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ABSTRACT 

This study focused on the development of a proposal for a secondary 

alternative program that would be effective in the state of Kuwait. A profes

sional preparation program that would function in support of the alternative 

school was also included. The investigator attempted to find the answers to 

the following questions: What are some of the major features of selected 

secondary school alternative programs in southeastern Arizona? How could 

these features be utilized in developing an alternative program for the 

secondary schools of Kuwait? What type of staff preparation program would 

be appropriate to effectuate the proposed alternative program? 

A review of the major elements of Kuwaiti history and culture was 

presented. Additionally, a summary of the development of the educational 

institutions in Kuwait was included, with special attention to current methods 

and practices. 

A review of the related literature indicated that the alternative 

school movement has become widespread in the United States as a means of 

providing youngsters with educational experiences different from those found 

in traditional schools. The recent increase in the number of alternative 

schools seems to be based on the assumption that differences among students 

require diversity in learning experiences. A theoretical framework was 
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formulated from the literature to guide the collection of further data. It 

consisted of the following categories: (1) philosophy; (2) structure; and 

(3) function. Under each of these categories, several sub-categories were 

discussed. 

The study was conducted by the investigator as a participant 

observer in local alternative programs in a southwestern metropolitan area. 

The alternative programs under investigation participated in the study on a 

voluntary basis and included Cougar Alternative High School, Jefferson 

Alternative High School, Jackson High Alternative School, and Oak High 

School. The first three schools listed above serve a population of individuals 

who couldnot attend regular secondary schools. The fourth program is a con

ventional high school that includes an alternative program as part of its 

function. 

An interview schedule consisting of various questions regarding 

philosophy, structure, and function was developed and completed by selected 

staff at the schools under investigation. The resulting data was recorded and 

analyzed according to the three framework categories. 

A proposal for a secondary alternative program appropriate to the 

country of Kuwait was formulated, and a staff preparation program was 

included. A major element in the structure of the proposed program was the 

development of a cross-cultural team consisting of United States and Kuwait 

members and a representative from Kuwait University. The cross-cultural 

team would focus on the training of Kuwaiti educators for the proposed 
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secondary alternative school. The investigator would function as coordinator 

for the training program and director of the proposed alternative program. 



CHAPTER 1 

INTRODUCTION 

A major problem in many countries today concerns the ability of 

educational institutions to maintain effectiveness and relevance despite rapid 

technological and economic changes. This issue is of particular interest with 

respect to a country such as Kuwait, where changes in lifestyles and personal 

interactions have been profoundly accelerated in recent years. The issue 

becomes more significant when it is recognized that educational institutions 

are typically expected to perform a dual role in society—to maintain meaning-

fulness through controlled change, while preserving certain traditional ele

ments of society in the face of change. 

Kuwait is a small desert country that lies at the head of the Persian 

Gulf, between Saudi Arabia and Iraq (see Appendix B). The climate and terrain 

are harsh, and very little of the land is considered cultivatable. Temperature 

extremes can be very high in the summer and can average from 115° to 120° F. 

The 1975 census listed the population as just under one million, but less than 

half of these are native Kuwaitis. Kuwait is governed by an amir (prince), a 

member of the A1 Sabah family elected by his relatives. 

"In the last two decades, and in fact, since the mid-fifties, Kuwait 

has been experiencing tremendous economic, social, and political changes" 

1 
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(A1 Eassa 1970, p. 15). These changes have helped to turn Kuwait from a 

small, traditional community into a modern state of relevant regional and 

international status. A1 Eassa (1970, p. 1) stated: 

The native population of Kuwait was not equipped to handle the highly 
sophisticated operations of modernization. Kuwait sought help from 
other countries, and within less than a decade of the initiation of its 
development program, the total population of Kuwait more than doubled 
and the native Kuwaiti population became a minority in its own country. 

"The tribal customs and traditions which have long prevailed in 

this desert country largely explain the paternal attitude that the government 

has assumed since 1964" (Khouja and Sadler 1979, pp. 31-32). "This attitude 

more than any other factor has been responsible for the country's commitment 

to the creation of a state welfare system" (Khouja and Sadler 1979, pp. 31-32). 

Efforts in the field of education constitute a major component of the welfare 

system. 

Education in Kuwait is managed and operated by the Ministry of 

Education, which sets up the goals and objectives for the whole educational 

system, kindergarten through college. These goals and objectives are 

derived by the ministry from the culture of the country and the Islamic 

religion. 

The government's preparedness to bear its responsibilities in this 

field by providing free education at all levels to Kuwaiti nationals has made it 

possible not only to realize this objective, but has also enabled lower income 

groups to aspire to better economic opportunities. 
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The results became quickly apparent: "The student population 

increased from about 3,600 in 1945 to 45,000 in 1960; 78,000 in 1965, and 

about 250,000 by 1975" (Khouja and Sadler 1979, p. 33). 

The Ministry of Education provides teachers, textbooks, and all 

the facilities that are needed to operate the schools in Kuwait. It has been 

the pattern to import the teachers from other Arabian countries; however, 

there is a growing percentage of Kuwaiti teachers, especially at the elemen

tary levels. 

The educational system in Kuwait is based on the traditional school 

year which was modeled after the British educational system during the pro

tection period of the state of Kuwait from 1899 to 1961. The lecture method 

is the dominant method of classroom teaching in Kuwaiti schools. This method 

tends to result in somewhat teacher-dominated classrooms. The lecture 

method, typically, features one-way interaction based on transmitting knowl

edge to the student, who generally participates very little. The curriculum 

within the schools of Kuwait is content-centered. The students are expected 

to memorize selected content and repeat it on tests. There is evidence to 

indicate the curriculum and methods are seen as a problem; content is not 

updated and may not address the needs and interests of the student. 

On the other hand, "development and modernization of a traditional 

society in such a short period of time brought with it new patterns of behavior 

and new social and other problems" (A1 Eassa 1970, p. 4). Observations 
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indicate such .changes have not been reflected within the educational system 

and that many students fail to completely understand their role in society. 

It is the investigator's personal experience that student-teacher 

relationships are based on the notion of authority over the student. Addi

tionally, there are other factors that determine the student-teacher relation

ships in the schools of Kuwait. First, the majority of teachers in the Bchools 

are non-Kuwaiti and this difference in background between students and their 

teachers may influence the learning process. Second, most of the non-Kuwaiti 

teachers sign short-term contracts which may not help to build relationships 

with students over the long term. Third, no research has been done in the 

area of student-teacher relationships in the schools of Kuwait. 

It is the investigator's belief that there is a need for introducing 

new programs in the educational system of Kuwait to cope with the social, 

economic, and political changes that are taking place in the society. However, 

the investigator suggests that the alternative program which is based on the 

choice and freedom of learning for the student might be an appropriate pro

gram for the secondary schools of Kuwait. Coupled with this, then, would be 

the necessity to provide a teacher training program for preparing teachers to 

teach in the alternative schools. Greater emphasis quite possibly could be 

placed on encouraging young Kuwaitis to enter the field of education. 
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Statement of the Problem 

What are some of the major features of selected secondary school 

alternative programs in southeastern Arizona? How could these features be 

utilized in developing an alternative program for the secondary schools of 

Kuwait? "What type of staff preparation program would be appropriate to 

effectuate the proposed alternative program? 

Significance of the Problem 

In discussing the traditional school, Fantini (1976) perceived it as 

emphasizing structure and teacher direction. He stated, "The basic concept of 

the traditional school is more structure for the students and more teacher 

responsibility for learning'1 (Fantini 1976, p. 136). At another point, Fantini 

commented, ,rDifferent students have different needs and learning styles which 

require multiple or alternative educational approaches" (Fantini 1976, pp. 256-

257). This common assumption is indicated by Goodlad (1975, p. 52): "The 

moderate position is that different kinds of schools are good for different kinds 

of students. " Goodlad (1975, p. 52) pointed out that "the word 'alternatives' 

does not refer to the destruction of schooling as we know it, but to a broad 

spectrum of criticism and suggestions for improvement emerging from a wide 

variety of sources." According to Goodlad (1975, p. 52), "Alternatives refer 

to patterns of schooling that differ from conventional patterns, not only in the 

form of schooling, but in the values, goals, and processes on which they are 

based. " 
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Of major concern to many educators are student-teacher relation

ships. Gross (1959, p. 140) commented on this, saying, "Sociologists of 

education have largely ignored what is perhaps the most critical relationship 

in the whole range of phenomena with which they are concerned—the teacher-

pupil relationship," Moreover, Carl Rogers (1969, pp. 105-106) stated: 

We know—and I will briefly describe some of the evidence—that the ini
tiation of such learning rests not upon the teaching skills of the leader, 
not upon his scholarly knowledge of the field, not upon his use of audio
visual aids, not upon the programmed learning he utilizes, not upon his 
lectures and presentations, not upon an abundance of books, though each 
of these might at one time or another be utilized as an important 
resource. No, the facilitation of learning rests upon certain attitudinal 
qualities which exist in the personal relationships between the facilitator 
and the learner. 

In. view of such statements as these, many Kuwaiti educators may be 

receptive to change provided they could know the various aspects of alternative 

programs and outcomes in terms of possible relationships between teacher and 

learner. To date, no such research has been done with respect to alternative 

programs and student-teacher relationships in Kuwait. 

Assumptions Underlying the Problem 

This study was based upon the following assumptions: 

1. Effective personal relationships between the teacher and the 

learners is one of the key variables in the learning process. 

2. Effective personal relationships between the teacher and the 

learners tend not to exist in the schools and classrooms of Kuwait. 



3. The condition described in number 2 above results in a quite high 

dropout rate in Kuwaiti secondary schools and seems to call for some type of 

alternative programs. * 

4. Careful descriptions of selected alternative school programs in the 

United States would be useful in considering the development of alternative 

school programs for the educational system of Kuwait. 

5. Educational leaders in Kuwait will be receptive to the general idea 

of alternative school programs and will give careful thought to the proposals 

advanced in this study. 

6. Any alternative school programs proposed for the educational 

system of Kuwait will necessarily require an accompanying teacher prepara

tion program in alternative education. 

Limitations of the Study 

1. The study is limited to the observation of a select few on-going 

alternative programs in the schools of southeastern Arizona. 

2. The study is limited to the development of a single general-type 

alternative program for the secondary schools of Kuwait. 

3. The study is limited to the development of a single general-type 

teacher preparation program for alternative secondary schools in Kuwait. 

There are no statistical data available in the Ministry of Education 
concerning the dropouts. This statement is based strictly on the perceptions 
of the investigator who has been a teacher in the schools of Kuwait for five 
years. 
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Definition of Terms 

The following definitions are used in this study: 

Alternative Program: A unit within a larger and more conventional 
school, dependent upon the parent school for budget, resources, 
and authority, offering a program of studies significantly different 
from those of the conventional school, elected voluntarily by stu
dents and their parents (Glatthorn 1975, p. 11). 

Community Resource-use Education: A reality-centered concept of 
education which assumes that the learning process is given vitality 
by the utilization of community resources in the educational pro
gram. Any community institution, individual, organization, land
mark, or material object can be considered a resource if it has use 
in enhancing the social understanding of the pupil. Schools engaging 
in resource-use learning tend to survey, appraise, and catalog the 
resources in the community, which are then used when appropriate 
for the established educational purposes (Good 1973, p. 496). 

Conference: A meeting or series of meetings for the discussion of occu
pational information and problems, in which successful men and 
women are asked to participate (Good 1945, p. 91). 

Function: One of two or more related variables whose value depends on 
that of the other or others (Good 1945, p. 179). 

Group Discussion: A form of group guidance in which common problems 
are discussed in an informal student forum (Good 1945, p. 136). 

Individualized Instruction: Teaching and study procedures adapted to the 
differing interests, abilities, and needs of individual pupils, utili
zing such devices as unit assignments (differentiated according to 
the individual differences of pupils), projects, different rates of 
progress for different pupils, teacher guidance of individual pupils, 
and wide use of workbooks, tests on units, practice exercises, etc. 
(Good 1945, p. 220). 

Inquiry Approach: (1) A particular technique or strategy for bringing 
about learning of some particular science content by encouraging a 
student to be inquisitive and curious and to ask questions and try to 
find answers for himself; (2) A problem-solving approach to a set 
of learning activities, in which each newly encountered phenomenon 
becomes a challenge for thinking; begins with a careful set of 
systematic observations, proceeds to design the measurements 
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required, clearly distinguishes between what is observed and what 
is inferred, invents interpretations which are, under ideal circum
stances, brilliant leaps but always testable, and draws reasonable 
conclusions (Good 1973, p. 303). 

Kuwait: A republic occupying 5,800 square miles on the Arabian 
Peninsula at the head of the Persian Gulf; a former British pro
tectorate, independent since 1961 (Morris 1975, p. 728). 

Personal Relationships: A way of relating to others based upon demo
cratic process which is defined as "warm, personal, equal, and 
productive relationships , . . where each person sees himself as 
having expanding choices" (Barnes 1977, p. 57). 

Philosophy; An integrated, personal view, especially one that serves 
to guide the individual's conduct and thinking (Good 1945, p. 295). 

Problem-Solving Method: (1) A method of instruction by . which learning 
is stimulated by the creation of challenging situations that demand 
solution; (2) A specific procedure by which a major problem is 
solved through the combined solutions of a number of smaller, 
related problems (Good 1945, p. 310). 

Seminar: A form of class organization in higher education in which a 
group of advanced students engaged in research or advanced study 
meet under the general direction of one or more staff members of 
the college or university or a discussion of problems of mutual 
interests (Good 1945, p. 367). 

Staff Preparation Program: All efforts of school officials to recruit, 
select, orient, assign, train, or reassign staff members so as to 
provide the best possible staff for the operation of the schools 
(Good 1973, p. 448). 

Structure; The framework of expectancies and limits in a situation; 
well-defined patterns of organization, channels of communication, 
and ways of getting the job done (Good 1973, pp. 302, 561). 

Workshop: An arrangement under which special facilities, including par
ticularly a wealth of source material and specialized personnel for 
group and individual conferences, are provided by an educational 
institution for individualized or small group study of educational 
problems that are of special interest to advanced students of educa
tion or to teachers in service; frequently provided in such areas as 
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curriculum, administration, guidance, higher education, and 
secondary education (Good 1945, p. 453). 

Research Procedure 

1. Current literature regarding secondary alternative programs which 

might prove useful for a similar Kuwaiti school were surveyed. ' 

2. Several selected secondary alternative programs were visited on a 

regular basis. The investigator participated in activities at these schools and 

became acquainted with their respective philosophies, objectives, structures, 

functions, and outcomes. 

3. Teachers and staff members in each of the selected programs were 

interviewed regarding their perceptions of the philosophy, structure, objec

tives, function, and program outcomes. These interviews were recorded on 

audio tape (see Appendix A). 

4. Descriptions of each of the selected programs were prepared. The 

descriptions were organized on the basis of philosophy, objectives, structure, 

and function. 

5. A proposal for a secondary alternative program was developed in 

which a series of options was presented that appeared to be appropriate for 

the existing secondary system of Kuwait. 

6. A proposal for a staff preparation program to accompany and 

effectuate the proposed secondary school was developed and presented. 



CHAPTER 2 

INTRODUCTION TO THE STATE OF KUWAIT 

AND ITS EDUCATION 

This chapter will present a summary concerning the history, 

geography, people, government, industrialization, and foreign relationships of 

the state of Kuwait and will also cover the general background of its educational 

system. 

History and Geography of the 
State of Kuwait 

Kuwait is a small Arabian country that lies at the head of the Persian 

Gulf. Its size is approximately 6,200 square miles, with a 3,800-square mile 

Neutral Zone that has been administered jointly by Kuwait and Saudi Arabia 

since 1922 (El Mallakh 1979, p. 1). 

Kuwait is a flat desert country with no mountains and a temperature 

range that averages from 55° to 120° F. over the year. 

Kuwait shares its border with Iraq on the north and northwest and 

with Saudi Arabia on the south and southwest. In the east is the Persian Gulf, 

which has been, throughout history, the major economic resource in terms of 

fishing, pearling, and trade before the discovery of oil. Kuwait owns some 

islands in the gulf; the largest is Bubiyan, which is uninhabited, and the most 

11 
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popular is Failakah, 20 miles off Kuwait Bay. Archaeological findings in the 

"island's southern tip date back to about 325 B.C. Ruins of a Greek temple go 

back to the time of Alexander the Great, a bust of whom was found at Failakah" 

("Kuwait Today: A Welfare State" 1979, p. 83). 

For people in the gulf areai Kuwait's name was known as "Koot," 

which means a small town or a small castle (A1 Reshade 1978, p. 32). Very 

little is known of Kuwait in early history beside the archaeological findings on 

the island of Failakah. Kuwait's history goes back "to the settlement of the 

area by a clan of the Anaizz tribe from the northern part of central Arabia. 

. . . It is held to have been some time just before or at the beginning of the 

eighteenth century" (Khouja and Sadler 1979, pp. 8-9). It was a pattern for 

the nomads to move constantly, searching for water and food in the Arabian 

peninsula. That was one reason for the A1 Sabah family, the founders of 

Kuwait, to move to the area of modern Kuwait. However, as A1 Reshade 

(1978, pp. 106-107), the Kuwaiti historian, pointed out, "Wars were a common 

thing among the tribes at that time, and this forced the A1 Sabah family to 

move to the area of modern Kuwait. The A1 Sabah were the first people who 

settled that area, and they were the first who built their castles." It seems 

that with the A1 Sabah settlement in the area, the real history of Kuwait began. 

Over a period of time, the A1 Sabah gained control of the area and other tribes 

who joined them after their settlement, and "ever since, this family has pro

vided the ruling dynasty" (Khouja and Sadler 1979, p. 9). 
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The events in the gulf area during the middle of the eighteenth 

century enabled Kuwait to gain an important strategic and trade position. In 

1776 the Persians occupied Basra which turned attention to Kuwait as the 

most appropriate port for ships and supplies. Moreover, it was the British 

government that gave consideration to the sheikhdom leading to the treaty of 

1899; Kuwait became a British Protectorate for sixty years. As one author 

pointed out, "Kuwait, placed at the head of the Arabian Gulf close to the Shatt 

El Arab, not only occupied an important place in the development of trade 

between West and East, but also held a strategic position in the Arab world 

itself" (Khouja and Sadler 1979, p. 8). 

