspect of these schools is that unlike
some countries, native children are allowed to attend
these schools. Lack of any restriction as such,
certainly added to the diversity of the school system
in Kuwait.

6) In Ruwait, separation between the state and religious
organization does not exist. In fact, the state has
the responsibility to support and promote religion.
Both Articles 2 and Articles 12 of the Constitution of
the country reveal the support and obligation of the
state towards religion.6 Thus, religious teachings
constitute a mandatory part of the public school
program. Furthermore, as a part of the educational
system, a number of religious schools and institutions
are established. The parents are free to enroll their
children in these schools. In these religious
schools, in addition to the teaching of reading,
writing, math, and social and physical sciences, more

detailed religious subjects are included.

6article 2 The religion of the State is Islam, and the
Islamic Sharia shall be a main source of
legislation.

Article 12: The state safequards the heritage of Islam
and of the Arabs and contributes to the
furtherance of human civilization.
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It should be added here that with regard to
home/school relationships, the inclusion of religious
teachings in public school will help to bring parents
and teaching personnel closer to each other. Kuwaiti
parents, who generally are with strong religious
conviction, look at the school as an organization that
is in harmony with the home in the teaching of their

children.

e Paren eache ationship in Ruwai

The issue of home/school cooperation has been under
consideration in Kuwaiti educational circles for the 1last
30 years. In the mid 1950's, some school principals were
occasionally receiving help from parents who were asked to
assist in certain school projects. Assistance, as such,
were predominantly in the form of economic support and the
participants were mostly those parents who were economic-
ally able to assist. The inception of school projects and
attraction of assistance from parents were entirely
dependent on the initiatives of particular school

principals.7

7In an interview with Abdul-Hameed Al-Habashi, he
referred to the headmasters personal efforts in asking for
parents' help (See Appendix F).
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arents/Teacher Committees

The first official step with regard to home/school
cooperation in Kuwait, was taken in 1966, when the Ministry
of Education sent letters to the schools and advised the
school administrators to form parent/teacher committees.
The objectives of these committees are spelled out in a
report by the Department of School Activities of the
Ministry of Education.® an abridged version of these
objectives is set forth as follows:

1) To create a cooperative climate between parents

and teachers.

2) To exchange views between parents and teachers in
order to discover students' needs in general and
that of individual students in particular.

3) To encourage parents to show interest in the
education of their children.

4) To make parents aware of school mission and
activities and generate their support for these
activities.

5) To get benefit from the ideas of parents with
different professional and vocational backgrounds
and have a diversified point of view with regard

to educational endeavors.

8a Teacher's Guide to Social Activities, 1972-73, p.
36-38.
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6) To set the school facilities in the service of
local communities and make the school the center
of certain social activities.

7) To create closer relationships between students,

educational personnel and parents.

8) To familiarize parents in the democratic

partaking and citizenship.

The parent/teacher committees in Kuwait conceptually
might resemble the PTO (Parent/Teacher Organization)
meetings in the United States Educational System. In these
committees, voluntary participation of teachers and parents
in individual schools is encouraged. It is mentioned by
the Ministry of Education in Kuwait that in a single school
around six to ten teachers with the same number of parents
should constitute the parent/teacher committee (A _Teacher's
Guide in Social Activities, 1972-73, p. 38). Therefore, in
the beginning of every school year the parents and teachers
are invited in a general joint meeting. One of the tasks
of this meeting is to settle upon volunteers from both
teachers and parents for the parent/teacher committee.
Since the parent/teacher committees are optional, not all
the schools in Ruwait form these committees.

Based on the Ministry of Education Report, in the
1981-82 school year the number of schools that organized

Parent/teacher committees was 285 (Intermediate Principal's
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Report, 1983, p. 11). This number indicates that about 56
percent of the schools do have some kind of parent/teacher
committees. Furthermore, the report shows that on the
average, the number of meetings in a given school is about
three during a school year.

In order to extend parent/teacher interactions beyond
the individual school boundary, joint meetings of parents/
teachers committees of several schools located in a given
area are being conducted. In these meetings, certain
educational problems common to that locality are discussed

and ideas are being shared.

