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SUMMARY

This study describes the education and training of primary
and intermediate school teachers in Bahrain, with special
emphasis on Educational Technology. In particular, a study is
made of the views of teachers on relevant topics to assist in
the design of further in-service training.

Moreover, the study proposes some modification of in-
service education and the introduction of further courses
related to the application of educational technology. The
history of teacher training in Bahrain, whether in-service or
pre—service, in the past years of expansion and adaptation
demonstrate how much has already been achieved.

Nevertheless, there is evidence that the present system
is no longer adequate for its purpose. This inadequacy arises
from what may be called the absence of 'Educational Technology'
in almost all the previous in-service teacher education and
training programmes, and the inadequate attention to it in the
present system.

The suggestions and recommendations for the modification
are based upon a survey of approximately 300 teachers in 14
schools. A questionnaire sought information on teachers'
background to in-service training, their attitudes towards
these courses, their views and opinions about the teaching
methods they use and the delineation of their attitudes towards
the development of educational technology in the training

programmes.
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INTRODUCTION



BAHRAIN : GENERAL DESCRIPTION

The State of Bahrain comprises a group of 35 small islands
with a total area of approximately 677.9 square kilometers, and
lies midway down the Arabian Gulf, a few miles off the Arabian
peninsula (figure 1).

The largest island, Bahrain, is approximately 48 kilometers
long and 16 kilometers wide, with a total area of 562 kilometers.
Its capital is Manama in the northeast, and it is connected to
the second largest island, Muharraq, by a 2.4 kilometer céuseway.
The third principal island is Sitra Island, which is connected
to Manama the capital by another new causeway. Sitra is an
important centre for shipping and oil refining. Nearly all the
population live on the three islands of Bahrain, Muharragq and.
Sitra, the remaining areas are largely uninhabited deserts.

The population of Bahrain in 1981 was 350,798 (238,420
Bahraini and 112,378 non-Bahraini). With an estimated annual
growth rate of 3.5 percent, the population of Bahrain in 1986
will be approximately 425,000 (table 1).

The State of Bahrain has three characteristic seasons.

The Bahrain summer is very hot, long and humid, temperatures
rising sharply from March and reaching a peak in August. The
period from December to March is coolest with rainfall at less
than three inches per annum. October and November are the
favourite months in Bahrain.

The existence of generous supplies of fresh water, and the
strategic location of the island, have made Bahrain an important
centre of trade since earliest recorded history. By the 19th
century, pearling and trading with neighbouring countries
generated enough money for the beginning of public education,

health and other welfare services.



Nearly 20 percent of the total area of Bahrain is under
cultivation; the average size of a farm is approximately 15
acres. Less than 10 percent of the agricultural area is owned
by the farmers, the rest renting the land from its owners.

The most important crop is palm dates, which takes up more
than two-thirds of the land under cultivation. In addition to
dates, a variety of vegetables and fruits are grown, the most
common being tomatoes and melons.

Before 1930, Bahrain depended largely on farming, pearl
fishing and trading for its economic support. Then, in the
early 1930's oil was discovered. The subsequent development of
industry and service and the relatively high incomes earned
from those activities brought about a steady decline in farming.

In recent times so much fresh water has been taken from
underground reservoirs that they are becoming salty. This
salty water is unsuitable for irrigation and hence the area of
land under irrigation has diminished.

Bahrain's oil deposits are relatively small in comparison
with those of neighbouring Gulf states. Nevertheless, the
economy of Bahrain is heavily dependent on oil - approximately
80 percent of the total public revenue comes from oil and oil
related activities. After o0il production and allied activities,
the trade and service sector is the most important source of
income in Bahrain economy. This sector, which includes
government services, trade, banking, finance, transport,
communication and public administration, contribute roughly 10

percent of the total income of Bahrain.
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CHAPTER 1

EDUCATION IN BAHRAIN



EDUCATION IN BAHRAIN

Before the development of secular education there was an
education system associated with the Quranic (Kuttadb) schools.
Kuttab schools were run by 'Mullahs', i.e. 'Readers', in their
homes, in shop corners and, in the summer, in the bazaars.
Mullahs used to make children, boys and girls, memorise and
repeat verses of the 'Koran' and 'Traditions' of 'Muhammed' the
prophet. They devoted themselves to giving religious
instruction voluntarily, but parents usually bestowed donations
of food or money for their efforts in order for them to carry
on their imnstruction.

"When a boy or a girl finished reading
the whole Quran, then parents and
friends joined in the most popular
celebration, called al-Khatmeh, a
celebration comparable to commence-
ment in present day schools."

Al-Hamer (1968)

There is no exact date for the beginning of Kuranic
(Kuttab) schools in Bahrain, but it is obvious that this kind
of school predated all other types of school, be they national,
private or governmental,

Al-Hamer (1968), after R. Bwinder, states that

"the first western-style schools in
Bahrain were founded by the Arabian
Mission, an independent group which
began its operations in al-Bahrayn in
1892 and which was adopted by the
reformed church in America in 1894."

The Quranic (Kuttab) schools continued even after the

formation of public schools, but the use of the Quran as a

means of teaching children to read was forbidden in 1940.



The idea of having modern schools in Bahrain and the
Arabian Gulf countries to teach general subjects, had been
ciculating for some time before the early 20th century. We
have to turn to Bahrain for the formation of the first private
primary school for boys -~ opened in 1919 by Shaika Isa Bin Ali
Al1-Khalifa, the ruler of Bahrain at that time (a pioneer who
had visited schools in Britain and felt that similar schools
should be formed in Bahrain). The leaders were taking a very
cautious step and were not fully convinced at the beginning
that their venture would succeed.

The development of education in Bahrain was very slow in
the early days. The first private primary school for girls
being opened in 1928. In 1930. the government of Bahrain took
over responsibility for schools and started the public school
period. Since 1950, rapid changes have taken place in schooling
and in educational services for the whole country. For example,
the total number of students in 1949-50 was 4,977, in 1959-60
it was 12,464, by 1966-67 numbers had risen to 15,997, while in
1982-83 it was 75,434 (figure 2).

The total number of schools in 1969-70 was 107, in 1974-75
it was 117, it was 121 in 1979-80, and by 1983-84 it had risen

to 135. Figure 3 shows the development of schools in Bahrain.
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THE SCHOOLING SYSTEM
The current pattern of schooling in Bahrain begins with
six years of primary education, followed by three years at the

intermediate level and three years at the secondary level (see

figure 4).
Female Male
Primary Primary
21,914 24,313
61.97 60.8%
o <
O ~
< o
i~ o
™ ™
Intermediate Intermediate
8,291 9,941
23.4% 24 .97
Secondary Secondary
5,223 5.621
14.77 14.057%

Religious Institute

99
0.257%

Figure 4 : Number of Students by Level and Sex, 1982/83

In 1982-83 roughly two thirds (65.817%) of the Bahraini school

age population of 72,546 pupils were enrolled in state schools
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10.
in Bahrain. Of these 34,088 (30.9%) were females and 38,458
(347%) were males (table 2).

According to the educational statistics of the Ministry of
Education in Bahrain for 1982/83, the total number of students
at all levels was 75,434, of whom 39,974 (53%) were males, and
35,460 (47%) were females (table 3).

An overwhelming majority of the students, 46,227 (61.2%),
were at the primary level (figure 4). This high percentage of
students in primary education has been noticeable for many
years (figure 5). In the academic year 1980-81 the number fell,

but in 1981-82 the number rose again (table 3).

Academic Year P;???g?y;n Academic Year P:?Eyg?y;n
1971-72 36,953 1978-79 44,003
1972-73 37,903 1979-80 44,592
1973-74 38,562 1980-81 44,109
1974-75 40,425 1981-82 44,694
1975-76 41,741 1982-83 46,259
1976-77 42,590 1983-84 47,792
1977-78 43,164

Table 3 : Student Numbers 1971/72 - 1983/84
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12.

THE EDUCATIONAL LADDER IN BAHRAIN

The structure of statutory public education in Bahrain has
been changed many times; wuntil 1960 it was organised on three
levels: Infants (tahdiriyych), Primary and Secondary. In 1960
the pattern of the educational ladder was changed from 2-4-4
(total of ten years from the age of 6+, namely: 2 years Infants,
4 years Primary and 4 years Secondary) to 6-2-3 (a 11 year
pattern which includes a unified 6 years primary stage, 2 years
intermediate and 3 years secondary schooling). The intermediate
stage was extended from two to three years as of the 1979-80
academic year (figure 6).

The legal position is that education is compulsory for
nine years (6 years primary and three years intermediate), but
in spite of this no legal action has been taken against any
family for preventing their children attending school. The
total enrolment ratio of the Bahraini population in 1982-83 was

65.8% (table 2).

A - Primary Education

The primary stage is compulsory (as is the intermediate)
and is of six years duration. Commencing at grade 1 for
children of chronological age 6 years, it proceeds through to
grade 6 where children should, ideally, move to the inter-
mediate level at the age of 12. The largest number of children
in public schools are in the primary stage (i.e. about 68% of
all school children). Promotion from one year to the next is

not automatic; the two main criterion for promotion being:

and (1) The passing of an annual examination.

(2) Regular school attendance.



13.

€8/(861 Uteiyeg Uf Ioppe [eUOIiEONpg : § oIN8Lj]

i adlue uoneonp3 snoibiey
€ [4 3 € c t 9 Y 1 4
mw .m yoursg Aeaeir [
2= LENTU t t !
@ = —1 € 4 1§ 9 S 4 t e 1
) youesg eduedg
€ 4 ! —— .
i ebejs sy
ITTx IA37F  (18A@7} Pu02ag) [Bna7 8jeipauLBiu| ST (R Ty (13ne7 1sit4) [8Ae Aewug
youesg seduans yyeaH |
. N € 4 1 F—1
AT ey
youRlg ‘P {EIDIBWIWO)
R 1
€y ¢ ¢
youesg 'p3 |euisnpuy
3o e ¢ z N
youeig buusjen
e £ t Y
youeig sejxe)
Ry e £ ¢ .
youeig Aipueqsniy
. o £ [4 1
3 0ROy

(ebe)s puoseg-jeas puooes) |sas Aiepucoes
T iR

TSamll by

OWOWAONANONONOWONOWNONANA

et adiTes wadia ST AN S LY AERVINY




14,

For grades 1-3 promotion is based on:

(1) Annual attendance of at least 75%.

(2) Satisfactory work on the basis of
test results.

(3) Opinion of headteacher and teachers.
For grades 4-5 promotion is based on:

(1) Class work - 30%
(2) Mid-year examination - 207

(3) Final annual examination - 50%

The 6th grade ends with a promotion examination for entry into
the intermediate stage.

The primary school certificate was cancelled in 1979-80 by
Ministry decision and a school certificate examination was
introduced to replace it at the end of the intermediate stage.

The curriculum for the primary stage is determined by the
Ministry of Education (as in the intermediate and secondary
stages). The first three years are spent in learning basic
subjects; the remaining three years introduces a wider
curriculum including: English, Geometry, History, Geography,

Science and Hygiene (table 4).

B - Intermediate Education

The student is admitted to the Intermediate stage after
successful completion of the primary stage (or its equivalent).
This stage lasts three years and the curriculum is divided into
separate subjects, interrelated. For example, sociai subjects
are divided into History, Geography and national education, and

the Arabic Language is divided into Reading, Belles-lettres,
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Composition, Grammar and dictational writing. In the inter-
mediate stage practical subjects, such as Hand-Crafts, are
offered (table 5).

According to their wishes, and to a certain extent
according to their results at the end of this level, students
can choose to enrol in the General, Health Sciences, Commercial,
Industrial, Catering, Textiles or Husbandry branch at the
Secondary level. Most of these branches of secondary education
have emerged recently, as a result of the curriculum reform

since the beginning of the 1980's.

C - Secondary Education

The secondary stage lasts three years, being sub-divided

into:

(1) General: Art, Science and Mathematics are taught in the
first year, whilst in the remaining two years students are
grouped, by choice, in two branches: Scientific or
Literary. Both lead to the Secondary General Certificate

(see Appendix 1).

(2) Secondary Health Education: This is a study programme

carried out in co-operation between the Ministry of
Education and the Ministry of Health. It aims at
graduating practical nurses (both male and female) on the

level of the Secondary School Certificate (see Appendix 2).

(3) Secondary Commercial: This was originally founded to meet

the needs of Government departments and the commercial
sector of the economy. Besides the general subjects, the
commercial subjects of Book-Keeping, Commercial Arithmetic,
Economics, Business Training, Arabic and English and Type-

writing are taught (see Appendix 3).
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(4) Secondary Industrial: This type of education is devoted

to male students only. Preference is given to students

who are good at Mathematics, Science and English. Students
major in one of the following fields of specialisation:
Blacksmithing and Welding, Carpentry, Ratio and Television
Electricity, Fitting and Machine-Shop, Auto-Mechanics,

Refrigeration and Diesel Engineering (see Appendix 4).

(5) Secondary Catering: This study programme is carried out

in co-operation the Ministry of Information (Hotels and
Catering Training Centre) and aims at preparing graduates

to work at hotels in various sections.

(6) Secondary Animal Husbandry (section of animal & agriculture

fortune): This study programme is carried out in co-
operation with the Ministry of Commerce and Agriculture.
The curriculum includes principles of irrigation, soil and
animal production along with fish farming, navigation,

fishing, in addition to general culture.

(7) Secondary Textiles and Cothes: A study programme

established for female students only. It includes
theoretical and practical subjects in designing fashions

and tailoring dresses in addition to general culture.

D - Religious Education

As explained earlier, religious education started in
Bahrain a long time ago as private education by Qurain (Kuttab)
schools. Religious education came under the educational ladder
in Bahrain in the late 1960's. The total enrolment in
religious schools in 1970 was only 17, and in 1980 was 41 in
three different classes.

Religious education is a special type of education for
male students only and is available at all three education

levels. This institute follows the curriculum of Al-Azhar Asharif in Fgypt.
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E - Higher Education

Higher education in Bahrain is a relatively new field of
education, nevertheless it has various stages and fields of
study. Its institutions train many kinds of technicians - some
of them specialise in training for commerce and industry (an
example is the Gulf Polytechnical College).

Training in Health Science is offered by the College of
Health Science under the supervision of the Ministry of Health.

Another institute of higher education is the University
College of Arts, Science and Education, which contains the
following departments: Arabic and Islamic Studies, Biology,
Chemistry, Education, English Language, Humanities, Physics,
Mathematics and Psychology. Entry is conditional upon success-
ful completion of the secondary stage.

The University College of Arts, Science and Education
offers the degrees of Bachelor of Art (BA), Bachelor of
Education (BEd), Bachelor of Science (BSc) and Bachelor of
Physical Education (PE). It also provides programmes leading
to a diploma or degree at the postgraduate level in education.
In addition, the College offers pre-service and in-service
programmes of training for elementary school teachers, re-
training of subject-teachers at the upper primary (or inter-
mediate and lower secondary) level as well as a pre-medical

programme,
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TEACHER EDUCATION IN BAHRAIN

A - INITIAL TEACHER TRAINING 1948-78

It is now sixty-six years since the emergence of public
education in 1919, a period in which there have been
fundamental changes in almost every aspect of national life in
Bahrain. Teacher education, reflecting the needs of the school
system and therefore much wider demographic, structural and
idological currents, has been at the very heart of the changes.
Improvements in the curriculum and teaching methods of schools
cannot be effective without reference to the quality of the
teachers and their preparation. Teachers are the mainstay of
development in any educational system.

In this connection, Katul and Nahhas, in Al-Hamer (1968),
drew attention to the low level of teachers' qualifications in
Bahrain in 1980. However, Bahrain has been dependent on hiring
expatriot teachers for all school levels since the start of the
schooling system and, until recent times, mostly for the
secondary level. 1In other words, the shortage of local teachers
has been noticeable until recently, despite many efforts to
recruit and train teachers in Bahrain.

The total teaching force in Bahrain schools in 1982-83 was
4,409 teachers, of whom 3,021 (68.5%) were Bahraini and 1,388
non-Bahraini (see Appendices 5 and 6).

The first initial teacher training programme started in
1954-55, as part of a revised secondary curriculum which
included General Academic, Commercial, Technical and Teacher-
Training (Qism al-mu'allimin al-Khass). This training programme
was intended to prepare teachers for primary schools. The two

.sub-divisions for secondary teacher training was the Scientific
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Section and Literary Section. The study programme for both
sections lasted for two years, starting with the third
secondary stage. Table 6 describes the weekly lesson time-
table for secondary teachers' training for boys and girls, both
literary and scientific sections.

The curriculum consists of generaI’subjects as well as
professional subjects. However, the professional studies may

be outlined as follows:

(A) Foundation of Education
(B) Child Psychology
(C) Special Methods of Teaching

Table 6 displays the weekly timetable for secondary
teachers' training for boys and girls. In this table one
notices the absence of any training in the use of audio-visual
teaching aids between 1954 and 1967. The only subject through
which audio-visual techniques might be introduced was as part
of the methods of teaching course. We notice in table 6 that
the methods of teaching course was allocated three hours in the
years 1954 to 1959, it was doubled in the years 1960 to 1964,
then in the years 1965 to 1967 it was reduced to five hours a
week.

In 1960 the study programme for secondary teacher training
was reformed in both the scientific and literary sections. The
main change was the addition of courses on the special methods
of teaching different subject-matter (e.g. methods of teaching
Arabic, social subjects, etc.).

In February 1965 the Secondary Teacher Training classes
were required by the Department of Education to extend into

three years instead of two years. A major change was the
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1954 - 1959 1960 - 1964 1965 - 1967
Subject 3rd  4th 3rd  4th
Sci Lit Sci Lit | Sci Lit Sci Lit | 1st 2nd 3rd
Religion 2 2 2 2 1 1 1 1 2 2 2
Arabic Language 6 6 6 6 &6 6 6 6 7
English and
Translation 9 9 9 9 9 9 9 7 6 7
Geography - 3 - 3 - 2 - 2 2 2
History - 3 - 3 - 2 - 2 2 2 2
General Science 4 2 2
Biology 2 - 2 - - - 2 -
Chemistry 2 - - -
Psychology 2 2 2 2 2 2 2 2 1 1 2
Physics 2 - 2 -
Mathematics 5 5 5 5 5 4 4
Algebra 2 2 2 2 2 2 2 2
Geometry and
Trigonometry 2 - 2 - 2 2 2 2
Education and
Hygiene 2 2 2 2 2 2 2 2 1 1 1
Health Education 1 1 -
Methods of Teaching 3 3 3 3 6 6 6 6 - 5 5
Physical Training 1 1 1 1 1 2 1
Drawing 2 2 2 2 2 2 2 2 2 1
Library 1 1 1 1
Total 36 36 36 36 | 36 36 36 36 | 36 36 36

Note: The 3rd and 4th in 1954-59 and 1960-64 were preceded by a two-year
Secondary School (General Academic)

Table 6 : Weekly Lesson Timetable for Secondary Teacher's
Training for Boys and Girls
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removal of the division between the scientific and literary
classes (see table 6). This revised three-year scheme of
secondary teacher training lasted for only two years, until
1967, then the Secondary Teacher Training in schools was
cancelled following the establishment of Specialist Teacher
Training Colleges. The Teacher Training College for boys was
established in 1966, followed by a Teacher Training College for

girls in 1967.

TEACHER TRAINING COLLEGES

The second stage in the development of teacher education
was the opening of specialist teacher training colleges (fbr
males in 1965 and for females in 1967). The task of both
colleges was to prepare teachers for both primary and inter-
mediate cycles in Bahrain (according to the 1960 pattern of
education). The following were some of the specific objectives

of both colleges:

(a) To provide students with qualifications, ability and

teaching skills in an academic discipline.

(b) To develop the mental and physical abilities of the
students and to improve their intellectual efforts to

ameliorate their community.

(c) To accustom students to a systematic and scientific way of

thinking.

(d) To help student teachers to acquire the skills of passing
on their knowledge and experiences to students in a

democratic atmosphere.
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(e) To prepare the student in such a way that he will treat a
child as a growing human being with his own wishes,
abilities, problems, needs, concepts, experiences and

environment.

(f) To prepare the students to be capable of improving their

professional status and standards.

CRITERIA FOR ADMISSION
The requirements for admission stated below are the

minimum required by the College. They were as follows:

Programme Requirement

Literary Section Secondary School Certificate with pass
marks in English Language.

Scientific Section Secondary School Certificate with pass
marks in English, Mathematics and the
Sciences.

All candidates undergo a personal interview and, in
addition, the College will look for evidence from the
candidate's pre-college career of strong character - evidenced
by leadership ability and interest in teaching and other
educational affairs.

The number of students at the mens' college in the first
year was rather small, only 25 students, of whom 16 were in the
Literary Section and 9 in the Scientific Section. The two-year
course was divided into four sessions, each session lasting at

least 16 weeks. Each session was regarded as a unit in itself.
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THE CURRICULUM OF TEACHER TRAINING COLLEGES

The curriculum falls into three main fields: general
knowledge, educational theories and the field of specialisation.
The first two fields were obligatory for all students (see
tables 7 and 8). By the second semester, students specialised
in a particular subject such as Mathematics + Science, History
+ Geography, Arabic + Religion, English Language, Art + Craft,
Visual Aids or Gymnastics.

In addition to this the students spent two hours weekly in
schools, observing experienced teachers at work. They studied
the curriculi, textbooks and classroom administration of those
schools and tried to simulate the teachers' roles. When the
students came back to the college they spent an hour with their
supervisor discussing what they had noticed in the schools and
tried to develop teaching methods, using audio-visual aids if
possible.

In the third semester (at the beginning of their second
year), fewer theoretical subjects were studied and the students
spent two periods each week teaching in one of the primary
schools and later in the intermediate schools. In the fourth
and final semester the student teachers taught in schools for
four weeks, under the supervision of their tutors.

Each student teacher was required to write a number of
essays in his specialist subject and in other subjects as well.
On graduation, the student teacher obtained the College Diploma
which qualified him/her to teach in both primary and inter-
mediate schools in Bahrain.