The occupation of Basra in 1776 by the Persians led to the develop

ment of Kuwait's economy and immigration of rich families from Basra to 

Kuwait. This rapid development did not take long, because between 1792 and 

1795, an extreme Moslem sect, the Wahhbian, arose in the Arabian Peninsula. 

They raided the eastern and northern parts of the peninsula, and Kuwait was 

no exception. Due to the constant raids of the Wahhbian, Kuwait suffered a 

reduction in power between 1790 to 1860 (A1 Ibrahim 1979, p. 38). Preserva

tion of the stability of the area was the major factor in the increasing involve

ment of the British government in the area. 

It was Sir William Grant who "led a powerful naval force from 

Bombay to the Gulf and destroyed most of the national power and made the 

Sheikdoms sign a peace treaty of 1828" (A1 Ibrahim 1979, p. 38). It is 

assumed that these nationalities were a major threat to the British 
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government and to trade between the east and west; the British government 

took steps to control the area and exclude it from involvement with the 

German and Ottoman powers. 

In 1922, Iraq invited the British government to a meeting to settle 

the borders between Iraq, Saudi Arabia, and Kuwait. According to A1 Ibrahim 

(1979, p. 68), "Kuwait sent Major G. S. Moore as Kuwait's representative." 

The representatives of Iraq and Saudi Arabia disputed without reaching an 

agreement. As noted by A1 Ibrahim: 

Kuwaiti representatives did not participate in the conference. Thus, 
after six days of argument, Sir Cox, the Iraqi delegate, and the British 
representative in the meeting, took a red pen and drew the new borders 
for the three countries; Kuwait did not gain any land from this meeting 
but lost 150 miles off its territory to Saudi Arabia—the area called the 
Neutral Zone (A1 Ibrahim 1979, p. 69). 

It appears that Kuwait was a victim of its small size and the power of Saudi 

Arabia in the area. However, it is assumed that the British government 

policy was to keep the area in disunity and make the sheikdoms dependent on 

the British government. Dissatisfaction with the terms of the treaty of 1922 

continues to the present. 

Since the treaty of 1922 to 1934, the year that the oil was discovered 

In Kuwait, the relationship between Kuwait and the British government was 

based on the treaty of 1899, which gave the British government the authority 

to use Kuwait's territory for any purpose, including oil production. More

over, the treaty opposed Kuwait developing any independent relationships with 

other countries. 
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According to A1 Ibrahim (1979, p. 96), "The treaty of 1934 was 

different because it had political and economic aspects. It includes permis

sion to use one territory by a company or a person for economic reasons for 

long periods of time." AI Ibrahim (1979, p. 96) observed that "the treaty was 

between two countries, and the details and conditions of the treaty show that it 

was different than treaties that were between the British government and the 

other middle eastern countries.11 

During the period 1934 to 1961, the relationship between Kuwait and 

the British government took on a different dimension. First, Kuwait's shares 

from the revenue of oil increased slightly. Second, a part of the country, the 

Neutral Zone, was not included in the treaty with the British government. 

In 1958, Kuwait and Saudi Arabia, who administered the Neutral 

Zone jointly, agreed to permit a Japanese company to invest in the area. 

According to Al Ibrahim (1979, p. 103), "This new treaty gave the two govern

ments more shares and authority, which led to the renegotiation of the old 

treaties with the British government in terms of landlord and outside 

investor." This was the beginning of the development of a push for Kuwaiti 

independence. Kuwait gained its independence in 1961 and ended the period of 

protection under the British government. In the same year, Kuwait joined the 

Arab League. Moreover, after two years of Soviet Union opposition, Kuwait 

became the one hundred and eleventh member of the United Nations. This was 

the beginning of a new page in Kuwait's history. 
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People of the State of Kuwait 

Kuwaiti people are Arabic by ancestry and Moslem by religion. 

There are two major Moslem sects, the Shiait and Sunnies.1 Some of the 

Shiait came from Iran during the nineteenth century and settled on the other 

side of the Persian Gulf (A1 Rashade 1978, p. 92), According to the Annual 

Statistical Abstract, the population of Kuwait was over one million in 1975. 

Later figures will document recent increases, and the new census will be held 

in 1980 (Central Statistical Office Planning Board 1979, p. 20). 

The rapid development after the discovery of oil was the most 

important fact In the Increase in the population. According to Khouja and 

Sadler (1979, p. 37), the population increased "from an estimated 90,000 

people in 1946 to approximately 740,000 people by 1971, and over one million 

by 1975. Khouja and Sadler (1979, p. 37) pointed out that "Kuwait's popula

tion has been increasing at a compounded annual rate of more than 8 percent 

for the last thirty years. " 

Kuwait's early lack of a sufficient labor force resulted in importing 

laborers from other Arab countries. Moreover, it opened the door for people 

from non-Arab countries like Iran, India, and Pakistan. It was assumed that 

the Kuwaiti people were not equipped to carry on the development of the 

^ne of the two great sects of Islam, consisting of followers of All, 
the cousin and son-in-law of Mohammed, who maintain that All was the first 
caliph and true successor to the prophet. Sunny: One of the two great sects 
of Islam, consisting of those who acknowledge the first four caliphs as rightful 
successors of the Prophet and accept Sunna and the Koran as of equal authority 
(The Reader's Digest Great Encyclopedic Dictionary 1975, p. 1342). 
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country; "therefore, the Kuwaiti government provided sufficient funds . . . 

to import labor and skilled workers in order to implement projects and 

programs" (El Mallakh 1979, p. 17). 

There is, in addition, one other factor related to the importation of 

labor. As noted by El Mallakh (1979, p. 17), "No doubt a further reason for 

the optimistic feeling in Kuwait lies in the fact that it is a 'young1 population. 

In 1970, over half of the indigenous Kuwaiti population fell into the 0 to 14 

classification." Moreover, demographic data reveals that, "In 1970, approxi

mately 47 percent of adult [i. e., ages 10 and above] native Kuwaitis were 

functionally illiterate" (El Mallakh 1979, p. 19). It seemes that the "highest 

level of illiteracy is to be found among female Kuwaitis in the 45-year-plus 

grouping, over 90 percent" (El Mallakh 1979, p. 19). Government efforts to 

solve this problem took the form of massive adult education programs. The 

results were that "illiteracy dropped from just under 60 percent of the Kuwaiti 

population over ten years of age in 1957 to about 45 percent in 1975" (El 

Mallakh 1979, p. 19). 

Beside the natural increase of the population in Kuwait, the 1970 

census shows that "there were some 10 minorities with substantial employ

ment (5 percent or more of the total for non-Kuwaitis) in either the govern

ment or the private sectors of the economy or both" (El Sheikh 1973, p. 97). 

Moreover, the population in 1975 was "47.5 percent Kuwaiti and 52.5 percent 

non-Kuwaiti" (Central Statistical Office Planning Board 1979, p. 23). This 

phenomena of labor force increase "was due to the rapid growth in construction 
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and infrastructure development rather than the growth of the oil industry" 

(Khouja and Sadler 1979, p. 39). According to the 1975 census, ''Kuwait's 

labor force numbered 304,582, of which approximately 70 percent was non-

Kuwaiti" (Khouja and Sadler 1979, p. 39). 

The character of the labor force in Kuwait is also influenced by 

government policy. El Mallakh pointed out that "the employment policy of the 

government is drawn from Kuwait's constitution, which notes: (1) every 

Kuwaiti has the right to work and to choose the type of his work; and (2) work 

is a duty of every citizen, necessitated by personal dignity and public good" 

(El Mallakh 1979, p. 26). Large numbers of Kuwaitis work in the government 

sector, mostly in administrative positions. Additionally, the government 

created a "special budget, the Complementary Funds Budget, to provide funds 

for government departments to employ newly graduated Kuwaitis should the 

department be faced with insufficient allocations" (El Mallakh 1979, p. 27). 

The majority of the non-Kuwaiti residents are Arabs. Palestinians, 

Jordanians, and Egyptians are the most numerous. These people have little 

problem adjusting to Kuwaiti society because they speak the Arabic language 

and are predominantly Moslem. According to the Annual Statistical Abstract, 

95.0 percent of Kuwait's population is Moslem, 4.5 percent is Christian, and 

0.5 percent is classified as other religion (Central Statistical Office Planning 

Board 1979, p. 20). On the other hand, the resident non-Arabs are mostly 

from Iran, India, and Pakistan. According to El Mallakh (1979, p. 29), "The 

large Iranian portion is largely unskilled labor; although from the region, 
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they are not Arab and thus frequently have language handicaps.11 For the 

Indian and Pakistani, El Mallakh (1979, p. 29) pointed out that they "are a bit 

up the ladder, so to speak, for while they perform a good deal of the manual 

labor, their knowledge of English often places them in clerical positions, 

such as in import-export, telephone, telegraph, postal, and other communica

tion services." 

Despite the increased population of Kuwait over the last five years, 

the non-Kuwaiti population has failed to guarantee a sufficient living in Kuwait 

because of inflation and the Naturalization Decree of 1959, which enabled the 

immigrants to bring their families with them to Kuwait. As pointed out by 

A1 Eassa (1970, p. 36), "The main reason which induces the married immi

grant male to come to Kuwait is so he can make substantial savings from his 

earnings and eventually return to his respective country." But the standard of 

living is so high that it results in an increase in the male immigrant population. 

A1 Eassa (1970, p. 36) stated: 

The Government Naturalization Decree of 1959 and its amendment in 
1961 restricts Kuwaiti citizenship to: (1) residents of Kuwait prior to 
1920, and then descendants in the male line; (2) non-Kuwaiti women 
upon marriage to Kuwaiti males. Naturalized citizenship may be granted 
to male immigrants from: (1) all Arab countries after 18 years of resi
dency in Kuwait; and (2) all other countries after 15 years of residency 
in Kuwait. And in both cases, residency begins from the time of amend
ment of the decree in 1960. 

In addition, A1 Eassa (1970, p. 36) continued that "Kuwaiti legislation also 

outlines certain other distinctions between Kuwaitis and non-Kuwaitis. . . . 
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Property ownership, imports, retail and contractual business are either con

fined to Kuwaiti citizens or have to be conducted by non-Kuwaitis through 

Kuwaiti agents only." 

In view of factors such as these, immigrants generally do not plan 

on settling permanently in Kuwait. Despite comprising the numerical majority 

of the country, non-Kuwaitis are second-class citizens in the society. They 

live in certain areas of the community. They socialize mostly with other 

Arabs and low-income Kuwaitis. The area in which they settled is the most 

heavily populated. They tend to maintain their respective cultural patterns. 

Immigrants do enjoy many privileges held by Kuwaiti citizens, such 

as free education and health services. They also pay no taxes; however, 

salaries do not usually equal those of natives, although immigrant salaries are 

rising. 

Non-Kuwaiti residents cannot vote or own property. Additionally, 

the 1951 government plans for housing did not include provisions for the 

settlement of a rapidly-increasing immigrant population (A1 Eassa 1970, 

p. 38). The private sector benefits from this lack of housing by building 

rentable space for the immigrant; most of the government residential pro

grams are restricted to Kuwaiti citizens. 

The non-native composition of the population in Kuwait shifted 

again when: 

In 1974 and 1975, there was a sharp outflow of both skilled and unskilled 
Arab labor, particularly the former. With brighter economic conditions 
and prospects in Egypt, Syria, and Iraq, relatively large numbers of 
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these nationalities have been returning to their mother countries. 
Development-related activities arising from increased oil revenues 
beginning in 1973 and 1974 have fed the return of Iraqis and Iranians 
(El Mallakh 1979, p. 30). 

In addition to these factors, the labor force market increased because of the 

need for laborers in other Persian Gulf countries like Saudi Arabia, Qatan, 

Bahrain, and United Arab Emirate. Due to the decreased Arab immigrant 

population, over the past five years, Kuwait has been forced to accept immi

grants from Asian countries. In general, Asian laborers are willing to work 

for less money than the Arab immigrant. 

Importing labor forces from countries which differ in their cultures 

will, in time, have a substantial social and cultural impact on Kuwait and will 

bring new patterns of behavior and social problems. There is a need for ade

quate immigration policies reflecting current realities that will satisfy the 

future of the immigrants and the cultural perspectives of Kuwaiti society. 

The Government of the State of Kuwait 

In 1961 Kuwait gained its independence, and in 1962 a Constituent 

Assembly passed the country's first constitution. Article 6 of the constitution 

states that: "The system of Government in Kuwait shall be democratic, under 

which sovereignty resides in the people, the source of all powers. Sover

eignty shall be exercised in the manner specified in the Constitution" 

(Constitution of the State of Kuwait 1962, p. 6). 

Kuwait's first National Assembly was elected in January 1963. The 

country was divided into ten areas, each having five seats. About 210 
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candidates vied for the 50 seats. They represented various groups, from 

powerful, rich candidates to tribesmen from the outlying districts. The can

didates represented no political parties because parties are prohibited. After 

the election, the 50 candidates elected a president of the Assembly from 

among their number. 

The National Assembly was divided into eight committees, dealing 

with Finance, Legal Affairs, Petitions, Interior and Defense, Education and 

Public Guidance, Health and Social Affairs, and Foreign Affairs and Public 

Services. Elections are held every four years. The second National 

Assembly was elected in 1966; the third National Assembly, elected in 1971, 

was dismissed by the Amir in 1976. 

The National Assembly meets for eight months of the year. In the 

opening session the Amir delivers a speech reviewing the conditions of the 

country, the important events that the government has accomplished, and out

lines the projects that the government plans to achieve. In addition, the 

various ministers present the affairs of their ministries to the Assembly. 

The Council of Ministers, headed by the Prime Minister, operates with the 

National Assembly, providing information for the assemblymen on subjects 

and events of concern to them. 

The constitution has 183 articles and is divided into five parts 

(Constitution of the State of Kuwait 1962, p. 3). The first part deals with the 

state and the system of government, and it includes six articles. Article 4 

of the constitution states that: 
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Kuwait is a hereditary Amirate, the succession of which is confined to 
the descendants of the late Mubarak A1 Sabah. The heir apparent shall 
be named within one year of the accession of the Amir. His appointment 
shall be effected by an Amiri decree upon the nomination of the Amir 
and the approval of the National Assembly which shall be passed by a 
majority of its members in a special setting (Constitution of the State of 
Kuwait 1962, pp. 11-12). 

The second part of the constitution is called "Basic Constituents of Kuwaiti 

Society" and deals with protection of the young, care of the aged, property, 

wealth, and the national economy. 

Part three deals with public rights and duties, guarantees of per

sonal liberty, and the freedom of the press. In this part, Article 29 states, 

"People are equal in human dignity and in rights and duties before the law. 

No discrimination is allowed on grounds of race, origin, language, or 

religion" (Constitution of the State of Kuwait 1962, p. 16). Part four is about 

public powers and deals with the Head of the State, the legislative branch, 

executive branch, and transitory provisions (Constitution of the State of Kuwait 

1962, pp. 20-45). According to the constitution, "The Amir is the Head of 

the State, the supreme commander of the Armed Forces and can appoint and 

dismiss officers" (Constitution of the State of Kuwait 1962, p. 23). In 1976, 

the Amir dismissed the National Assembly and set up a committee for a new 

constitution. Since then, the country has been running without a constitution. 

There are 18 ministries functioning in Kuwait, as follows: 

Education, Housing, Public Works, Social Affairs and Labour, Interior and 

Defense, Transportation, Foreign Affairs, Finance, Public Health, Justice, 

Awgaf (Religious Endowments), and Islamic Affairs, Electricity and Water, 
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Oil, Commerce and Industry, and Ministry of State for Cabinet Affairs. The 

ministers are appointed by the Prime Minister who has to receive the Amir's 

approval. In addition to these ministries is the Kuwait Municipality, which 

functions beside the ministries to reduce the civil service drain upon them. 

The municipality consists of a mayor of ministerial rank appointed by decree, 

and 12 private Kuwaiti members. The mayor's position is unclear and rela

tively powerless. 

Kuwait is not an industrial country; most of the budget and expendi

tures are made possible by oil revenues. The service sector takes a large 

amount of Kuwait's budget. Health, education, welfare, and housing are the 

government responsibilities for all Kuwaiti citizens. Non-Kuwaiti residents, 

on the other hand, are eligible only for health and education. According to El 

Mallakh (1979, p. 57), "About 40 percent of government expenditures is allo

cated to wages and salaries of government personnel and another 27 percent is 

allocated for direct transfer and personal payments." 

As a developing country, Kuwait suffered from two of the most 

serious endemic diseases, small pox and tuberculosis. In 1949, the govern

ment built the Emirt hospital. Today Kuwait has 11 hospitals and sanatoria 

and 452 local clinics (El Mallakh 1979, p. 24). 

As a welfare state, the government assumed its responsibilities and 

commitments for establishing a welfare system, and it passed the Public 

Assistance Law in 1962. Under this law, "Widows, orphans, disabled and 

diseased persons, the aged, and very low-income families" are served 
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(International Bask for Reconstruction and Development 1965, p. 143). 

According to Khouja and Sadler (1979, p. 33), "Government welfare payments 

for disability, old age, illness, poverty, and to families of students, widows, 

and orphans have risen steadily, from KD 2,868 million in 1967 to KD 6.449 

million in 1975."1 

In providing housing to low-income families, the government de

signed model-type housing at highly subsidized prices on very easy ctedit 

terms. As noted by Khouja and Sadler (1979, p. 33): 

A total of 4,662 of such dwellings were allocated over the period from 
1953 to 1964. By 1975, the number had increased to approximately 
15,000 dwellings. On the basis of an average family size of five, the 
total number of Kuwaitis benefiting from this scheme up to 1975 was 
estimated at 75,000 people, representing about 15 percent of the Kuwaiti 
population. 

The sea is Kuwait's unlimited storehouse of raw material to provide 

both electricity and potable water. The two sources of power generation are 

located at Shuwaikh and Shuaiba, where the plans are coordinated so that part 

of the boiler steam is used for power generation and the other part for water 

distillation. Natural gas from the oil fields is the producer of heat. Both sea 

water distillation and power generation have been developed by the Ministry of 

Electricity and Water. In less than 30 years, Kuwait has become self-

sufficient with regard to water for human consumption and industrial use. 