Seminars and Conferences

To emphasize the importance of home/school
cooperation, the Ministry of Education of Kuwait sponsored
a few seminars and conferences. Since 1966, three seminar
and conference meetings as such have been conducted that
are briefly reviewed here.
1966 Conference of School Principals

Following the announcement of parent/teacher
committees, the Ministry of Education held a conference for
school principals in 1966.9 1In this conference, not only
the importance of home/school cooperation was emphasized,

but the school principals were instructed that in order to

9Ministry of Education, Department of School Activity,
1970, p. 4.
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facilitate the formation of parent/teacher committees,
certain actions should be taken by the school
administrators as follows:

1) The idea of parents/teachers committees should be
communicated to students in their classrooms.

2) Individual contacts with parents should be made
by the school administrators and teachers.

3) Communication with parents should be made through
sending home monthly or bi-monthly reports
showing the students' progress in the school,10

First Educational Week of Teachers' Association of 1969

This Teachers' Associations' seminar which was
entirely devoted to the relationships between home and
school, lasted a week. The week was called "First
Educational Week" and the title of the conference was "Home
and School". 1In this seminar, various lectures and papers
were presented and numerous aspects of home/school
cooperation were discussed.

At the commencement of the seminar the Minister of
Education of Ruwait made these remarks in his inaugural
sSpeech:

Since we selected "Home and School" as the topic

of this seminar, let us call fathers and mothers

to participate in bearing the responsibility.
Let them know and understand with certainty that

10Ministry of Education, Department of School
Activity, 1970, p. 6-10.
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they are the first teacher and the first mentor
of their children. When they send their children
to school their responsibility does not end but
it begins.

Let us call upon the teachers to open their
hearts and their minds for the children to
understand them and to guide them.

Let us ask parents to participate in this
responsibility for the sake of the country's
children. . . . Let the meeting between home and
school bi the first step toward our new way of
success. "11

Some of the main recommendations of the Teachers'

Association of 1969 with regard to research in the area of

home/school relationships to the Ministry of Education and

Kuwait University were as follows:

1)

2)

The Ministry should encourage teachers to
initiate research projects that focus on the
relationships between home and school.

The University, in its educational field research
should give priority to home/school

relationships.12

The Ministry Conference of 1973

The Kuwait Ministry of Education invited

representatives of different sectors of the society to

participate in a conference, the title of which was "The

Educational Cooperation Between Home and School". The main

First ducationa eek, Kuwaiti Teachers'

Association Publication, 1969.

121pia., p. 202.
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objectives of this conference have been to find out about
the perception that parents and other members of the
society would have concerning the educational endeavors.
In particular, the Ministry officials wanted to know what
the expectations of society were from the school system.
Furthermore, the Ministry intended to show that officials
of the Ministry not only would listen to the ideas and
opinions of the members of the society, but their ideas
were important and would be taken under consideration in
the next educational plan.

In this conference which lasted from March 10-14,
1973, several committees were selected and at the end of
the conference, these committees made various recommend-
ations. Most of these recommendations are along the line
of the objectives of parents/teachers committees discussed
in section one of this part. Additional recommendations
that were made include:13

1) Generalization of parents/teachers committees to

all schools.

2) Conferences as such in which representatives of

various sectors of the society would be invited,
should be conducted on the annual or at least

once every two years, on a regular basis.

13Recommendations of the Conference of Educational
Cooperation Between Home and School, March 14, 1973, p. 1-
5.
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Other Discussions and Points of View

Concerning Home/School Relationships

In addition to a few documents that came out as a
result of seminars and conferences, a number of individuals
and committees have discussed home/school relationships.
For instance, the principals of middle schools in Al-Ahmadi
Educational Area, in a joint meeting discussed certain
aspects of the relationships between school and the
family.14 They have expressed ideas, how to increase the
effectiveness of parent/teacher committees. These ideas
and discussions, however, involved generalities based on

certain value judgements rather than on research.