Teacher Training Colleges, both the mens' and womens'
colleges, were under the direct supervision of the Ministry of

Education. At the beginning of the 1970's, the Ministry of
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Education felt that the curriculum of both colleges (which
depended on what may be called a 'Knowledge Based Curriculum'),
which prepared the student to teach the content of a number of
subjects in a particular area, was inadequate for preparing
teachers to cope with the requirements and needs of children in
today's changing society.

For the above reasons, in July 1971 the Ministry of
Education asked the UNESCO organisation to plan a curriculum
reform project for both colleges. The plan was completed by
1973 and applied immediately.

In spite of this reform, the Ministry of Education felt
that the two-year studying system of the former colleges was
simply not adequate to fulfil the need for sufficiently
qualified teachers for all types of school, i.e. primary,
intermediate and secondary. They felt that there was a need
for an alternative institute to provide highly qualified
Bahraini teachers to teach in all types of school.

Following the recommendation of the UNESCO experts, and
with the agreement of the Ministry of Education, the University
College of Art, Sciences and Education was established in 1978.
This was an autonomous institution of higher education to
replace the Training Colleges.

The Teacher Training Colleges had graduated approximately
1,800 teachers for both primary and intermediate schools since
their establishment in 1966-67, and thus made a significant

contribution to education in Bahrain.



Number of Hours Total
Field _| No Subject Provided 1st Year 2nd Year Nur;llger
First Second Third Fourth |Periods
Session | Session | Session |Session
1| Islamic Culture 2 2 - -
General 2 | Arabic Language 3 3 2 - 8
Education 3 | English Language 3 3 2 10
4 | The Arab World 2 2 - - 4
5| Fine Art 1 1 1 1 4
Obligatory 6 | Physical Education 1 3 3 3 2
7 | General Science 3 - - - 3
8 | Mathematics 3 - - - 3
9 | Societal Growth & Development - - - 2 2
9 173 11% 5% 3% 38
1| Developmental Psychology 2 - - - 2
Educational 2 | Educational Psychology - 2 - - 2
Theory 3| Introduction to Education 2 - - - 2
4 | General Strategies - 2 - - 2
Obligatory 5| Educational Aids - 1 - 2
6 | Primary Strategies - - 3 - 3
7 | Evaluation & Assessment - - 2 - 2
8 | Curriculum - - - 2 2
9 | Practical Education - 1 1 4 6
10| Strategies for Specialisation - - 1 - 1
10 4 6 8 6 24
1| Religion and - 3 3 3 9
Specialisation Arabic Language - 3 4 4 11
2 | English Language - 6 6 6 18
3| Fine Art - 6 6 6 18
4 | Mathematics - 6 6 6 18
5| Social Sciences 18
a. Ancient History - 3 2 - 5
b. History of Europe - - 4
c. Islamic History - - - 3
d. Geography - - 3 6

Source:  Ministry of Education, Curriculum Plan for Teacher Training Colleges, 1977/78 'C' (p.1)

Table 7 : Curriculum Plan for Teacher Training Colleges - Literary Section




; Number of Hours
Total
Field No~ Subject Provided 1st Year 2nd Year Nug?er
First Second Third Fourth Periods
Session| Session| Session |Session
1| Islamic Culture 2 2 - - 4
General 2 | Arabic Language 3 3 - - 6
Education 3 | English language 3 3 - - 6
4 | The Arab World 2 2 - - 4
Obligatory 5| Fine Art 1 1 - - 2
6 | Physical Education 1 1 3 3 2
7 | Societal Growth & Development - - - 2 2
7 113 113 3 2% 26
1| Introduction to Education 2 - - - 2
Education 2 | Developmental Psychology 2 - - - 2
Theory 3 | Educational Psychology - 2 - - 2
4 | General Strategies - 2 - - 2
5 | Educational Aids - 1 1 - 2
Obligatory 6 | Primary Strategies - - 3 - 3
7 | Evaluation & Assessment - - 2 - 2
8 | Curriculum - - - 2 2
9 | Practical Education - 1 1 4 6
10 | Science Strategies - 1 1 1 -3
11 | Mathematics Strategies - 2 1 1 4
11 4 9 9 8 30
1 | Mathematics and 3 3 6 6 18
Specialisation Physics 3 4 6 7 20
2 | Chemistry and 2 5 6 7 20
Biology 2 5 6 7 20

Source: Ministry of Education, Curriculum Plan for Teacher Training Colleges, 1877/78 'C' (p.2)

Table 8 : Curriculum Plan for Teacher Training Colleges - Scientific Section
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INITIAL TEACHER EDUCATION IN THE UNIVERSITY COLLEGE OF ART,
SCIENCES AND EDUCATION

One of the major problems during the period 1954-79 was
the persistent shortage of qualified Bahraini teachers for the
secondary stage. The development of the secondary stage in
Bahrain has been associated with the importation of curricula,
teachers and, until recently, the types and regulations of
examinations, mainly from Egypt. The majority of secondary
school teachers are, at present non-Bahraini. If we take, for
example, the total number of male Bahraini teachers at
secondary schools (General, Commercial and Health Sciences), we
find that they number 69 (26.4%), while non-Bahraini teachers
number 192 (73.6%) in 1982-83. As another example, in 1983-84
the total number of male Bahraini teéchers in all types of
secondary school was 134 (16%) while the non-Bahraini teachers
numbered 717 (84%).

The University College of Art, Sciences and Education was
established by Amiri Decree Number 11, issued by H.H. Shaikh
Isa bin Salman Al-Kalifa, the Amir of the State of Bahrain, to
overcome the problem of shortage of secondary school teachers
in particular and to provide teachers for primary and inter-
mediate schools as well. Because, as previously mentioned, it
is a relatively new institution, the College has not yet been
able to supply secondary schools with their need for teachers.

The programme of this College includes various forms of
in-service training for Ministry of Education school teachers

and this will be looked at in more detail in Section B.



30.
THE INITIAL TEACHER TRAINING PROGRAMME

The College's Department of Education offers courses and
programmes at the undergraduate level leading to the degrees of
Bachelor of Arts, Bachelor of Science and Bachelor of Physical
Education in teaching subjects through double-majors, e.g.
English-Education, Physics-Education, Mathematics-Education.
In fact, this programme concentrates on both the academic and
professional side of teacher education. The College also
offers courses proceeding to the degree of Bachelor of
Education (BEd) for the preparation of classroom teachers at
the primary school level. The College further offers a
programme proceeding to the Postgraduate Diploma in Education
(PGDE) for the preparation of teachers for intermediate and

lower secondary level.

THE UNIVERSITY SYSTEM
The College follows the semester system, which divides
the academic year into two semesters, each extending over
approximately 16 weeks.
"One credit is given for each hour of
lecture per week or for each 2-3 hours

of laboratory or studio work per week

over a period of one semester."
(UCB Bulletin, 1983-84: 14)

Normally, a student requires two hours of preparation for each
credit. For example, a student requires 48 hours to be spent
in class and laboratory to fulfil 16 credits in a semester.
The academic load each student is required to earn for the
degree of BEd is at least 128 credits. The maximum number of

credits a student can enrol for in a semester is 20 credits.
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A student normally fulfils the required 128 credits in four
years. However, students registered for less than 12 credits
in any semester are considered to be part-time students in that

semester.

UNDERGRADUATE STUDIES OPEN TO STUDENTS/TEACHERS

Bachelor of Education (BEd)

This study is open to private (self sponsored) students as
well as those sponsored by the Ministry of Education, Bahrain.
The programme is intended for both in-service and pre-service
training for classroom teachers at the primary level., Students

must complete the following requirements for the BEd degree:

(a) Academic Courses (45 credits)

ARB 171 Arabic Grammar Review (3 cr)
ARB 172 Arabic Language Skills (3 cr)
ARB 241 Introduction to Modern Arabic Literature (3 cr)
ISL 171 Sira Wa Hadith, deals with the biography of the

prophet, Muhammad, in the light of the Quran
and Hadith (3 cr)
ISL 172 Interpretation and Recitation of the Quran (3 cr)

INTEG. SC. 171 Integrated Science I (3 cr)
INTEG. SC. 271 Integrated Science II (3 cr)
INTEG. SC. 371 Integrated Science III (3 cr)

MATH 101A Mathematics for Primary Teachers I (3 cr)

MATH 101B Mathematics for Primary Teachers II (3 cr)
MATH 101C Mathematics for Primary Teachers III (3 cr)
ENG 171 English in Use I (3 cr)

ENG 172 English in Use II (3 cr)

ENG 173 Reading in English I (3 cr)

ENG 174 Reading in English II (3 cr)

GEDG 271 Man and Environment in the Arabian Gulf (3 cr)

SO0C 371 Sociological Development in the Arabian Gulf (3 cr)
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(b) Educational and Psychological Courses (30 credits)

ED 105 Educational Foundations (3 cr)

ED 156 Primary School Curriculum (3 cr)

ED 271 Classroom Management (3 cr)

ED 321 Methods of Teaching (3 cr)

ED 404 Crucial Issues in Primary Education (3 ecr)

One course from:

ED 362 Development of Education in Bahrain (3 cr)
ED 402 Economics of Education (3 cr)

ED 461 Development of Educational Thought (3 cr)
ED 474 Educational Planning (3 cr)

(c) Professional Courses (44-47 credits)

PE 171 Physical Education in Primary Schools (3 cr)
ART 271 Art Education (3 cr)
PE 371 Health Education (3 cr)

ED 191 Library and Study Skills (3 cr)

ED 221 Methods of Teaching Arabic and Islamic Studies (3 cr)
ED 222 Teaching Strategies (3 cr)

ED 223 Methods of Teaching Mathematics (3 cr)

ED 224 Methods of Teaching Science (3 cr)

ED 311 Introduction to Educational Technology (3 cr)

ED 392 Child Literature (3 cr)

ED 453 The Design and Improvement of the Curriculum (3 cr)
ED 242 School Practice I (3 cr)

(d) Electives (6-9 credits)
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B - IN-SERVICE TEACHER TRAINING 1948-1964

The first attempt at in-service training for teachers in
Bahrain started in 1950. The 'Complementary Evening Studies',
or 'ad-Deraseh at takmilijeh al-Masaiyeh', as an in-service
teacher training began in 1950-51. These voluntary evening
studies were held for those teachers who had not obtained a
school leaving certificate in their schooldays. Such study was
later made compulsory for all teachers already in service so as
to raise their standard of learning up to that of secondary
education. The course was given over two years, each 'year'
consisting of six months part-time study, and consisted of
languages and subject-matter, plus an introductory study of the
general foundation of education.

In 1954 a further step was taken by adding a third evening
year, namely 'Qism al-Muallimin al-Khass', for those teachers
who had successfully passed the 'Complementary Evening Studies'
course, or for teachers with secondary education but without
training.

Another initiative for in-service training was made for
the senior male teachers by sending them to the American
University of Beirut for a refresher course during summer
vacations; female teachers continued to attend in Bahrain a
special course on teaching methods.

By the end of 1963-64 this kind of in-service training for
teachers was able to accomplish its intended aims and objectives
by training a total of 563 teachers for the primary cycle.

(The intermediate schools had not, of course, been opened at
that time.) It was decided that sufficient teacﬁers had passed

through the courses so it was stopped at the end of 1964.
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IN-SERVICE TRAINING FOR PRIMARY AND INTERMEDIATE TEACHERS IN
BAHRAIN 1973-79

During the ten year period from 1963 to 1973, there was no
official in-service Teacher Training Scheme in Bahrain; the
Teacher Training College supplied the teachers for both the
primary and intermediate cycles. However, the supply was
inadequate in quantity and for this reason the Ministry of
Education reluctantly continued employing unqualified teachers
for the primary cycle.

By 1973 there were nearly 1,200 unqualified teachers, some
teaching at the primary school level, among them were teachers
who were both inadequately trained and inefficient, others
teaching in intermediate schools. Table 9 shows the number of
Bahraini and non-Bahraini teachers at all levels of education
in 1974-75 according to their qualifications.

From table 9 we notice that there were 1,238 (46%)
unqualified Bahraini teachers in all schools in Bahrain.

The rapidly increasing number of children attending primary
and intermediate schools made it urgent to think seriously about
a new institution which would be aware of its crucial role in
training and upgrading teachers who could understand the life
of which education is a part and in which experiences could be
developed as a result of conscious planning.

In view of this problem, the Ministry of Education, with
the assistance of the UNRWA/UNESCO Institute of Education,
Beirut, studied the different ways of overcoming this problem
and decided to establish an in-service teacher training project
(INSTT) in September 1973.

The INSTT was a two-year part—timg course targeted on

those 1,200 unqualified teachers, and intended to qualify 200
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teachers a year. The reasons why the Ministry of Education

chose this part-time system of in-service training can be

summarised as follows:

(1)

(2)

(3)

(4)

Because there was an overall shortage of qualified teachers
in both primary and intermediate cycles. Had the Ministry
of Education chosen a full-time training course for all
unqualified teachers, it would have given rise to a new
problem. Those teachers who would be on a full-time course
would have to be replaced by special relief teachers, who

were not available.

Even if the Ministry of Education managed to supply relief
teachers, by appointing new teachers as a temporary
solution, they would again be unqualified for the job and

that would only exacerbate the problem.

Borrowing qualified teachers from neighbouring Arab
countries would seem to be another possible solution to
overcoming this problem, however evidence has shown that
this would not be a wholesome solution. These teachers
would be appointed on a short-term basis and would lack

the opportunity of acquiring a better understanding of the
principles and methods of the Bahraini system of education.
Most teachers from the other Arab countries bring with them
the teaching techniques which they used in their own
countries and by which they themselves had learnt. They
would need a better understanding of the principles and
methods of the Bahraini system of education and they might
need to be informed about the use of Bahraini textbooks.
Moreover, the expatriate teachers might lack the enthusiasm

to do the job well.

Lastly, it was clear that the part-time in-service teacher

training system seemed to be economically reasonable.
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N.H. Almosawi (1981), who was one of the tutors of this
project, reported in a study of the multi-media approach to in-
service teacher training in Bahrain that

"The unit cost is much lower than any
other approach in teacher training."

He added that

"The average cost per trainee per annum
in 1967 was much cheaper, compared
with the pre-service training."

The above-mentioned four reasons for adopting in-service
teacher training in Bahrain were endorsed by the Ministry of
Education as well as by the co-ordinator of the project and all
the tutors who worked in the INSTT.

Therefore, in view of the previously mentioned reasons and
constraints, the idea of INSTT was widely acceptable to the
Ministry of Education and to the UNRWA/UNESCO team alike. It
was also well suited to the need of the primary and intermediate
teachers who, because there is no other attractive alternative,
accepted the idea of INSTT with a relatively high motivation.

The overall aim of the project was to raise the
professional competency of more than one thousand teachers,
headmasters and headmistresses by improving their school
practices. Candidates would thereby be provided with a more
adequate knowledge and the latest methods of teaching and

administration.

THE OBJECTIVES

The expected behavioural objectives of the INSTT programme

were as follows:



(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(10)
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To provide the unqualified teachers and headteachers in
the primary and intermediate cycles with a training which

will raise their abilities and understanding of teaching.

To upgrade educationally 1,200 male and female teachers

and headteachers who teach in Bahrain schools.

To supply the teachers and headteachers with the ability
to conduct a rigorous and rational discussion on

educational topics.

To provide teachers and headteachers with knowledge and
understanding of the historical contexts of current

educational problems in Bahrain.

To provide them with knowledge of human growth and

development.

To provide them with knowledge of theories of learning and

empirical data.

To provide the trainees with a series of professional
courses related more directly to the subject which they

teach and methods of teaching them.

To provide the trainees with knowledge of theories of

learning and related empirical data.

To apply theories and methods of practising action

researches.

To apply a variety of educational media within a teaching

situation, through the multi-media approach.

FURTHER DEVELOPMENT IN THE IN-SERVICE TEACHER TRAINING

Important developments took place in 1977; more

responsibilities were given to the in-service teacher training
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centre, such as:

(1) Providing and conducting long-term courses leading to a
training certificate in the field of education for head-

teachers, teachers, counsellors and librarians.

(2) Providing and conducting short-term courses to satisfy the
needs of the Ministry of Education, with the co~operation

of other concerned Departments.

(3) Co-ordinating with other Ministries and the Civil Service

Bureau in conducting in-service activities.

(4) Planning, providing and conducting special programmes of
study for in-service re-training of subject-teachers of
upper primary (or intermediate) and lower secondary
schools who are holders of Bachelor's degrees in a
particular subject area but are, at present, teaching
different subjects. This type of training was later

transferred to the University College of Bahrain.

INSTT was intended only for Bahraini teachers who taught
in government schools. To enrol on the in-service courses a
teacher must have a secondary leaving school certificate and
the course has to be undertaken at least seven years before
retirement.

In-service teacher training in Bahrain adopted the so-
called multi-media approach to training teachers. The

following figure illustrates its components:



MULTI-MEDIA APPROACH
|
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I

INDIRECT METHODS

—

Self Instruction through

DIRECT METHODS

l

Direct Confrontation through

* Assignments * Seminars
* Working Papers * Summer Courses
* Library and Other Resources * Teaching Practice

Figure 7

* Workshops

and
Closed Circuit Television

+ School Visits

« Demonstration Lessons

* Action Researches

* Micro-Teaching

Audio-Visual Media _________J

The Multi-Media Approach to In-Service Teacher

Training

Rowntree (1981) defined the multi-media approach as:

"The integrated use of a variety of
educational media within a teaching
situation in order to take advantage
of the special contributions each can
make to the student's learning."

Nashif (1973) stated that:

Mainwaring (1979) defined the multi-media approach

"It is so called because it combines
indirect and direct forms of training
in one integrated whole. The former
include those methods where
instruction takes place not through
direct confrontation between teacher
and learner, but through a media or
channel. The latter include methods
where instruction takes place through
direct confrontation between teacher
and learner."

as:
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"A variety of different media often
incorporated into the learning units.
These include slides or filmstrips,
audio tapes, models and experiments,
video tapes and study guide. The
characteristics of the different media
can be used to help in communicating
with the student."

THE CURRENT SITUATION

In 1982 the Ministry of Education recommended a reform of
the education and training of teachers. An enormous amount of
money was allocated for this project, 21,212,190 Bahraini
Dinars. What was envisaged was a reform in teacher training in
general and the training of primary school teachers in
particular. Tt was the first time that such a large sum of
money had been allocated for any development or amendment in
education.

As far as primary and intermediate teachers are concerned,
the main part of the project was the re-education and training
of all primary school teachers so that they would qualify for a
BEd degree in classroom teaching. The University College of
Art, Science and Education, Bahrain (UCB), took responsibility
for organising this course of study.

In September 1982 the first group of teachers (120), was
enrolled on the programme. The total number of 'classroom
teachers' on the course in 1984-85 was 382. The first group is
expected to graduate at the end of 1985-86.

It is important to note that the classroom teaching
programme is also open to secondary school leavers who wish to
be primary school teachers. Therefore, the 'classroom teacher'

programme is both an in-service training programme for primary
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school teachers and a pre-service education and training
programme for those secondary school leavers who intend to join
the teaching profession.

Another part of the project was a special certificate
course for in-service re-training of subject-teachers of upper
primary and lower intermediate schools who are holders of
Bachelor's degrees in particualr subjects but are, at present,
teaching a different subject.

For these intermediate school teachers, the Ministry of
Education has provided a special '"Postgraduate Diploma'
programme in education, run by the UCB. This programme can
be followed either on a year's full-time basis or a two-year
part-time basis. It is important to realise, however, that all
the above programmes are sponsored by the Ministry of Education
and the Ministry has seconded teachers on full salary and hired

extra teachers to fill their places.



CHAPTER 3

EDUCATIONAL TECHNOLOGY AND TEACHER
EDUCATION AND TRAINING IN BAHRAIN
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EDUCATIONAL TECHNOLOGY AND TEACHER EDUCATION
AND TRAINING IN BAHRAIN

During the history of initial and in-service teacher
training in Bahrain, many aspects of educational technology
have been neglected. Educational technology as a systematic
approach has not been introduced to the teacher training
literature until recently.

Looking back to the earlier practice in teacher training,
both in-service and pre-service, one notices the absence of
'Educational Technology' or even 'Audio-Visual Aids' sub jects
in almost all the courses offered, from 1948 right up to the
establishment of the teacher training college for boys in 1966
and for girls in 1967.

The first appearance of 'Educational Aids' as a subject
was in the curriculum plan for teacher training colleges (see
tables 7 and 8, pp.27, 28). 'Educational Aids' was introduced
under the Educational Theory field twice - one hour a week in
the second session of the first year and another hour a week
in the third session of the second year. In other words,
teachers spent not more than 24 hours on audio-visual aids and
related aspects over their two years of training.

The present writer was a student at the college and
recalls how those 24 hours over the two years of training made
it impossible for any student tc become fully acquainted with
audio-visual media. At that time there was very little
equipment available for students to use - only one 16mm film
projector, one slide projector and a few tape recorders.

Despite this, the 'Educational Aids' course in teacher
training colleges has hastened the development of educational

technology in Bahrain.
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The next development was in the introduction of audio-
visual media in the curriculum of the 'In-Service Teacher
Training Project' in 1973.

As pointed out earlier, the 'In-Service Teacher Training
Project' adopted the so-called 'Multi-Media Approach'. 1In
this approach, audio-visual media and the use of closed
circuit television played a vital role, especially in seminars.
There audio-visual aids helped to facilitate, supplement and
- extend the study of topics and increase the communication
abilities of the seminar leaders. Moreover, as most of the
tutors in the training centre pointed out, audio-visual aids
and the use of video tapes played a specific and positive role
in the implementation of the objectives of seminars.