According to Khouja and Sadler (1979, p. 34): 

1KD 1. 000 equals U.S. $2. 80. 
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The public in Kuwait has long enjoyed many government subsidies 
irrespective of their incomes. These subsidies cover such basic ser
vices as water, electricity, and gasoline. In the case of water, the sub
sidy amounts to about KD 0.4 ($1.40) per 100 gallons sold to the public, 
whereas electricity is subsidized to the extent of about 5 fils ($0.018) per 
KWH. 

One of the most significant events In the legislative history of Kuwait 

occurred in September 1976 when the government officially published details of 

the Social Security Law ("Social Security for Everybody" 1977, p. 6). The law 

is the product of three international experts, covering Anglo-Saxon experience, 

Arab legislation, and Latin law in full cooperation with officials of the Kuwait 

Civil Service Commission, the Planning Board, the Ministry of Social Affairs 

and Labor, the Ministry of Finance, the Kuwait Chamber of Commerce and 

Industry, and the Kuwait General Confederation of Workers. The provisions of 

the law are applicable to all Kuwaiti citizens working in the public, private, 

and oil sectors. Under the law: 

Employers, self-employed professionals, members of the municipal 
authorities, mukhtars (chieftains), as well as employees, are covered by 
its terms, but they have the option to join the scheme or not. Military 
personnel, members of the police force, and the national guard are not 
subject to the law since they are covered by special schemes ("Social 
Security for Everybody" 1977, p. 6). 

According to the Public Institution for the Social Security: 

The scheme is based on the establishment of three funds: old-age, 
disability, sickness and death funds covering all those working In the 
public, private, and oil sectors. Main resources are made up from 
monthly contributions deducted from the salaries of employees, contribu
tions of employers, and an annual contribution from the State General 
Budget ("Social Security for Everybody" 1977, p. 6). 

The Social Security Law became effective one year after its announcement in 

the Official Gazette. 
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Industry in the State of Kuwait 

Kuwait is a developed country. For a desert country with only one 

major economic resource, its level of industrialization is remarkable. On the 

other hand, the government tried successfully to diversify its economy due to 

the uncertainty of the future of oil and to guarantee the future of coming genera

tions. Before the discovery of oil, trade was the only income for people in 

Kuwait. As noted by Khouja and Sadler (1979, pp. 12-13): 

By 1800 the Kuwaiti sailors were very prominent on the sea routes to 
India and East Africa, handling a goodly . . . trading cargo commenced 
with dates bought at Basra and traded down the Gulf coast. , . across 
the Indian Ocean to India or down the east coast of Africa as far as 
Zanzibar and Dar-es-Salam. 

Fishing and pearling were the only other major activities besides trade. With 

the Japanese artificial pearl boom, the Kuwaiti's hopes vanished and life 

became harder. 

Since the discovery of oil in 1934, the economic situation has 

become beneficial to the Kuwaiti people. Development has not been steady, 

however, the drilling of the oil actually started in 1938, but halted in 1942 due 

to World War n. The first oil company was Kuwait Oil Company (KOC), which 

was a British company; in 1976 this company became 100 percent a Kuwaiti 

company (El Mallakh 1979). There are other non-domestic companies, such 

as American Independent Oil Company (Amlnoil), which held the concession for 

the Kuwaiti share of the onshore Neutral Zone granted in 1948; exports by this 

company commenced in 1954 (El Mallakh 1979, p. 37). The Arabian Oil 

Company (Japan) and Kuwait Shell Petroleum Development Company Limited 
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(KSPDC) are the remaining non-domestic companies operating in Kuwait. 

According to El Mallakh (1979, p. 38), "The single domestic company holding 

a concession Is the Kuwait National Petroleum Company (KNPC), established 

In 1960 with the Kuwaiti government subscribing to 60 percent of the original 

shares. In mid-1975, KNPC became wholly government-owned." 

Government figures, according to El Mallakh (1979, p. 36), show 

that "crude petroleum output for 1977 ran at some 650.8 million barrels from 

Kuwait proper and about 67.8 million barrels from the Neutral Zone (shared 

with Saudi Arabia), approximately 6.3 percent of OPEC production. " In addi

tion to the oil, natural gas was flared off because of the difficulty in utilization. 

Today Japan is the major Importer of Kuwait's natural gas. In January 1976, 

KuwaitTs natural gas production was on the order of 31.8 trillion cubic feet 

(El Mallakh 1979). 

The government of Kuwait set up an economic policy based on a 

diversified economy. The alms of the Kuwait economic strategy are shown in 

the First Five Year Plan, 1967/8 - 1971/2. Briefly, as Khouja and Sadler 

(1979, p. 112) stated, goals are: 

1. To raise the per capita income; 
2. To achieve a more equitable dlstrubltlon of total Income; 
3. To obtain a greater diversification of the economy; 
4. To train Indigenous skills; 
5. To coordinate the work of development with that of other Arab 

countries In order to achieve greater economic integration of the 
Arab world. 5 

The first step in industrialization was the establishment of the 
j 

Industrial zone, located 30 miles south of Kuwait City, between Ahmadl 
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al-Rais Port to the north and Abdallah Port to the south, and near the village 

of Shuaiba. This industrial zone is situated near sources of power and raw 

materials and deep coastal waters. 

According to El Mallakh (1979, p. 43), "The first natural Impulse 

in industrialization has been toward refining. By 1978, five refineries in 

Kuwait handled 712,000 barrels per day of crude oil. The KNPC hydrogen 

oil refinery is the most modern in the world, having a 200,000 [barrels-per-

dayj capacity.M "The Kuwait Chemical Fertilizer Company, in which the 

Kuwait Petrochemical Industries Company held 60 percent of the capital, 

British Petroleum, 20 percent, and the Research and Development Company 

20 percent . . . started production of sulphuric acid and liquid ammonia and 

ammonium sulphate in 1966" (Shaw 1976, pp. 93-96). 

Ralph Shaw, in his book, Kuwait (1976, p. 99), stated that, "The 

Kuwait Cement Company, established by an Amlri Decree in 1968 with a capi

tal of KD 2.5 million (U. S. $7.5 million), has an annual capacity of 300,000 

tons of bagged and bulk Portland, ordinary and sulpatlc resistant cement." 

In addition, the Kuwaiti private sector established the Kuwait United Fisheries 

Company which, "formed by an amalgamation of three Kuwait fishing com

panies, has its plants at the barge harbor which accommodates the fishing 

fleet and feeds in shrimp and other kinds of fish for processing (Shaw 1976, 

p. 99). 

In 1974, the government formed the Industrial Bank of Kuwait (IBK) 

which participates in long-term loans and "is owned by the government. The 
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Central Bank, all the Kuwaiti commercial banks and insurance companies, and 

three industrial companies were also established" (El Mallakh 1979, p. 49). 

The other industrial companies that are successfully operating in the country 

are the Nitrogen, Oxygen and Argon Plant, the Kuwait Sulphur Plant (estab

lished 1972), the Kuwait Metal and Pipe Company (established 1966), Kuwait 

Prefabricated Company (established 1964), and the Kuwait Flour Mills Com

pany. These companies were established because "the government policy on 

industrialization had developed in two fields: those industries which have a 

good domestic market and those which depend on petroleum as their raw 

material" (Shaw 1976, p. 101). 

In areas other than petroleum, "between 1965-66 through 1975-76, 

the agricultural sector's contribution to the GNP doubled from KD 4 million to 

KD 8 million; it accounted for only 8.24 percent" (Khouja and Sadler 1979, 

p. 35). Kuwait's agricultural sector furnishes about 13 percent of the total 

consumable vegetables, 6 percent of the milk, about 10 percent of the meat, 

and 20 to 45 percent of the country's eggs and poultry requirements (Khouja 

and Sadler 1979, pp. 35-36). 

Kuwait spends a large amount of its oil revenue in importation. As 

noted by El Mallakh (1979, p. 75), "Imports increased 40.2 percent in 1975-76, 

in per capita terms, fromKD 693.2 ($2,391.50) to KD 913.7 ($3,152.30)." 

The most significant component of imports is machinery and transport equip

ment (42 percent of total imports in 1976), particularly oil drilling equipment, 

air conditioners, cars, and spare parts. Basic manufactured goods accounted 
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for 22 percent of the total imports, and miscellaneous manufactured goods, 

such as furniture and clothing, for another 14 percent. Food and agricultural 

products made up an additional 14 percent, while consumer goods demand 

accounted for two-fifths of all imports in 1976 (El M^lakh 1979, p. 98), 

Most of Kuwait's export is oil and chemical production. "A total of 

69 percent of the chemicals produced are exported, 13 percent of the manufac

tured goods, 12 percent of the food stuffs including fish and shrimp, and 6 per

cent unclassified commodities" (El Mallakh 1979, p. 102). As noted by El 

Mallakh (1979, p. 102), "Kuwait's exports had more than tripled from 1971 to 

1976, increasing in total value from KD 893.8 million to KD 2,874.4 million. " 

According to Shaw (1976, p. 76), "In 1973, Kuwait was the third largest 

exporter of oil behind Saudi Arabia and Iran. . . . Japan is the largest importer 

of Kuwaiti oil, with a total of 230 million tons of oil. Other top importers were 

the United States (162 million tons), France (136 million), Italy (126 million), 

Britain (115 million), and the Federal Republic of Germany (11 million)." 

Foreign'Relationships of the State of Kuwait 

Kuwait's foreign policy as a democratic country is based on neu

trality. Neutrality means an independent policy that is not Influenced by any 

external power. There are rational reasons for Kuwait's implementation of 

this policy. Kuwait's small size is one factor, and its inability to engage in a 

war with any country is another. For instance, in 1961, Iraq claimed Kuwait 

for itself, forcing the Kuwaiti government to request external help from the 
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British government to stop the claim. Another factor was the British with

drawal from the Persian Gulf in 1971, which assured governments of the gulf 

in control of the area. As noted by the Minister of Foreign Affairs of Kuwait, 

the British withdrawal created space for local governments to decide their 

own future. Moreover, Kuwaiti located between two Arab countries, Saudi 

Arabia and Iraq, had border disputes since 1922. These disputes had been 

only partially settled. It Is for the above reasons that the Kuwaiti government 

took firm steps in the development of a policy of neutrality, a unique position 

among the countries of the Persian Gulf. 

Despite the neutrality policy, Kuwait has built strong relationships 

with surrounding countries. One reason for the strength of these relationships 

between Kuwait and other countries is the tribal and family connections dating 

back centuries. Kuwait contributed to special funds and economic aid for the 

United Arab Emirates when tt was seven small, isolated, and poor sheikhdoms, 

prior to oil discoveries. Kuwait has a good relationship with Saudi Arabia and 

they together established the Neutral Zone as a result of boundary disputes. 

Kuwait's relationship with Iraq was critical for the last 30 years because of 

boundary disputes and Iraq's claim of Kuwait in 1961. Despite that, the 

previous government had assured Kuwait's independence and started a new 

relationship based on respect and planned several projects together. 

Kuwait has developed close ties with Bahrain, Qatar, and Oman, 

especially the latter. During a period of economic crisis, many Omani found 

employment in Kuwait. With respect to Iran, El Mallakh noted that: 
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Relations with Iran have fluctuated but have never become overtly 
hostile. The demarcation of offshore territorial boundaries has been 
a source of some friction; nonetheless, Iranian-Kuwait relations have 
been improving for quite some time and have included state visits by 
respective ministers (El Mallakh 1979, pp. 11-12). 

Relations between Kuwait and Egypt were always respectable because of "the 

number of skilled Egyptians employed in Kuwait, particularly in education, 

engineering, architecture, legal departments, and construction enterprises" 

(El Mallakh 1979, p. 12). For the Palestinians, Kuwait's policy was built 

around a commitment to the return of the Palestinians to their homeland. It 

is "the presence of a large proportion of Palestinians that is reflected in 

Kuwait's strong pro-Palestinian policy and in its dealings with other Arab and 

Middle Eastern countries" (El Mallakh 1979, p. 10). Moreover, "Kuwait 

contributes to special funds directed toward relief and educational work among 

the Palestinians inside and outside its border" (El Mallakh 1979, p. 10). 

Kuwait's contributions to the Arab countries has been generous. In 

1961, the government established the Kuwait Fund for Arab Economic Develop

ment (KFAED) with original capital of KD 50 million (about $150 million), 

raised by 1974 to KD 1,000 million (more than $3,400 million) (Shaw 1976). 

This large assistance fund has extended to cover other developing countries in 

the world. However, there are rules and regulations for a country to be 

eligible for receiving a loan from KFAED. Finally, since independence in 

1961, Kuwait has further strengthened its relations with the surrounding 

countries because "Kuwait is heavily dependent on its neighbors for labor and 
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as a market for Kuwaiti goods, since its domestic market is so restricted by 

population size" (El Mallakh 1979, p. 13). 

Non-re gionally, Kuwait has developed close ties with Europe and the 

United States because of the goods imported from overseas. With Great 

Britain, "there has been heavy Kuwaiti investment in the United Kingdom . . . 

and the Kuwaiti government has tended to offer support when the pound sterling 

has been under pressure, rather than withdrawing its official holdings from 

British institutions" (El Mallakh 1979, p. 13). Kuwaiti relations with Western 

European countries have been based on Kuwait's needs for goods, products, 

and technology, balanced against oil exportation to these countries. Japan "has 

had for some time substantial economic ties with Kuwait through the Japanese-

owned Arabian Oil Company, which holds the offshore Neutral Zone concession" 

(El Mallakh 1979, p. 13). 

According to El Mallakh (1979, p. 14): 

United States-Kuwaiti relations have basically been favorable due to the 
presence of American oil companies (Gulf Oil as half owner with British 
Petroleum of the Kuwait Oil Company), the largest concession, and 
Kuwait Wafra Oil Company (formerly Aminoll) holding the onshore Neutral 
Zone concession. 

The relations between the two countries dates back to the 1950s when "American 

medical missionaries established the first hospital ever in Kuwait" ("Kuwait: 

Building for the Future" 1979, p. 29). According to Frank E. Maestrone, 

American Ambassador to Kuwait: 

Kuwait ranks large as a market for U. S. goods and services because of 
its wealth and key trading position in the Gulf area. From 1973 through 
the end of 1977, U.S. exports to Kuwait rose by 500 percent to nearly 
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$550 million, making Kuwait our best commercial customer in the Arab 
world after Saudi Arabia ("Kuwait: Building for the Future" 1979, p. 29). 

Moreover, Kuwait has been sending numerous students to American 

colleges and universities because of the advanced education in this country. 

As noted by Maestrone: 

The Middle East—and certainly Kuwait—offers an attractive and receptive 
market for U.S. goods and services. American businessmen should not 
hesitate to seize this opportunity to aid our own economy and Kuwait's 
development—to the mutual benefit of U.S.-Kuwaiti relations ("Kuwait: 
Building for the Future" 1979, p. 32). 

The distinguished foreign policy of Kuwait has given the country a 

respectable international reputation. For the time being, 1981, Kuwait has 

good relations with most countries based on mutual interest and world progress. 

Internationally, Kuwait has contributed to the International Bank for Recon

struction and Development in the amount of $442 million (Shaw 1976). It is 

assumed that the total estimate by United Nations for Kuwait was $36 million 

in 1974 (Shaw 1976). 

Kuwait's contribution to the world has been described by Dr. A. K. 

Ghosh, economic advisor to the Indian government, "as an example of the 

sympathetic and generous policy followed by the government of Kuwait for the 

greater progress and solidarity of the entire Third World" (Shaw 1976, p. 165). 

The western journalist who coined the phrase, "Father Christmas 

of the Middle East" In describing Kuwait can now add, "Of the Developing 

World" (Shaw 1966, p. 105). 
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History of Education in Kuwait 

In this section, an overview of the historical development of educa

tion in Kuwait is presented. It covers the period from 1912 to 1978 and traces 

educational trends from earliest training in the mosques through the era of 

schools organized on the British system, and finally the present Ministry of 

Education program for the state of Kuwait. 

A significant factor in the development of Kuwaiti education was the 

Koran-based private instruction that took place in the mosque. Beginning about 

1887, this type of instruction was presided over by a Molla (a religious person 

who sometimes teaches) and focused on reading, writing, and the study of 

Moslem texts and traditions (A1 Mohainl 1974, p. 5; A1 Abdulghafoor 1979, 

p. 38). 

The story of education in Kuwait is closely related to the history of 

the country. Because trade was the only income source before the discovery 

of oil, reading and arithmetic were the essential skills needed at that time. — ̂  

The national lack of economic resources in the nineteenth century prevented the 

government from being responsible for public education; therefore, the people 

of Kuwait assumed the burden of establishing education in Kuwait. One such 

effort was private education conducted in homes. 

According to A1 Mohalni (1974, pp. 12-13), "The first teacher in 

Kuwait for teaching script In the correct method was A1 Molla Kasem, who 

was originally from Iran. He came to Kuwait with his brother, Abdeen, in 

1887, and they opened classes on Altejar Market Place." This kind of teaching 
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was widespread in Arabia during this period and was self-supporting with 

no government involvement. 

The curriculum in the mosque schools was determined by the Molla, 

who was decidedly authoritarian: 

Corporal punishment was a dominant method; the Molla was dictator in 
his school, his orders were to be obeyed, his word was final, and he did 
not explain his actions or ideas. He used a stick about 6 feet long to 
reach most of the students and another stick about 2 feet long for rough 
punishment (A1 Mohaini 1974, p. 14). 

The opportunities for education provided by the mosque schools were 

available only to boys. It was not until 1916 that the first program to instruct 

girls in religion and the Koran was created. The first real school for females 

was established in 1926. 

Informal or private education was the only type available in Kuwait 

until 1911. In a meeting of several educated and concerned people, the idea of 

establishing the first school became a reality. Donations and contributions 

from wealthy people expedited the establishment of the school. On December 

22, 1911, the first school opened its doors. It was named A1 Mubarakia, which 

referred to A1 Shaikh Mubarak A1 Sabah, one of the rulers of Kuwait (A1 

Mohaini 1974). As noted by A1 Mohaini (1974, p. 12), "A1 Shaikh Yousef ben 

Easa was appointed director of the school with a financial board composed of 

the following three members: Hamad Alkhaled Alkhothere, Shamlan Ali Saif, 

and Ahmad Al-Homaithi." It was the first public school with an organized cur

riculum and subjects other than religious studies. The Arabic language, 

Islamic history, geography, and arithmetic were included. These subjects 
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seemed to address the needs and interests of Kuwaiti people at a time when 

increased trade with others called for a general knowledge of other countries 

and economics (A1 Abdulghafoor 1979, p. 59). 