Summary
The rapid development in Kuwaiti society as well as in
the educational system produced a distinctive Kuwaiti
educational system. The characteristics can be summarized
as follows:

1) The Kuwaiti Educational System was started
through the efforts and assistance of some Arabic
countries.

21) Between the 1960s and 1970s, various efforts were

made to establish an independent Kuwaiti

l4npiscussion concerning Relationships between School
and the Family." Ministry of Education Publication, 1983-
84.
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Educational System which reflected its values and
environment.
The Kuwaiti planner did not ignor the external
effects in order to establish a modern

educational system.






CHAPTER FOUR
METHODOLOGY

Population and Sample

In the preceding chapter various characteristics of
the Kuwaiti Educational setting were discussed. It was
pointed out that the Kuwaiti system of schooling (K-12)
consists of four distinct levels; i.e. two years of
kindergarten, four years primary, four years intermediate
and four years secondary. Table IV-1 shows enrollments in
different school levels, number of schools and the total
number of teachers in these schools as categorized in terms
of boys and girls schools. It should be added that Table
IV-1 shows only the size and varieties of conventional
public school while private schools as well as special
purpose public schools are excluded.

In this study, the attention is focused on one segment
(school personnel) of only one level (primary school).
Thus, the population here consists of teachers and school
administrators of conventional primary public schools. The
total number of conventional public schools in the primary
level in the 1984-85 school year was 183, and the number of
teachers and school administrators involved in these

schools was 7,434.

84
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From the population just discussed, a stratified and
clustered sample is selected. Schools have been stratified
on the basis of sex, i.e. boy's and girls' schools. Equal
numbers of schools (18 from each) have been randomly
selected from both strata to form clusters. Once these
schools were selected all administrators of selected
schools were included in the sample. With regard to
teachers, 333l of the teaching staff, in the schools that
were chosen, were randomly selected. Table IV-2 shows the

population and the size of the sample in this study.

Table IV-2

Sample Size of Selected Teachers,
Administrators and Schools

Population Sample
M F T M F T

Teachers and
Administrators 3,593 3,841 7,434 255 247 502

Schools 93 90 183 18 18 36

Considering the size of the sample in relation to that
of the population, it can easily be observed, from Table
Iv-1, that the sample with 502 cases constitutes 34.7
Percent of the population with the total number of 1,440 of

school personnel. This sample population ratio seems to be

lrhe average number of teachers in each school is 40.
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well within the range of minimum size of the sample
recommended by some statisticians. For determining the
minimum size of a sample when the population size is known,
Krejcie and Morgan (1970, p. 607-610) constructed a brief
table on the basis of a formula published by the National
Education Association. According to that table in the
current study with the population of 7,434, the sample size
should be around 364. It shows that the selected size of
502 for this sample is more ample than the size suggested

by the table.

Demographic Characteristics

Demographic compositions of the population and the
sample are differentiated along the line of sex,
professional experience, position, level of education, and
nationality. These characteristics are selected because of
the distinctiveness, diversified background, and the rapid
increase in the number of school personnel that have given
the Kuwaiti educational system a distinct pattern. Each
one of these demographic characteristics has been dealt
with as an independent variable and the distinctiveness of
these individual variables are briefly discussed in the

paragraphs that follow.
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sex
Kuwaiti public school programs and curricula are
identical, however, there is no interaction between the
boys' and girls' schools. The two categories of schools
function as two separate entities. Hence the breakdown of
the school personnel in the sample, in terms of male and

female, is an appropriate independent variable.

n xperience

As was discussed earlier, the educational setting in
Kuwait is one of the fastest growing educational systems in
the world. In the past few years, this situation on one
hand, due to the extensive demand, did not allow many
teachers to leave the profession, and on the other, brought
a great number of new teachers in the school system.
Hence, a diversification in the school personnel, with
regard to the duration of their professional experience has

been created.