However, following.this instruction in the use of audio-
visual aids in 1973, a basic change in the techniques of
teaching has taken place. Audio-visual media became available
to most of the primary and intermediate schools. It is
interesting to note that video tape recorders and closed
circuit television were used for the first time in Bahrain for
training purposes in 1973, by the in-service teacher training
project. In addition to the use of hardware such as video
tape recorders, overhead projectors, slide and filmstrip
projectors, there was also software such as video tapes, over-
head transparencies, wall pictures and audio-tapes. The above
materials, once used by the tutors associated with the in-
service teacher training project, have gradually penetrated to
other Bahraini schools.

The adoption of audio-visual media techniques has, there-
fore, been a turning point for education in Bahrain. The

present writer has witnessed how trainees, even those who were
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less qualified, would be able to teach more effectively by
using these new techniques, and how many trainees were keen on
booking the workshop for practising and producing their audio-
visual materials.

Audio-visual media helped the creative development of
both tutors and trainees, and their attitudes to teaching and
learning became more favourable.

By 1974-75 a good collection of audio-visual materials
were produced by trainees, and tutors, with the co—-operation
of the Audio-Visual Section in the Centre. In this context,
there were 30 video tapes, more than 45 audio tapes, and in
addition to different visual aids, all were locally produced
for the purposes of training the teachers.

Secondly, the trainees, having become more confident in
the use of the new 'multi-media' approach, were able to
supplement the use of textbooks with a variety of media. At
the same time, the textbooks had to recognise both the use and
the role of the media, and this was reflected in the subsequent
revision and new editions of textual material.

Thirdly, and very importantly, many teachers and tutors
were inspired to seek special courses from the Audio-Visual
Tutor in preparing and using audio-visual materials. TIn this
respect, the writer, who has been the Audio-Visual Tutor of
the In-Service Teacher Training Project since its establishment
in 1973, recalls how some of the tutors were full of
enthusiasm for training in the production and use of audio-
visual material. The fruit of this growing interest was an
updating of the knowledge of audio-visual methods and
techniques. It has also created a healthy atmosphere which

makes further development of the multi-media approach possible.
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It is important to realise, however, that the earlier
attempts in teacher training advised teachers how to use
audio-visual aids to enrich and supplement the familiar
patterns of classroom teaching. Moreover, audio-visual
materials were used primarily to give information which any
reasonably effective teacher could give anyway. They merely
augment conventional teaching. In short, audio-visual
materials were seldom used to bring about educational change.

"There has always been confusion about
the nature of educational technology.
Many think that it is merely learning
how to operate, use and promote the
use of devices such as television,
computers and other instructional and
teaching devices and machines. It is
because of this that many developing
nations are reluctant to introduce
educational technology."

Adiby (1966-78: 80)

Inevitably, the availability of hardware such as overhead
projectors, language laboraties, computers, video recorders,
etc., would not in itself improve the quality of education;
but the use of such aids necessitates radical changes in
conventional types of education. It is very important to
consider such aids as an integral part of any given curriculum,
rather than simply as a means of enriching that curriculum.

Educational technology courses are offered under the following

headings:

ED 311 : Introduction to Educational Technology

"A predominantly laboratory-based course
stressing the application of educational
technology to instruction and learning.

A systematic approach towards the
selection, design, production and
evaluation of inexpensive instructional
materials for use in the stage for which
the student is prepared."

UCB Bulletin (1983-84: 105)



47.

ED 511 : Educational Technology
This course was described in the UCB Bulletin as
being exactly the same as 'ED 311', but with the addition

that it included field testing of instructional media.

DEFINITIONS OF EDUCATIONAL TECHNOLOGY

A common accusation levelled against educational
technologists by many people, and even some educators, is that
such people are 'projector operators', or audio-visual aids
suppliers. This misunderstanding arises from unresolved
challenges within educational technology itself. Some educators
claim that the term 'educational technology' does not suitably
describe the exact nature of the concept. The main reason for
this confusion is that educational technology, like many new

disciplines, has problems in defining its precise role.

I.X. Davies (1972) stated that:

"In the space of a very few years,
educational technology has come to mean
many things to different people ...
whatever meaning is attached to it,
however, it can best be viewed as a well
disciplined and systematic approach to
education and training, characterised by
explicitness (particularly in regard to
objectives), by sophisticated analysis
and by synthesis, by the utilisation of
optimal decision-making procedures and by
rigorous empirical evaluation.”

Many people confuse educational technology as a system or
systematic approach to educational issues, with the application
of technological devices such as radio, television, projectors

and computers in education. Indeed, this is the wrong concept.
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"Those who look at educational technology
from this point of view are like those
who cannot see the wood from the trees.
.+. They are making a great mistake in
believing that simply involving these
new technological devices will improve
education."”

Alabed (1979)

H.T. Conway (1975) adduced this confusion in understanding

educational technology to a number of reasons:

(1) "Educational technology is a relatively
new and developing field and thus it is
difficult to define its expanding limits
with any true precision."

(2) M"Another source of confusion about
educational technology is the word
'technology' itself."

Conway adds:

"This word tends to arouse misgivings or
even hostility among educators who
rightly value the importance of personal
relationships in education and who think
that educational technology is a 'take-
over bid' by enthusiasts who are
interested mainly in electrical gadgets."

D. Rowntree (1982) has proposed a long definition, i.e.:

"Educational technology is as wide as
education itself: it is concerned with
the design and evaluation of curricula
and learning experiences and with the
problems of implementing and renovating
them. Essentially, it is a rational,
problem-solving approach to education,

a way of thinking sceptically and system-
atically about learning and teaching."

Tickton (1970) stated that:
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"Instructional technology can be defined
in two ways. In its more familiar sense,
it means the media born of the
communications revolution which can be
used for instructional purposes alongside
the teacher, textbook, and blackboard

The second, and less familiar, definition of instructional

technology in his view is:

"It is a systematic way of designing,
carrying out, and evaluating the total
process of learning and teaching in terms
of specific objectives, based on research
in human learning and communication, and
employing a combination of human and non-
human resources to bring about more
effective instruction."

Leedham (1973) defined educational technology as:

"Educational technology concerns the
systematic use of modern methods and
technologies in teaching and learning.
It involves teachers in a variety of
roles, some of which are traditional,
some still emerging."

In Leedham's definition special consideration is given to

the adoptive role of teachers. He argued that:

"Earlier attempts to use teaching machines
effectively, failed because they were
employed as alternatives to the presence
of a teacher rather than extensions of
his capability."

Further, Heinich (1982) defined educational technology in

the following way:

"A technology of instructions is a
particular, systematic arrangement of
teaching/learning events designed to put
our knowledge of learning into practice
in a predictable, effective manner to
attain specific learning objectives."
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H.T. Conway suggests that some interpretations of the term

educational technology are very wide, e.g. that of D. Rowntree

(1974):

"In their zeal to promote the total

educational environment ... and the

harmonious and successful interactions

of all the people and things within it,

educational technologists may one day

be remembered as the pioneers of

educational ecology."
He further suggests that there is a need to look closely at
what exactly is meant by educational technology.

The above definitions are clearly concerned as much with
the process of improving learning as with any device or
equipment. The emphasis then is given to the importance of
specific learning objectives.

Another useful definition for educational technology was
given by the National Council for Educational Technology
(NCET) in Britain, in October 1967, as:

"The development, application and

evaluation of systems, techniques and

aids to improve the process of human

learning."
This early definition has been reviewed several times by Council
members and staff, but it stands as the Council's working
definition.

This definition of educational technology by the NCET
seems to be the most suitable definition as it is essentially
problem-centred, rather than centred upon particular method-
ologies or mechanisms. It is not concerned simply with the

development of tools and machines. The mechanical apparatus of

education, e.g. projector, film, etc., are merely a means of
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implementing educational technology, and do not of themselves
constitute educational technology. The emphasis is on the
improvement of learning and the evaluation of learning and
teaching in terms of specific objectives, systems theory and
on the effective use of non-human resources to improve learning.
Thus it covers the process of applying available knowledge in a
systematic way to problems in human learning. At its basic
level it attempts to identify how problems in human learning

arise and suggest strategies by which they can be overcome.

THE SYSTEMS APPROACH TO EDUCATIONAL TECHNOLOGY

Educational technology then is an organised and methodical
approach to education. It is not disordered, unplanned or
random, instead it is a systematic approach.

"A systems approach is nothing more
or less than a sophisticated process
for identifying and solving problems."
Gerlach et al (1980: 7)

The systems approach is based on the premise that any
organisation of people, things, or people and things, is a
system made up of elements. Each element has its own functions
and goals. The goals of the total system are attained only
when all the elements are integrated in an effective and
efficient pattern.

Beswick (1980) has summarised four basic activities or

stages of the systems approach to educational technology:

(1) The identification of objectives: What must the student

learn?
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(2) The design of appropriate learning experiences: How will

they learn it?

(3) The evaluation of effectiveness in practice: How well did
they learn it? (Also: How can I know whether they have

learnt it or not?)

(4) The improvement of the design for the next occasion.

Gerlach et al (1980), in a different situation, stated that:

"Both the goal defining and planning are
absolutely essential to good teaching.
The entire concept of a systematic
approach to instruction is based on this
assumption, and it is necessary to keep
this in mind as we examine the elements
in systematic planning."

He suggests ten elements for a systematic approach; these are

summarised below in figure 8:

DETERMINATION
OF STRATEGY
SPECIFICATION | _ || ORGANISATION
OF CONTENT OF GROUPS
/
|| MEASUREMENT OF ALLOCATION EVALUATION OF
ENTERING BEHAVIOURS | 7 OF TIME PERFORMANCE
SPECIFICATION | ALLoCATION | |
OF OBJECTIVES OF SPACE ANALYSIS OF
v FEEDBACK
| | seeectiov ||
OF RESOURCES

Figure 8 : A Systematic Approach to Instruction
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The analytical structures of Gerlach (1980) and Beswick
(1980) can be applied widely in education as well as in the
design of appropriate administrative structures.

The application of systematic thinking in education
results not only in the production of syllabuses, learning
methods and study materials which are of high quality but also
profoundly influences the approach of teachers and
administrators.

In actual fact, applying educational technology in a
Systematic way is not a simple task. Beswick quotes Rowntree
in this context:

"If educational technology is what

educational technologists do, then

educational technology is educational

problem-solving ... You may feel that

this ... is not very revolutionary.

Nor is it, unless applied by someone

brave enough to face up to all the

disturbing hypotheses that can arise

in the course of it."

Rowntree (in Beswick 1980)

However, Gerlach (1980) in his model (A Systematic Approach to
Instruction), pointed out that this model is an attempt to

"portray graphically a method of systematically planning

instructions."

SPECIFICATION OF OBJECTIVES

The early view of objectives is well put by Mager (1962):

"If you are teaching skills that cannot
be evaluated, you are in the awkward
position of being unable to demonstrate
that you are teaching anything at all."
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The first and most important factor in applying educational

technology as a systems approach model, is the formulation of

objectives, and unless the teacher can be certain that he has

stated every objective in a way that he can evaluate it, he

will be in a difficult position.

When using this tight approach, the teacher should specify

behaviour in terms of what the learners should be able to do at

certain points along the instructional continuum.

"If we can never be certain that we have
stated every objective we might have, in
the clearest form, and with the most
practical means of testing whether it
has been achieved, this does not mean
that we abandon the attempt or that to
try one's best under the circumstances
is not a helpful activity."

Beswick (1980)

Beswick also stated (1983):

"The hidden curriculum marches on, if we
don't specify the objectives we want,
we'll have to put up with those we get."

Tyler offers his own formula for stating objectives, saying:

He added:

"The most useful form for stating
objectives is to express them in terms
which identify both the kind of
behaviour to be developed in the student
and the content or area of life in which
this behaviour is to operate."

Tyler (in Stenhouse 1978: 54)

"One can define an objective with
sufficient clarity if we describe or
illustrate the kind of behaviour the
student is expected to acquire so that
one could recognise such behaviour if
he saw it."
Tyler (in Stenhouse 1978: 50,54)
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However, the modern concern with the clarification of

educational objectives is largely a result of the publication
of Bloom's Taxonomy of Educational Objectives, which represented
an attempt to classify objectives in terms of behaviour. The
Objectives Model, however, has been criticised by many
educators. Mrs. James in Lawton (1971) objects to the idea of
curriculum planning by objectives. She doubts whether
evaluation can be carried out in terms of the kind of
objectives listed by Bloom and others. She stated:

"It is impossible to know whether, for

instance, a pupil has engaged in a

complex act of synthesis or has displayed

a feat of memory recall. A whole super-

structure of theory has been built up,

which is not, I suspect, in practice

greatly used."
Mrs. James (in Lawton 1971: 26)

Furthermore, Lawton (1971) suggested that

"... it is not practicable to draw up a

long checklist of precise objectives ...
It is possible to draw up an exact check-
list if you are instructing soldiers how
to strip and clean a rifle, but much of
education is more complicated than a
'naming of parts' exercise."

Hence, the objectives model may be appropriate for some sections
of subjects, such as mathematics and science, but may not be
appropriate for other subjects, such as English Literature.
For example, how can the teacher measure the pupils' level of
appreciation?

So, not every objective that we want to write can fulfil
the HARD criterion outlined above. Thus, educational
technology in its system analysis approach is best applied to

certain portions of syllabuses, etc.
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The importance of a definition of objectives is accepted
in educational technology; but it is also important to
remember that a classification of objectives is not in itself
enough to help apply a systematic approach to educational
technology. More must be known about both the underlying

structure of the disciplines and about the facts themselves.

SPECIFICATION OF CONTENT

The second vital element in any systematic planning is the
selection of content that will help the pupil to attain the
selected objectives. Traditionally, in a country like Bahrain,
content on a general level has been determined by curriculum
committees or co-ordinators. Specific implementation is done

by the individual teacher or instructor.

"... people who are responsible for

establishing curricula frequently specify

content but fail to specify objectives

(that is, they fail to specify the

reason for teaching the content)."
Gerlach (1980: 10)

Content should be determined by the previously stated

objectives, not the opposite.

Wheeler in Nickson (1971) states that

"... to relate objectives specifically

and directly to previously selected
subject-matters is an illicit
curriculum process."

He adds:

"If subject matter cannot contribute in
any specific way to this achievement it
should be discarded."
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Therefore, content should be selected in such a way as to
fulfil the needs of the specific objective. In other words,
objectives should be specified first, and then content should
be selected that will assist the learner in attaining those
objectives; but in real life this is not always the case.

The selection of content should involve more than one
person. It should be determined by content specialists,
instructional developers, and materials producers who produce
the units of instruction; practising teachers should also
advise on the practicability of putting these suggestions to
work.

When content has been determined by this team, the role of
the local curriculum committee and individual teacher changes.
The local committee now has merely to select from a series
(hopefully) of alternatives - removing their responsibility for
the total curriculum.

This does not mean that a teacher is to be reduced to an
'implementation machine', instead he is a member of the team
that forms the curriculum development and brings together
methods and content that presents the greatest challenge to the
curriculum development movement. In this sense, teachers are
always involved in planning, they need to make an inventory of
the content of their courses, they have to know the main ideas
and skills they want to develop and what are their component

parts.

MEASUREMENT OF ENTERING BEHAVIOURS
Bloom (1982) defined entry behaviour or entry character-

istics of learners as:
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"Those prerequisite types of knowledge,
skills and competencies which are
essential to the learning of a

particular new task or set of tasks."
Bloom (1982: 32)

Decocco defined entry behaviour as:

"The behavioural capabilities resulting
from previous learning that the student
brings with him/her to the new
instructional event."
Decocco (in Kibler et al: 1974: 66)

Measurement of the students' entry behaviours in the
systematic model of instruction, is vital for an understanding
of the learners' abilities, aptitudes, and to evaluate the
relevant learner's capabilities resulting from previous
learning that each student brings to the course or section of
content as it begins.

Teachers are often tempted to use various standardised
tests, such as the use of available records, or final
examination which he had used in the same course the previous
term, reading age or I.Q. test, to assess a student's entry
behaviour.

The purpose of entry behaviour of the pupils can be listed

as follows. Teacher will:

(1) Recognise the pupil's previous relevant achievement.

(2) Determine the pupil's existing knowledge that is necessary

for understanding of the learning.

(3) Test the aptitude and the personality of the pupils to aid

the choice of strategy and methods of learning.
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Ausubel in Riding (1978) has argued that for new learning
to be meaningful it must be attached to what is already known
to the pupil. Riding confirmed that:
"If information is presented that is not
relatable to existing concepts in Long
Term Memory then, and it is learned at
all, the learning will be rote and the
new material stored as an isolated

package."
Riding (1978: 42)

DETERMINATION OF STRATEGY AND TECHNIQUE

The term 'Learning Strategies' is often used in place of
the more traditional term 'Lesson Planning' to describe the way
in which the teacher will tackle a given area of content.
Simply, strategy is applying different methods and media for a
series of elements of instruction.

Gerlach defined strategy as:

"The teacher's approach to using
information, selecting resources, and
defining the role of the students. It
includes specific practices used to
accomplish a teaching objective."

Gerlach et al (1980: 14)

There are different strategies to be chosen at different
levels of scales. For example, at the level of a whole course
and also at the level of an individual lesson unit. A teacher
should determine his strategy according to the requirements of
learning style and the objectives of the lesson.

Techniques or methods are the procedures and practises
used to accomplish teaching objectives by any approach. Gerlach

et al (1980) defined techniques as:
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"The ways and means adopted by a teacher
to direct the learner's activities
toward an objective."

The teacher should always be involved in making decisions
about the appropriate strategy or technique for a lesson. It
is simply not possible to find a single strategy appropriate to
every pupil and every situation.

Understanding the learners and the subject-matter, making
an inventory of the content of the course and knowing the main
ideas and skills that the teacher wants to develop, are useful
aids for the teacher in determining a suitable strategy and
technique. The teacher also needs to understand the logical
organisation of his subject.

There are different strategies a teacher can choose from,

such as:

(1) Exposition Approach

A traditional approach in which the teacher proceeds
along a linear and, to some extent, deductive approach to
presenting information to the student.

The teacher's role is fundamental. He is the one
who originates all the rest of the procedure, once the
overall programmes and conceptions have been defined.

In this approach the teaching media are considered as
teaching aids, i.e. instructional methods and situations
are chosen without reference to them. Media exist merely
to assist and strengthen an educational activity which has
been defined independently of them. In this approach the

teacher is the central factor in the procedures.
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(2) Inquiry or Learner-Centred Approach

In this approach the teacher's role becomes one of
guidance and assistance. He assumes the role of
facilitator or learning experiences and arranges situations
in which students raise questions about a topic.

In a learner-centred approach the contents are
determined once the objectives have been determined and
not the reverse. The role of the teacher is defined in
relation to the overall strategy and not the reverse.
This procedure can be considered as a regressive method
which starts with the end product and works back to the
resources applied. The media here have become learning
media rather than teaching media. The function of media

is, in fact, totally different.

(3) The Task Analysis Approach

This is a systematic approach to teaching and
learning. The procedure is much less linear than the
previous ones. In the task analysis approach, before any
decision on sequence can be taken, an analysis of the
subject-matter into its component parts must be made.
Analysis of the subject-matter will indicate the relation-
ships between the parts and suggest the appropriate and
most logical sequence of teaching.

The task analysis approach is based on Gagné's idea
that higher level capabilities will be more easily learned
if lower capabilities have been previously acquired.

"The specific rules that are learned make
possible the learning of other more
complex rules that are increasingly

general in their applicability."
Gagné (1977: 52)
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Task analysis is a commonly used approach in
educational technology, for indicating the sequence that
instruction should take. It can also be useful revealing
the conceptual framework of a subject. However, this

approach is more useful in some subject areas than others.

Many techniques can be used to fulfil an objective by any
of the previously mentioned approaches. For example, the teac
teacher can use lecture, discussion, demonstration, direct
experience, file trip, role-playing or the audio-visual media

technique, with any decided strategy.

ORGANISATION OF GROUPS

One of the basic characteristics of the systems approach
is the flexibility of'grouping methods which can be employed.
The students are grouped according to their achievements,
interests and needs. Thus, groups are formed according to the
demands of the learning task which eases the problem of
material preparation.

The basic categories used are individual study, small
groups and large groups. These categories may be further sub-
divided into individual differences, group differences and
content differences.

Since the mastery of content is the criteria for progress,
the groups are continually changing. This can be a dis-
advantage from the viewpoint of socialisation as a student may
move from one group to another whenever he makes significant

progress.
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Recent developments in group organisation for learning
have focussed on programmes that offer practical strategies to
meet the specific requirements of the learner at his own pace
providing him with immediate feedback to increase his

motivation.

ALLOCATION OF TIME

In this approach some breakdown of the ideal flexibility
of scheduling time for teaching and learning is necessary. Each
learning task has an optimum time for its completion. Ideally
periods of instruction should be worked out by summing up the
time taken to complete each task. Thus, daily or weekly
scheduling might vary in length. Gerlach, for example, gives

the following definition:

"... the organisation of the school day,

pupils and course units into modules of
5-20 minutes (or combination of these
modules) according to specified
instructional objectives."

Gerlach et al(1980: 232)

Some flexible time should be allocated for the different
acticities, and planing for optimum use of time has to link
with the organisation of groups and the allocation of available
space.

The conventional school timetable severely limits this
aspect of the application of a systematic approach to teaching
and learning. The 45- or 50-minute time period minimises the
chance for allocating time in changing blocks.

However, the creative school organisation can overcome

this constraint and afford varied time appropriate to the

different activities. For example, the school can develop a
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mixed-ability organisation with its emphasis on individual
learning and the deployment of teaching teams instead of
individual teachers. 1In addition, the teacher's plan should
take into account the estimate time for each type of activity
after analysing the objectives.

Taken to its extreme, we would find that classes might be
scheduled outside the conventional school day limits. However,
this would pose many problems, particularly in rural areas.
Higher Education is more likely to implement this aspect of

flexible scheduling than the school.

ALLOCATION OF LEARNING SPACE

Space is often one of the most limiting factors in applying
the systems approach to any learning situation. Planning for
its most effective use puts great demands on the imagination
and organising ability of teachers and administrators.