As explained by A1 Mohaini (1974, p. 17): 

The school day was divided into five sessions, each for one hour, with 
three in the morning period and two in the afternoon with ten-minute 
breaks after each class. There was no recess, and the school year was 
the calendar year. There was no exam and no regular supervision. 
There was a spring holiday which was called A1 Kashta, a picnic at the 
beginning of March. 

Early schools in Kuwait were roughly equivalent to present-day 

elementary levels. According to A1 Mohaini (1974, pp. 17-18): 

The school was divided into five divisions: the first division was composed 
of four sections (alphabet section; writing, reading, and dictation section; 
multiplication schedule section; and grammar section). The second divi
sion consisted of dividing math, Arabic script and the basics of juris
prudence. The last division was not discussed. Most of the students in 
the last division left the school to help their fathers in the family business. 

Tuition was collected as donations. The wealthy students paid more, thus 

exempting poorer students from paying the fees. 

Table 1 shows the student enrollment of this first school and the 

money which was collected during the first five years. The table shows that 

there was considerable fluctuation in the school budget. In an effort to remedy 

the situation, the Kuwaiti ruler, Ahmad A1 Jabir, asked the school director to 

make certain changes in the program, including the addition of the English 

language to the curriculum. A resulting controversy over the inclusion of 

English lead to the establishment of the second school in Kuwait in 1921. Prior 

to this date, instruction in English had been available only through the program 
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a 
Table 1. Student Enrollment and Tuition Collected, 1911-1915. 

Year Number of Students Money 

December 22, 1911 254 3580 ($895) 

December 22, 1912 346 3820 ($955) 

December 22, 1913 332 4700 ($1,175) 

December 22, 1914 304 2600 ($650) 

December 22, 1915 341 3420 ($854) 

aAl Mohaini (1974, p. 18). 
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of Father Calverly, an American missionary in Kuwait. Calverly's school, 

attached to a mission hospital) had been in existence since 1917 and English 

instruction had been an important part of the program (A1 Abdulghafoor 1979, 

p. 69). 

The Board of Education 

The world economic depression of the 1930s brought about a need for 

government support for Kuwaiti educational programs, as private funding was 

proving inadequate for the two schools then in existence. The directors of the 

two private schools urged government participation and proposed a tax percent

age on important goods to be used for educational funding (A1 Mohaini 1974, 

p. 20). 

At the end of July 1936, 80 people held a meeting in the Municipality 

Department to discuss the future of education. In October 1936, the ruler of 

Kuwait, Shaikh Ahmad A1 Jabir, approved the proposal for establishing a Board 

of Education with 12 persons and headed by one of the A1 Sabah family. Shaikh 

Abdulla A1 Jabir became the first minister after several years when the Board 

of Education was changed to the Ministry of Education. 

Since then, the government has taken full responsibility for managing 

and operating the schools with an assured income from the state budget. With 

the establishment of the Board of Education and government control, education 

in Kuwait began a new era which reflected the rapid changes and developments 

that have come to Kuwait since the 1930s. 
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Aims, Goals, and Objectives 
of Education In Kuwait 

The establishment of state educational goals and objectives provide 

a reflection of the basic philosophy that the particular society holds valuable. 

These goals are derived from several sources that influence the education of 

the learner. However, to develop these goals, it is essential that the purpose 

of education be defined. What is the purpose of education? Dr. John Goodlad 

(1979, p. 34) quoted Lawrence Cremin's suggestion regarding the nature and 

scope of education: "Education is the deliberate, systematic, and sustained 

effort to transmit or evoke knowledge, attitudes, values, skills, and sensibili

ties. " Goodlad continued, discussing the meaning of education as follows: 

Cremin paraphrased Dewey's definition of education—the reconstruction 
or reorganization of experience as a way of saying that the aim of educa
tion is not merely to make citizens, or workers, or fathers, or mothers, 
but ultimately to make human beings who will live life to the fullest 
(Goodlad 1979, p. 37). 

What appears evident is that school as an institution in the society is 

not the only one to provide this function. It really involves the efforts of the 

many institutions in the society, all participating to achieve the goals of the 

educative process. According to Goodlad (1979, p. 34), "Education occurs in 

the individual; it involves the whole of the individual; it occurs in schools, 

homes, churches, and other institutions as well as through the press, radio, 

and television." 

The school is responsible as the direct agent concerned with directing 

the person's energies Into activities and programs which will help in his 
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development. The aims, goals, and objectives provide focus and definition for 

these activities. In that which follows, consideration will be given to the 

origin and development of these aims, goals, and objectives in Kuwait. Where 

do the aims, goals, and objectives come from? How do they translate into 

school programs ? 

The fundamental source of goals for public education in the state of 

Kuwait is Kuwait's culture, religion, and society. The following three guide

lines assist in choosing appropriate goals for the schools: 

1. The goals should be appropriate with the rapid change that occurs in 

the society of Kuwait and the technological advance of the world so 

the learner will grasp the knowledge he or she needs to cope with 

that change. 

2. The goals should consider the needs and interests of the learner as 

a prior element. 

3. The goals should be developed according to the latest educational 

philosophy in the field of education (Ministry of Education 1976b, 

p. 10). 

These sources are the guidelines for the development of education in 

Kuwait. Each source bears further examination. 
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The Nature of the Society of Kuwait 
and Its Culture and Religion 

Kuwait is constitutionally a Moslem country establishing itself as 

Islamic in religion and way of life. Moreover, Kuwait is an Arabic country in 

the larger Arabic society and it has a common tie with other Arab countries in 

heritage and language. Kuwait is also a democratic country upholding the indi

vidual's freedom, duly, and full potential to participate in the resources and 

activities of the nation. Kuwait is an independent country with a neutral policy 

that assists in developing cooperation with other countries all over the world. 

These elements should be considered in the formulation of educational goals 

{Ministry of Education 1976b, pp. 10-11). 

The Nature and Rapid Change 
of Kuwait and the World 

It is the belief in technology as a way to improve human life and the 

belief in the relation between theory and practice to improve the individual's 

potential that creates both a potentially richer existence and a more complicated 

living environment. The advanced technology, moreover, can be used success

fully to endorse peace among nations. It is necessary that the learner should 

be equipped to understand the technology around him so that he can function ade

quately without shock. The goals should be focused on the rapid change in the 

world so that the learner will be affiliated with the latest human development 

(Ministry of Education 1976b, p. 15). 
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The Needs and Interests of the Learner 

To develop educational goals, it is necessary to know the nature of 

the learner—his needs and interests. There is a considerable amount of 

research in education and psychology which will help educators, parents, and 

others to understand the child and fulfill his needs and interests. The findings 

in the field of education and psychology could be used as a guideline for develop

ing goals and objectives. It is apparent that there is a lack of research studies 

in the field of education and psychology in the Arab world. The United States 

and Europe, however, have conducted extensive investigations in these fields, 

and it is necessary to make these studies available in the Arab world. Li addi

tion to the development of goals, it is necessary to separate each stage of the 

educational ladder with each having its own goals to account for the diversity 

of the stages in the schools (kindergarten, elementary, middle, and secondary) 

(Ministry of Education 1976b, pp. 16-17). 

Educational Philosophy as a Source 
for Developing Goals 

Primarily, data in the field of educational philosophy provides the 

fundamental understandings useful in developing goals for education at the 

various levels. It is no longer assumed that education is one stage of the 

learner's life, but rather that learning is a lifelong process, especially in 

today's world. It is important, therefQre, to prepare the child to cope with the 

changing world (life adjustment). Moreover, it is necessary to provide a 

variety of experience, knowledge, facts, values, etc., so that the learner will 
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select the appropriate experiences that fit his potential. This suggests that 

educating the learner is not only the school's function, but a function for every 

institution in the society. School, however, is the direct agency which pro

vides the theory and practice together and helps to achieve integration between 

them so that the learner will understand and relate theory and practice 

(Ministry of Education 1976b, pp. 18-20). 

The four sources mentioned above are the basis for developing the 

aims and goals of education in Kuwait. It appears that the goals of education 

are focused on the following: 

1. Citizenship 

1.1 To develop an adequate citizen with a sense of the Islamic 
heritage. 

1.2 To develop an individual who will participate in the political life 
of the country in a democratic process. 

1.3 To prepare a citizen who will know his duties and rights toward 
his country. 

1.4 To prepare the individual for better life by providing the 
necessary experience. 

2. Intellectual Development 

2.1 To develop an Individual with the ability to think rationally, 
using problem-solving skills in various situations. 

2.2 To develop the ability of using knowledge and facts to make the 
appropriate decisions. 

2.3 To develop the ability to use knowledge and technology to create 
a work or contributes to the development of the country. 
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2.4 To develop the ability to use the scientific method and 
reflective thinking to increase the individual's potential. 

3. Self-Concept 

3.1 To develop self-confidence needed for challenging oneself. 

3.2 To use knowledge and interests in other human beings as a 
means for knowing oneself. 

3.3 To develop knowledge of one's own body and prepare for self-
acceptance (Ministry of Education 1976b, pp. 21-23). 

These goals are the ones that Kuwait's educational system believes 

are essential In educating the learner. Moreover, the General Goals of 

Education, according to the Ministry of Education (1976b, p. 21), could be 

utilized: 

To provide the opportunity to develop an adequate citizen, socially, 
physically, and intellectually, according to his potentials which are 
derived from the culture of the country and the Islamic religion; and to 
prepare the individual to participate in developing his nation and the 
world. 

These goals require various programs and activities that will 

contribute in achieving them. According to the Ministry of Education (1976b, 

pp. 20-21), Kuwaiti educators believe that the following subjects are essential 

In achieving these goals: 

1. Islamic religion 
2. Language (Arabic, foreign) 
3. Scientific subjects (math, chemistry, science) 
4. Social Studies 
5. Physical Education 
6. Art and Drawing 
7. Student activities and workshops 
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Besides these subjects, recent curriculum developments provide 

certain new ideas -which have been introduced into the schools of Kuwait: 

1. Home Economics 
2. Consumer Education 
3. Vocational Education 
4. Citizen Education 
5. Extra-curricular activities (Ministry of Education 1976b, p. 20) 

It appears that new developments in the society of Kuwait tend to be 

reflected rather quickly in its educational system. However, these new activi

ties can help to accomplish the national goals of education. In addition, these 

goals will be adjusted to the stage in the school. Each level of the school can 

develop Its own goals with due regard to the nature of the learner and the 

general goals enumerated above. 

Organization of Kuwaiti 
Ministry of Education 

In 1961 Kuwait gained its independence, and various changes 

occurred In the social, economic, and political systems of the country. One 

of the major developments was the establishment of the Ministry of Education, 

which replaced the Board of Education that had been created in 1936 (A1 Abdul-

ghafoor 1979, p. 135). Rapid development in the various levels of education 

developed in response to sudden shifts in the society due to the dramatic 

increase in oil profits. 

The Ministry of Education is the largest ministry in the political 

system of Kuwait. It accounts for ten percent of the total government expendi

tures and employs the largest number of government workers (A1 Abdulghafoor 
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1979, p. 138). The ministry Is headed by an official who has power in most of 

the decision-making processes regarding education In Kuwait. This authority 

is based on the centralization policy that the ministry believes in, a common 

policy in the political philosophy of the government (A1 Mohaini 1974, p. 74). 

Second to the minister is the undersecretary who carries decisions 

to the various departments and divisions in the ministry. Additionally, there 

are four assistant undersecretaries who head different departments and divi

sions and are responsible for implementation of any decision made by the 

minister and his undersecretaries. However, It Is assumed that the minister, 

the undersecretary, and the four assistant undersecretaries are the main 

source of planning the educational policy of the country (see Appendix C). 

The educational ladder in Kuwait, which is based on the British edu

cational system, is as follows: kindergarten, elementary, intermediate, and 

secondary schools. After the student graduates from the secondary school, he 

has various options from which to choose. There are a variety of colleges and 

institutions that the student can attend. There is: (1) a technical and voca

tional school; (2) a religious institute; (3) a health Institute; (4) the Kuwait 

Institute of Applied Technology; and (5) Kuwait University (see Appendix D). 

As noted previously, these schools and Institutions are segregated 

and usually there is one school for boys and another for girls. The establish

ment of teacher training Institutes, the Teacher's Education Institutes, and 

Kuwait University were a step towards nationalizing the teaching profession 

(see Appendix D). 



49 

Secondary Schools in Kuwait 

Prior to 1953, Kuwait had no real secondary school system; Its 

public schools functioned primarily on an Egyptian model providing for seven 

years of schooling which led to a diploma (A1 Abdulghafoor 1979). As the 

population increased and the demand for additional education developed, the 

Ministry of Education opened Kuwait's first secondary school in 1953. This 

program based its curriculum and textbooks on Egyptian models and provided 

for a five-year course of study and a general diploma. In the fifth year, a 

student could specialize in one of three areas: (1) literature; (2) science; or 

(3) mathematics, and could earn a special diploma permitting him to attend 

college (A1 Abdulghafoor 1979, p. 101). Not surprisingly, virtually all of the 

content was concerned with Egypt and Egyptian culture and was usually instruc

ted by Egyptian teachers as well. There was a notable lack of relevance for 

the Kuwaiti student (A1 Abdulghafoor 1979, p. 102). 

Da 1955-56, the Ministry of Education changed the educational system 

by introducing the three-level system which included four years of elementary 

school, four years of intermediate school, and four years of secondary school. 

This system continues to the present writing (A1 Abdulghafoor 1979, p. 122). 

Secondary education has changed slightly in the past 20 years 

because of the changes in society which have occurred. With a student popula

tion of 43,108 in 64 schools, the establishment of secondary education pro

grams in vocational, business, and teacher training is important due to the 

different needs and interests of the students (A1 Abdulghafoor 1979, p. 152). 
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To illustrate, the Ministry of Education established a Department of 

Secondary Education, which was responsible for the various secondary schools 

in Kuwait. These schools were as follows: 

1. Secondary Education (General) 
2. Technical Secondary Education 

a. Industrial Education 
b. Business Education 
c. Technical Education (for girls) (A1 Abdulghafoor 1979, p. 152) 

Secondary Education (General) 

After the student graduates from intermediate school, he goes to 
r 

the secondary school for four years. In the first two years, ninth and tenth 

grades, the student takes a general curriculum in various fields. In the third 

year, which is comparable to the eleventh grade, the student has the option to 

choose between the literature division which includes Arabic, English, and 

French languages, social studies, philosophy, logic, and psychology, and the 

science division, which includes mathematics, biology, chemistry, physics, 

geology, and languages (A1 Abdulghafoor 1979, p. 153). After the student 

graduates from the secondary school, he receives a high school diploma. In 

general, the emphasis is on mastery of course content, with little attention 

being given to personal or career development. Counseling in these areas is 

absent from the secondary organization. 

Technical Secondary Education 

With the growing oil boom and resultant development of several 

technical and electronic industries, technical education became an obvious need. 
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Industrial Education. In the first year of the technical secondaiy 

programs, the student is introduced to the industrial world In general. This 

enables him to select his major, i.e., mechanical engineering, electrical 

engineering, radio and television, air conditioning, chemical engineering, 

etc. Students work on the major for the following three years. Basically, 

the student spends four years on the program, at which time he receives a 

diploma in technical education (A1 Abdulghafoor 1979, pp. 158-159). 

Business Education (Secondary). In 1963-64, the Ministry of 

Education opened the first business school to help develop a staff of graduates 

for the other ministries and institutions (A1 Abdulghafoor 1979, p. 161). 

There are two areas that the students cover. First, there is the 

major field, which deals with business and includes banking and accounting, 

and secretarial and typing areas. Second, there are general studies In 

languages, including Arabic, and English, social studies, economics, mathe

matics, sociology, etc. The student earns a diploma which helps him to find a 

job or to continue his education in a local college or one abroad (A1 Abdulgha

foor 1979, p. 164). 

Technical Education for Girls. In 1957, the Ministry of Public 

Works, in cooperation with the Ministry of Education, established the first 

technical school for girls (A1 Abdulghafoor 1979, p. 164). In the beginning, 

the curriculum was based on home economics, child care, and related skills. 

Due to the Increase in student population, the school was changed from a 
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two-year program to a four-year program. However, with,this change, the 

Ministry of Education took full responsibility for managing the school in 

1967-68 (A1 Abdulghafoor 1979, p. 165). Today there are four divisions: 

(1) Administration and Secretarial; (2) Home Economics; (3) Social Work; and 

(4) Stock Management (A1 Abdulghafoor 1979, p. 166). There is a high demand 

for this school in the country. There were 82 students enrolled the first year 

and 775 by 1971-72. 

The organizational structure of the various secondary schools in 

Kuwait follows the same basic plan. Every school has a principal, an assistant 

principal, department chairmen, a faculty, and other staff that operate the 

school. All these people are appointed by the Ministry of Education. The 

principal is responsible for all the matters in the school. 

The ministry makes most of the decisions, which leaves the princi

pal relatively powerless. The decision-making process is often inefficient due 

to the fact that the principal must consult the ministry on almost every issue. 

Additionally, decision-making is often complicated by personal relationships 

that may exist between educators and persons in the ministry. Sometimes 

faculty members or other staff have more powerful, private connections with 

the ministry than the principal. The decision-making process is often unclear. 

As the head of a school, the principal arranges a meeting at the 

beginning of each school year to set up the schedule and all the activities that 

the school will carry out. Most of these meetings do not include teachers, but 
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do include the principal, assistant principal, department chairmen, and other 

personnel that work in the administration of the school. The principal's other 

duties focus on teacher evaluation, scheduling for the staff, and! implementing 

all ministry decisions. As noted by A1 Mohaini (1974, p. 80), "Many princi

pals and assistant principals were critical about over-centralization and hence 

suggested more autonomy for each school unit.fl 

The assistant principal's responsibilities are concerned with such 

administrative matters in the school as providing transportation for the stu

dents , dealing with discipline in the school, and maintenance of school facili

ties. He is also in charge of food service and supplies for teachers and stu

dents. Moreover, the assistant principal consults with parents and teachers in 

various matters that concern students. 