Position

Although there is no extra credential needed, for a
teacher to be promoted to the position of a principal or
assistant principal, their functions are quite different.
Most of the individuals who get involved in administrative
jobs remain there for rather long periods of time and get

completely separated from teaching. They may develop
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different perceptions from those of teachers with regard to
many school affairs. In particular, considering home/
school relationships, school administrators are having more
contact with parents than the teachers. Furthermore,
parents' perception in contacting schools is to contact
administrators. This categorization of school personnel
into teachers and administrators which is considered as an

independent variable is warranted.

evel of Educationa ackground

The rapid increase in the number of schools and
enrollment in recent years necessitated the training of a
large number of indigenous teachers in a rather short
period of time. Hence, two teachers' training institutes,
one for males and one for females were established to
fulfill the task of providing teachers expeditiously. The
training period in these institutes has been and continues
to be two years, and the graduates are awarded diplomas.
Oon the other hand, certain colleges in the University of
Ruwait started to provide teachers with bachelor's degrees.
A number of Kuwaiti-students were sent abroad to get
degrees, and numerous non-Kuwaiti teachers with bachelor's
and higher degrees were hired. Thus, the process of
Providing enough teachers for various levels of school in
general and for primary level in particular, with urgency,

Caused to generate a heterogeneous group of teachers. 1In



90
this study, two levels of education are distinguished, one
with diploma or less and one with bachelor's degree or

more.

Nationality

Due to accelerated expansion in the numbers of schools
and enrollments in the post-independence era, demand for
school teachers increased dramatically. The country, by no
means was able to supply enough instructors to fill all
teaching positions created by such an extraordinary growth.
The Kuwaiti Government, therefore, had to hire teachers
from neighboring Arab countries. Therefore, teachers with
different educational and cultural backgrounds who filled
these positions contributed in the diversity of the school

personnel.

Major Research Questions

Despite a general agreement about the importance of
strong links between home and school and occasional
advocacy of the Kuwaiti Government with regard to closer
home/school relationships, very little has been
accomplished in strengthening these relationships. It was
also suggested that in many societies in general and in
Kuwaiti Society in particular, the initial steps toward
closer links between home and school should be taken by

school personnel. With this task of primary school
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teachers and administrators in mind, in this study it is

intended to examine how the school personnel perceive their

task of initiating a cooperative environment in which

parents will participate in certain school activities. The

attempt in this study is made to answer the following

general questions:

1)

2)

3)

4)

In general, how receptive are the Kuwaiti primary
school teachers and administrators with regard to
parents' participation in various educational
activities?

Are there differences in the degree of
supportiveness of school personnel with respect
to parents' participation in different types of
activities?

If there exist differences, in reference to the
second question, what are the activities of which
primary school teachers and administrators are
more supportive, and what activities have their
support to a lesser degree?

With regard to various types of parents'
involvement, is there differences in the
perception of the primary school personnel if
categorized along the line of their demographic

characteristics?
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5) What are these differences and how do various
categories of primary school personnel differ in

their perception?

Th. nstrument

For the purpose of this study an instrument was
designed in line with a scheme suggested by Gordon (1976)
and Berger (1981). Gordon (1976, p. 6-8) distinguishes
five types of parents' involvement. In Gordon's words, the
five types of involvement are:

1) Parent as audience.

2) Parent as teacher at home.

3) Parent as volunteer

4) Parent as paid employee.

5) Parent as decision-maker.

Berger (1981, p. 95-96) makes a classification of
parents very similar to that of Gordon. Berger's
differentiation of roles of parents is presented below.

1) Parents as spectators.

2) Parents as teachers of their own children.

3) Parents as accessory volunteers.

4) Parents as volunteer resources.

5) Parents as employed resources.

6) Parents as policy makers.

It is obvious that both Gordon and Berger present

almost identical categorization with the only difference
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being that Berger has divided the role of parents as
volunteers into two subcategories "parents as accessory
volunteers" and "parents as volunteer resources". By the
first, Berger refers to parents' voluntary services such as
administering treats and providing parties, which are not
closely related to the educational process, whereas by the
second it is meant parents' involvement as voluntary
resources in the school's instructional programs.