Traditionally, classrooms are equipped with rows of 30 to
40 students' desks, a teacher's desk, blackboard and a bulletin
board. This type of arrangement is a suitable one for using
'chalk and talk'. However, with the new approach (systems
approach), emphasis changes to groups of various sizes (i.e.
large group, small group and independent study using a variety

of strategies and media).

(1) Space for Large Group Teaching

The main requirement in the systems approach is for
a variety of spaces for from 2 to 300, depending upon the

subject-matter and the grade level. The old schools can
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use the cafeteria or any other spaces which are available

in the school.

(2) Space for Small Group Teaching

Regular classrooms can be converted into several
small spaces by using movable partitions. Students can
also use headsets to avoid disturbance which would be
caused by sound from a loudspeaker, when using films and

other audio-visual media.

(3) Space for Independent Study

Independent study necessitates a move from a regular
classroom to a special study unit where the student works
at his own pace. One of the most prominent 'symbols' of
the new interest in independent study is the carrel. Most
carrels often contain only a chair and a working surface
(in addition to access to electrical service for audio-
visual equipment). These carrels are not a prerequisite
for individual study but they do help to ensure privacy
for the learner. Independent study can carry on within
the ordinary classroom using their own conventional desks

(e.g. traditional library work) and movable partitions.

Determination of space allocation is based upon the
consideration of learning objectives. Thus a systems approach
can result in a demand for both increased and better equipped

teaching and learning areas.
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SELECTION OF APPROPRIATE INSTRUCTIONAL MATERIALS

Different types of instruction need access to different
types of equipment and materials. Teachers should first of all
determine the objectives, then select the content, and finally
the minimum of instructional materials

When the teacher considers the full range of instructional
media available to him, he should understand that these media
will be selected in terms of the responses he desires from the

learners and not in terms of stimuli alone.

EVALUATION OF PERFORMANCE

The major purpose of performance evaluation is, of course,
assessment of students' achievements. Its basic purpose, howf
ever, is an assessment of the entire instructional process,
including students' achievement of objectives, the instructional
approach, the act of teaching and teacher effectiveness.
Continuous evaluation also provides a series of pre- and post-
tests along the course of instruction.

Although ultimate evaluation of performance must await
completion of the act of teaching, evaluation is an on-going
process. Evaluation should take place before, during, and
after instruction. All the effort which has gone into the
formulation of objectives, gains significance or becomes non-
significant as a consequence of evaluation.

The purpose of evaluating performance is to detect and
correct learning/teaching problems and difficulties in the
instructional process which meay threaten the attainment of
objectives.

Glaser in Gerlach (1980) points out that there are two



primary assessments which are made at this point:

"One is to provide information about a
student's present behaviour; measure-
ment of this purpose is primarily
decsigned to discriminate between
individual. The second use is to
provide information about instructional
techniques which produce that behaviour;
measurement for this purpose is
designed to discriminate between
instructional methods."

Glaser (in Gerlach 1980: 27)

However, as was mentioned earlier, it is not always
to evaluate every objective because of the difficulty in

measuring the outcomes of some of the stated objectives.

"Some objectives are simple to evaluate.
If they are observable and measurable,
there is little difficulty. However,
there are other objectives which are
much more complex and not easily
evaluated. How does one assess the
qualities of good citizenship, a task
often stated as an objective of the

6

easy

social studies?"

Gerlach et al (1980:

ANALYSIS OF FEEDBACK

7.

Feedback refers to information received by the instructor

as to the success/failure of the process of instruction. It

implies an evaluation of the product (terminal behaviour) in

direct relation to the specified objectives.

As teachers, we have a constant need to see where we are,

where we are going and how we are getting there.

Of course,

we

need to assess the achievement of our pupils, but we also need

to evaluate our methods of teaching. How well are our pupils

responding to them? Do our pupils enjoy our instruction? Do

our pupils have better ideas for accomplishing some of the same
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goals that we have set? Information on failure is as valuable
as information on success.

It is useful for feedback to occur as soon as possible
after learning. Delay in feedback decreases its effect.
"The usefulness of frequent feedback
during the acquisition of newly learned
capabilities should not be overlooked."
Gagné (1977: 298)
A good example for applying these principals can be seen
in programmed learning.
"The designers of programmed instruction
frequently emphasise the importance of
confirming responses for each 'frame'

of the program."
Skinner (in Gagné 1977: 298)

To sum up, the main assumption underlying this chapter is
that, if audio-visual media is to substantially improve the
training of teachers, it must be encircled in a system, a re-
delineate of the condition of learning that integrates the
reform of most aspects of teacher training.

Definition of educational technology in this chapter goes
beyond any particular device or side. Educational technology,
in this sense, is a systematic way of designing, applying and
evaluating the whole operation of learning and teaching in

terms of specific objectives.



CHAPTER 4

THE QUESTIONNAIRE
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INTRODUCTION

In spite of the availability of teaching media in primary
and intermediate schools in Bahrain, the write of this study
felt that the impact of these media on teaching and learning
has been small compared with the overall development of the
educational system in Bahrain as a whole. For example,
official documents of the Ministry of Education, dated 1983-84,
showed that there were 929 different items of audio-visual
equipment in all 62 boys primary and intermediate schools, and
618 in all 52 girls primary and intermediate schools.

In other words, the average number of items in each school
was approximately 14. Dividing this number by the average
number of teachers (25 in each school) gives an average ratio
of approximatley 2 teachers to each piece of equipment. This
does not appear to be very generous.

Statistical records of the Audio-Visual Centre indicates
that many of the existing hardware in the schools is not being
used (or used properly). This has come about partly because a
good number of teachers lack the skills required to operate the
equipment. If teachers don't know how to use the equipment
then the teacher trainers (or the teacher training programmes)
are at fault. Of course, there are a variety of reasons why
teachers might not use AVA materials.

In order to investigate these problems and in an attempt
to acquire more accurate information about teachers opinions on
in-service training in general and educational technology in
particular, this study was undertaken. A postal questionnaire
was designed and distributed to a number of primary and inter-

mediate schools in Bahrain in April 1985.
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This approach was adopted as the writer was currently
studying at the University College of Wales, Aberystwyth, and
was unable to visit schools personally. The problem was how to
obtain the required information for the purposes of the present

study. There were three possible ways of doing this:

(1) Asking the teachers to write an account of their
experiences. This was avoided because analysing such
open—-ended essay-type information would have been

(i) time consuming and unreliable

(ii) difficult to make voted comparison.

(2) A personal visit to each school. This was difficult to
achieve as the writer was in Great Britain and so unable

to organise such visits.

(3) Sending a questionnaire to the teachers.

For practical reasons, the postal questionnaire was
decided upon, and the approval of the Ministry of Education was
sought.

This approach was also selected because:

(1) All teachers approached were asked the same questions.

(2) It would be possible to categorise the replies in ways

more careful than the personal interview.

(3) The researcher's own experience within the system was such
that he felt able to understand the approaches of teachers
teaching the topic.
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AIMS AND OBJECTIVES

This questionnaire was designed to investigate the present

practices of educational technology in primary and intermediate

schools in Bahrain. The two main aims were:

(1)

(2)

To delineate their attitudes towards the development of

educational technology in the teacher training programme.

To get information relating to the teachers' suggestions
concerning further development of the in-service training

system.

Precisely, the questionnaire aimed to:

Find out whether the training courses in educational

technology are sufficient to cover the teachers' needs.

Trace the problems which confront teachers in obtaining,

producing and utilising teaching media.

To gather general information about the teachers ' (i.e.
their ages, qualifications, type of school and subjects

taught).

To gather some specific information about their background

in in-service teacher training.

To trace the teachers' attitudes and preferences towards

the topics of the in-service programmes.

To identify the teachers' views towards the application of

educational technology.

To investigate the most needed field in educational

technology by the teachers.
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- To investigate the availability of hardware and software

in their schools.

- To trace the utilisation of different audio-visual media

by the teachers.

- To identify the teaches' background in producing teaching

media.

- To find out the preferred source for the supply of learning

materials.

The sample was divided into the following six groups:

G1 47 primary school teachers, male

G2 98 primary school teachers, female

G3 50 combined primary/intermediate school teachers, male
G4 51 combined primary/intermediate school teachers, female
G5 20 intermediate school teachers

G6 23 intermediate school teachers

To minimise the problem of a particular school being under-
represented, the writer grouped the schools by size, and
ensured that each of the groups was adequately represnted in
the final sample.

The participants were Bahraini teachers only (expatriate
teachers were excluded); each teacher included should have
served in a primary, combined, or intermediate school in Bahrain.
They were heterogenous in age, years of experience, type of
school, subjects taught, qualifications, and sex.

To ensure that all parts of the country were represented,
the teachers were stratified by all areas into which Bahrain

is divided.
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The respondents have different background and qualific
qualifications, some have attended courses in educational
technology while others have not.

In designing the sampling frame, each type of school was
divided according to its size, to ensure that each type of
school was represented in the selected sample. Also each of
these schools would contain teachers with different backgrounds
in in-service teacher training.

A sample of 320 teachers in 14 schools was chosen. Table
10a shows the number of teachers selected in each type of school
and the number of teachers who replied to the questionnaire.
The total number of teachers in each type of school was taken

from Ministry of Education statistics for 1984.

Type of School Nu?sezlifSZ§ig?§rs Sample | Replies Rep%ies
Primary 1,564 150 145 5.2
Combined 897 105 101 3.6
Intermediate 311 65 53 1.9
Total 2,772 320 299 10.7

Table 10a : Teachers Replying to the Questionnaire

The total number of schools answering the questionnaire
represent 12.5%7 of the total number of schools in Bahrain. 1In
table 10b the type of schools returning completed questionnaires

is displayed.
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Total Number .
Type of School | Males | Females | Total of Schools Ratio
Primary 5 3 8 74 1:10
Combined 2 2 4 27 1:7
Intermediate 1 1 2 10 1:5
Total 8 6 14 111 1:8

Table 10b : Schools Replying to the Questionnaire

All fourteen schools, without exception, replied to the

questionnaire.

LIMITATION OF THE QUESTIONNAIRE

The questionnaire asked teachers in fourteen selected
schools in Bahrain - primary, combined (primary and inter-
mediate) and intermediate - a number of questions related to
the in-service courses they have attended, the utilisation of
educational technology in their every-day teaching and the
problems faced in those areas.

The sample schools (14) were chosen from a total of 114
schools in Bahrain. 1In other words, the sampling ratio was

1:8. A total of 320 teachers were approached.

THE DESIGN OF THE QUESTIONNAIRE

The main focus of this study is on the in-service teacher
training courses and the role of educational technology in
these courses. From this point of view, the questionnaire

consists of four parts.
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Part I seeks general information about the teachers, such as
sex, age range, type of school, qualifications and subject

taught.

Part II comprised eight multiple response questions in an
attempt to acquire information about the teachers'
experiences and their background and to measure the extent

of their interest in attending in-service courses.

Part III was designed to investigate teachers' attitudes to some

teaching methods.

Part IV was dedicated to the study of educational technology in
general, It consisted of fourteen questions to survey the
teachers' opinions about educational technology and its
application, to produce evidence upon which can be based
systematic suggestions for the development of educational
technology courses in any further in-service training

programme,

The questionnaire was written in Arabic, the teaching
language of the respondents. The original version and its
English translation can be found in Appendices 7 and 8. It is hoped
that the English translation is sufficiently accurate to avoid

any possible misunderstanding by FEnglish readers.

DISTRIBUTION PROCESS OF THE QUESTIONNAIRE

The questionnaire was sent to the headmasters and head-
mistresses of the schools,with an official covering letter,
through the Ministry of Education, inviting them to distribute
the questionnaire to their school teachers. Since the
distribution procedure was carried out officially through the

Ministry of Education, an excellent response was obtained. Of
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the 320 copies of the questionnaire which were sent to the
schools, 299 (93.4%) were returned.

It must be realised that as a result of the method of
distribution, the teachers' response might be 'favourable'
(i.e. what they think officials want) in their nature rather
than 'true'.

Another limitation of this questionnaire lies in the
possibility of not giving a very accurate picture of teachers'
opinions, due to what may be called 'personal amiability'.

This is a reflection of the social background of Bahraini
teachers, where personal relations play arole in the nature of
their responses to questions. Related to this is the fact that
the writer of the questionnaire was himself an educational
technology tutor for the Ministry of Education for more than

seven years.

SCORING AND ANALYSING THE QUESTIONNAIRE

Scoring of questionnaires was all done manually, but in
order to investigate possible differences between variables,
the results of the sorting were tabulated and 'MINITAB',
version 82.1A of 'PENN STATE UNIV' was applied, mainly for Chi
suare tests. Descriptive analysis was also used for
interpreting the results, using tables and various graphics
displays.

Different types of questions were designed, such as
straightforward questions with leading answers, essay questions
and ranks order questions. Also different scoring techniques

were employed according to the nature of each question.
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THE QUESTIONNAIRE RETURNS

The completed questionnaires were collected and sent to
the writer for scoring and analysis. As was pointed out
earlier, 299 of the 320 questionnaires sent out were returned.
In other words, the response was 93%Z. Moreover, all 299
teachers, without exception, answered all elements of the
questionnaire. This positive participation amongst the
teachers, may be due to the official support shown by the
manner of distribution of thé gquestionnaire. Of course, this
may affect the overall results, which must be treated with

caution.

STUDY AND ANALYSIS OF THE QUESTIONNAIRE

Part T : Background Information about the Teachers

The total number of teachers who returned the completed
questionnaire was 299; among them 172 were female teachers and
127 male teachers. Figure 10 shows that the teachers who
completed the questionnaire are grouped into three different
categories, namely, primary, combined (priamry and intermediate)
and intermediate school teachers. The majority, 145, were
primary school teachers - approximately 487 - followed by the
combined (primary and intermediate) scho;l teéchers - 101 (34%) -
then the intermediate school teachers - 53 (approximately 18%).
From figure 9 it is clear that the majority of the teachers who
responded to the questionnaire were female teachers (57.5%),
whereas males represented 42.57 of the total replies.

Furthermore, figure 10 clearly shows that each category

contains males and females. This indicates that co-education
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does not exist in Bahrain schools. Boys are taught in different
schools from girls. In this context, it is worthwhile
mentioning that, recently, the Ministry of Education has
employed female teachers to teach in some boys primary schools.
This is due to the shortage of male teachers. The Ministry of
Education statistics for 1983-84 showed that there were 168
female teachers teaching in boys schools. Among those who
completed the present questionnaire were 20 female teachers who
are teaching in boys primary schools.

It is interesting to realise that females in Bahrain, in
general, have a natural tendency towards giving family
responsibilities a priority in their lives. Teaching careers
tend tend to accommodate their demands by its long summer
holidays and half day work. In addition, the Bahraini males
have access to a wide range of jobs (many of which are better
paid) in fields other than teaching.

Figures 11 and 12 indicate that more than half the
teachers (179 or 60%) placed themselves in the 21-30 age group;
The majority (127 or 42.5%) of these were females, whereas only
52 (17%) were males. However, it is obvious from figure 12
that the majority of female teachers were centred in the first
two ége groups (21-30 and 31-40), whereas there were only 2
female teachers in the 41-50 age group. There were no female
teachers in the 5l-over age group.

In the writer's view, the disappearance of female teachers

from the older age groups is due to the following reasons:

(1) Female education is comparatively recent in Bahrain. As
was mentioned in chapter 1, female education started nine

years later (1928) than males. Until 1938, there were
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only 14 female teachers in all four girls schools in
Bahrain. Moreover, Ministry of Education statistics for
1971 showed that the total number of females graduating
from different universities and colleges by 1970 was only

97, whilst by this time there were 447 males.

(2) Bahraini female teachers are most likely to retire early,
to give more time to their responsibilities as housewives
(due to their inherited social background). Also, it has
become fashionable in the last few years for a married
female teacher to leave her teaching career after having
children, thus depending on her husband's income for their

livelihood.

The above reasons have also proved to affect the attendance
of a number of the older female teachers at many teacher
training courses, especially afternoon and evening courses.
However, in total there are only 53 female teachers in primary
and combined schools in Bahrain registered as over 40 years
0ld according to the Ministry of Education statistics for
1982-83, and only 3 teachers in intermediate schools just under
40 years old. Thus we have a population of young female
teachers who, in general, have been teaching for less than 20
years.

As we proceed to the qualification side of the question,
we notice in table 11 that 138 (46%) of the total teachers'
qualifications is the Teacher Training Diploma, then 90 (30%)
of the teachers have an University Degree, while the less
qualified teachers (64 or 21.5%) are those with secondary
school certificates plus some in-service teacher training
courses.

Generally, it may seem obvious that the last group could

be an ideal one to be a target for in-service courses in
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educational technology. In my opinion the other two groups do
not need less attention than the others mentioned as most, if
not all, the university degree holders have graduated from
colleges in subjects other than Education as their main study.
Therefore, they did not get pre-service training and I think
this is the main single reason why they have to be considered
as a target group for in-service training. The only group
which seems to have some sort of training, are those teachers
with a teacher training diploma but, returning to the curriculum
plan for teacher training colleges (see tables 7 and 8, pp.27
and 28) we notice that 'educational aids' was introduced as 1
hour a week in the second session of the first year and the same
in the first session of the second year for both the literary
and scientific sections. In other words, the total of 24 hours
studying was not enough for both practical and theoretical
aspects of educational technology.

Tables 12 and 13 indicate that 124 (41%) of the total
teachers who responded to the questionnaire taught intermediate
school subjects, while 175 (59%) of the total number of teachers
taught primary school subjects. We notice that combined school
teachers were divided into these two groups, primary subject
teacher or intermediate subject teacher.

These tables show that the teachers answering the
questionnaire taught a wide range of subjects, both in primary
and intermediate schools, and this is an important point to
consider when planning in-service courses for these teachers.

We also notice that some teachers teach more than one subject,
usually an important one as a main subject and another less

important one as a second subject.



Intermediate Number of Teachers
School Subject Main Subject Second Subjects
Islamic Religion 18 7
Arabic Language 24 -
English Language 14 -=
Mathematics 12
Social Subjects 13
Sciences 20
Practical Studies 6 -
Fine Arts 12 10
Physical Education 5 2
Total 124 30

Table 12 : Intermediate School Teachers - Subjects Taught

Number of Teachers
Primary School Subject
Main Subject Second Subjects

Islamic Religion 22 12
Arabic Language 29

English Language 22

Mathematics & Geometry 19 -
General Science 26 5
Social Subjects 16 6
Drawing 18 15
Physical Education 13 4
Songs and Music 10 10
Total 175 58

Table 13 : Primary School Teachers - Subjects Taught
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Looking at the above tables, we understand that most
teachers in the sample are subject teachers, whether in primary
or intermediate. This is so because the classroom teaching
system is not yet employed in Bahrain, though it is in an
experimental stage in some schools (class teaching is the norm
in Britain).

The important point to be made in conclusion from the
above is that the selected sample does cover the whole
curriculum in primary, combined and intermediate schools, so it
cannot be said to be biased when looking at any one subject.
Therefore, the study is generally getting a picture of the

school as a whole.

Part II : General Information about In-Service Courses

The first question of part two was: "Have you attended
any in-service teacher training courses?". A large proportion
of the teachers (223 or 74.67) said 'Yes', while 76 (25.4%)
answered 'No'. It appears that those teachers who answered
'"No' could benefit from an intensive in-service training. How-
ever, the teachers with 'No' answers can be divided as follows:
33 male teachers and 34 female teachers in the three types of
school. Among these teachers the majority (57 or 85%) are in
the 21-40 age group, while only 10 teachers (15%) are in the
bl—> age group. Clearly, the 57 (85%) are teachers with more
than 20 years still to serve. This finding has serious
implications and three possible explanations can be put forward

for their non-attendance at courses:
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(1) They are recently trained teachers who therefore feel no
deficit, and consider in-service courses are unnecessary

for thenm.

(2) Family responsibilities for female teachers and other
responsibilities for male teachers, such as private jobs,

etc.

(3) The courses are not sufficiently well formulated and

designed to satisfy their needs.

We would suggest the design and implementation of a
specified special short course for these young teachers. One
for primary teachers (male and female) and one for intermediate
teachers (also for both sexes).

As far as cost-effectiveness is concerned, it would be very

expensive to design a special in-service courses for the 10

teachers in the 41 over age group. This is because these

teachers are very few in number and most of them will retire
shortly. Those who wish to join in can be distributed among
the other two groups of teachers.

The hypothesis for those who attended in-service courses
was: "There will no no significant differences in the number
of courses attended by teachers in the three types of school”.
Since the Chi square test in the following table (table 14)

2

showed that the total X“ 5.43 (with 4 df) is not significant,

we accept the hypothesis.
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Number of Courses | Primary | Combined | Intermediate | Total
1 - 3 times 69 40 17 126
4 - 6 times 28 15 47
more than 6 22 24 50
Total 119 79 25 223

Table 14a : Number of Times Teachers Attended In-Service

Courses in the Three Types of School

Most of the teachers (223 or 64.6%) have attended in-

service training courses and their attendance is equally

distributed between the three categories of schools, as is shown

by the X? test.

More than half the teachers (126 or 56.5%) attended 1-3

times, and the rest (97 or 43.5%) attended more than 3 times.

Further analysis of

teachers (see table

difference between

14b) shows that there is not much

table l4a above into male and female

sexes.
Number of Primary Combined Intermediate Total

Courses T |M|F|T| M| F|T|M|F|T|M|F
1 - 3 times 69 | 27 1 42 | 40} 19| 21 (17|17} 0 126} 63 63
4 - 6 times 28 22 115 9 6 47 1 17 30
more than 6 22 18 [ 241 10§ 14 2 50 15 35
Total 119 { 37 |82 79| 38| 41 {25205 {223 95| 128
Table 14b : Number of Teachers who Attended In-Service Courses

by Type of School and Sex

Inspection of table 14b shows that 119 primary school

teachers attended in-service courses, 37 male teachers and 82
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female teachers who represent 31% and 69% respectively of the
total number of primary school teachers in the sample. In
other words, there were only 10 male primary school teachers
and 16 female primary school teachers who ahd not attended any
in-service courses out of the total 145 primary school teachers
in our sample.