There seems to be some doubt as to the effectiveness of the 

administration since there is "a widespread belief that top educational positions 

are in the hands of incompetents; this is partially due to the increasing use of 

favoritism and nepotism in the filling of positions" (A1 Mohaini 1974, p. 87). 

Each department chairman presides over the large departmental 

workroom, shared by all the teachers in his area. He meets with his teachers 

regularly to discuss educational matters and is the liaison between faculty and 

administration. He carries demands or complaints from the teachers to the 

principal. He participates with the principal in evaluating the teachers. On a 

regular basis he checks with the teachers in the department about the curricu

lum, and he also sets up final examinations for the various levels in the school. 
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The department chairmen, however, and the teachers have little say in actual 

curriculum planning; this is done by the ministry, as is textbook selection. 

Teachers in the secondary schools of Kuwait are mostly non-Kuwaiti. 

Only 399 out of 4,871 teachers in the secondary schools in 1978-79 were 

Kuwaiti (Central Statistical Office Planning Board 1979, p. 338). Teaching 

has not been an attractive profession for Kuwaitis. The teacher in the school 

functions according to the rules and regulations of the school, which are 

derived from the ministry. He is the authority in the classroom, but teaches 

what he is told. He does not participate in curriculum planning. Teachers 

have very little contact with administrators, and Information is almost always 

sent to them by their department chairmen. 

The average teaching load is 14 to 16 class hours per week, plus 

additional duties such as grounds supervision, councils, and clubs. In general, 

teachers in the mathematics, chemistry, and physics departments carry a 

heavier teaching load than others and have fewer extra duties. There Is a 

considerable salary disparity between Kuwaiti and non-Kuwaiti teachers. 

"Kuwaiti teachers receive a higher salary, and this discriminatory practice 

may very well cause psychological scars and negativism among non-Kuwaltl 

teachers" (A1 Mohaint 1974, p. 91). 

The classroom organization in the secondary schools of Kuwait 

differs from that in the United States. Kuwaiti classrooms follow a British 

model. In a single classroom there are approximately 30 students, and the 

teachers move from one classroom to another. When not meeting classes, 
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teachers to share table space in this area, and the chairman is usually 

present. Private conferences are difficult, if not impossible. Student class

rooms are usually segregated by grade, and grade levels are housed on 

separate floors. Students select their seats and remain there for the year. 

Kuwaiti classrooms look traditional; there are desks, chairs, and 

blackboards. There may be some posters designed by students. Other mate

rials needed for lessons are brought by the teacher from his department. The 

lessons are 45 minutes long, and there are five minutes between classes for 

the teacher to change from one classroom to another. 

Teaching methods in Kuwait are largely restricted to lecture or 

question-response. The teacher presents information, and the students return 

it. Diversification of methods to suit various learning styles is not present in 

the secondary programs. As mentioned before, the emphasis In Kuwait's edu

cation is on the acquisition of knowledge and information rather than on assist

ing the student to develop his skills and discover his potentials. 

The current curriculum in the schools of Kuwait is content-centered. 

The textbook plays a major role in the learning process. Teachers in the 

schools have the curriculum planned by the Ministry of Education, and they are 

responsible for teaching all the content in a certain period of time. Most of 

the teachers devote their time and energy to transferring what is in the text

books to the student's brain. The curriculum has become the main concern of 

the ministry, to the exclusion of attention to students' Individual needs and 
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Interests. Since subject matter mastery is of such importance, students 

often have four to six hours of homework daily, depending on their age and the 

types of courses they take. Conflicts with other activities, such as sports, 

are not uncommon. Many students have no time to do anything but school. 

The lecture method is the predominant method used by teachers in 

the schools of Kuwait. Typically, teachers divide the school year according to 

the textbook chapters that they should cover. It is assumed that the whole 

school's primary concern is the curriculum. This method focuses almost 

entirely on the teacher in the learning process. In a 45-minute period, most 

of that time is taken up by lecture, generally without any aids other than the 

blackboard. A system such as this, reliant on only one type of teaching 

method, tends not to meet the needs of all students because "they vary in abili

ties, interests, and previous experiences" (Fantlni 1973, p. 131). "Such 

differences as these concern educators, since these factors affect a student's 

level of achievement and should influence the methods, materials, and the 

activities used" (Fantini 1973, p. 131). 

Tests and examinations are the popular means for evaluating the 

students. The student Is responsible for knowing all the information in the 

textbook so he may pass from one grade to another. A common complaint 

among students is the lesson load. The average graduation requirement is 40 

lessons per week, and the students have no choice in selecting classes 
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(Ramadan 1975, p. 263). There appears to be certain issues in the educational 

process in the secondary schools of Kuwait which will require much further 

examination. 

The teacher is limited in selecting the appropriate experiences for 

his students. Despite the differences among the students, the teacher must 

cover the entire textbook in one school year, regardless. There is a lack of 

sufficient facilities and audio-visual materials to aid the teacher. Even though 

the Department of Audio-Visual Services provides films, maps, projectors, 

and other educational aids, the workings of the department tend to be disorgan

ized and unproductive. As noted by A1 Mohaini (1974, p. 79), "This depart

ment is ineffective, and they criticized it in respect to being overstaffed, not 

operating economically and efficiently, and not employing an adequate number 

of well-educated Kuwaitis. " Teachers are not updated with the latest in the 

field of education. Moreover, the majority of teachers in the secondary 

schools lack teaching certificates. There are no statistics available for the 

entire teacher population in Kuwait, but an extensive study of female teachers 

revealed that 392 (30.15 percent) out of 1,300 were certificated (Ramadan 

1975, p. 262). 

In an attempt by the Ministry of Education to improve educational 

facilities and teaching methods, video equipment and methods were introduced 

in 1973-74 (Ministry of Education 1976a, p. 9). The initial materials were 

presented to five schools for ninth-graders. The materials were limited to 

the areas of social studies, biology, and mathematics. Li 1975-76, the video 
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program was operating in most of the secondary schools with the exception of 

three, due to technical problems,, Moreover, in the same year, the tenth grade 

was excluded as part of the video program (Ministry of Education 1976a, p. 10). 

Apparently, the ministry officials should concern themselves with 

improving teacher competency because of its marked effects on the students1 

learning. There are various means to improve that, the least of which is by 

assuring more autonomy to the school unit and more freedom given to the 

administrators and teachers in the schools. Perhaps one of the critical issues 

that should be focused on is teacher-student relationships. 

According to the data gathered and the experience of the researcher, 

the teacher-student relationship is not encouraging. This relationship is based 

on learning more than developing human relationship. The teacher is the 

authority in the classroom and is viewed as the resource person. If any con

tact exists between the teacher and the student, it is strictly limited to the 

traditional classroom setting, and beyond that, no contact exists. 

There seems to be a gap between the teacher and his students. 

According to a survey conducted by Ramadan (1975), 75.5 percent of the 

responding population felt that teachers did not care about students' problems. 

In addition, the study indicated that one of the most important problems facing 

students in the secondary school is how to cope with the school environment. 

The students view coping with the school environment as: (1) the fear of exams 

(71.41 percent); (2) the irrelevance of some subject matter (61.36 percent); 

and (3) the various means that the teachers use to punish the students 



(60 percent) (Ramadan 1975, pp. 194-195). These results have been limited 

to girls' schools, but are revealing of the general conditions and performance 

in Kuwaiti schools. In fact, there are some rules and regulations that limit 

the students' freedom in the schools. Certain clothes are required. Schedules 

are strictly adhered to. Any deviance from procedure brings punishment, and 

on some occasions, physical punishment occurs. Students have no grievance 

procedure, and if questioned, are assumed to be in the wrong. 

Summary 

Educational programs need to be sensitive to the cultures in which 

they function. In summary, several major points concerning the history and 

background of the country of Kuwait were reviewed in this chapter. Kuwait is 

both an Arab and a Moslem country. Economically, it has experienced tre

mendous growth and consequent social change since the discovery of oil in the 

1930s, and particularly in the last two decades. At present, the country is 

dependent upon a large foreign labor force. The educational system in Kuwait 

was adopted from British and Egyptian models and was not initially designed 

specifically to serve the native population. Additionally, many educators in 

Kuwait come from other countries and tend to work in the country for only a 

few years before returning to their homes. Finally, the Kuwaiti government 

has shown itself to be deeply interested in the development of an educational 

system that would meet the needs of its people. 



CHAPTER 3 

REVIEW OF RELATED LITERATURE 

Introduction 

While there is a considerable amount of literature on alternative 

education, these descriptions vary in their terms: free schools (Grauband 

1972; Kozol 1972); schools-without-walls (Bremer and von Moschzisker 1971); 

schools of choice (Fantini 1973). The most common term is the alternative 

school puke 1978, p. 4). There are as many definitions for alternative 

schools as there are programs, but in its broadest sense, "an alternative 

school simply is a school accessible by choice* not assignment" (Duke 1978, 

p. 4). 

This review of literature is organized into three major categories: 

(1) philosophy; (2) structure; and (3) function. These categories serve as 

organizational constructs and are not intended to be entirely discrete. Under 

each category, several sub-categories are discussed. Additionally, a series 

of examples illustrative of various ways alternative schools function are 

presented. 
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Freedom 

Many alternative school concepts are based in some way on freedom 

(Bremer and von Moschzisker 1971; Weinberg 1975; Grauband 1972; Goodlad 

1972; Holt 1972; Kozol 1972; Neill 1977; Fantini 1973). As stated by Grauband 

(1972, p. 352), "The basic theoretical concept is naturally freedom . . . that 

children are naturally curious and motivated to learn by their own interests 

and desires." This educational assumption declares that freedom is the key to 

learning and the development of the learner. As noted by Grauband (1972, 

p. 14): 

The hope (and claim) is that free children will be self-motivated, inte
grated, able to seek out the learning they need in order to pursue inter
ests that are truly their own, and, when they become adults, capable of 
choosing a way of life and work on the basis of considerations flowing 
from inside, rather than being ruled by externally imposed standards and 
goals. 

Many alternative philosophies are based on the idea that freedom of 

one type or another can assist the learner in developing his potential and 

increase his ability to select the appropriate learning experiences that will 

help in solving his problems and will have a meaning for him. As stated by 

LaBelle (1975, p. 30), "The main principle underlying these alternatives is the 

individualization of experiences by making them meaningful to a particular indi

vidual or population or to the resolution of a particular problem." 

Mario Fantini (1976, p. 385), a leading educator in alternative 

education, noted: 
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Freedom is a process, a continuum through which an individual gains the 
abilities and makes decisions based on his own desires and the realities 
of the environment he finds himself in. It involves learning how to relate 
to others, finding real work to do, and understanding the society we live 
in. 

It is assumed that when freedom exists, learning will be more 

meaningful and joyful. "The general notion surrounding free schools Is that 

children are naturally curious and motivated to learn by their own interests 

and desires" (Grauband 1972, p. 67). Similarly, Carl Rogers (1969, p. 158) 

summarized the meaning of learning to the individual: 

Significant learning takes place when the subject matter is perceived by 
the student as having relevance for his purposes. A somewhat more 
formal way of stating this Is that a person learns significantly only those 
things which he perceives as being Involved in the maintenance of an 
enhancement of his own self. 

As learning is an individual concern, freedom is a right for the indi

vidual to pursue. Weinberg (1975, p. 66) stated, "Freedom, as a supporting 

notion for educational alternatives, is conceived of as the natural state of 

human kind, and freedom of choice is a moral right, even responsibility of 

each student." 

As the concept of freedom Is explored In the literature, a more 

complete description of the basic elements in an alternative program emerges; „ 

an alternative school "values diversity, it is democratic, it embraces human 

growth and development, and is unswerving in its recognition of individual 

worth" (Fantini 1973, p. 43). Moreover, it is a school where learning occurs 

without imposition on the learner. "It is a school of total freedom, where, 

when, and if you learn anything, it is your achievement, because to learn 
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anything in this school you have to get up and get into a group and listen all by 

yourself. There is no system that is set up for you like in regular school" 

(DeTurk 1978, p. 39). 

The learner In the alternative schools has a great deal of responsi

bility for his education. "The free school alternative enables each learner to 

orchestrate his own education. The learner has complete freedom to select 

and use his own resources (of which the teacher is only one), whether these 

are in the school or not" (Fantlni 1973, p. 48). While not all alternative 

schools allow learners the "complete freedom" described by Fantlni, choice 

among learning resources or methods seems to be a common characteristic. 

Choice 

The concept of freedom Is closely linked to that of choice In the 

literature. Some alternative philosophies seem to advocate unlimited choice, 

while others suggest guided experience; but the idea of choicing is widely 

recognized as significant. It Is assumed "that students cannot make intelligent 

choices in life unless they are exposed to a broad variety of learning experi

ences" (Duke 1978, p. 29). Moreover, providing choices may have psycho

logical impact in the learner's behavior. "Students who have a choice In 

selecting their style of education and to some extent, the content, are happier 

and better performers" (Broad 1977, p. 18). 

Carl Weinberg noted the results of people making decisions regard

ing their own learning. He stated: 
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Psychological growth occurs when people gain confidence in their ability 
to make decisions on their own and discover that freely made choices 
allow them to move in directions that are compatible with their interests 
and personal styles of learning (Weinberg 1975, p. 63). 

The concept of choice seems valuable In and of itself, as well as a 

methodological tool for reaching a broad number of learners. "Different stu

dents have different needs and learning styles which require multiple or alter

native educational approaches" (Fantlni 1976, pp. 256-257). Not only do stu

dents differ, but, as stated by Glatthorn (1975, p. 7): 

Learning is of diverse sorts. No type of teacher, method, or climate is 
inherently superior. Thus a range of teachers, methods, or climates 
will better respond to the varied needs of students In mastering different 
types of learning. So the solution ... Is multiplicity, diversity, and 
choice. 

Additionally, many alternative philosophies not only advocate learner choices, 

but also recommend outside assistance for the student in expanding these 

choices. The term "expanding choices" suggests the gradual development of 

an array of choices, one of which the learner ultimately chooses as satisfying 

to his interests and purposes. As Fantini (1976, p. 21) suggested, "If one 

option doesn't work out, the child has a right to another, and if necessary, 

still another." 

Participation 

As the alternative school provides choices and help in expanding 

these choices, it is assumed that these choices will be carried out with the 

full participation from the learner. As noted by Ulich (1971, p. 16): 
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Only actual participation constitutes socially valuable learning, a parti
cipation by the learner in every stage of the learning process, including 
not only a free choice of what is to be learned and how it is to be learned, 
but also a free determination by each learner of his own reason for living 
and learning—the part that his knowledge is to play in life. 

A common assumption is that a learner in the school will learn more 

when he is involved in a learning process that concerns his growth and develop

ment. Research indicates that students, when participating in designing their 

own learning, tend to function in society more appropriately: 

Districts with alternatives that have been in operation for several years 
have found that students who have grown up with the idea of choosing 
their own programs and setting their own goals make more responsible 
and more effective choices with experience (Broad 1977, p. 68). 

Carl Rogers (1969, p. 162) added, "Learning is facilitated when the student 

participates responsibly in the learning process." 

To a degree, alternative school philosophies assume that education 

of the children Is a concern for all the parties relating to the child. The 

parents, with the student, often have the opportunity to participate in selecting 

the quality of education that their children will have. Some authorities think 

that most parents who prefer to send their children to alternative schools, or 

any school not classified as conventional school, are the former youth who 

related to the student movements of the 1960s (Grauband 1972, p. 72). More

over, many alternative schools were started by young parents who, after a 

period of time, became teachers in these schools (Grauband 1972, p. 72). 

Therefore, the education of the children Is a concern of several parties, as 

shown In the objectives of Berkley Unified District Schools, a district which 

has five alternative programs: 
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To establish and develop through the process of student, staff, and com
munity involvement and participation an educational system that will value 
and use the innate abilities and individual interests of each child in ways 
that will challenge, motivate, and equip him to be responsible for his 
own well-being and that of the society in which he lives (Fantinl 1973, 
p. 113). 

Duke (1978, p. 28) expanded on the idea of participation as one of 

the elements of alternative schools, recognizing as important "a firm belief in 

democratic processes, specifically where students and parents, as well as 

teachers, participate in the governance and administration of the school." 

Moreover, Duke pointed out the significance of participation in the decision

making process in the alternative school: 

Contemporary alternatives generally minimize or reject entirely many 
of the trappings of bureaucracies: centralization of authority, specializa
tion of function, and standardization of procedures. ... In public alter
natives on the other hand, increased participation In decision-making is 
achieved largely through a reduction In the power of administrators and 
an increase in the opportunities for faculty members and, occasionally, 
students to influence school policies (Duke 1978, p. 61). 

What Is beginning to emerge is an educational setting in which the 

learner is encouraged to have a large degree of control over many, if not all, 

aspects of his learning processes. 

Relationships 

While freedom, choice, and participation are principles in the alter

native school concept, the literature indicates that the philosophy underlying 

personal relationships in these programs is significantly different than that in 

conventional schools. A common assumption Is that students can be more 

productive when they learn in an environment that Is based on mutual 
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relationships with teachers and peers. Barnes (1977, p. 57) observed that, 

"As we experienced productive relationships with others, we would come to 

realize over time that the contact between us had led to various experiences 

which made our lives seem more worthwhile, richer, more significant and 

zestful." 

Writers in alternative education concur in their descriptions of 

personal relationships. Duke (1978, p. 46) called for "democratic relations 

in which teachers relate to students in an informal, particularistic, egali

tarian way." Similarly, Kohl (1969, p. 22) described the hoped-for atmos

phere as "a democratic classroom where pupils and teacher find ways of 

functioning together without invoking arbitrary or absolute authority." Barnes 

(1977, p. 57) provided more insight when he stated, "Democratic processes 

to us were: warm, personal, equal, and productive relationships . . . where 

each person sees himself as having expanding choices." 