It should be added that both Gordon and Berger did not
prioritize parents' roles. Gordon (1976) maintained that:
We see all five spokes of the wheel as equal
elements rather than as hierarchical ones from
low to high. While it is possible to impose an
order from one to five going from least to most
influence, we feel that parents as genuine
partners will be involved in all spokes so that
the wheel can turn. Individual parents, because
of their own needs, desires, skills, or personal
situations, will find different spokes more
attractive and interesting to them. An effective
partnership for any school system requires effort

at each spoke. (p. 8-9)

This researcher, without having any hierarchical
purpose, has arranged them into different sections of the
questionnaire (see Appendix A) as follows:

2Section II: Parents as observers

Section III: Parents as teachers at home
Section IV: Parents as volunteers

Section V: Parents as paid participants

2section I corresponds to the demographic
characteristics of respondents.
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Section VI: Parents as participants in decision
making

The above five sections are entirely in agreement with
the five types of parental involvement set forth by Gordon
(1976) .

A number of educators (Lombana 1983; Rutherford, 1979;
Woodhead, 1979; sSchuck, 1979; Mays, 1962; Hymes, 1953 and
others) also considered home visitation by school personnel
and trajning teachers for home/school relationships to be
important in this topic. Therefore, two other sections
that were added to the questionnaire are:

Section VII: Home visitation

Section VIII: Training teachers for home/school
relationships

Each one of these sections is represented by several
questions as follows:

Section II: Parents as observers consists of seven
questions.

Section III: Parents as teachers at home consists of
five questions.

Section 1IV: Parents as volunteers consists of five
questions.

Section V: Parents as paid participants consists
of seven questions.

Section VI: Parents as participants in decision
making consists of seven questions.

Section VII: Home visitation consists of eight
questions.
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Section VIII: Training teachers for home/school
relationship consists of four

questions.
As can be observed from the questionnaire, in all 43
questions (questions $#6-48) the degree of advocacy of

respondents with the idea corresponding to each question is

measured on the basis of a five-point scale.

searc otheses

The main purpose of this study is to focus on the five
general questions posed in one of the previous sections.
The first three questions were related to Kuwaiti primary
school teachers' and administrators' perceptions regarding
general supportiveness of parental involvement in the
schooling process and differences, if any, in their degree
of supportiveness in various types of parental involvement.
Attempts are made to answer the first three questions by
observing and comparing the means of various items, and
through rank ordering and analyzing responses to these
items. In the case of the last two questions, which
correspond to the differences in perception of respondents
along the line of their demographic characteristics, 35
explicit hypotheses were tested.

The 35 hypotheses, in a very broad sense, can be
stated as follows:
Hyl There is no significant difference between primary

school male and female personnel with regard to their
perception corresponding to every type of parents'
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participation, home visitation, and training teachers
for better home/school relationships.

H,2 There is no significant difference among primary
school personnel who differ in the number of years of
experience, with regard to their perception
corresponding to every type of parents' participation,
home visitation and training teachers in the area of
home/school relationships.

H,3 There is no significant difference between teachers
and administrators of primary schools with regard to
their perception corresponding to every type of
parents' participation, home visitation and training
teachers.

H,4 There is no significant difference between school
personnel on the basis of degree earned with regard to
their perception corresponding to every type of
parent's participation, home visitation and training
teachers.

H,5 There is no significant difference between primary
school personnel on the basis of their national origin
with regard to their perception corresponding to every
type of parents' participation, home visitation and
training teachers.

The above five hypotheses correspond to numerical
values of different sections items of the questionnaire

that are combined together. Thus, each one of the above
five hypotheses consists of seven separate null hypotheses
to be tested.3 Hence, the number of null hypotheses to be

as discussed earlier would be 5 X 7 = 35.

3The first null hypothesis of hypothesis 6 was tested
as:

There is no significant difference between primary

school male and female personnel with regard to

their perception corresponding to Parents as

Qbservers.
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Review of the Questionnaire
and Pilot stud

Once the first draft of the questionnaire was
completed it was submitted to a panel of experts which
included four professors of education, four public school
teachers, and four public elementary school principals (see
Appendix C). Their comments for change were incorporated
in the revision. A second mailing was made to obtain
further reactions.