In combined schools there were 79 teachers, of whom 38
(487%) were male and 41 (52%) were female teachers, who attended
some in-service courses. Again, there were only 12 male and
10 female teachers in the combined schools who did not attend
any in-service courses,

Only a total of 25 teachers attended in-service courses
from the intermediate level, of whom 20 (80%) were male and 5
(20%) were female. Therefore it is clear that there were more
female teachers who had not attended any in-service courses than
males.

Generally, the obvious conclusion is that most teachers in
all types of school are, in fact, familiar with in-service
courses. Undoubtedly they came across the use of various audio-
visual methods through these training courses.

The second question in part two aséed those teachers who
had attended in-service courses: "When was the last course you
attended?"” This question was to investigate the updating of
their knowledge and experience of audio-visual methods. The
results confirm the previous finding that the majority of the
teachers (120 or 53.8%) had attended in-service courses
recently (within the last two years), and 103 (46.27%) teachers
had attended in-service courses more than two years ago. This
suggests a significant number of teachers should be attending

courses.



The hypothesis for the following Chi square test was:

"There will be no significant differences in the number of

teachers who attended courses, between the three categories:

this year, last year and more than two years ago".

2

Chi square test showed X° =

Since the

6.47 (with 4 df), we accept the

hypothesis. Therefore attendance at courses is a feature of

the individual teachers' wishes rather than the type of school

they teach in.

No. Date Primary | Combined | Intermediate | Total
This year 28 36 16 80
Last year 21 13 40
More than two
years ago 54 32 17 103
Total 103 81 39 223
Total X% = 6.47 (with 4df)

Table 15a : Number of Teachers who Attended In-Service Courses

by Type of School and Date of Attendance

Attempting to break down the findings in table 15a into

male/female cells (see table 15b) we find the following:

Primary| Combined | Intermediate Total
No. Date

M| F M F M F M| F |Total
This year 19 | 16 | 20 10 31{ 49} 80
Last year 18 7 6 1 15| 25} 40
More than two
years ago 27 |27 12 | 20 9 8 48 | 551103
Total 39 149 | 35 | 46 20 19 94 1129 | 233

Table 15b
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Table 15b indicates that out of 172 female teachers
answering the questionnaire, there were 129 (75%) teachers
attending courses, of whom 49 indicated 'this year', 25 'last
year' and 55 'more than two years ago'. Out of the total of
127 male teachers who ansered the questionnaire, 94 (74%)
teachers attended in-service courses, of who, 31 indicated
"this year', 15 'last year' and 48 'more than two years ago'.

A similar percentage of teachers of both sexes attended in-
service courses, but looking between the types of school, we
notice that 82.97%7 of male primary school teachers, 50% of
female primary school teachers, 70% of male combined school
teachers, 907 of female combined school teachers, 66.6% of
male intermediate school teachers and 82.6% of female inter-
mediate school teachers had attended in-service courses.
Although these percentages are high, the non-participating
teachers, specially female primary teachers (50%) and male
intermediate teachers (35.4%), should be encouraged to attend
in-service courses.

Looking back at table 15a, one notices that the total
cells in category 3 indicates that 103 (46.2%) teachers attended
in-service courses more than two years ago. These teachers may
require further refresher in-service courses, with a special
option in educational technology, to keep them up-to-date in
knowledge and methods.

Question 3. To investigate the adequacy of the time teachers
actually spend on training courses, question three seeks to
know the length of the course attended by teachers. Was it:
(a) one-day course, (b) two-four day course, (c) more than a

week or (d) one-two year course.
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In testing this question, statements (a) and (b) were
added together in table 16, because of the low frequencies in
the cells of these categories which made the X2 test unreliable.
The hypothesis was: '"there will be a significant difference

between the type of school and the length of course attended".

No. Course Duration | Primary | Combined | Intermediate | Total
1 - 5 days 39 23 8 70
More than a week 56 49 15 120
1 - 2 years 23 7 3 33
Total 118 79 26 223
Table 16 : Number of Teachers Attending In-Service Courses - by

Type of School and Course Duration

Since X2 = 6.23 (with 4df) is not significant, then we
reject the hypothesis and accept the opposite probability that
there is a significant difference between the type of school and
the length of course attended. This finding, again, confirms
the findings in question 2 (p.90), i.e. attendance at courses
is a feature of the individual teachers' preference rather than
the type of school in which they teach.

Category (1) indicates that a total of 70 teachers (31%)
attended 1-5 days courses. If we consider category (1) as a
short duration courses, and categories (2) and (3) as long
duration courses, then we will find a total of 153 (69%)
teachers (120 + 33) attended long duration courses. Assuming
that the majority of these 153 teachers are those who attended
the in-service teacher training courses run by the Ministry of

Education with the co-operation of UNRWA/UNESCO during 1973-80,
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then these teachers surely need further refresher courses,
especially in the field of educational technology where rapid
changes have taken place. The present writer recalls that
there was only one assignment for educational technology in the
first year and another assignment in the second year of the
teacher training programme.

Table 16 shows that more than half of the teachers (118
or 52.9%) who attended in-service courses of different duration
were primary school teachers. This probably means that more
courses had been provided at the primary level than other levels,
leaving a potential gap in the provision for teachers in the
other types of school.

Question 4. This question was aimed solely at those

teachers who attended long courses (see the previous question,
no.3). It was designed to investigate whether they also had
followed other short courses with an audio-visual media flavour.
In this question the teachers were asked to state whether they

had attended any short courses either before or after the long

course.
The Response | Primary | Combined | Intermediate Total
Yes 35 30 13 78
(15.6%) (13.4%) (5.8%) (34.8%)
No 84 49 12 145
(37.77%) (227%) (5.4%) (65.2%)
Total 119 79 25 223
Table 17 : Attendance at Short Courses - Number and Percentage
of Teachers' 'Yes' and 'No' Responses in all Types

of School
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Table 17 explained that 78 (34.8%) of those teachers who
had attended 'long courses', has also been involved in some in-
service short courses. It is evident from the previous findings
in questions 1-3 that a good number (223 or 74.5%) of the total
teachers in the sample had experienced many in-service courses
for teachers, both long-term and short-term duration. The
number of teachers who had never participated in any in-service
courses was also high (76 or 25.5%).

Question 5. This question asked "Which two of the

following subdivisions of teacher education subjects should, in
your view, have the highest priority in planning and designing
in-service courses for teachers in primary and intermediate
schools?". The teachers were provided with the following

headings:

(a) Teaching Methods

(b) Curriculum Studies

(c) Educational Technology
(d) Psychological Studies
(e) Sociological Studies
(f) Teaching Practice

(g) Syllabuses

The teachers' reaction to this question is shown below in table

18.
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' _ Primary | Combined | madiSFe | Total Final
Subject Choice Total Rank
M F{M F|M F[IM F

(a) Teaching Methods 25 56|34 28116 10{75 094 169 1
(b) Curriculum Studies 11 9110 11} 7 8|28 38 66 6
(c) Educational Technology | 16 28 |19 20|12 71|47 55| 102 2
(d) Psychological Studies |10 24| 9 15|10 3|26 45 71 5
(e) Sociological Studies 6 15| 4 5 2114 22 36 7
(f) Teaching Practice 14 26 {13 12 7133 45 78 3
(g) Syllabuses 12 28|11 11 9|28 48| 76 4

Table 18 : Teachers' Answers to the Most Important Subjects

The replies obtained in table 18 can be summarised as
follows: The question asked the teachers to tick the two most
important subjects in the given list. 1In scoring this question
the highest number of points given to a choice was considered
to be first choice and the second highest scores was considered
to be second choice, and so on.

The final rank order showed that 'Teaching Methods' had
the highest priority in their opinion; a total of 169 (56.5%)
teachers agreed that this subject was the most important when
considering the planning and designing of in-service courses
for primary and intermediate school teachers.

Educational Technology takes second priority in their
opinion, 102 (347) teachers agreed that it came after 'Teaching
Methods' in importance.

Although the question's aim was to find out the best two
choices, the other scoring indicates the rank order of the
other choices, which is useful and interesting to know. In

this context, it can be said that third choice was 'Teaching
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Practice' - 68 (267), then 'Syllabuses' as fourth choice - 76
(35.4%), followed by 'Psychological Studies' as fifth choice -
71 (23.7%), and lastly 'Sociological Studies as seventh and
final choice - 36 (12%).

It is apparent that most of the teachers preferred those
subjects which had some practical aspects in their nature, such
as 'Teaching Methods', 'Educational Technology' and 'Teaching
Practice', rather than those subjects which have some academic
nature, such as 'Psychological and Sociological Studies'.

These findings provide an indication that teachers in
Bahrain are more concerned about their actual teaching
performance in the classroom than gaining deeper insights into
the learning and behavioural characteristics of the pupils.

Question 6. This question sets out to investigate which

topics are preferred by teachers in their teaching courses.
The question asked was: "What are your expectations of any
training programme for teachers?". Teachers were asked to
indicate their response by numbering their choice in order of
importance (e.g. to give (1) for first choice, (2) for second
choice, etc.). The teachers were provided with the following

list of topics:

(a) Learning new teaching methods

(b) Developing technical skills in writing questions

(c) Training the teachers in problem-solving skills

(d) Training the teachers how to teach new syllabuses

(e) Changing teachers attitudes towards some wrong performances
(f) Training the teachers how to write learning objectives

(g) Training the teachers how to prepare AV materials
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In scoring question 6, rank order technique was applied

to find out first how m%ny teachers ranked '(a) Learning new
teaching methods' as (1), first choice, and how many ranked it
as (2), second choice, and so on. Applying the same steps for

the remaining topics, the following findings were collected:

Choice | (1) | (@ | 3 | &) | &) | ® | ) | Rank
(a) 128 48 51 22 17 17 16 1
(b) 19 20 41 57 65 55 51 4
(c) 30 30 27 47 54 62 49 5
(d) 34 67 37 40 53 35 33 2
(e) 54 43 38 51 33 32 48 6
(£) 60 55 50 47 30 28 29 7
(g) 50 58 60 42 22 32 35 3

Table 19 : The Scores Obtained by the Teachers to Question 6

To find the final rank forbeach topic in table 19, the
total points in each category value were multiplied by its value
(e.g. 128 x 7 = 896, 48 x 6 = 288, 51 x 5 = 255, etc.). Having
done this, the second step was to look for the category with
the maximum score (e.g. the greatest score in category (1) will
be first choice, the next greatest score will be second choice,
and so on).

Table 19 shows that the overwhelming majority of teachers
(128 or 60.8%) ranked (a) 'Learning new teaching methods' as
the most important subject for any in-service course. This

finding lends support to their response to question 5.
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Order of Importance Final
The topics -

(1) (D[] )| (5) (6)[(7)] Rank

(a) Learning new teaching methods | 128 |48 | 51| 22|17 |17 |16 1

(b) Developing technical skills
in writing questions 1912041157 |65|55]51 4

(c) Training the teachers in
problem-solving skills 30 {30 |27 | 47 | 54 | 62 | 49 5

(d) Training the teachers how to
teach new syllabuses 34 {67 13740 | 53135 |33 2

(e) Changing teachers attitudes
towards some wrong
performances in teaching 54 143138151 |33|3248 6

(f) Training the teachers how to
write learning objectives 60 |55 (50|47 30|28 }29 7

(g) Training the teachers how to
prepare AV materials 50 {58 |60 |42]22|32|35 3

Table 20 : Rank Order of Syllabus Topics

The second most important subject, in the teachers' opinion,
was (d) 'Training the teachers how to teach new syllabuses' -

67 teachers (22.47%) were of this opinion. This choice may
reflect the teachers' needs and demands to cope with recently
changed syllabuses in primary and intermediate curriculae.

The third most important subject, in their opeion, was (g)
'Training the teachers how to prepare AV materials' - 60 teachers
(207) held this opinion. This shows a gratifying degree of
interest in audio-visual methods of preparation.

Ranked fourth choice was (b) 'Developing technical skills
in writing questions' - the opinion of 57 teachers (19%). This
was followed by (c) 'training the teachers in problem-solving
skills' as fifth choice, then (e) 'Changing teachers attitudes

towards some wrong performances in teaching' in sixth place.
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Seventh and final choice was (f) 'Training the teachers how to
write learning objectives', as it had a low rank.

The results in table 20 once again confirms the findings
in previous questions, i.e. most of the teachers favour those
topics which have some practical nature. This suggests either
that teachers are confident in the academic subjects or they do
not like to be open to any critical remarks.

Question 7. This question asked the teachers whether they

had or had not been given adequate practice and guidance in the

following classroom practices:

(a) Lesson preparation

(b) Selection of teaching objectives

(c) Writing objectives in a way that they can be used
(d) Evaluating teaching methods

(e) Selecting teaching activities

(f) Writing good questions

In scoring this question, a simple addition operation has been
done for the 'Yes' and 'No' answers first and then each subject

was tested statistically.
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Primary | Combined Hgggi; Total %
The Subject
Yes | No | Yes| No | Yes!| No | Yes | No | Yes No
(a) Lesson preparation | 114 |31 | 74 (27| 27126 |215| 84| 72 28
(b) Selecting teaching
objectives 110 {35} 76| 25| 18} 35 | 204 95 69 31
(c) Writing objectives
in a way that they
can be used 109 [ 36| 64 | 37} 16 137|189 | 110 63 37
(d) Evaluating teaching
methods 106 | 39 62|39} 3320178 {121 |59.5]| 40.5
(e) Selecting teaching
activities 102 | 43| 61 | 40| 27 |26 {190 | 109 | 64 36
(f) VWriting good
questions 105 40| 57 { 44 6|47 1168 | 131 | 56 44
Table 21 Number and Percentage of Teachers' 'Yes' and 'No'

Replies in all Types of School

Further examination of the replies concerning each sub-

division of the question, revealed that there are significantly

more teachers who are given adequate practice and guidance in

lesson preparation than those who have not been given such

practice and guidance.

school (see table 22).

This applies to all three types of

Type of School
Reply Total
Primary Combined Intermediate
Yes 114 74 27 215
No 31 27 26 84
Total 145 101 53 299

Table 22 : Number of Teachers Given/Not Given Adequate Practice

and Guidance in Lesson Preparation in all Types of

School
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Since the total X2 = 14.86 (with 2df), we accept the
hypothesis that teachers with 'Yes' answers were significantly
more (beyond the 0.01 level). This reveals the fact that the
greater number of teachers feel adequately guided in the matter
of preparing their lessons.

Approximately 727 of the total number of teachers stated
that they were given adequate practice and guidance in lesson
preparation, of whom 114 (38%) were primary school teachers, 74
(24.7%) were combined school teachers and 27 (9%) were inter-
mediate school teachers. Some of these teachers may have
achieved this practice and guidance through their study period
in teacher training colleges during 1967-79. These teachers
are mostly intermediate school teachers and some combined school
teachers. Another group of teachers may have received adequate
practice and guidance through in-service teacher training
courses (INSTT) run by the Ministry of Education in co-operation
with the UNRWA/UNESCO Institute of Education (1973-80) - see
page 34. These teachers are mostly primary school teachers and
some combined school teachers.

A worthwhile suggestion which may be explored here, is
that although these teachers, as they pointed out, have had a
background in lesson preparation, this background has not been
updated, since both teacher training colleges and in-service
training (INSTT) took place a long time ago.

In fact, the main group of teachers who need attention are
those 84 teachers (28%) who have not been given any sort of
practice and guidance in lesson preparation. Thus it emerges
that nearly 307 of all primary school teachers may be in need

of courses in this area.
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The second hypothesis concerning (b) 'Selecting teaching
objectives' was: "There will be significantly more teachers
who have been given adequate practice and guidance in selecting

teaching objectives" than those who have not, in all types of

school.
Type of School
Reply Total
Primary Combined Intermediate
Yes 110 76 18 204
No 35 25 35 95
Total 145 101 53 299

Table 23 : Number of Teachers Given/Not Given Adequate Practice
and Guidance in Selecting Teaching Objectives in all
Types of School

Statistically, the total Chi square test of table 23 is
34.90 (with 2df). Thus, we can accept the stated hypothesis
that there are significantly more teachers who have been given
adequate practice and guidance in selecting teaching objectives
(beyond the 0.01 level) than teachers who have not. The
majority of teachers in all three types of school (204 - which
represents 727 of the total number of teachers) seem to have
practical experience of selecting teaching objectives. Among
them are a majority of the primary school teachers (110 or
75.8%), a majority of the combined school teachers (76 or
75.2%), but only 18 teachers (33.9%) from intermediate schools.
This last category of teacher could possibly be targeted by an
in-service training course.

The third hypothesis, related to (c), was that "There will

be significantly more teachers in all types of school who have
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been given adequate practice and guidance in writing objectives
in a way that they can be used" than those who have not been

given such practice and guidance.

Type of School
Reply Total
Primary Combined Intermediate
Yes 109 64 16 189
No 36 37 37 110
Total 145 101 53 299

Total Chi square = 33.78
Degree of freedom = 2

Table 24 : Number of Teachers Given/Not Given Adequate Practice
and Guidance in Writing Objectives in a Way that they
can be used in all Types of School

Since X2 = 33.78 (with 2df) we have to accept the

hypothesis that there are significantly more teachers who have
been given adequate practice and guidance in writing objectives
than those who have not.

Though the figures in table 24 showed 101 teachers out of
299 stated that they had not been given adequate practice in
the above experience, the intermediate school teachers again
stood out,

The hypothesis for component (d) was that "Significantly
more teachers have been given adequate practice and guidance in
evaluating teaching methods, in all types of schools, than

those who have not been given such experience".
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Type of School
Reply Total
Primary Combined Intermediate
Yes 106 62 33 201
No 39 39 20 98
Total 145 101 53 299

Total Chi square = 4.43
Degree of freedom = 2

Table 25 : Number of Teachers Given/Not Given Adequate Practice
and Guidance in Evaluating Teaching Methods in all
Types of School

Since total X2 = 4,43 (with 2df) is not significant, we

therefore reject the hypothesis and accept the alternative
choice that there is no significant difference in the number of
teachers in both categories ('Yes' and 'No') in all types of
school. TIn spite of this, table 25 shows that 201 teachers out
of the total of 299 stated that they had been given adequate
practice and guidance in evaluating teaching methods.

This practice and guidance may possibly be offered by the
subjects Inspectors of the Ministry of Education or by school
headmasters and school headmistresses.

The statéd hypothesis for component (e) of question 7 was:
"There will be significantly more teachers in all types of
school who have been given adequate practice and guidance in

selecting teaching activities than those who have not".
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Type of School
Reply Total
Primary Combined Intermediate
Yes 102 61 27 190
No 43 40 26 109
Total 145 101 53 299

Total Chi square = 6.96
Degree of freedom = 2

Table 26 : Number of Teachers Given/Not Given Adequate Practice
and Guidance in Selecting Teaching Activities in all
Types of School

Since X2 value = 6.96 is just significant (beyond the 0.05
level) with 2df, we accept the hypothesis that there are
significantly more teachers in the three types of school who
have been given adequate practice and guidance in selecting
teaching activities than teachers who have not been given such
practice and guidance.

Nevertheless, there were a good number of teachers (109 or
36.4%) who stated that they ahd not been given adequate
practice and guidance in the stated topic. Indeed, this group
of teachers should give special interest.

Lastly, the stated hypothesis for component (f) of question
7 was: "There will be significantly more teachers who have
been given adequate practice and guidance in writing good
questions, in all types of school, than those teachers who have
not been given such practice and guidance". Applying the Chi
square test to the following table (table 27) showed the

following findings:
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Type of School
Reply Total
Primary Combined :| Intermediate
Yes 105 57 6 168
No 40 b 47 131
Total 145 101 53 299

Total Chi square = 58.85
Degree of freedom = 2

Table 27 : Number of Teachers Given/Not Given Adequate Practice
and Guidance in Writing Good Questions in all Types
of School

Since total X2 value 58.85 (with 2df) is highly
significant (beyond the 0.05 level), we accept the hypothesis
that there are significantly more teachers who have been given
adequate practice and guidance in writing good questions, in
all types of school, than those who have not been given such
practice and guidance.

Thus, to sum up for question 7 we find:

(1) There were significantly more teachers in Primary,
Combined and Intermediate Schools in Bahrain, who had been
given adequate practice and guidance in (a) - lesson
preparation, (b) - selecting teaching objectives, (c) -
writing objectives in a way that they can be used, (e) -
selecting teaching activities, and (f) - writing good

questions.

(2) There was no significant number of teachers in Primary,
Combined and Intermediate Schools in Bahrain, who had been
given adequate practice and guidance in (d) - evaluating

teaching methods.



106.

Question 8. The intention of this question was to

investigate the attitudes of teachers towards in-service courses
and to measure their degree of interest in attending in-service
courses. The teachers were asked to state the degree of their
interest in attending in—se;vice courses for teachers; the

alternative answers were:

(a) High interest
(b) Low interest

(¢) No interest

Because there were two cells with expected frequencies less than
(5), which would invalidate the Chi square test, the frequencies
(b) and (c) were collected together and the test formulated for
(a) versus (b) + (c).

The hypothesis was: "There will be no significant
differences between the degrees of in£erest and the type of

school",

Type of School
Degree of Interest Total
Primary | Combined | Intermediate

High interest 118 90 48 256

Low and no interest 27 10 5 42
Total 145 101 53 299

Table 28 : Number of Teachers, in the three types of school,
and their degree of interest in attending in-service
courses

Since total X2 = 4,79 is not significant (with 2df), we can



107.
accept the hypothesis that there are no significant differences
between degree of interest and the type of school.