Writers in alternative education seem to believe that relationships 

between students and teachers are as important as curriculum. As Riordan 

(1972, p. 34) stated, "Informal relationships between students and teachers 

and shared decision-making were as important for student learning and growth 

as the structured learning units." Smith, Burke, andBarr (1974, p. 48), pro

ponents of alternative schools, extended this idea when they stated: 

In schools, particular programs or arrangements or organization pat
terns are not important. The important thing is the human element . . . 
teachers who combine a sense of humanity and justice in dealing with 
young people with the requisite knowledge and teaching skills. 
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Additionally, "personal relationships also seem easier to come by in a school 

of fifty than they do in a school of 4,000" (Glatthorn 1975, p. 9). 

While many authorities view close personal relationships in school 

as valuable in and of themselves, some see them as at least a partial solution 

for problems that occur in conventional schools. Hiordan (1972, p. 24) 

averred that, "The kind of human relationships they envisioned not only would 

evolve easily and naturally at the school, but such relationships would oblit

erate many problems that exist in regular schools." Wilson (1977, p. 85), 

reporting on an on-going program, stated: 

The absence of behavioral expectations that are imposed through tradi
tional roles resulted in an informal atmosphere in which staff and stu
dents felt more at ease to discuss subjects formerly "off limits," like 
personal problems or the school administration. . . . The new kind of 
relationships had beneficial effects on both teachers and students and 
seemed to be serving educational purposes. 

The quality of our relationships, then, is seen by many thinkers as 

an extremely important factor in how we choose to act. The idea that learning, 

as a chosen act, is connected to relationships, was expressed by many, 

including Carl Rogers (1969, pp. 105-106): 

We know—and I will briefly describe some of the evidence—that the initia
tion of such learning rests not upon the teaching skills of the leader, not 
upon his scholarly knowledge of the field, not upon his use of audio
visual aids, not upon the programmed learning he utilizes, not upon his 
lectures and presentations, not upon an abundance of books, though each 
of these might at one time or another be utilized as an important 
resource. No, the facilitation of learning rests upon certain attitudinal 
qualities which exist in the personal relationships between the facilitator 
and the learner. 
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Thus far, the philosophical backgrounds of the alternative school 

concept have emphasized several concepts. First, freedom is seen as both 

natural and essential in the learning process. While freedom in learning is 

highly valued, it is the type that encourages responsibility rather than evades 

it. Second, the idea of choice emerges from the literature as a basic element 

in alternative philosophy. Third, the concept of full learner participation in 

all aspects of the learning process is mentioned. Finally, the importance of 

personal relationships is seen as highly significant by many thinkers. 

The Structure of Alternative Schools 

Many critics of so-called open schools have often mistaken lack of 

conventional forms for lack of structure. The literature concerning alterna

tive schools indicates a difference in structure rather than an absence of it. 

The excitement over freedom found in the literature dealing with philosophies 

of alternative education does not imply a disregard for structure, but, as 

Dewey (1916, p. 305) pointed out, freedom "designates a mental attitude11 

which includes "leeway of movement in exploration, experimentation, applica

tion, etc." This type of mental attitude does not develop well in a structural 

void: 

As there is no life without structure, so there is no life without con
straints. We are all and always constrained, bound in, limited by a 
great many things, not the least of all the fact that we are mortal. We 
are limited by our animal nature, by our model of reality, by our hopes 
and fears. It is useless to ask if life without constraints would be 
desirable. The question is too iffy even to think about—what is impor
tant is not whether there are limits but how much choice we have within 
those limits (Holt 1972, pp. 17-18). 
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The point is not in doing away with structure, but in locating alter

native structures. As stated by Holt (3972, p. 19), "The structure is flexible, 

dynamic . . . organic, internal. It grows out of the needs and abilities of the 

children and teachers themselves." Since a major philosophical element in 

approaches to alternative education is freedom in selecting appropriate experi

ences according to students' interests, then structure can be built around those 

interests. 

Accessibility 

A basic factor in the structure of alternative programs is accessi

bility, by choice. "Most of the alternative schools connected with the public 

school system permit all interested students to apply, selecting by lottery 

those to be admitted" (Glatthorn 1975, p. 24). Bremer and von Moschzisker 

(1971, p. 13) described accessibility as follows: "The admission procedure 

for the Parkway program was simple. . . . The student had to apply. That is, 

he had to choose to come. He was self-selected." Students entering alterna

tive programs are seen as being like other youth. "Students were anticipated 

to be generally capable of succeeding in conventional schools. In other words, 

they were not considered to be subject to serious learning deficiencies, physi

cal handicaps, or major disciplinary problems" (Duke 1978, p. 75). In a 

survey by the National Alternative Schools Program (Broad 1977, p. 68), it 

was indicated "that only about 50 percent of the programs studied used a 

lottery of open admission process, 48 percent had defined specific criteria 
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for admission of students, and 37 percent relied on referrals of some sort 

as part of the selection process." 

Size 

In general, alternative programs are commonly designed on the 

basis of relatively low student-teacher ratios (Weinberg 1975). As Weinberg 

(1975, pB 57) observed, "This ratio is not always (actually seldom) a result of 

being able to afford more teachers; rather it derives from a different ap

proach to organizing learning." Moreover, Fantini (1976, p. 72) stated, 

"Many free schools refuse to expand beyond thirty or forty, fearing that some 

of the essential qualities of the free school atmosphere would be lost." 

The significance of small school size and small student body can be 

viewed in several ways. Fantini (1973, p. 78) observed that, "When small -

ness of size of the group is coupled with choice of educational environment for 

child, parent, and staff, a giant step toward humanistic education has been 

taken." Moreover, Grauband (1972, p. 352) stated, "These schools are 

usually very small; in absolute numbers of participants—students, parents, 

and staff—the phenomenon is very limited, but their public impact and 

symbolic significance are relatively great." 

Staff 

Alternative educational programs generally differ from conven

tional ones in the structure of the staff. Duke (1978, p. 82) pointed out that 

"teaching staffs range from one or two full-time teachers in the smaller, 
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non-public elementary alternatives to sixty or more in the larger public high 

school alternatives." Usually the alternative staffs are headed by a coordina

tor, headmater, or director, who is in charge of the school, arranges meet

ings, and performs as any other member of the school does (Duke 1978, p. 62). 

Many alternative school faculties, especially those in non-public 

programs, are structured differently than the usual subject area organization 

comprised of certificated personnel.. As stated by Jennings (1976, p. 163), 

"Teachers were selected for the open school on the basis of interest, compe

tence, and educational philosophy—a distinct advantage over reassigning or 

retraining a traditional staff. " Glatthorn (1975, p0 23) observed that most 

alternative schools use "a small core staff of certificated teachers supple

mented with a variety of non-certificated volunteers and part-time, paid 

help." 

Generally, alternative programs seem to recognize that there are 

other qualities besides the teaching certificate that are worthy of considera

tion in designing staff. Duke (1987, p. 85) stated, "The only characteristic, 

in fact, that is common to almost all people seeking employment in non

public alternative schools is a vaguely articulated belief that learning can be 

relevant, exciting, informal, and child-centered." Glatthorn (1975, p. 150) 

was able to be a bit more specific in his description: 

In many alternative schools the people doing the staffing have put aside 
conventional notions about who is needed to staff a school and have 
focused instead on the needs of all youth—and have found some new 
ways of responding to those needs with some different kinds of people,, 
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Bremer and von Moschzisker (1971, p„ 59) summarized, "The particular 

virtues sought in potential Parkway teachers were not dealt with by state 

certification procedures but were general human qualities, managerial skills, 

emotional stability, and, above all, the capacity to learn." 

In addition to on-site and full-time staff, alternative programs 

generally make use of a wide variety of community resources. Volunteers, 

parents, professional, and tradespeople, graduate students, artists, aides, 

and others often share in teaching: and other staff activities.11 Duke (1978, 

p. 147) pointed out: 

Volunteers represent an additional source of teaching personnel for 
public and non-public alternative schools. Without parents, volunteers, 
college students, student teachers, and community resource people, 
many low-budget alternatives would be unable to provide the indi
vidualized instruction and personalized attention on which they pride 
themselves. 

* 

Generally speaking, those people who teach in alternative schools 

are involved in governing the school and in accomplishing the goals and objec

tives which the schools set up (Duke 1978, p„ 61). 

Curriculum 

There is no standard curriculum in the alternative schools that is 

thought to be basic for learning. Affirmation of this concept is that curricula 

are commonly structured in terms of the students' interests and needs. 

Glatthorn (1975, p. 25) stated, "The free schools argue that their curriculum 

is rightly built around students' interests and the staff competencies. " Smith 

and Orlosky (1975, p. 22) expanded on this notion, saying, "The significance 
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of alternative school curriculum is based not upon the acquisition of new 

learning or new information, but rather the attachment of new meanings to 

information. " What seems to emerge from the literature is an interest in 

structure wherein "the focus is not upon teaching, but on the facilitation 

of self-directed learning" (Rogers 1969, p„ 304). These experiments in a 

new type of structure directly contrast with the more familiar but less than 

satisfying forms outlined by Rogers (1969, p. 5): 

Prescribed curriculum, similar assignments for all students, lecturing 
as almost the only mode of instruction, standard tests by which all stu
dents are externally evaluated, and instructor-chosen grades as the 
measure of learning. 

Rogers seems to be calling for a curriculum wherein the organization and 

presentation of materials and activities is closely connected with the interests 

of the learner. As Glatthorn (1975, p. 98) observed, "Even though the alter

native schools have not found any single curricular answer to their instruc

tional problems, they have opened up new territory, explored new approaches, 

developed new courses." However, many alternative schools, at the same 

time, offer standard courses in science, mathematics, and foreign languages 

in response to requests from parents and students (Glatthorn 1975, p„ 26), 

The structure of curricula in alternative programs often differs from the con

ventional, not so much in content as in presentation—presentation that 

accounts for learner differences. Alternative curricula can and do provide 

courses that develop specific skills required to survive in the contemporary 

world (Glatthorn 1975, pQ 104)o 
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The major differences in presentation of content between conven

tional and alternative schools can be identified in two areas: individualization 

of instruction and utilization of the community as a learning resource (Duke 

1978; DeTurk 1974; Glatthorn 1975; Fantini 1973, 1976; Grauband 1972; 

Bremer and von Moschzisker 1971; Goodlad 1975). 

Individualized Instruction,, Alternative schools in general view the 

learner as a unique person, assuming "that each person has his own unique 

set of values, goals, learning styles, learning time, system of self, self-

esteem, interests, and ways of actualizing himself at the secondary school 

level" (Hall 1979, p. 24). Individualized instruction: 

may mean that students are free to progress at their own rate, but that 
all students are exposed to the same sequence of materials and the same 
instructional methods. Or it may mean that students are allowed to 
pursue some instructional objectives unique to their own interests and 
abilities. In still other cases, students go through the same curriculum 
at their own pace, but are allowed to choose among activities and to 
demonstrate mastery in different ways (Association for Supervision and 
Curriculum Development 1980, p. 1). 

Clark and Kadis (1971, p. 1) referred to individualized instruction "as a 

process for accommodating each student's needs through the provision of a 

variety of alternative ways to learn at a rate of speed that is comfortable. " 

Moreover, Clark and Kadis (1971, p. 8) added, "Individualized instruction is 

not just a method or procedure or a way of organization. It is a philosophy of 

teaching based on responding to the needs of individual students. " This 

common assumption supports the observation that students vary in abilities, 
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interests, and previous experiences. These differences will influence the 

teaching styles, the materials, and the activities used. 

Individualized instruction also means that every individual selects 

his own learning in his own way and at his own speed. As Fantini (1973, 

p„ 131) stated, "Individualized instruction generally means the right of every 

individual to acquire an education within the school system in his own way and 

at his own rate of learning.11 

The significance of individualized instruction is that it may increase 

learning options, create different learning environments, and place the stu

dents in a position that whatever selection the student makes, it will have 

meaning to him. LaBelle (1975, p. 30) pointed out, "The main principle 

underlying these alternatives is the individualization of experiences by making 

them meaningful to a particular individual or population or the resolution of a 

particular problem." In addition, Clark and Kadis (197], p„ 1) summarized 

the role of individualized instruction in the learning process when they stated: 

Individualization of instruction, with its emphasis on meeting the needs 
of all students with their varying abilities, backgrounds, and aptitudes, 
provides a challenging way to increase the options that are available in 
providing the best possible learning environment for all students. 

Community as a Learning Resource,, Almost all alternative schools 

actively support the notion that learning does not occur only in the classroom, 

but also in the community. Smith, Burke, and Barr (1974, p. 21) stated, 

Alternative schools are providing a variety of places in addition to the formal 
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classroom as a means of curriculum expansion.M Schools are part of the 

community, and it is desirable that students have at least an awareness of 

what is there. Dewey (1968, p. 145) outlined the issue as follows: 

Much of the present education fails because it neglects this fundamental 
principle of the school as a form of community life. It conceives the 
school as a place where certain information is to be given, where cer
tain lessons are to be learned, or where certain habits are to be formed. 
The value of these is conceived as lying largely in the remote future; 
the child must do these things for the sake of something else he is to do; 
they are mere preparations. As a result, they do not become a part of 
life experience of the child and are not truly educative. 

A common goal for many alternative programs is full participation for youth 

in the life of the community. Glatthorn (1975, p. 116) stated; 

Community-based learning, when conducted with sensible safeguards, is 
an excellent way of strengthening school-community relationships. . . 0 

Community-centered learning reduces in-school pressures. , . „ Com-
munity-based learning is real learning that makes more important, 
carries greater weight, and provides deeper insights than the artificial 
learning of the classroom. . . . Skillful teaching is required to integrate 
the community-based learning with the academic and to help the student 
make some sense out of his raw experience. 

Writers in alternative education tend to value learning in the community as 

innately more "real" than learning divorced from it. Riordan (1972, p. 31) 

stated, "The human and physical resources of the city create the best environ

ment for a high school education.11 On a practical level, there are extensive 

amounts of learning materials in the community that can augment those 

existing in the school sites. Additionally, some educators feel that conven

tional schools can somehow set themselves apart from the fabric of the 
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community as a whole, so that by using the community as a learning resource, 

"alternative schools are bringing the community back into the curriculum" 

(Smith, Burke, and Barr 1974, p0 27). 

Philadelphia Parkway, one of the oldest alternative schools in the 

United States, is based on learning in the community. As Bremer and von 

Moschzisker (1971, p. 25) stated: 

Among the beliefs upon which the program is founded is the conviction 
that education must become more open. The most important result of 
this belief is to remove the students from the conventional rectangular 
boxed school building. To learn about the community, one must get out 
into the community. 

According to Baker (1976, p. 125), who supported the same concept, "Opening 

up schools by creating curricula in the community and as a part of the com

munity constitutes the essential mode of this new educational concept." 

The significance of using the community as a learning resource can 

be summarized in two aspects. First, community-based learning programs 

can reduce disparities between the educational system and the community. As 

DeTurk (1974, p. 22) pointed out, "The alternative school will thus endeavor 

to eliminate the boundaries that traditional schools tend to develop—boundaries 

between schools, between parents and school, between subjects, between 

training and experience, between time schedules, between classrooms. " 

Secondly, it may enhance the teaching-learning process. As Williams (1975, 

- p. 8) observed: 

For example, community resources can: encourage learning by 
inquiring and discovery . 0 „ become a bridge between the work of the 
school and the work of the world outside . . . strengthen motivation for 
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learning . . . provide opportunity to learn out in the workaday world 
o o • extend the range of learning experiences . . . provide change and 
variety . . . improve the effectiveness of other instructional materials 
, . . build respect for people and for excellence whenever it may be 
found. 

Evaluation 

Evaluative procedures in alternative schools aTe usually different 

than those in conventional schools. In many alternative programs, the stu

dent is a participant in the evaluation process. As Glatthorn (1975, p. 77) 

stated: 
i t 

The evaluation system should be self-initiated. The student should pro
pose the manner in which the work will be evaluated. The alternative 
learning counselor will assist the student in proposing an evaluation 
process that makes sense in terms of the learning task and the student's 
method of completing that task, but it will be the student's job essen
tially. to identify the evaluation procedures and instruments. 

The evaluation process is developed on the basis of person-to-person contact, 

which means that the student and the teacher establish the form of evaluation 

that will satisfy the student. Often, the student works with the teacher to 

complete objectives stated in a learning contract. Moreover, students are 

generally not compared with their peers in competitive ways,, As the 

Community School of Philadelphia stated in its evaluation procedures: 

At the end of each quarter, students receive a written evaluation from 
each of their instructors. The evaluations are designed to help students 
determine their strengths, weaknesses, and personal progress. Stu
dents are not rated or compared with their peers; rather they are judged 
critically against themselves—given their aptitudes, interests, and 
previous performance (Duke 1978, p. 48), 
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Evaluative procedures in many alternative schools differ from those 

in conventional schools in another way; alternative schools offer a variety of 

procedures in the evaluation. Duke (1978, p. 48) pointed out: 

Schools can select from one or more of the following methods: conven
tional report cards containing alphabetical or numerical grades, written 
observations and student portfolios containing examples of their work, 
parent-teacher conferences, student-teacher conferences, and parent-
student-teacher conferences. Schools also may opt not to record or 
report student progress. 

Glatthorn (1975, p. 168) described additional variety in evaluation procedures: 

The student is given an option about the symbol used in the recording 
and reporting process. Although many alternative schools are using 
"pass-fail" or "credit-no credit" systems, most still utilize a letter 
grade option for students who want it. " 

The literature outlines evaluation structuring that involves not only 

students and teachers but also parents. Additionally, alternative schools tend 

to see evaluation as a process rather than an end result (Glatthorn 1975, 

p. 177). 

It is also relevant to the discussion to note that evaluation in the 

form of research findings indicates that there is no significant difference in 

the achievement levels of students in alternative schools and conventional ones. 

The Ford Foundation's evaluation of alternative schools, in its report, 

"Matters of Choice," stated: ,TWhere standard measures of achievement like 

test scores and college admissions are applicable, they show that alternative 

school students perform at least as well as their counterparts in traditional 

school programs—and usually better" (Broad 1977, p. 70). 
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In summary, the literature on alternative education with regard to 

structure outlines several points in which alternative programs differ from 

conventional schools. Research indicates that the differences are not so much 

in the principles of educational structure as they are in flexibility. Alterna

tive programs are generally accessible to all who choose to enter. They are 

almost always smaller in size than their conventional counterparts and have 

lower student-teacher ratios. Staffing in alternative programs reflects a 

commitment to broad human values and personal talents and skills as well as 

certification. Faculties often include persons of widely varied backgrounds 

and educational levels. 