The questionnaire was translated into Arabic and
submitted to three scholars involved in the Kuwaiti
educational system. They reviewed its contents and
recommended a few changes that were incorporated into the
instrument. (See Appendix C)

Following the translation and review of the
questionnaire, a primary school that was not included in
the sample was selected to administer the questionnaire for
the purpose of determining whether the terminology used was
consistent with the Arabic language. Based on the
suggestions of those involved in the pilot study, some
wording was revised until the meaning was clear to

everyone,

cedures athering Dat
With letters of support from the academic advisor and

certain officials of the Cultural Division of the Embassy
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of the State of Kuwait in Washington, D.C., this researcher
traveled to Kuwait., Permission was obtained from the
Ministry of Education to visit the schools involved in the
study. This permission was in the form of letters of
support asking for the cooperation of school administrators
and teachers. (See Appendix D)

The 36 schools which comprised the sample were visited
personally by this investigator. The list of teaching
staff was obtained in each school visited, and one-third of
the teaching personnel was randomly selected. The
questionnaire was distributed and major points were briefly
discussed with the respondents. The questionnaire was
collected two days later. Some teachers who could not
return the questionnaire on the designated day were given a
couple more days and were encouraged to answer and return
them. With regard to school administrators, all of the
Head Masters and Assistant Head Masters were given the
questionnaire. Five weeks were required to distribute and
collect the questionnaire from the respondents. A total of
36 primary schools were visited and 430 teachers and 72
school administrators received the questionnaire, of which
352 teachers and 60 administrators responded. Table IV-1

shows the size of the sample and the respondents in detail.
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Measures Used to Collect and Interpret Data
Independent Variables

In this study, the independent variables consist of
demographic characteristics of respondents. Five
categorical variables are distinguished, that respondents
could identify with. These variables are:

1. Sex (male or female)

2. Professional Experience (five years or less, six
to ten years, eleven to fifteen years, and more
than fifteen years)

3. Position (teacher or school administrator)

4, Level of Education (diploma or less, bachelor or
more)

5. Nationality (Kuwaiti, Non-Kuwaiti)

Dependent Variables

First, every one of the 43 questions asked to measure
the level of perception of respondents with regard to home/
school relationships is considered as an item. These items
were measured on a five-point scale, where 1 stands for
strongly disagree, 2 for disagree, 3 for neither agree nor
disagree, 4 for agree and 5 for strongly agree. Out of 43
items (questions), seven variables were constructed by
combining together, in each case, the numerical scores of
several items that correspond to one of the seven major

groups. For instance, in case of the first dependent
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variable, numerical scores of seven items are combined and
the sum of the scores is considered as the numerical value
of the variable "parents as observers". Hence, the range
of this variable lies between a minimum of 7 and a maximum
of 35. Ranges of all seven variables constructed in this
way are presented as follows:

Lowest Possible Highest Possible

Score Score

Parents as observers 7 35
Parents as teachers at home 5 25
Parents as volunteers 5 25
Parents as paid participants 7 35
Parents as participants in 7 35
decision making

Home visitation 8 40
Training teachers for 4 20

home/school relationships

Statistical Analysis

As discussed earlier, the analysis involved five
independent variables and seven depedent variables. The
main objective here is to determine whether there are
significant differences in the primary school teachers' and
administrators' perception, when categorized along the line
of their demographic characteristics, in the case of every

dependent variable.
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The two main objectives of this study can be
delineated as follows:

1) To find out, in general, how primary school
teachers and administrators perceive various
aspects of home/school relationships.

2) To determine whether there are significant
differences in the primary school teachers and
administrators when categorized along the line of
their demographic characteristics.

For the first kind of objectives, analyzing and rank
ordering of individual items and seven dependent variables
are pursued. For the objectives of second kind the
analysis of variance (ANOVA), has been applied. The detail

of these analyses are discussed in Chapter V.