High interest in attending in-service courses was expressed
by 256 teachers (approximately 86%). This reflects the high
aspiration of the majority of the teachers towards the develop-
ment of their teaching career, whatever type of school they are
working in,

The last part of question 8 asked the teachers to defend

their choice. The following is a summary of their responses:

Teachers who expressed a high interest, defended their choice
with the following general statements:

(a) "For the benefit of my pupils"

(b) "Because in-service courses update my knowledge and improve
p y g p
my teaching"

(c) "Teaches me how to operate and use different AV equipment"

(d) "Provides me with sufficient awareness about the
significance of educational technology"

(e) "In-service courses make teaching more efficient and
easier for teachers"”

Teachers who expressed low and no interest, defended their
choice as follows:

(a) "I have reasonably adequate experience in my teaching
career, for I have been teaching for more than ten years"

(b) "I do not see the relevance of many in-service courses to
my own needs"

Part III : Teaching Methods

Part three of the questionnaire was the shortest section
and consisted of only two questions.

Question 9. This question asked the teachers whether




108.
there is or there is not a systematic and adequate supervision
and guidance in their classroom teaching. Table 29 below shows

their response to this statement.

Variables Males Females Total %
There is 100 153 253 84.6
There is not 27 19 46 15.4
Total 127 172 299 100

Table 29 : Number and Percentage of Teachers who Answered
There is/There is not a Systematic and Adeguate
Supervision and Guidance for them in their Classroom
Teaching, by Sex

Approximately threequarters of the teachers (84.6%)
answered that there was a systematic and adequate supervision
and guidance in their classroom teaching.

The hypothesis was: "There will be significantly more
teachers, of both sexes, offered systematic and adequate
supervision than those who had not been offered such supervision.

Since the Chi square test in table 29 showed total X2 =
5.85 (with 1df), we accept the hypothesis that there are more
teachers who have a systematic and adequate supervision in
their classroom teaching than those who have not.

Therefore, threequarters of the total number of teachers
answered positively which is, to some extent, predictable.
The 46 teachers who stated that there was no systematic and
adequate supervision and guidance in their classroom teaching
represented only 15.47 of the total number of teachers. In

the present writer's view, the unavailability of such super-

vision is due to the inadequate number of educational inspectors
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in the Ministry of Education and to some extent because of
unqualified headmasters in some schools. It is always notice-
able that a considerable number of teachers have been deprived
of any kind of systematic supervision, especially among the
primary school teachers.

The second part of question 9 asked those teachers who had
stated that they were offered systematic supervision, to
indicate the source of this supervision. The different

variables were:

(a) Head Master

(b) Subject Head* * This statement was wrongly
chosen, as there is no head
(c) Government Inspector of subject in primary and

intermediate schools
(d) Others - please name

The various responses are shown in table 30.

Type of School
Variables Primary | Combined | Intermediate | Total
M F M F M F
Head Master 35 78 | 37 33 7 18 208
Government Inspectors | 34 79 | 40 37 7 18 215
Others 1 2 3 2 2 4 14
Total 70 159 | 80 72 16 40 437

Table 30 : Number of Teachers in each Type of School and the
Source of their Supervision

It is apparent from the above table that the two main

supervision sources were the headmasters and government
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inspectors. It is also noticeable from the table that none of
the teachers had mentioned Head of Subject as a source for
supervision. This is because the position of Head of Subject
does not exist in the primary and intermediate systems.

The replies of those teachers who mentioned 'others' as
being a source of supervision, indicated that the majority of
these 'others' were social supervisors. Only three teachers
mentioned deputy heads.

Question 10. This was designed to investigate the

teachers' opinion of a selection of teaching methods in the

classroom. The different variables for selection were:

(a) Lecturing method all the time

(b) Lecturing method plus audio-visual media
(c) Seminar method only

(d) Seminar method plus audio-visual media

(e) Demonstration, workshops and experiments method

Teachers were asked to number the above variables in order
of appropriateness in achieving their teaching objectives (e.g.
to put number 1 in front of the most appropriate method, 2 in
front of the second most appropriate method, and so on). The

following table shows the findings collected.
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Variable Order of Appropriateness

Methods 1 2 3 4 5
(a) 13 32 26 27 161
(b) 114 57 51 63 9
(c) 70 83 80 52 14
(d) 69 86 82 55 7
(e) 73 49 51 52 74

Table 31 : Teachers'

Opinions of Selected Teaching Methods

Teachers' opinions are also displayed in the following figure:

Number of Teachers
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Lecturing method all the time

Lecturing method plus the use
of audio-visual media

Seminar method only

Seminar plus the use of
audio-visual media

Practical workshops and
experiments

Figure 14 : Teachers Opinions of Different Teaching Methods
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To ascertain the final rank order, the same procedure set out
in question 6 of part two (p.95) was applied in scoring the
present question.
Table 32 below presents the degree of importance and final

rank order of the teaching methods.

Degree of Importance Final
Teaching Methods l < Rlnak
1 2 3 4 5 an
(a) Lecturing method all the time 13 32 28 67 161 5
(b) Lecturing method plus the use
of audio-visual media 114 57 51 63 9 1
(c) Seminar method only 70 | 83 80 52 14 3
(d) Seminar method plus the use
of audio-visual media 69 86 82 55 7 2
(e) Practical workshops and
experiments 73 | 49 51 52 74 4

Table 32 : Teachers' Opinions and Final Rank of Question 10,
Part IIT

The final finding in table 32 showed that 114 teachers
(38%) preferred (b) Lecturing method plus the use of audio-
visual media with (d) Seminar method plus the use of audio-
visual media as second choice. It is clear that the first two
choices was for those methods which had audio-visual media as
an integral part of them. Once again, these findings support
the findings in question 5, table 18, that most teachers
consider audio-visual media as an important element in their
teaching.

In third place was (c) Seminar method only, followed by
(e) Practical workshops and experiments as fourth choice and

(a) Lecturing method all the time as final and fifth choice.
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Part IV : Audio-Visual Media

Question 11 was intended to investigate teachers' opinions

towards the use of audio-visual media in their teaching. The
question asked the teachers to choose only one response from

the following:

(a) I do not see the relevance of AV materials for the
subjects I teach

(b) I would use them, but rooms are unsuitable
(c) I use those which are already prepared

(d) I use the prepared ones and make some myself

Table 33 shows the teachers replies.

The variables | Male Teachers | Female Teachers | Total %
(a) 7 8 15 5
(b) 16 13 29 9.7

(c) 24 6 30 10
(d) 80 145 225 75.3
Total 127 172 299 100

Table 33 : Number and Percentage of Teachers' Repl s by Sex

Table 32 clearly indicates that the majority of teachers
(225 or 75.3%) chose variable (d) I wuse the prepared ones and
make some myself. It is evident from these findings that the
majority of teachers are in fact users of audio-visual media in
their classrooms. Moreover, these 225 teachers seem to have at
least some of the skills required for preparing their own audio-

visual materials.
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Unlike the previous target group, 30 teachers (10%),
mentioned that they use only those audio-visual media which are
already prepared. This may show that these teachers lack

either

(1) The skills to design and produce the audio-visual media
they need for their teaching

or

(2) The materials for the preparation of audio-visual aids

or

(3) The aspiration towards a teaching career.

Another group, 29 teachers (9.7%), expressed their opinion
by choosing variable (b) 'I would use audio-visual media but
rooms are unsuitable'. Clearly, this group of teachers
encounter the problem of unsuitable rooms in their schools,
which prevents them from using audio-visual media. Despite
this evidence that some schools have unsuitable rooms which
hinder some teachers from using audio-visual media, in the
view of the present writer, a good teacher always adapts him-
self to the situation that is available, and makes the most
suitable choice.

The only pessimistic group were those 15 teachers (5%) who
said that they did not see the relevance of audio-visual
materials for the subject they taught. These seem to be the
main target group for in-service training and special help.

The other target group of teachers for in-service training may
be those who chose variable (c).
NB Groups A, B and C need suitable encouragement to use media

but the enthusiasm of group D teachers should be maintained
by adequate supplementary courses.
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The teachers' replies to question 11, part IV, can also be

presented more visually in the figure below.

Number of Teachers

240
225
210 o
~lp
¥
195 oot
2 O
2 00
180— £
00,
nef
165 "5 ¢
~0
Ry
¢
150 :f’g
e
135 Colod i
02le,
.3.2¢]
120 A L
- ‘400
o
105— oo
FCjr0
O o
90— :51 ‘9}'
/A 'A%
0 ;03
757 A B
00”9;0
C:/]Oﬁ‘o'n
60 fgs C’f, nf‘:
S M O
TV Jn
45— ¢ Goofos
of "
%o °o 35,
— —— 2oL VY
30 T Ogﬂ%’;cu
=TT o ofeofeo
15— QE‘ ¥
L i Onla 105
0 Z 2 S Aok 111 At Sex
MFT MFT MFT MFT
(a) (b) (c) (d)

%?;%7 (a) I do not see the relevance of audio-visual material
/é for the subject I teach

.l (b) I would use them, but rooms are unsuitable

(¢) I use those that are ready prepared

ngga (d) I use prepared ones and make some myself
T = Total. M = Male. F = Female.

Figure 15 : Teachers' Replies to Question 11, Part IV
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Question 12 asked the teachers to indicate what priority

they think should be given to some proposed topics for a

training course. The propositions were:

(a) Training teachers how to operate audio-visual projectors.
(b) Training teachers how to select audio-visual materials.
(c¢) Training teachers how to make audio-visual materials.

(d) Training teaches how to use audio-visual materials
effectively.

Teachers' opinions of question 12, part IV, are displayed in

figure 16 below.
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Question 13 asked the teachers to number some statements

relating to the use of audio-visual media according to their

importance. The items presented were:

(a) Audio-visual media should be used for all topics in the
course textbook.

(b) Audio-visual media should be used for some topics only when
they accomplish the objectives of certain lessons.

(c) Audio-visual media should be used for some topics when
software and hardware are available.

The intention in the above question was to investigate the
teachers' awareness of the important role audio-visual
technique plays in teaching and learning. It was very
important to see that the majority of the teachers had chosen
(b) 'Audio-visual media should be used for some topics only
when they accomplish the objectives of certain lessons'. This
statement reflects a professional opinion towards the
utilisation of audio-visual media, and its role in the learning/
teaching situation. Further, this choice indicates that the
majority of teachers (178 or 59.5%) are, indeed, aware of the
proper uses of audio-visual media. The second important state-—
ment in their view was (c) 'Audio-visual media should be used
for some topics when software and hardware are available'.

Unlike their first choice, the teachers did not adjust
their choice in the second statement, as the availability of
software and hardware, although it is a prerequisite for the
utilisation of audio-visual media, does not necessitate its use,
without referring to the objectives of the lesson, and to
justify their application. Teachers' opinions are displayed in

figure 17 below.
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Regarding the Use of Audio-Visual Media

Statement (a) 'Audio-visual media should be used for all
topics in the course textbook', was considered the least
important by 178 teachers (59.57).

Generally, their replies reflected a good indication that
the majority of the teachers had sufficient knowledge and
background about the functional use of audio-visual media.

Question 14, in part IV of the questionnaire, was designed

to enquire about the problems which face teachers when using
audio-visual media in the classroom. It asked the teachers to

number the following problems in order of importance:

(a) Audio-visual equipment are often not available
(b) I do not know how to use audio-visual equipment

(c¢) There are administrative and financial complications in
school when buying equipment and materials

(d) I do not have sufficient time to produce any teaching
aids for my own use

(e) I do not know where I can obtain suitable audio-visual
materials.
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(f) The Audio-Visual Centre has not made the materials readily
available.

In total, 145 teachers (which represents 48.57 of the total
number of teachers) answered positively that they had some
difficulty in using audio-visual media in the classroom. The
larger number of teachers (154 or 51.5%) answered that they had
no difficulty at all in uisng audio-visual media in the class-
room. Table 34 shows the teachers' opinions of the different

problems in using audio-visual media.

Degree of
Importance Final

Audio-Visual Problems Rank
12345} 6] a0

(a) Audio-visual equipment is often not
available 58 8128|301} 16 5 1

(b) I do not know how to use Audio-visual
equipment 14116 {37140 23| 15 4

‘(¢) Thereare administrative and financial
complications in school when buying
equipment and materials 27 118 123]25]26] 16 5

(d) I do not have sufficient time to
produce any teaching aids for my own
use _ 2036|2517 |30} 27 3

(e) I do not kuow where I can obtain
suitable audio-visual materials 18126]15| 18§29 39 6

(f) The Audio-Visual Centre has not made
the materials readily available 13149 (12| 3117} 51 2

Table 34 : Teachers' Opinions of the Different Problems in
Using Audio-Visual Media

It is clear from the above table that problem (a) is the
most important, 58 teachers (48.5%) out of the total number of
teachers who have problems when using audio-visual media chose

(a) 'Audio-visual equipment is often not available' as the
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ma jor problem which prevented them from using AV equipment.
Another group of teachers (27 or 19.6%) chose problem (c)
'"There are administrative and financial complications in school
when buying equipment and materials', as their first problem.
Obviously, these teachers have selected problems which they
themselves can do nothing about, therefore, as a result of the
unavailability of equipment they are not using them. A
different group of 20 teachers (13.7%) found problem (d) to be
their senior problem; i.e. 'I do not have sufficient time to
produce any teaching aids for my own use'. A group of 18
teachers (12%) picked (e) 'I do not know where I can obtain
suitable AV materials' as their chief problem.

So far, the above stated problems, considered by the
teachers as the main problems facing them in their attempt
to use AV equipment. As mentioned above, problems (a) and (c)
were, in a way, out of their hands; this questionnaire will
later reveal the extent to which audio-visual equipment is
available in their schools. However, the final rank order
showed that problem (a) 'Audio-visual equipment is often not
available' was the major problem, then problem (f) 'The AV
Centre has not made the materials readily available' is the
second major problem. Problem (d) 'I do not have sufficient

time to produce any teaching aids for my own use'

proved to be
the third one, followed by problem (b) 'I do not know how to
use AV equipment' as the fourth then problem (c) 'There are
administrative and financial complications in school when
buying equipment and materials' ranked as fifth. The final

problem was (e) 'I do not know where I can obtain suitable AV

materials’.
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There is a relatively small number of teachers choosing
responses other than (a), (d) and (f), and this supports the
view that teachers are generally well aware of audio-visual
aids. In considering the replies to this question, we should
also give thought to the possibility that some teachers may have
selected answers where they cannot be 'blamed'.

Question 15 was intended to investigate teachers' opinions

as to whether or not it is desirable to establish a centre in
every school to supply the teachers with audio-visual hardware
and software.

Less than a ninth of the teachers (32) thought it un-
necessary to establish a centre in every school to supply
teachers with audio-visual materials. The remaining 267
teachers stated that every school should have a centre to
supply teachers with their audio-visual needs. The distribution
of teachers' opinions, in each type of school, can be seen in

the following table.

Type of School Total
Variable Primary | Combined | Intermediate Total %
M F M F M F M F
Yes 47 {1 90 | 50 31 29 20 126 | 141 267 89
No 0 8 0 20 1 3 1 31 32 11
Total 47 |98 50 51 30 23 127 | 172 299 100

Table 35 : Teachers' Opinions towards the Necessity of Having
Audio-Visual Centres in their Schools

Table 35 above revealed an interesting finding, that almost

all male teachers would like to see an audio-visual centre in
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every school (with one exception), whilst 31 (18%) of the total
number of female teachers were against the idea of establishing
a special centre in each school. This finding gives some
indication that male teachers in Bahrain are more likely to
expect an ideal solution to their problems while female teachers
are more realistic and try to find some possible alternative
solutions. However, it is not as easy as it sounds to
establish a centre in every school; in the first place there

is the cost, and there are other difficulties as well.

Question 16 was devised to examine the teachers' opinions
of the importance of certain items of hardware. The teachers
were asked to indicate ('Yes' or 'No') whether the following

equipment was available in their school:

(a) Computers

(b) Video Cassette Recorder
(c) Movie Film Projectors
(d) Slide Projectors

(e) Overhead Projectors

(f) Audio- Tape Recorders

(g) Opaque Projecters

The teachers' responses are shown in table 36.
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Male Female Total
Equipment Teachers | Teachers

Yes | No Yes No | Yes No
(a) Computers 25 1112 65 97 90 | 209
(b) Video Cassette Recorder| 97 26 | 165 20 | 253 46
(c) Movie Film Projectors 87 21 | 151 40 | 238 61
(d) Slide Projectors 92| 23| 146 | 38| 238| 61
(e) Overhead Projectors 100 37 | 140 22 | 240 59
(f) Audio Tape Recorders 98 24 | 119 14 | 261 38
(g) Opaque Projectors 87 42 | 145 25 | 232 67

Table 36 : Teachers' Opinions about the Necessity of Having
Different Equipment in their Schools

The most interesting finding in the above table is that
209 teachers (697%) regarded computers as not being necessary
equipment for schools. At the same time, 253 teachers (85%)
stated that video cassette recorders are necessary. This may
sound astonishing, but it probably reflects their familiarity
with video tape recorders in their social life, whilst few
have any experience of computers.

Generally, 81 percent of the teachers agreed that the
rest of the equipment should be available in their schools.
Certainly if micro computers are to be introduced a major
educational initiative will have to be undertaken to teach them
how to use this new item effectively.

Question 17. The main purpose of this question was to

investigate the availability of audio-visual media in the
schools and to make an estimate for the provision of audio-
visual media to teachers which could be justified on the basis

of this study.
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Teachers were asked to choose only one of the following
variables concerning the availability of audio-visual media for

their teaching:

(a) Available for all your lessons
(b) Available for most of your lessons
(c) Available for some of your lessons

(d) Not available at all

_ Type of School
Availability Total

Primary | Combined | Intermediate
(a) Available for all lessons 13 10 10 33
(b) Available for most lessons 58 40 28 126
(c) Available for some lessons 64 39 15 118
(d) Not available at all 10 12 0 22
Total 145 101 53 299

Table 37 : Teachers' Opinions about the Availability of Audio-Visual Media
for their Lessons

The overall results in table 37 show that the majority of
teachers (126 or 427) chose variable (b), which says that
audio-visual media are available for most of their lessons.
Adding these 126 teachers to the 33 teachers who chose variable
(a), which says that audio-visual media are available for all
their lessons, and the 118 teachers who chose variable (c),
which says that audio-visual media are available for some of
their lessons, we come to the conclusion that audio-visual media
are mostly available for 92.67 of the total number of teachers

in the sample.
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Only a few teachers (22 or 7.4%) said that audio-visual
media were not available at all. This is the only pessimistic
group which, as always, represents the target group to be
considered.

Question 18 asked the teachers "Do you use audio-visual

media in your teaching?". The teachers with 'Yes' answers were
then asked how frequently ('never', 'seldom' or 'once a week')

they used the following audio-visual media in their lessons:

(a) 16mm projectors

(b) 8mm projectors

(c) Slide/filmstrip projectors
(d) Video cassette recorder

(e) Opaque (Episcope) projector
(f) Overhead projectors

(g) Wall charts

(h) Display boards

(i) Models

The results showed that 263 teachers (887) actually use
audio-visual media while only 36 teachers (127%) answered that
they did not use audio-visual media at all. We note that this
finding fits in well with the findings in the previous question
that 227 of the teachers said that audio-visual media are not
available. However, the teachers' responses to the use of

audio-visual media are shown in table 38,
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. ) = (2) Total |Users

The Media Never | Seldom O;sza (2)+(3) %
(a) 16mm Projectors 133 90 40 130 43
(b) 8mm Projectors 251 10 2 12 4
(c) Slide/Filmstrip Projectors 168 55 40 95 13
(d) Video Cassette Recorder 150 79 34 113 37
(e) Opaque (Episcope) Projector | 148 62 53 115 38
(f) Overhead Projector 153 85 25 110 36
(g) Wall Charts 124 94 45 139 46
(h) Display Boards 84 119 60 179 60
(1) Models 69 88 79 167 55

Table 38 : Teachers' Answers to the Use of AV Media

Having examined the total users of each media alone, one
notices that the first three items which are widely used were
the non-projecting items, such as 'Display Boards' (60%),
'Models' (557) and 'Wall Charts' (46%). Surprisingly, the
fourth most widely used item was the 16mm projector (43%),
while the episcope, which is known to be easier to use, proved
to be the fifth item (38%). However, the media least used by
teachers was the 8mm projector, and of the 12 teachers who
answered that they used it, only 2 used it once a week. The
reason for such a small number of teachers using the 8mm
projector, as official documents show, is that unlike the rest
of the audio-visual equipment, 8mm projectors are not supplied
by the Ministry of Education and there is also a shortage of
suitable films.

Another point which might be mentioned concerning this
matter, is that most schools in Bahrain have received almost

the maximum types of audio-visual equipment from the Ministry
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of Education. In 1983-84, Ministry of Education equipment
lists showed that the following equipment was available in 133

primary, intermediate and secondary schools:

- 16mm projectors 104
- slides/filmstrip 134
- overhead projectors 206
- episcopes 89
- audio recorders 1,148
- video recorders 40
- televisions 40
- school broadcasting 130

Obviously, the items listed above are not sufficient for 133
schools if audio-visual media are to be used in a systematic
manner. For example, except for overhead projectors (206) and
audio recorders (1,148), there are not enough to supply one
item of each type for every school. Even the total 16mm
projectors are not sufficient for distributing 2 items in each
school,

However, the next three questions of the questionnaire
will reveal the teachers' views on the availability of audio-
visual equipment, facilities and software.

Question 19. The intention in this question was simply

to gather the teachers' views about which equipment are
sufficiently available in their schools and which equipment are

not. The results can be seen in table 39.
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Equipment Available | 7 | Not Available | 7%
l16mm projectors 159 53 140 47
Video recorders 188 63 111 37
Audio recorders 282 94 17 5
8mm loop projectors 9 3 290 97
Slide/Filmstrip projectors 160 53 139 47
Opaque projector (Episcope) 88 29 211 71
35mm photography cameras 126 42 173 58
Display boards 178 60 121 40

Table 39 : Teachers' Views on the Availability/Non-Availability
of Audio-Visual Fouipment in all Types of School

It is clear from the above table that, generally, most
audio-visual equipment (507%) are available to the schools in
our sample. However, this percentage (50%) is not sufficient
for effective application of AV media. These teachers' views
toward the availability of AV equipment agree to a great
extent with the official records of equipment in schools.