Alternative programs vary in their curricular offerings, with the 

curricula typically structured around the needs and interests of the learner, 

with the concepts of individualized instruction and community-based learning 

playing a major role. Lastly, evaluative procedures can be of many types and 

are seen as a part of the learning process in which the learners themselves 

participate in design and application. 

The Function of Alternative Schools 

In that which follows, function is approached through the use of con

crete examples. First, three well-known alternative programs, each of which 

operates in its own unique fashion, are described in some detail. Then, a 

number of other such alternative programs are mentioned in individual para

graphs, with special features or highlights of the respective programs briefly 

detailed. 
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Example 1: Philadelphia's Parkway Program 

The Philadelphia Parkway Program is one of the oldest alternative 

programs in the United States. The program is based on learning and from 

the community. Bremer and von Moschzisker (1971, p„ 9) stated, "The whole 

program is based on the concept that education should be in the community, 

not just about the community. " 

The Parkway Program began in February 1969 and has been 

expanded since that period (Bremer and von Moschzisker 1971, p. 13). 

Bremer and von Moschzisker (1971, p„ 18) described the program: 

There are three units of the Parkway Program, each named after a 
letter in the Greek alphabet. Community Alpha, the original unit, began 
in February 1969; Community Beta began in July 1969; and Community 
Gamma began in September 1969. These three units were expanded 
slightly at the end of January 1970, at which time close to five hundred 
students enrolled. . . . Each unit was self-governing and responsible 
for its own day-to-day operation. 

In addition, each unit divided students and teachers into tutorial groups, 

headed by a group head. Bremer and von Moschzisker (1971, pp. 22-24) 

elaborated: 

The students were not the only members of a Parkway unit. Each unit 
had nine or ten full-time certified teachers, one of whom was appointed 
unit head by the director, in consultation with other members of the com
munity. . • . Once inside the program, however, every member of the 
unit, student and teacher alike, belongs to a basic social group called a 
tutorial. Each tutorial is made up of about sixteen students, one of the 
full-time, certified teachers, and one of the university interns. . . . 
The tutorial has as its academic function the development of the so-called 
basic skills. 

The students in the Parkway Program were selected randomly from 

various areas of Philadelphia. "The original Parkway student body was made 
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up of 120 students from the city public schools, 20 from the suburbs, and four 

from the parochial schools" (Bremer and von Moschzisker (1971, p. 17). The 

students were not assigned to classes or buildings. "When students entered 

Parkway, they entered a program, not a school, not a place—an activity, not 

a location" (Bremer and von Moschzisker 1971, p. 21). 

Students, however, within their groups, develop their own activities 

and learning patterns. At the beginning of the term, every community (Alpha, 

Beta, and Gamma) works on curriculum development. Bremer and von 

Moschzisker (1971, p. 211) stated: 

Every term each community . . . distributes a catalog which it has com
piled. Courses are listed, some of which are given by the full-time 
staff, including the secretarial staff, and others by members of the 
larger community. History of art might be presented by the art museum 
curator, probability by an actuary, gerontology by the director of a home 
for elderly, and so on. 

The Parkway Program is essentially an activity where groups of 

students plan and carry out events for the purpose of expanding the learning of 

group members. "There are no particular times and places which always 

seem to be the determining factors in schools; the commitment is primarily 

to learning and then to means of achieving that end (Bremer and von 

Moschzisker 1971, pp. 18-19). 

After students select the desired unit, they become involved in the 

community because most of the learning occurs there. The elements of free

dom, choice, and participation are evident in the structure and function of the 

Parkway Program: 
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Town meetings, held weekly or biweekly, provide the chance to meet and 
discuss matters of community-wide interest. Decisions can be consen
sual or consultative, the latter being the mode used when the decision 
appears to be primarily the province of one group or another within each 
unit. . . . Each student participates in town meetings, in tutorial, in a 
management group of his choice, and in faculty and institutional offerings. 
He chooses the faculty and institutional offerings on the basis of his 
interest, consistent with state laws and college requirements {Bremer 
and von Moschzisker 1971, pp. 211-212). 

The Parkway Program is unique. The student functions largely in the com

munity where most of his learning experiences occur. There are minimal 

boundaries between the school world and the rest of the world. Bremer and 

von Moschzisker (1971, p. 213) summarized: 

Parkway is a different type of Utopian community. Its success depends 
on the outside community offering its support. The city is a source of 
students, staff, meeting places, and courses. A public relations and 
information function is intrinsic to the program, since all its members 
"meet the public" as a matter of course, not just on "school night" or 
"salute the public day. " 

Example 2: Quincy High School II 

The Quincy High School II in Quincy, Illinois, is a school-within-a-

school plan that is based on students1 individual differences. The school has 
t 

five sub-schools which provide a variety of methods and instruction (Fantini 

1973, p. 130). Fantini (1973, p. 130) stated, "While all smaller schools will 

be seeking similar academic and personal goals, the learning activities and 

methods of instruction will differ, thereby providing several routes for stu

dents to attain common educational goals." 

The school serves 1,500 students in the eleventh and twelfth grades 

and has 80 teachers. Students, parents, and teachers have the option to select 
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experiences from five alternative forms of education {Fantini 1975, p. 31). 

The five alternative sub-schools, according to Fantini (1975, pp« 31-32) are: 

1. Traditional; Hie curriculum is composed of a series of academic 
courses—English, social studies, science, mathematics, etc. These 
courses are scheduled in six 55-minute periods. . . . The basic pat
tern is one of formalized structure for students and more learning 
responsibility for teachers0 

2o The Flexible School: In this sub-school, teachers are free to adapt 
methods of teaching to the styles of the learners. Modular sched
uling is utilized to allow grade flexibility in scheduling. The regular 
school day has sixteen 20-minute time periods. Every Wednesday is 
"Opportunity Day," in which the student has an option of pursuing his 
normal schedule or of participating in such activities as college 
preparation, testing, independent study projects, field trips, com
munity participation, and civic responsibility, etc.. 

3. PIE I Project to Individualize Education) School: At this school, 
teaching methods are designed to meet the style of learning of the 
student. Learning activities usually emerge from regularly 
scheduled student-teacher planning sessions. Wide use is made of 
experience outside of school. The student is encouraged to pursue 
field experiences, value clarification, communication, and career 
development. The student is expected to assume responsibility for 
his own schedule. 

4. Fine Arts School: This school creates an artistic environment, 
utilizing the arts as the medium for self and social development. A 
comprehensive program of study is offered. La addition to the 
standard fine arts activities such as music, art, drama, and broad
casting, this school emphasizes the academic disciplines. Tailored 
courses are developed, such as opera workshop, non-Western 
music, playwriting, scenic design and lighting, history of America 
as seen through the fine arts, and choreography. Emphasis is 
placed on individual and small group instruction, 

5. The Career School: The goal of this school is to enable each learner 
to develop his talents and to relate such talents to his role as worker. 
In addition to the normal academic subjects, the student spends time 
in coordinated work experiences in the community. The Career 
Resource Center in the school enables students to pursue individual 
concerns, including independent study, tutorial assistance, 
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laboratory work, etc. Graduation from Career School will mean that 
the student can proceed to a regular four-year college or to a two-
year technical junior college. 

These schools depend heavily on the teachers in planning the 

various programs. The five sub-schools have one administrator (Fantini 

1975, pp. 32-33). At Quincy, students have the option of selecting the school 

that will achieve their goals. Students may change from one sub-school to 

another. Selecting the desired school can encourage the students to become 

involved in the activities and to be responsible for their own learning (Fantini 

1975, pp. 33-34). 

Example 3: Pasadena 2001 
Alternative School 

The Pasadena 2001 Alternative School is a part of the Pasadena 

Unified District and affiliated with the University of Massachusetts National 

Alternative Schools Program, which supplies part of the staff. The school 

has 100 students, ages 4-17, randomly selected from 1,200 applicants, 

creating a balanced ethnic and socio-economic student body. It has a director, 

two certified teachers, interns and student teachers, parents and local volun-

teers, and paid hourly teachers (DeTurk 1974, p. 73). The basic notions 

behind Pasadena 2001 can be stated as follows: 

Differences in backgrounds require different "success contexts," and any 
alternative school needs to ask the question, "What is learning" and view 
the student as he views himself. An alternative school will be people-
oriented, learning-oriented, and production-oriented, and will thrive on 
diversity, open systems which eliminate traditional boundaries between 
schools, communities, teachers, students, and parents. It will be open 
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and integrate a wide variety of interests. It will plan for renewal and 
will provide a new system of governance (DeTurk 1974, pp. 20-24). 

These were the guidelines when Pasadena parents agreed that 

fostering a "joy of learning" was of top priority in their proposed alternative 

school. The resulting program offered classes that were flexible, variable, 

and organized around special interests (DeTurk 1974, p. 72). Students were 

evaluated according to academic and psychomotor growth and attitudinal 

development, and letter grades assigned to the credits earned only when 

required for an institution of higher learning (DeTurk 1974, p. 73). 

DeTurk (1974, p. 48) described how the learning occurs in 

Pasadena 2001 Alternative School in the following anecdote: 

In the Pasadena Alternative School, David and Greg learned math not 
because of expert math instructors, but because of special private trips 
to the park where they alone fought imaginary lions; because of their 
own post office where they operated a student information center, and 
because of hours spent at a parent farm and a parent cooking class where 
they planted, prepared, and ate not so imaginary food, and because 
school for the very first time was the very best place they could think of 
being. David and Greg, two nine-year-olds, one Jewish and one Black, 
learned their times tables because another student's mother devoted 
practically every day as a volunteer to bring them together, to make 
them happy, and to give them a sense of importance. 

Additional Examples of Alternative Schools 

The following alternative schools are briefly presented in an effort 

to illustrate the variety and features such programs encompass. 
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Hillcrest: A New Option 
for Secondary Education 

Hillcrest, an urban secondary school of 3,000 students in Queens, 

New York, has flexibility, options, pupil counseling, field work, non-graded 

instruction, and heterogeneous grouping, which were created as an example 

of new options for other schools in the district to follow (Salmon 1979, p„ 43). 

The program offers 600 different course offerings, including 30 in English 

and ten in foreign languages, and uses computer scheduling; students are not 

tracked, but mixed in non-graded classes (Salmon 1979, p. 43). Community 

experience is an important element at Hillcrest, and the school is licensed 

for a practical nursing program. Advanced programs include college 

preparation and career orientation in six areas, with field work included; 15 

percent of the students choose this option and go on to college in the chosen 

field (Salmon 1979, p. 43). 

Pupil counseling is an integral part of the program. Counselors 

handle student and parent relations and spend time getting to know each of the 

250 students assigned to them for the four-year period. Some teachers have 

problems adjusting to the variable time scheduling, and there seems to be a 

need for staff in-service to deal with such conflicts (Salmon 1979, p. 43). 

Concord High: An Experiment 
in Intensive Education 

Concord High opened in September of 1976. It is a back-to-basics 

school and is highly structured. The school has 300 students in the ninth 
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through twelfth grades, with seven faculty members. Students who apply are 

interviewed to ascertain their interest in the program and ability to benefit 

from the intensive approach (Killer 1978, p. 119). The school calendar is 

divided into four cycles of 45 days each. The students study one subject, 

English, science, math, or a foreign language in-depth for 45 days, with the 

exception of social studies, which is presented in the conventional manner. 

A typical day at Concord High might be English, or whatever inten

sive course is chosen, for two hours in the morning; social studies; a learn

ing community activity; small group work; lunch; and then English for one 

and one-half more hours in the afternoon (Killer 1978, p. 119). Students 

earn competency credits for levels of achievement. This ensures that their 

diploma reflects each student's mastery of a subject. If a student does not 

achieve "minimum competency," he is "recycled" through another intensive 

program (Killer 1978, p. 120). There is a faculty-student committee for 

student input on curriculum and other school matters. It has been found that 

self-discipline, maturity, and motivation are more important indicators of 

success here than intelligence at Concord (Killer 1978, p. 121). 

The Career Internship Program: An 
Experiment in Career Education 

This is an alternative program for 16- to 21-year-olds who have 

dropped out or are in danger of dropping out of school. It tries to help these 

students to complete high school, get occupational information, plan for a 

career, and improve basic skills ("Career Internship Program" 1979, p. 103). 
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Students apply to this program. Most of the students in the program from 

1972-1975 were from inner city high schools and were black and low-income. 

The program has three phases. Phase I improves student career awareness. 

It lasts for 21 weeks and includes English, mathematics, social studies, and 

science instruction. Phase n lasts from four months to a full year, according 

to the degree of student progress and how many units he needs for graduation. 

Students are exposed to two to four "hands-on" job experiences and to related 

academic and vocational courses. Phase m concentrates on the transition 

from school to work or higher education ("Career Internship Program" 1979, 

p. 103). 

Henet Junior High On-Campus 
Suspension Program 

This program, housed in a school with 1,300 students in grades 

eight and nine, is an experiment in supervised disciplinary action, in contrast 

to the traditional method of simply sending misbehaving youngsters home. 

The program is inexpensive; over half the salary for the additional teacher 

required for supervision is paid for by the money saved in average daily 

attendance income. Additionally, parents are positive about the program; 

they support the students remaining in school rather than being at home. 

A major strength of this program is that students are able to 

continue their learning rather than falling behind (Zimmerman and Archbold 

1979, p. 63). Students usually spend two days in the supervised room on a 

merit system and with a contract covering conditions to be met prior to 
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returning to regular class. Students are kept very busy and talking is 

allowed. Standardized testing, including the "Kuder Interest Inventory" and 

materials for mathematics, English, and values clarification assessment are 

used. During the supervising teacher's preparation period, students are 

assigned to another teacher and work outside on the campus grounds. The 

program emphasizes a positive approach to testing and the opportunity for 

examination of values and behavior (Zimmerman and Archbold 1979, p. 63). 

The alternative programs described in this section have variability 

as a common denominator. The Parkway Program, with the entire com

munity for a classroom, is perhaps the least conventional. The programs at 

Concord and Henet utilize elements of traditional education in non-traditional 

ways. In all of the programs, the needs and interests of the students play a 

major part in the determination of function. 

Summary 

This review of literature on alternative schools covered three 

major categories: philosophy, structure, and function. The importance of 

freedom, choice, participation, and relationships emerged as philosophical 

considerations in the first category. Secondly, the areas of accessibility, 

size, staff, curricula, and evaluation were reviewed as they related to the 

structure of alternative programs. The third category, function, was pre

sented in a series of examples selected from various descriptions in the 

literature. 



CHAPTER 4 

PARTICIPANT OBSERVER DESCRIPTIONS OF SELECTED 

ALTERNATIVE PROGRAMS: A SERIES OF CASE STUDIES 

In this chapter a series of case studies of local secondary school 

alternative programs -will tie presented, with a focus on the uniqueness of 

each program. These case studies will each be presented in the following 

manner; (1) a brief description of the physical facilities of each program; 

(2) a summary of the philosophical guidelines undergirding the program; 

(3) the structure of the program; and (4) the function of the program from the 

point of view of the participant observer. 

Cougar Alternative High School 

Physical Description 

Cougar Alternative High School was established in 1979 as a part of 

Cougar High School, in an area populated predominantly by upper-class Anglo-

Americans. The alternative program is housed in a former ranch building 

located approximately six miles distant from Cougar High School. 

The building consists of four quite spacious rooms and a kitchen. 

A large yard is available for student activities. The students and staff worked 

together to renovate the ranch facility during its first year, painting, 

92 
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constructing furniture, and landscaping the yard. There ia one director and 

four certified teachers, with 82 students. 

The students are mostly dropouts or potential dropouts from con

ventional high school. The program was established to provide the students 

the essential skills and vocational experience necessary to exist successfully 

in the community. According to the director of the school, the focus of the 

program is: 

. . .  t o  g e n e r a t e  a  h e i g h t e n e d  a w a r e n e s s  o f  t h e  v a l u e s ,  a t t i t u d e s ,  s k i l l s ,  
understanding, and behavior demanded by the community for entry into 
and success in any of hundreds of vocations or job clusters; and further, 
to teach those skills, attitudes, and behaviors in an experiential, action 
learning, highly relevant setting. Our goal is to keep potential dropouts 
in the educational mainstream until they perceive themselves to have 
sufficient skills and knowledge to become contributing members of 
society. 

Philosophy 

According to the school bulletin, the school's objectives are: 

1. To provide students with an alternative to dropping out of school and 
entering the job market as untrained and/or unskilled laborers. 

2. To provide vocational experiences in the community and school 
which assist students in the development of appropriate work skills, 
behavior, attitudes, values, etc. 

3. To provide content area instruction which is directly related to 
vocational experiences in the community as well as in the school. 

4. To develop with each student personal, social, and physical situa
tions through which the student may begin a natural progression 
towards becoming a productive member of society. 

5. To provide individual and small group counseling to assist students 
in better understanding themselves. 
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These objectives are the guidelines which every teacher seeks to 

operationalize. The program's emphasis is on developing students1 skills by 

locating the students' interests and needs and then building the learning experi

ences around them. Jack Jones, the director, stated; 

What we try to do in an alternative program is address the individual 
student's needs, rather than trying to take the student and fit him into a 
program we already have established. We first find out what the stu
dent's needs are and then develop an educational program around it. 

Student needs and interests cannot be explored unless the teacher 

and the students have personal contact. The teachers in the program, there

fore, operate on the basis of close personal relationships. As one of them 

explained, "One of the primary ways the program operates is in the way we 

relate to kids ... as teachers." This contact between the teacher and the 

student is the basis for clarifying the student's interests. Tim, a social 

studies teacher who works closely with the students and enjoys their company, 

stated: 

. . . where we care about kids and try to get in touch with their lives, 
but then we are willing to go with them in their learning process and try 
to identify goals that they want to try to reach and change the attitude 
and behavior and not plug so much into a traditional graded kind of 
system. 

The personal relationship that has been developed in the program 

also helps in identifying personal problems that the students are facing at 

home and in the school. Moreover, this relationship can extend beyond the 

school day so that students can experience support as they attempt to find 

solutions to specific problem areas in their lives. 
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Structure 

The program provides a variety of experiences that can prepare the 

students for functioning in the community, vocationally and socially. The stu

dent and the teacher together develop activities that will meet the students' 

interests. As one of the teachers noted, "Each student, upon entrance into 

the program, will develop with the staff a curriculum to meet his/her specific 

educational and vocational needs." 