CHAPTER FIVE

PRESENTATION AND ANALYSIS OF DATA

Introduction

In this chapter the data that have been collected are
processed and analyzed. Various types of analyses are
presented. The rank ordering of 43 items on the bases of
their mean scores was constructed based on the rank sum of
various items corresponding to each dependent variable.
The analysis of variance (ANOVA) on seven dependent
variables with regard to various categories of five
independent variables are presented. All seven dependent
variables are combined into one overall combined variable
and analysis of variance (ANOVA) on the combined variables

was performed.

Processing Data

The questionnaire was distributed to 502 primary
school teachers and administrators in the State of KRuwait.
Out of this sample size, the number of teachers and
administrators who responded was 412, or an 82.1 percent
rate of response. The high rate of response can be
attributed to the supportive letters that were sent by the
Kuwait Ministry of Education to the schools, the

cooperation of the schools' administrative and teaching

102
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staff, and the visitation of schools by this researcher.l
Table V-1 shows the breakdown and the rate of response for

teacher-administrator, and male-female categories.

Table V-1
The Number and Percentage of Responses
ordi t ition and of ents
Teachers Administrators Total
Male Female Total e e F

Sample 220 210 430 36 36 72 255 247 502
Number of
Responses 177 175 352 28 32 60 205 207 412
Percentage of
Responses 81.2 83.0 82.6 77.8 88.9 83.3 80.4 83.8 82.1

Following the collection of questionnaires, the data
was coded, processed and prepared for the computer. To
verify the accuracy of the data as input information in the
computer, the data was checked and rechecked at every step.

After placing the processed data in the computer and
editing it for accuracy, the frequency distribution of all
variables was observed. Different types of computer
analysis were utilized and it is the topic of this chapter

to present these analyses.

lpor the letters of the Ruwait Ministry of Education
see Appendix D.
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Various Types of Analyses

In the pages that follow, two types of analyses are
presented.

1) All 43 items are rank ordered and the signifi-
cance of this rank ordering in the seven
categories are discussed.

2) In the seven categories, numerical scores of
various items in each category are combined
together and seven dependent variables are
generated. The analysis of variance (ANOVA) on
the seven dependent variables with regard to
characteristic demographic variables are
presented.

Furthermore, the numerical values of seven dependent
variables were combined together and one overall dependent
variable was generated. The analysis of variance (ANOVA)
on the combined variable with regard to various demographic

characteristics was performed.

Rank Order of Items
To have a comparative analysis of various items, a
rank order of 43 items by the mean scores of these items
was determined. Table V-2 shows the ranking of individual
items in the questionnaire which is based on the mean
scores of these items. The mean score of each item is

calculated on the basis of a five-point scale (5 stands for
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Strongly Agree, 4 for Agree, 3 for Neither Agree nor
Disagree, 2 for Disagree, and 1 for Strongly Disagree).

As can be observed, the mean values of these items
vary from the highest of 4.75 to the lowest of 2.27. Mean
scores of most of the 43 items are considerably higher than
the expected mean of 3. 1In all 43 items there are only ten
items with means lower than the expected mean of 3, while
33 items show means higher than 3. This shows that the
majority of the respondents tend to agree with more than
three quarters of the items.

Table V-2 reveals that among the 43 items there are
six (ranking 1-6) that have mean values 4.50 to 5.00, six
items (ranking 7-13) with means 4.00 to 4.50, eleven items
(ranking 14-24) with means 3.50 to 4.00, nine items
(ranking 25-33) with mean scores 3.00 to 3.50, nine items
(ranking 34-42) having means 2.50 to 3.00, and only one
item (ranking 43) has a mean score 2.00 to 2.50.

To demonstrate the relationship between the rank-order
of individual items and major categories to which these
items were assigned, Table V-3 is constructed. Table V-3
shows how various items in every major category are

distributed in the table of rank-order.






10

Item

15

13

16

17

18

33

23
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Table V-2

Rank Order of Items of the Questionnaire

Item

Parents should talk with the
teacher about their child's success
and shortcomings in school.

Parents should inquire about th