We notice from table 39 that 8mm projectors are the
least available equipment, followed by 35mm photography cameras.
As previously mentioned, the Ministry of Education does not
supply schools with 8mm projectors, so schools which need to
use 8mm projectors must borrow them from the Audio-Visual
Centre.

Question 20 aims to investigate the physical facilities

of classrooms in order to recommend the most suitable
environment for using audio-visual media in the classroom. The
teachers were asked to indicate to what extent the following

facilities were available in their classrooms:
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(a) Black Out

(b) Electric Sockets

(c) Projection Screens

The teachers' responses are shown in table 40 below.

. All Some Only One | Not at
The Facility Classrooms | Classrooms | Classroom All
Black out 3 106 51 139
Electric sockets 239 60 -- ——
Projection screens 1 110 96 92

Table 40 : Teachers Answers to Question 20

One hundred and sixty teachers (representing 53.5% of the
total number of teachers) answered that black out facilities
are available in their schools. Projection screens also seemed
to be available in most classrooms. Obviously all these
facilities, in addition to the availability of electricity
sockets, encourage teachers to use different projection
equipment in the classroomn.

Question 21. As question 20 was about hardware, this

question was intended to found out to what extent software is
available in classrooms by indicating whether the following

software was or was not available:

(a) Recorded lessons or programmes on audio tapes
(b) Recorded lessons or programmes on video tapes
(c) OHP transparencies

(d) Slide/filmstrip programmes
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(e) 16mm movie films
(f) 8mm movie films
(g) Programmed learning materials
(h) Records

(i) Reference materials

Teachers' answers are given in table 41 below.

Item Available | Z | Not Available | 7

(a) Recorded lessons or programmes
on audio tapes 261 87 38 13

(b) Recorded lessons or programmes
on video tapes 140 47 159 53
(c) OHP transparencies 107 36 192 64
(d) Slide/filmstrip programmes 59 20 240 80
(e) 16mm movie films 20 7 279 93
(f) 8mm movie films 10 3 289 97
(g) Programmed learning materials 77 26 222 74
(h) Records 156 52 143 48
(i) Reference materials 189 63 110 37

Table 41 : Availability/Non-Availability of Software in all
Types of School

The overall result in the above table shows that nearly
all software items seem to be less available in all types of
school. Except for (a) 'Recorded lessons or programmes on
audio tapes' and (i) 'Reference materials', schools lack all
other softwares.

The lack of softwares in almost all schools invites an
urgent need for these materials in all schools if educational

technology courses, and other courses, are to be organised -



131.
especially those practical courses in preparing and producing

teaching media.

Question 22 was designed to measure the teachers' back-

ground experiences in désigning and producing teaching
materials in order to consider their needs for training. The
teachers were asked indicate whether they had or had not

produced the following materials in their teaching:

(a) Filmstrip or slide programmes
(b) Maps

(c) OHP transparencies

(d) Diagrams, Charts

(e) Audio tapes

(f) Video tapes

Teachers' replies are given in table 42 below.

AV Software Yes | ¢ No %

(a) Filmstrip or slide programmes 56 | 19 | 243 | 81

(b) Maps 170 | 57| 129 | 43
(c) OHP transpaencies 134 | 45| 165 | 55
(d) Diagrams, charts 151} 51| 148 | 49
(e) Audio tapes 180 | 60| 119 | 40
(f) Video tapes 55| 18 | 244 | 82

Table 42 : Teachers' Yes/No Answers about Producing Audio-
Visual Materials

The results in the above table once again confirm that
there is an urgent need for in-service training courses for
teachers, as the majority of teachers had not practiced the

task of producing their own teaching material needs.
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Question 23. This was the final question of the

questionnaire and aimed to find out which sources teachers
depended on to obtain their teaching materials. Teachers were

asked to indicate which of the following sources they depended

on-:

(a) Audio-Visual Centre run by the Ministry of Education
(b) School administrator
(¢) Local environment

(d) Other teachers in my school

Table 43 indicates the results obtained from the teachers'

answers.

Male Female
Source Teachers | Teachers Total
(a) Audio-Visual Centre 67 111 178
(b) School administrator 68 125 193
(c) Local environment 72 138 210
(d) Other teachers in my school 39 48 87

Table 43 : Teachers' Sources for Obtaining Audio-Visual
Materials

In spite of the fact that the Audio-Visual Centre is
responsible for supplying schools with their teaching material
needs, the teachers' replies indicate that they obtain their
teaching material from various sources. These results provide
evidence that teachers are highly motivated and their attitude

towards improving their teaching are on solid ground.



CHAPTER 5

CONCLUSION
(RECOMMENDATIONS AND SUGGESTIONS)
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CONCLUSION

The primary aim of this study was to assess teachers' views
about some general problems connected with responsibility for
promoting modern educational methods and techniques in Bahrain.
Further it was designed to gain information for the elaboration
of a strategy aimed at establishing a systematic approach to
educational technology, both for in-service and pre-service
teacher education and training.

A great deal has been written about the role of teacher
education and training in educational development in Bahrain
and its current problems. In the following suggestions the
discussion is limited to major points.

The development of education and training of primary and
intermediate teachers din Bahrain, necessitates a review of the
in-service and pre-service training of these teachers, the
content and duration of the in-service teacher training
programme and, in particular, the development of educational
technology components in this programme.

There is evidence throughout this study that the system of
in-service education and training is no longer adequate to
fulfil its purpose. However, the following is a summary of the
present study and the findings derived from.analysing the
questionnaire.

The study started with a general description of the State
of Bahrain, which included its geographical situation, human
and natural resources, and economy. It introduced Bahrain as a
group of 35 small islands. Manama is the capital of Bahrain.
Nearly all of the population lives on the three main islands of

Bahrain, Manama, Muharraq and Sitra.
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The study further explains that Bahrain's economy is
heavily dependent on o0il, even though the quantity is small in
comparison with other neighbouring Gulf States.

Chapter one was devoted to the history of education in
Bahrain. The first private primary school for males opened in
1928; State education started in 1930. From 1950 onward,
rapid changes have been taking place in educatiomn, both in
schools and in teacher training.

The current pattern of schooling in Bahrain begins with
six years of primary education, followed by three years of
intermediate education and three years of secondary education.
The primary and intermediate stages are compulsory in Bahrain.

Chapter two discussed the education and training of
teachers in Bahrain, both in-service and pre-service. It began
with the history of initial teacher education and training in
Bahrain, from the late 1940's up to the early 1980's.

Initial teacher training started as a subdivision of
secondary education in 1948, and continued as such until 1957.
In 1966, the men's teacher training college took over
responsibility for educating and training teachers for the
primary and intermediate stages. This was followed by a women's
teacher training college in 1967. Both colleges were the only
institutions responsible for training teachers until 1978.
From 1978 onward the University College of Art, Science and
Education has been the sole organisation for initial teacher
training in Bahrain.

The chapter further discussed the in-service teacher
training programme and the institutions responsible for this

kind of training.
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The in-service training of teachers started in Bahrain as
a 'complementary evening study'; it was initiated for male
teachers in 1950-51 and for female teachers in 1958-59. This

kind of teacher training was aimed at

(1) Teachers with a primary school certificate
and

(2) Teachers without a primary school certificate.

Both types of training lasted for two years; the training for
primary school teachers ended in 1963-64.

In September 1973, another in-service project was
initiated for primary and intermediate school teachers. This
was run by the Ministry of Education with the co-operation of
the UNRWA/UNESCO Institute of Education. This in-service
training (INSTT) continued until 1979.

The University College of Art, Science and Education began
offering some in-service training for Ministry of Education
teachers soon after its establishment in 1978. Different levels
of in-service courses have been offered by UCB, such as
certificate courses for the re-training of subject teachers,
postgraduate diplomas in education for those untrained graduate
secondary school teachers.,

Chapter three of the present study starts with a revew of
earlier practice in teacher training and highlights the lack of
educational technology in those practices. The first appearance
of educational technology in the curriculum of the teacher
training colleges was in 1966-67, as a part of educational

theory.
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Educational technology courses were introduced into the
curriculum of the in-service teacher training programme in 1973
as one of its multi-media approaches to the training of primary
and intermediate teachers. And lastly, educational technology
as a totally systematic approach was introduced by the
University College of Art, Science and Education 1978, through
courses ED 311 and Ed 511.

Later in chapter three the issues of educational technology
and its definitions were discussed. The chapter ended with the
introduction of the systems approach to educational technology,
which, it is felt, should underpin future teaching in this field.

The ten elements for a systematic approach, suggested by

Gerlach, were explained. They were:

(1) Specification of content;

(2) Specification of objectives;

(3) Measurement of entering behaviour;
(4) Determination of strategy;

(5) Allocation of time;

(6) Allocation of space;

(7) Selection of resources.

(8) Evaluation of performance;

(10) Analysis of feedback.

Chapter four of the study explains how the present study
has been implemented: teachers' questionnaire, introduction,
aims and objectives, the questionnaire's limitation, the design
of the questionnaire, the distribution process of the
questionnaire and, lastly, scoring and analysing the

questionnaire.
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The questionnaire was designed for primary, combined
(primary/intermediate) and intermediate school teachers in
Bahrain. Its purpose was to elicit information related to the
present practice of educational technology in in-service
teacher training and in action in the schools.

A sample of 320 Bahraini teachers, representing
approximately 137 of the total Bahraini teachers, was chosen.
A sample of 14 schools, representing 13% of the total number of
schools, was chosen. The total number of teachers who answered
the questionnaire was 299 (93%); of these 172 were female
teachers and 127 were male teachers. A major factor in the good
response was the helpful support of the Ministry of Education.

The questionnaire consisted of four parts. Part One sought
general information about the teachers. Part Two comprised
eight multiple response questions designed to probe their
attitudes towards the training courses they had received. Part
Three was designed to investigate the teachers' attitudes
towards some teaching methods and Part Four was dedicated to the
study of Educational Technology.

The distribution and collection of the questionnaire was
done officially through the Ministry of Education in Bahrain.

The main part of chapter four attempted to analyse the
findings obtained from the questionnaire. However, the
following is a summary of the findings traced from analysing
the teachers' responses.

Because of the Ministry of Education's official support of
the questionnaire, these findings must be treated with some

caution.
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I

Part one of the questionnaire indicated that the male/
female breakdown of responses was 42.5%7 male and 57.57%
female, showing a predominance of female teachers in this
sector. Moreever, it indicated that there were 20 female
teachers working in male primary schools; this finding
underlines the fact that there is a shortage of male
Bahraini teachers in primary schools.

However, it was noticed that only 47 Bahraini male
teachers answered the questionnaire in the 5 primary schools
sampled, whilst 98 Bahraini female teachers participated in

answering the questionnaire from only 3 primary schools.

Another finding derived from part one is that female
teachers are, in general, younger than their male
colleages. For example, among those 179 teachers who
categorised themselves in the 21-30 age group, there were
127 (70.9%) female teachers. There is general agreement
that most married female primary teachers in Bahrain

leave their teaching careers after having children. Some
of the female teachers return to teaching after a while but

others resign forever.

Most of the teachers in the sample (138 or 48%), graduated
from teacher training colleges; 90 (30%Z) have University
Degrees, 64 (21.57%) have the secondary school certificate

and 7 (2.15%) only have pre-secondary level.

II

The second part signified that the majority of the
teachers (223 or 74.67) have been attending in-service
courses, of whom 126 (56.5%) attended 1-3 courses and 97
(43.5%Z) attended more than 3 courses.

More female teachers (133 or 77.3%) attended in-service
courses than males (90 or 70.8%) in all three types of

schools.
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Generally, most teachers in all types of schools were
experienced in attending in-service teacher training

courses.

More than half of the courses' attenders (54%) had attended
recently (within the last two years) and 46% of the
teachers had attended courses a long time ago (more than

two years ago).

In total, 153 (69%) teachers attended long duration courses
(more than a week + 1-2 years), while 70 (31%) teachers

attended only short duration courses (1-5 days).

Most of those teachers who attended long duration courses
(145 or 65.2%) had not been involved in any short courses.
Therefore, another important target group for refresher

training courses.

Most of the teachers (169 or 56.5%) agreed that 'Teaching
Methods' is the most important subject in any training

course.

Teachers chose 'Educational Technology' as the second most
important subject, in their opinion, to be involved in any

training course.

'Teaching Practice' was the third most important subject,
in their opinion, followed by 'Syllabuses', 'Psychological
Studies' with 'Sociological Studies' as the last subject in
importance. It is clear that teachers preferred those
subjects which had some practical aspects to their content,
rather than those seen as more academic subjects.

This fact was confirmed in the findings of another
question, where "Learning new teaching methods" gained the
highest order of importance, followed by "Training the
teachers how to teach new syllabuses", then "Training the
teachers how to prepare audio-visual materials" and
"Developing technical skills in writing questions". Those
sabjects which require some academic studies, such as

"Training the teachers problem-solving skills", "Changing
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teachers' attitudes towards some wrong performances in
teaching” and "Training the teachers how to write learning
objectives", have been given the lowest order of

importance.

Generally, most of the teachers felt that they had been
given adequate practice and guidance in different classroom
teaching skills, such as 'lesson preparation', 'selecting
teaching objectives', 'writing objectives', 'evaluating

teaching methods' and 'writing good questions'.

Approximately 86% (256) of all teachers expressed high
interest in attending in-service courses. Only 147 (42)
of the teachers appeared to have no interest in atteding

in-service courses.

I1I

Most of the teachers (253 or 84.6%) received systematic and
adequate supervision and guidance in their teaching, while
46 (15.5%) of the teachers seem to be deprived of this
opportunity.

Most of the teachers received their guidance from two main
sources, namely, 'Headmasters' and 'Government Inspectors'.

Only 14 teachers mentioned 'Others' as offering guidance.

The majority of the teachers ranked "Lecturing method plus
the use of audio-visual media" as the best method for

teaching their subject.

The second preferred method was the "Seminar method plus
the use of audio-visual media".

It is clear that the teachers selected these methods
as audio-visual materials could be well integrated into

them.

Teachers categorised "Lecturing methods all the time" as

the least important method in thier teaching.
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- The majority of teachers (225 or 75.3%) use pre-prepared
audio-visual aids and make some audio-visual aids them-

selves.

- Only 30 (10%) teachers preferred to use only the pre-

prepared audio-visual aids.

- Some teachers (29 or 9.7%) said that they would use audio-

visual aids but rooms were unsuitable.

- Another 15 (57%) teachers said that they did not see the

relevance of audio-visual aids for the subject they taught.

- Most of the teachers preferred, in the first instance,
those courses which would include "Training teachers how to

make audio-visual materials".

- Teachers preferred, secondly, those courses which would
include "Training teachers how to use audio-visual

materials".

- Their third choice was for "Training teachers how to

operate audio-visual projectors".

- The last choice designated by the teachers was "Training
teachers how to select audio-visual materials" - which is

somewhat discomforting.

- Most of the teachers believed that audio-visual aids
should be used for some topics, when they accomplish the
objectives of certain lessons. Teachers ranked this

statement as first in importance.

- Another significant group of teachers believed that audio-
visual aids should be used for topics when software and
hardware are available. Teachers ranked this statement as

second in importance.
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An overwhelming majority of the teachers classified "Audio-
visual aids should be used for all topics in the course

textbook" as third and last statement.

Slightly more than half of the teachers (154 or 51.5%),
did not report any difficulty in using audio-visual

materials in their lessons, whilst 145 (48.57%7) teachers
stated that they had some difficulty in applying audio-

visual media in their lessons.

The major problem was reported to be that "Audio-visual

equipment are often not available”.

The second problem was that "The Audio-Visual Centre has

not made the materials readily available".

The third problem, in the teachers' opinion, was "I do not

have sufficient time to make any teaching aids".

Teachers categorised "I do not know how to use AV equipment”

as the fourth problem in order of importance.

The school administration problem was ranked as fifth in
importance. The statement that "There are administrative
and financial complications in school when purchasing

equipment and materials" did not attract much support.

The least important problem, in the teachers' opinion, was
"I do not know where I can obtain suitable audio-visual

materials".

Most of the teachers (267 or 897%7) agreed that every school
should have a centre to supply them with their needs for

audio-visual materials.

Most of the teachers expressed the importance of the
availability of most audio-visual equipment, such as audio-
tape recorders, video-cassette recorders, overhead
projectors, 16mm and 8mm movie projectors and opaque

projectors.



143,

Although "Computer", in the opinion of some people, is
potentially the most important type of audio-visual
instructional material, the majority of teachers (209 or
70%) indicated that it was not necessary to have it in
their schools. The main reason for this attitude towards
the computer, in their written view, was that the majority
of the teachers, if not all, have no idea about how
computers can be used in different teaching/learning
situations. This is simply because the computer has not
yet been introduced into the curriculum of primary and
intermediate schools, or even into the curriculum of

teacher education in Bahrain.

Nearly half the teachers (159 or 53%) declared that audio-

visual media are readily available, while the other half

(140 or 477%) stated that audio-visual media are not readily

available.

Some 263 (887%) teachers use audio-visual media in their

lessons.

Most of the teachers showed that they used non-projected
media, such as models, display boards and wall charts,
more than projected media, such as overhead projectors,
episcopes, video recorders, slide and filmstrip projectors
and 8mm and 16mm projectors. Clearly more training

involved with projected media would have an useful effect.

Generally, most audio-visual equipment are sufficiently

available for 507 of all teachers.

Some black-out facilities are available for more than half

of the teachers.

Electricity sockets are available for all the teachers

without exception.

Projection screens are available for 207 (69%) of the

teachers and not available for 92 (31%) teachers.

r%
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Most of the teachers reported that the availability of
software, especially 8mm and 16mm films, filmstrips and
slides, OHP transparencies, video tape programmes and

programmed learning materials, was deficient.

The only readily available items of software are audio

tapes, records and reference material.

Most of the teachers showed that they had no experience in
producing software such as filmstrips, slides, OHP
transparencies and video tapes. This links with the

findings on media usage above.

The majority of the teachers considered "Local environment"
as the major source for obtaining their visual aids,
followed by the school administrator, the Audio-Visual

Aids Centre and, lastly, other teachers in their schools.

The following is a summary of the problems obtained from

the conclusion of the questionnaire.

A
[y

Lack of male teachers in primary schools.

Some unqualified or low qualified teachers in primary,

combined and intermediate schools.
Some primary male teachers not attending courses.

Most teachers lack training in subjects such as 'Teaching

methods' and 'Educational Technology'.

Teachers prefer subjects with a practical side rather than

academic subjects.

Some teachers lack rooms suitable for using audio-visual

materials.

Teachers showed their need for courses which would teach

them how to produce audio-visual aids.
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Teachers expressed their need for courses which would

teach them how to use audio-visual materials.

There is a need for courses which would teach how to select

audio-visual materials.

Nearly half of the teachers stated that they had some

difficulty in applying audio-visual media.

Teachers complained that the Audio-Visual Aids Centre in
the Ministry of Education had not made the materials

readily available.

Some teachers did not know where to obtain suitable audio-

visual materials.

Most of the teachers found no necessity for having

computers in their schools.

A good proportion of teachers declared that audio-visual

media are not readily available.

Most of the teachers showed that they lacked an avail-

ability of software.
Some teachers expressed a lack of some facilities for
using audio-visual aids, such as blackouts for projecting

films and projection screens.

A greater number of teachers lacked experience in producing

software.,

In short, the above inadequacies and problems arise from

the lack of a systematic training stragegy, lack of teaching/
learning materials (software) and equipment (hardware). We also
see that teachers lack experience in media selection and
preparation, and improvement in these areas could be expected

to result from suitable in-service courses.
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A crucial factor here is the dependence upon in-service
training schemes, which run for a transitory period (e.g. the
Ministry of Education and UNRWA in-service training schemne,
1973), and the need for a more long-term strategy. However,
the following are some of the writer's recommendations and
suggestions for improving in-service courses and educational

technology.

RECOMMENDATIONS AND SUGGESTIONS

Changes must be made if the needs of teachers, and schools,
in Bahrain are to be met both now and in the future. What is
needed is firm action by the Ministry of Education, with the
co-operation of some specialised institutions such as the

University College of Art, Science and Education, Bahrain (UCB).

(1) Teachers, whose profession is demanding not only of
personal qualities but also of knowledge and skill, must
have access during their teaching careers to a series of
opportunities for in-service education and training. To
be effective, a pattern of opportunities would have to
bring into a working relationship the individual teacher,
school administration, Ministry of Education and the
agencies providing higher education and training (UCB).

In this respect, a first recommendation may be a need
for the establishment of an in-service unit in the
University College of Art, Science and Education (UCB).

It would be the responsibility of this unit to undertake a
wide spectrum of activities, at one end of which are

short-term courses with limited and specific objectives
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(such as using overhead projectors, producing OHP
transparencies, methods of teaching, etc.). At the other
end are long-term courses leading to higher degrees or
advanced qualifications in education (e.g. BEd). In the
latter category it would be necessary to release teachers
for full-time attendance at UCB.

To avoid interference in responsibilities, the UCB
unit should be the only agency for the initial and in-

service education and training of Bahraini teachers.

(2) A great weight of evidence, collected throughout this
study, suggests the failure of many teachers to attend
courses. All teachers should have the opportunity to
acquire a better understanding of the principle and methods
of educational technology, especially if educational
technology was not imparted to them in initial training
(as in the case of most Bahraini teachers).

"All teachers need to keep abreast of the
results of educational research and
experiment, and to be informed about the
use of new books, materials and equipment."
HMSO (1972: 7)
To this end, the Ministry of Education should introduce a
compulsory in-service training for all non-graduate
primary, combined and intermediate teachers, and for all
graduate teachers who have had no professional
qualifications and training.
Most in-service entrants in Bahrain consist of
teachers from the married female category, who have many

responsibilities which left them out of practice and not

in touch with developments in teaching methods and
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curriculum. Re-training these teachers after an absence
of several years, is a substantial problem, and should
have a high claim on in-service training facilities,
preferably soon after re-starting their careers. A period
of part-time training can do a great deal to help such a
teacher.

Part-time training can be at least as valuable as,
and often more convenient for a particular target group
than, full-time training courses. However, the Ministry
of Education should compensate these teachers, both part-
and full-time entrants, by giving then an extra salary as
a means of encouragement. Every school should regard the
continued training of its staff as an essential part of
its task.

Headmasters should be concerned to encourage teachers
to take full advantage of the opportunities offered for
in-service education and training. Although all teachers
should be strongly encouraged to take up their entitle-
ment, there is no doubt that if the in-service training
was voluntary, some teachers would choose not to attend.
Therefore, in-service training should be made compulsory

for ail teachers.

There is some agreement that many in-service courses
is no more than a wasteful duplication of effort; that
many existing in-service courses are not clearly related
to defined objectives and needs or to the teachers'
foundation of initial training. The inadequacy of the
present arrangements for in-service training courses in

Bahrain cannot be denied. To overcome this inadequacy we
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need to: (1) discover areas for courses and (2) evaluate
their success.

It is of great importance here to establish wider
opportunities for the research unit responsible to under-
take a thorough and systematic investigation of in-service
education and training of practising teachers. The unit
should conduct a great deal of educational research to make
use of direct observation of school situations and the
experience of teachers.

The research unit could also be responsible for the
evaluation of the achievements of schools and the
determining of their weaknesses together with the needs of
individual teachers. It is very important that the
organisers of in-service courses establish a close
relationship with the research unit and with the schools.
In doing so, it would be in a better position to examine
the output of schools and to relate the in-service courses
to the needs and experience of the teachers in respect of
curriculum reform and the type of training required. At
the same time headmasters should be concerned with assess—

ing the needs both of their schools and of teachers.

(4) It is apparent that there is a shortage of in-service
courses in the subject of Educational Technology. This

problem could be attacked by:

(a) Designing a strategy to establish an
in-service training course in the
field of educational technology,

methods and techniques.



(5)

150.

(b) Framing a strategy which would
develop exchange and co-operation
mechanisms between in-service
training institutions, the research
unit, schools and the Ministry of

Education's Audio-Visual Aids Centre.

(c) Specific technical assistance problems
concerning the contents, methods and

techniques for teaching named subjects.

(d) Promotion of modern educational
technology related to the whole of the
practising teachers in schools and not

just the teachers of certain subjects.

(e) Training in the use of media (slides,
films, tape recorders, video-tape
recorders, cémputers, etc.) should,
therefore, not be divorced from general

in-service teacher training programmes.

It is also apparent that there is a shortage of
materials (software) and equipment (hardware) in primary
and intermediate schools. It would be unrealistic to
expect teachers to take on additional responsibilities
without an increase in equipment and materials in schools.

However, it is fortunate that there is at present a
real effort from the Ministry of Education to increase the
number of equipments and materials in each school. Never-
theless, a higher priority should be given to improving
equipment ratios so that schools would be able to play
their full role in raising the status and standard of the
teaching profession as a whole. Schools should have a

sufficient quantity of equipment which is easy to operate,
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in other words, they should not call for over-complicated
equipment. The equipment should be relevant to the soft-—
ware available in the schools.

Therefore, schools should make materials and equipment
accessible to every teacher and, as far as possible, at all

times.

It was noticed that there were a number of teachers
who lacked the talent and experience to produce audio-
visual materials for their teaching.

Training teachers in the production of media should be
encouraged. Instead of sending teachers to a training
centre for short courses in the production of media, it
seems preferable to bring the training to the teachers in
their schools. In this way the marginal cost could be
reduced and the benefits of training would be extended to
a larger number of teachers in the school and not simply
be restricted to the more enthusiastic members of staff.

Thus, by initiating teachers into the principles
governing the production of media, it is hoped to make them
capable of adjusting to produce different types of
materials, and to select, on their own, the most suitable
materials for the particular teaching situation in which

they find themselves.

Computers are not only capable of playing a useful
role in mass instruction; their most important potential
role in education is their extensive capacity to store
and manipulate information and its unmatched ability to

serve many individual students. Computers are becoming
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more and more widely used as an aid to learning and
teaching. Unfortunately, the majority of Bahraini
teachers showed no interest in computers.

"Here they probably constitute the most

powerful delivery system yet developed

and, in the opinion of many

commentators, seem likely to bring

about change in education and training

that can only be described as

revolutionary."
Ellington (1985: 183)

"The computer has the ability to control
and manage a wide variety of learning
material, films, filmstrips, random
access slides, audio tapes, and printed
information."

Heinich, Molenda, Russel
(1982: 310)

Computers have been shown to have special qualities
in teaching and learning situations. Therefore, the
writer would like to suggest that the proposed institution
responsible for teacher education and training in Bahrain,
should introduce courses in computers, in both its in-
service and pre-service training programmes.

Simple courses must first be introduced to the
teachers to allow them to adapt themselves to the
possibilities of computers in many teaching/learning
situations. They must also become familiar with the basic
elements of a computer system, such as input keyboard,
central processing unit, memory, control and output.

The Ministry of Education should encourage the school
to use computers in their different activities and,
gradually, schools should employ computers in its
instructional methods and curriculum. At the same time,

the Ministry of Education should supply schools with

sufficient numbers of computers and related software.
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APPENDIX 1

CURRICULA PLAN FOR
SCIENCES SECTION AND LITERARY SECTION
OF GENERAL SECONDARY EDUCATION



Curricula plan for Sciences Section of General Secondary
Education 1982/83

Assigned Subjects Compulsory | JW! ciual! U cialt 't it st L t,ah it
3rd 2nd 18t " Lo
For All Branches Grade Grade Grade g o 3,
Religious Education 2 2 2 St Lot
Arabic Language 5 5 7 Lot Gl
Enghsh Language 7 8 9 RN, Jpviil
Social Subjects - - 2 L Laa V1l gd!
Mathematics 6 6 6 Sleal )i
Physics 2 2 2 oljudlt
Chemistry 2 2 2 oleau!
Biology 2 2 2 ok p
Physical Education 2 2 2 Lol LAt
Total 28 29 34 t et
Branch Subjects Sl Sy
OUST I [ R
Branches Subjects 3rd 2nd Ll yalt Sigdt Lal!
Grade Grade
Mathematics 3 2 Sheab,i
Mathematics & B eLoadlly Slual 0
Physics Physics 3 3 oLyailt
Chemistry & Chemistry 3 3 slast )
Al e,y LS
Biology Biology 3 2 gkl o,
Optional Subjects L,aiyi ol el
SIG V;m! wieall JoV caalt
Subjects 3rd 2nd 18t Ll Slglh
Grade Grade Grade
Typing 3 3 3 L Ay
Vocationa! Activities 3 3 3 Lt Loyt
‘| Home Economics 3 3 3 Gt oleaziyt
Fine Ans 3 3 3 Ll
Music 3 3 3 !
French Language 3 3 3 G dd! Gl
Socia! Subjects 3 3 3 Lelaay! bl
Total number of Compulsory jasas JIE p pars
34 34 34 .
periods per week L gt Slea¥ 10110
Total number o! Optional 3 s s pason I b ganae
periods per week L gut LAY STdL
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Curricula Pian for Lierary Section of General Secondary Education: 1982/83

—heall hal! bt
Assigned Subjects Compulsory | =2 | AL Sy Wl Lttt
For All Branches 3rd 2nd 18t Lt pan o 3,0
Grade | Grade | Grade
Religious Education 2 2 2 Gl N
Arabic Language 8 8 7 el L
Enghish Language 8 9 ] Coalany 1 Gl
Socia! Subjects 8 7 6 FIWEULES HIFTINY
Mathematics - _ 3 Shal !
Genera! Sciences - - 2 Llall pgladt
Physical Education 2 2 2 Sl Ly
Statistics and Probability Jula¥iy elaal
or -— - 3 N
French Language L L
Total 28 28 34 £ oand!
Branch subjects RO LN PO
———al! el
W] Al
Branches Subjects = v Loty oyl st
3rd 2nd
Grade Grade
English Language 2 2 Comlao¥t Gl
Languages Sl
French Language 4 4 o]l L)
Home . .y 51 .. .
Economics Home Economics 6 6 Gt alaidy Sl alauiyl
Fine : N - A
Arts Fine Ars 6 - 6 Laaatl [ puidl iaadt gailt
Economics Economics 3 3 slaniy! Jlae ¥y slaiiyi
and
Office Practice Ofiice Practice 3 3 Lt Jlacy! Lasit
Total 6 [ gyt
Optional Subjects Lokaayt ol
chaall it ieall
A ] 9"“‘" Jo¥!
Common Subjects 3rd 2nd ist .
Grade Grade Grade Sl sl
L yyt
Typing 3 3 3 el
Vocational Activities 3 3 3 Lagd) eyt
Home Economics 3 3 3 ol slazayt
Fine Ans 3 3 3 Unaadt gt
General Sciences 3 3 3 Llalt pgladt
Mathematics 3 3 3 Slaal M
Music 3 3 3 sl
French Language 3 3 3 Lol Lal
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APPENDIX 2

CURRICULA PLAN FOR
HEALTH SCIENCES SECTION OF
GENERAL SECONDARY EDUCATION
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Curricular Plan for Health Sciences Section of General Secondary Education: 1982/83

JCR [ PN 1) J_',L'JI —all J_‘ﬁ‘! N ||
Subjects 3rd - 2nd 18t 2
Grade Grade Grade
Religious Education 2 2 2 ol ol
Arabic Language 4 5 7 i__._,_,_;]\ Peei]]
English Language 5 8 8 Conalasyt it
Humanities oy s,
(Sociology & Psychology - - 4 (s ple . plaal)
Mathematics - 2 2 Sl
Physics - — 2 elsudl!
Chemistry — — 2 oLt
Biology —_ — 2 elaal
Physical Education 2 2 2 Lol b o
Health Sciences & Nursing 24 18 6 o pailly Lamall o glalt
Total 37 37 37 gl




APPENDIX 3

CURRICULA PLAN FOR
COMMERCIAL SECONDARY EDUCATION



Curricuta Plan for Commercial Secondary Education 1862783
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Subjects in Common 4 il Sigtt
3rd Grade KR SUpUNSR
L) cana LYt
PO — FonE) e =
Subyects wlalt LSy bl
General Secretarial | Accounung nd 18t R
Branch Branch Branch Grade Grade
Rewgeous Education 2 2 2 2 2 Qoralt & 20
Asatec Language 5 5 5 5 6 Al dalr
Enghsh Lanquage 6 6 6 8 8 el Vi A
Asadec Typing 4 4 - 3 4 AeLadt LIS QY
Enghsh Typing 3 4 - 4 - Lombas¥h L DY)
Econormics 2 2 2 - - slalay?
Labour Law and Commercial Law 1 1 1 - - G Ly Jas el
Bank Accounting — - 4 —_ - B
Secretanal Pracuce in English - 4 - - - Conlas¥'t dalle L L
Secretana’ Pracuce in Arabic 2 — - —_ - Gopalt aalie 0 S
Enghsh 10 specia’ purposes - 3 3 2 - Laladt ey 2allt
Fmancia! Mathemalcs 3 1 3 - - L L
Accounting i Engiish - - 4 2 - LoV WL et
Accounting in Arabic 4 - 2 - — L AL Ll
Pnysicat Education 2 2 2 2 2 Lal 2l
TYoual 34 34 34 26 22 ¢ sand!
General Optional Subjects Caladl L LnAY! o gl
3rd Grade 2L Ll
Subjects - - ‘ el el I FRIRIERRT
Ll L Y o
General Secretaria! | Accounting 2nd 1st
Branch Branch Branch Grade Grade
Art Education 3 3 3 3 i
Music 3 3 3 3 amyl |
French Language 3 3 3 3 L dl! G
Social Subjects 3 3 3 3 Lelala ¥l olylt
Mathematics 3 3 3 3 Slal )
Home Economics 3 3 3 3 Sl alaniyy
Arabic Typing 3 3 3 — Lol L3I Uyt
English Typing 3 3 3 — Coalasyl Lo Uyt
Vocational Activities 3 3 3 3 Lt dooyt




kb gl )3 ple il S35y A S AL o gl

Assigned Subjects Compulsory 8t one term only of the year

SIL) aalt \JJ\.'.J! ) JoV! st
Subjects 3rd Grade | 2nd Grade | 1st Grade L tyalt oyl
Financia! Mathematics — 5 5 LU L h
Elementary ot Commerce - — 4 ol e gobe
Social subjects - 3 3 Lelaayl olyll
Accounting & Book-keeping - 5 5 Slall dsly !
Apphed Secretary - 3 4 FR-IN IO v S
General Sciences - - 3 Ll pglalt
l(:ommercx’al Optional Subjects Ljladdi Lyiayl ol gt
3rd Grade LI il
- - . ol et
LUttt | L,u S Ltal) o LoVt
Subjects General Secretarial | Accounting 2nd 1st N
Branch Branch Branch Grade Grade el sl
Salesmanship 2 2 2 2 - ! Oé
Store-keeping & Purchasing 2 2 2 2 — Sloitey Holas
insurance 2 2 2 2 - el
Accounting & Costing 2 2 2 2 - Aty Gtas
Govemmental Accounting 2 2 2 2 - Sl !
Shorthand 2 2 2 2 - e
Commerce 2 2 2 2 - S
. s 5ok
Travel Agency 2 2 2 2 - Sl St
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APPENDIX 4

CURRICULA PLAN FOR
I NDUSTRIAL SECONDARY EDUCATION



L g3l il yall Lasah yalt Tadll

: dasluall

(dads (pba) pVAAT/AY

Curricula plan for Industrial Secondary Education 1982/83 (Boys only)
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APPENDIX 5

NUMBER OF TEACHING STAFF AT ALL
SCHOOLS BY TYPE OF SCHoOOL,
NATIONALITY AND SEX, 1982-83
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APPENDIX 6

NUMBER OF NON-BAHRAINI TEACHERS AT
ALL PUBLIC SCHOOLS BY LENGTH OF
SERVICE, TYPE OF SCHOOL AND SEX,
1982-83
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APPENDIX 7

TEACHERS' QUESTIONNAIRE
AND I TS ACCOMPANYING LETTER
(ARABIC VERSION)
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APPENDIX 8

TEACHERS' QUESTIONNAIRE
AND I TS ACCOMPANYING LETTER
(ENGLISH VERSION)
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A questionnaire for primary and
intermediate school teachers
in Bahrain

Dear Teacher,

This questionnaire has been designed to help me to incorporate
your ideas and experience in a study of educational technology
and teacher training courses for primary and intermediate
schools in Bahrain. I hope that you will be able to provide
this information in order to ensure that meaningful revision of

in-service courses for teachers will take place in the future.
I trust that you will give serious thought to your answers and
I assure you that no teacher or school will be identified by
name in the final report.

With deepest appreciation and gratitude for your co-operation,

I remain, yours faithfully,

Mohammed Jaffar Al-Moosawi
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SECTION I : Background Information about the Teachers

Sex: Male Female
Age Group: 20 - 30

31 - 40

41 - 50

50 —

Name of School:

Type of School: Primary
Intermediate
Combined
Qualification: Secondary + In-Service Training

Teacher Training College

University Degree

Others

What subjects are you teaching this year? Please list in order of
importance(e.g. Arabic Language, Stories, means I teach more Arabic
Language lessons than Stories, so Arabic Language is the main subject and
Stories is the supplementary subject).

(a) Subjects I teach:

(b) Main subjects:

(c) Supplementary subjects:




SECTION II

1.

2.

3.

General Information about In-Service Courses

Have you attended any in-service teacher training courses?

Yes

If 'Yes', how many times?

1 - 3 times

4 - 6 times

More than 6

When was the last course you attended?

No

This academic year

Last academic year

More than two years ago

Was the course you attended:

(a) One-day course

(b) Two-four day course
(¢c) More than a week

(d) One-two year course

176.

If you have attended long courses, have you also been involved in any

short courses either before or after the long course?

Yes

No

Which two of the following subdivisions of teacher education subjects

should, in your view, have the highest priority in planning and

designing in-service courses for teachers in primary and intermediate

schools?
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(a) Teaching Methods

(b) Curriculum Studies

(¢) Educational Technology

(d) Psychological Studies

(e) Sociological Studies

(f) Teaching Practice

(g) Syllabuses

What are your expectations of any training programme for teachers?
Indicate your response by numbering your choice in order of importance.

(a) Learning new teaching methods

(b) Developing technical skills in
writing questions

(¢) Training the teachers in
problem-solving skills

(d) Training the teachers how to
teach new syllabuses

(e) Changing teachers' attitudes
towards some wrong performances

(f) Training the teachers how to
write learning objectives

(g) Training the teachers how to
prepare AV materials

Have you been given adequate practice and guidance in the following?

Yes No

(a) Lesson preparation

(b) Selecting teaching objectives

(c) Writing objectives in a way
that you can use them

(d) Evaluating teaching methods

(e) Selecting teaching activities

(f) Writing good questions
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8. To what extent are you interested in attending in-service courses for
teachers? Please | the appropriate box.

(a) High interest

(b) Low interest

(c) No interest

SECTION III : Teaching Methods

9. Is there a systematic and adequate supervision and guidance for you in
your classroom teaching?

Yes No

If 'Yes', who offers you this?

(a) Head Master

(b) Head of Subject

(¢) Government Inspector

(d) Other

If 'Other', please name:

10. Which of the following methods do you consider most appropriate in
achieving your teaching objectives? Please number in order of
importance.

(a) Lecturing method all the time

(b) Lecturing method + use of AV media

(c) Seminar method only

(d) Seminar + use of AV media

(e) Practical workshops and equipment




179.

SECTION IV : Audio-Visual (AV) Media

11. Which of the following statements reflects your opinion of AV media?
Please / one only.

(a) I do not see the relevance of AV
materials for the subject I teach

(b) I would use them, but rooms are
unsuitable

(c) I use AV materials which are
already prepared

(d) I use the already prepared ones
and make some myself

12. Which of the following topics have the highest priority for a proposed
teacher training course? Please number in order of importance.

(a) Training teachers how to
operate AV projectors

(b) Training teachers how to
select AV material

(c) Training teachers how to
make AV material

(d) Training teachers how to use
AV materials effectively

13. Please number the following in order of importance.

(a) AV media should be used for all
topics in the course textbook

(b) AV media should be used for some
topics only when they accomplish
the objectives of certain lessons

(c) AV media should be used for some
topics when software and hardware
are available

14. Is there any difficulty in using AV media in your classroom?

Yes No

If 'Yes', please number them in order of importance.
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16.

17.

(a)
(b)

(c)

(d)

(e)

(£)

Audio-visual equipment is often not
available

I do not know how to use audio-
visual equipment

There are administrative and
financial complications in school
when buying equipment and materials

I do not have sufficient time to
produce any teaching aids for my
own use

I do not know where I can obtain
suitable AV materials

The AV Centre has not made the
materials readily available

180.

Is it necessary to establish a centre in every school to supply AV

hardware

Yes

Is it necessary to have the following equipment in your school?

(a)
(b)
(c)
(d)
(e)
(£)

(g)

To what extent are

and software for the teachers?

No

Yes

No

Computers

Video-Cassette Recorder

Movie Film Projectors

Slide Projectors

Overhead Projectors

Audio Tape Recorders

Opaque projectors

Please / one only.

(a)

(b)

Available for all your lessons

Available for most of your lessons

audio-visual media available for your teaching?
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19.

(c) Available for some of your lessons

(d)

Not available at all

181.

Do you use audio-visual media in your teaching?

Yes

No

If 'Yes', how frequently do you use the following audio-visual media
in your lessons?

(a)

(b)

(c)

(d)

(e)

(£)

(g)

(h)

(1)

Which of
school?

(a)
(b)
(c)
(d)
(e)

(£)

16mm Projectors

8mm Projectors
Slide/Filmstrip Projectors
Video Cassette Recorder
Opaque (Episcope) Projectors
Overhead Projectors

Wall Charts

Display Boards

Models

Never Seldom Once a Week

the following hardware are sufficiently available in your

16mm Projectors

Video Cassette Recorders
Audio Recorders

8mm Loop Projectors
Slide/Filmstrip Projectors

Opaque (Episcope) Projectors

Available Not Available
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Available Not Available

(g) 35mm Photography Camera

(h) Display Boards

20. To what extent are the following facilities sufficiently available in
the classrooms of your schools?
Not
All Some One Only At All

(a) Black-Out

(b) Electric Sockets

(c) Projection Screens

21. Software are the tangible stimulus item, e.g. recorded lessons on tapes
is software, whereas a tape recorder playback unit is considered hardware.
To what extent are the following software sufficiently available in your
school?
Available Not Available

(a) Recorded lessons or programmes
on audio tapes

(b) Recorded lessons or programmes
on video tapes

(c) OHP transparencies

(d) Slide/Filmstrip programmes

(e) 16mm movie films

(f) 8mm movie films

(g) Programmed learning materials

(h) Recorded discs

(i) Reference materials

22. Have you ever produced the following materials?

Yes No

(a) Filmstrip or Slide Programmes
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Yes No

(b) Maps

(c) OHP Transparencies

(d) Diagrams, Charts

(e) Audio Tapes

(f) Video Tapes

23. From where do you obtain your teaching materials?

(a) Audio-Visual Centre

(b) School Administrator

(¢) Local environment

(d) Other teachers in my school

The questions are over, thank you for your co-operation.

M. Al-Moosawi
April 1985
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Yes No

(b) Maps

(c) OHP Transparencies

(d) Diagrams, Charts

(e) Audio Tapes

(f) Video Tapes

23. From where do you obtain your teaching materials?

(a) Audio-Visual Centre

(b) School Administrator

(c) Local environment

(d) Other teachers in my school

The questions are over, thank you for your co-operation.

M. Al-Moosawi
April 1985