There are three learning areas which the program provides: 

(1) academic subjects, including English, history, government, mathematics, 

and science; (2) community learning and wilderness activities; and (3) indi

vidual and group counseling. Many learning experiences occur in various 

locations throughout the community. At the end of each activity, the student 

submits a written report explaining how he was involved in the activity and 

what he did and learned. Evaluating the student takes different forms, depend

ing upon the student's choice. 

Meetings are held, usually on Mondays, with the students and staff, 

at which time students can sign up for activities. Additionally, the staff may 

also discuss with the students any issue concerning the operation of the school 

or problems the students are experiencing. For example, students may elect 

to take part in various program or policy developments, thus enabling them 

to participate in the responsibility of the school and in the decision-making 

processes. After the Monday meeting,, small groups of students and teachers 

work on developing plans and procedures for the activities. 
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One of the activities In which the investigator participated was 

called "investigations." This kind of activity can be academic in nature, 

involve field trips to other institutions or agencies in the community, or mean 

a wilderness activity. 

Function 

This observer met with a group that decided to investigate the 

topic, "world religions," following a discussion concerning student interests 

and individual learning goals. The teacher then arranged transportation for 

a trip to a university library. At the library, sub-groups of three students 

each collected materials on one of the major religious areas. This trip also 

enabled students to become acquainted with a large, well-equipped library, 

learn how to locate information, talk with resource persons, use the card 

catalog, and check out materials. After four hours, the students met at the 

bus and returned to the school. The following day, the sub-groups reported 

on the results of their investigation. Some of the students, however, were 

not satisfied with the results and asked about bringing an expert in one of 

these religions to get more information. For that reason, the group returned 

to the university, and the teacher arranged with one of the history instructors 

to explain more about the subject to the students. 

It appeared to the investigator that the students tended to put more 

effort into these learning activities since they had a part in designing 
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them. The students worked together cooperatively, while the teacher 

functioned as facilitator, providing guidance when it was needed. 

Another example of an investigating learning activity involved a 

backpacking trip to the mountains. The group spent three days in the wilder

ness, sharing food, observations, and group and individual problems. Each 

student took part in leading the group to the destination. Each evening, 

around the fire, the events of the day were discussed and problems analyzed. 

After returning to the school, each participant reported his experiences to all 

the students and faculty of the school. 

The investigator's first-hand experiences with the students and 

faculty of this program led him to the following observations: 

1. Since the alternative faculty views its students as dropouts or 

potential dropouts, it seeks to provide instruction in certain skills 

that will assist the student in getting a job. The faculty emphasizes 

the acquisition of vocational skills as an alternative to certain tradi

tional experiences in conventional programs and at the same time 

encourage the student to obtain a high school diploma. The pro

gram works closely with various agencies and employers in the 

community to provide students with adult world experiences. 

2. Another unique feature at Cougar Alternative High School is the 

out-of-doors program. Students at the school are involved in many 

different field trips, hiking experiences, climbing adventures, and 

backpacking trips into the wilderness. They experience survival 
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in the outdoors at first hand. These activities are viewed as a 

means for personal growth. In addition, the conventionally aca

demic learning experiences are related to these activities as much 

as possible, so that the whole matrix of experiencing for each 

young person leads to the requisite skills to function productively 

upon leaving school. 

Jefferson Alternative High School 

Physical Description 

Jefferson Alternative Senior High School is located in a ball park in 

an industrial area of the community and belongs to Jefferson School in 

Jefferson School District One. The program is one of seven alternative pro

grams that are operated by the school district. With a small building of three 

rooms, a kitchen, and a bathroom, and a large athletic field that is used by 

the entire district for sports activities, the students have the opportunity for 

a great deal of mobility. Inside the building there are no barriers, and the 

students feel free to use all the facilities in the building. There are two large 

shelves full of books which are used by the students and staff, a ping-pong 

table, and a variety of games in one corner. Every Monday, one of the 

teachers goes to the city post office to pick up undeliverable magazines for 

use at the school. A variety of individual and group activities take place at 

the school throughout the day. 
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The program is for students in grades 9-12. It has two sections, 

one in the morning from 8:00 to 11:30, and the second from 1:30 to 3:30 in the 

afternoon. Students choose the section they prefer to attend. This alternative 

school has four certified teachers and two aides, with 45 students in the 

school. 

According to the school district bulletin, the purpose of the program 

is, "To help students who are presently in a dysfunctional relationship with 

school, community and/or home, learn to become functional and productive 

in these settings." Students enter the program by referrals from high school 

teachers, counselors, deans, principals, or other school staff. The students 

make contact with the director, and an interview with the alternative school 

faculty is scheduled. Usually, the staff explains the program, and the student 

is encouraged to observe the program before he or she decides to enroll. A 

common element of the student applicants for this program is lack of academic 

progress in the previous school(s) and/or behavioral difficulties. As stated 

by the director of the program, "One primary thing that is typical of the stu

dents here is that they are in trouble.11 Most of the students are dropouts or 

in the process of dropping out, or have difficulties adjusting to the climate of 

the regular school. The students differ in their socio-economic backgrounds. 

Philosophy 

The philosophy of the program is based on the theory of democratic 

processes. This theory views all humans as equal with no one more or less 
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important than another. The theory of democratic processes is based on the 

concept of "warm, personal, equal, and productive relationships . . . where 

each person sees himself as having expanding choices" (Barnes 1977). 

Based on this theory, the climate of the program is comfortable 

and relaxed. Personal relationships between the teachers and students are 

emphasized. The director of the program stated, "The relationship should 

be one that is very close so that the barriers between us are just gone." 

Another alternative program teacher, explaining the importance of personal 

relationships in the program, stated: 

Nothing can really happen very well until you have some kind of decent 
relationship. By decent relationship, I mean one where the people are 
equals. One time a student said to me, "You're not my teacher—you're 
my friend." That was really nice. Because then, as friends, you can 
explore ideas. There are no limits to your friendship. 

Other staff members also emphasized the significance of personal relation

ships. One of the aides in the program stated: 

The important thing is for them and me to work up a relationship where 
I am not going to fool around with them. All I want to do is say, "I'm 
me and you are you. Let's see if we can work together." That is the 
most important thing. If you haven't got trust, you haven't got anything. 

Structure 

The structure of the school is based on one-to-one relationships. 

After a teacher develops a personal relationship with a student, then the stu

dent decides the kind of academic credit that he or she will earn. According 

to the school bulletin, "Students decide what their learning shall be. The 

teachers and staff serve as resources in this process." However, regardless 
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of the variation in learning experiences that the program provides, a total of 

20 credits must be completed in order to graduate. These credits can be 

earned in a time frame convenient for the student. Some of the students take 

courses in regular school to supplement those taken in the alternative program. 

As previously stated, the teachers work with the students on a one-

to-one basis. Each teacher has several students. They meet regularly and 

share their ideas and interests. They set up objectives to be achieved and 

procedures to achieve them. The personal relationships that occur between 

the teachers and the students are essential in identifying students' needs and 

interest. Sharing is an important element in the process. As the director 

stated: 

We set our relationships so they find out what our interests are, and we 
find out what their interests are and how we can share them, and that is 
what we work on. You cannot work on someone's interest if you don't 
have some basis to share it. I don't care what it is—even if it's some
thing I don't like—there must be something I can share so I can work 
with you. 

Another teacher explained the importance of students' interests as 

a primary element in the learning process. He said, "The activities we pro

vide are the activities the kids want. We don't have a demand. We don't say 

we are going to do this, this, and this. The kids, say, 'This is what we want 

to do. Let's do it.' We provide the means with which to do it." The students' 

desire to learn is a major element in the activities of this program. 

Based on the theory of democratic processes, the teachers in 

Jefferson Alternative Program assist the students to find interests and then 
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expand these interests. Typically, the students in this program try to find 

jobs while, at the same time, completing the required credits to get a 

diploma. The alternative teachers often contact agencies in the community, 

seeking job opportunities for the young people with whom they work. Fre

quently, agencies from the community visit the school and give an orientation 

to any services or jobs that they can offer the students. The students are 

encouraged and supported by the school staff in taking full responsibility for 

achieving their objectives and satisfying their interests. Moreover, the 

teachers check with the students constantly to follow up on the progress which 

each student makes. The result is that students tend to stay out of trouble 

and become increasingly aware of the way the adult world functions. Support 

and follow-up are needed by almost every student as he or she moves through 

the process of finding activities that function well for him or her. Many of the 

students enter the program lacking positive experiences. A significant aspect 

of the program is that students can receive credit for the jobs they do and 

thus speed up their acquisition of graduation requirements. 

A major element in the program is the cooperation of the staff 

members. One of the reasons for the continuity and success of the program 

is the process employed by the teachers in relating to each other. They con

tact each other constantly, and, because of the size of the staff, decisions can 

be made through the participation of everyone. One of the teachers in the 

program illustrated the way the members of the staff relate to each other: 
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We try and work together. We try and make sure everybody knows 
what's going on with the kids, so if something breaks down and I'm 
working with a kid, another teacher can pick it up. We're always 
covered. We do decision-making together. We always talk with each 
other before we make a decision if it's an important decision. 

Another teacher, who was a volunteer for four years in the program 

and then recently became certified, stated: 

We are all close, personal friends, and because of that relationship, we 
can be critical of each other. We analyze what we do. . . . And because 
we are close friends, we can handle criticism from each other, which we 
get a lot of. 

The kinds of relationships that exist between teachers and students 

on the one hand, and between the teachers themselves on the other, assist in 

providing a great deal of informal counseling to the students. The students in 

the program experience varying degrees of dysfunction; consequently, the 

program seeks to provide social, psychological, educational, and emotional 

alternatives to the students. These students come from broken homes, are in 

trouble with the law, have experienced trouble with the juvenile court, and 

have had trouble with the regular school. The staff members try to provide 

basic counseling and guidance to each young person on an individual basis. 

They play the role of communicator between families, social and legal agen

cies, and the school. Often the alternative teachers accompany the students 

in their transactions with other agencies. The alternative teachers regularly 

contact parents to provide assistance and information and to share in closing 

gaps that often exist between the school and the home. The program enjoys a 

long history of close rapport with the courts and the law enforcement agencies 

in the community. 
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Function 

The program at Jefferson functions in a relaxed atmosphere. The 

students select times for attendance during the day that are convenient for 

them. After arrival at the school, the students usually spend their time 

working individually or in small groups. A typical morning's tour of the 

building would reveal one or more students planning or working on a project 

with a teacher, several students engaged in reading or playing games, while 

several might be working outside. Counseling-type activities occur continu

ously. The students are free to pursue anything they wish and come and go as 

they please, as long as they notify someone on the staff. Most of the time, 

students initiate activities, and the staff members join with them, providing 

the necessary assistance. 

The program provides certain activities the participant observer 

perceived as unique: 

1. The program is based philosophically on a democratic theory of 

personal relationships which views each individual as a unique 

human being regardless of Ms experiences and background. This 

theory suggests that the quality of personal relationships is crucial 

to the learning process and recommends the closing of gaps bet

ween learners and teachers through the sharing of interests and 

ideas. The utilization of this theory by the staff tends to create 



positive relationships with the students and assists in problem-

solving. The students seem to perceive their lives as increasingly 

more productive. 

2. Through relating to each other according to the democratic theory, 

the staff introduces the students to the community mainly through 

supporting students in locating jobs. 

3. Counseling is one of the most interesting aspects in the program. 

The counseling that the staff provides helps to solve many of the 
'J 

students' problems with their families and peers. When this occurs, 

they tend to be ready to develop large goals and objectives for their 

lives. Counseling is constant, on-going, and democratic in nature. 

Jackson High Alternative Program 

Jackson High Alternative Program is another one of the seven 

alternative programs in Jefferson City. The school began in 1972-73 school 

year as part of a federal program. Since the 1978-79 school year, the pro

gram has operated as a component of the school district's secondary alterna

tives department. 

Physical Description 

The program is located at Jefferson High School and makes use of 

some of the parent school's facilities. The program is unique in that it runs 

during the afternoon and early evening, from 3:15 to 7:00 p.m. It serves 

approximately 220-300 students in grades 9-12 and has six teachers. The 
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students come from all areas in the city. This alternative school program 

has a small staff and generally operates independently of the high school, par

ticularly in matters of the budget and the process of decision-making. 

According to the school bulletin: 

The program exists for the purpose of providing education opportunities 
for those individuals who, as a result of life circumstances, find it 
impossible or impractical to attend school during the hours of a regular 
school day or who, as a result of academic deficiencies, find it neces
sary to supplement their regular educational program with classes out
side the hours of a regular school day. 

The program is available for any student in the city who cannot 

attend the regular school due to employment or family responsibilities. Many 

students are also involved in other educational programs during the day and 

take academic courses in the evening. Some have left school entirely and 

returned. The program, according to the bulletin, strives to meet the needs 

of these individuals by: 

1. Providing classes, which meet during late afternoon and early 
evening hours, in all subjects required for the attainment of a high 
school diploma. 

2. Providing an atmosphere on the campus and in the classroom which 
will encourage teaching styles as compatible as possible with the 
learning styles most common to the program's student population. 

Philosophy 

According to the school bulletin, the philosophy of the program is 

stated as follows: 
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We believe that our constantly changing and increasingly whole-
world-oriented society continues to produce many diverse lifestyles for 
individuals, each having their own unique combination of experiences, 
abilities, potentials, expectations, and motivations. 

We believe that as a result of these differences in individuals and 
their lifestyles, there exists for each individual a way in which learning 
most easily takes place ... a personal learning style. 

We believe that just as there are many different learning styles, 
there are many different ways to assist the individual with learning and 
many ways in which this assistance can be organized and made 
available . . . various teaching styles. 

We believe that learning style and teaching style can be matched, 
and the degree to which this can be accomplished has a direct relation
ship to an individual's success in obtaining a formal education. 

According to this philosophy, the program emphasizes variety in 

learning experiences because of the differences among the students, and 

matching learning styles with teaching styles is a way to meet the individual's 

interests and needs. Implementation of this philosophy, however, varies 

among the staff members. 

Some Jackson High School Alternative faculty members, including 

several who were transferred into Jackson in the late 1970s, are more tradi

tional than others and tend to be conventional in their teaching styles and the 

ways in which they relate to students. Other staff members have highly indi

vidualized classrooms and tend to explore innovative curricular and relational 

activities. According to one teacher, who uses individualized methods daily, 

the advantage of this approach for these students is that they can become 

increasingly more responsible for their own learning and that they can also 

work according to their own pace and ability. This teacher is interested in 

developing personal relationships with the students. The students call hi-m 
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by his first name. He believes, "The more personally I can develop the rela

tionships, the better work I get, just from my point of view as a classroom 

teacher.M Moreover, he describes how he relates to the students by saying: 

We call each other by the same kinds of names; we are able to shake 
hands, and those are things that usually don't happen to students and 
teachers alike in school at all. But they are sort of the very beginning 
of a quality relationship, because when I meet friends out in the world 
of my own age, those are the things I just automatically do. 

Another woman teacher, who uses more conventional materials and 

methods than the teacher mentioned above, but who also individualizes projects 

and small group work, perceives her relationships with the students as "one 

of respect and trust and responsibility." In addition to these basics, the rela

tionships with the students should result in success and progress for the stu

dents. She states, "We want to make the best out of it—we want it to be 

successful, and we want to progress and learn." 

Regardless of differences in classroom teaching styles, these 

teachers work together in a cooperative way and are especially supported In 

their efforts by the administrative staff. Administration at Jackson is differ

ent than most; an assistant principal on the regular high school staff, a person 

with some background in alternatives, is responsible for the program; during 

the evening hours, an experienced faculty member with an administrative 

certificate functions as director. The director handles the day-to-day 

administrative duties and works closely with the counselor and student super

visor on individual students' problems. He also teaches a class in the 
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program. As one of the staff stated, "I think one of the things that has come 

out in terms of the way the teachers behave with each other is the role of the 

administrator with the staff.11 She adds: 

Our administrator in the later evening hours is a co-teacher. He 
teaches and has taught in the program—not administered but taught—in 
the classroom for as long as any of us have. He knows the kids very 
well; he knows the kinds of things that come up in the classroom, and 
he knows the personal lives of the students. He is not divorced from 
that at all. ... He is not elevated way up here above the teachers—he 
is part of the teachers, and he is not locked away in an office somewhere. 

The director very much reflects the cooperative and informal 

atmosphere of the program. As one of the teachers explained: 

In our school, which has always been small, we have always known each 
other very well and had very personal relationships with each other, and 
I think that helps. We share a lot of information about our successes and 
failures, and we get ideas from each other, and it is pretty informal. 

It appears that the smallness of the program, the relationships 

between teachers and students, the relationships among the staff members, 

and the supporting administrator who provides the learning atmosphere, are 

the keys for tlie success of the program. 

Structure 

The structure of the program, aside from its afternoon and evening 

hours, differs little from the conventional type, except in philosophy and 

teaching styles. The program provides classes in all the traditional gradua

tion requirements: English, mathematics, social studies, science, and 

physical education. In addition, courses in woodshop, typing, and drivers' 

education are offered. There are few electives, primarily due to reductions 
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in staff in recent years. A work-study component allows some students, 

approximately 60, to earn academic credit for employment. 

Usually classes are small, with a low student-teacher ratio, 

although this varies with fluctuations in enrollment and other district-wide 

policies in which the school has little say. Students come to the program 

from all over the city and represent aU types of social and ethnic groups. 

Function 

As previously stated, staff members all strive to individualize 

their areas; some use conventional materials and methods, while others are 

more innovative. A few teachers use lectures and traditional textbooks, while 

others use learning centers, learning activity packages, activity contracts, 

guest speakers, and field trips. Several teacher use contracts at least a part 

of the time. As one teacher stated: 

I like to talk with the students while they are making their contract 
about their career goals, about their personal interests, about the kinds 
of things they have done before that they have really liked, so that we 
can go in those directions with the kind of work they pick. 

In general, most students who attend the Jackson High School Alternative Pro

gram have one or two classes that function traditionally and one or two 

classes that function in a variety of alternative ways. 

The more innovative classes at Jackson High School Alternative 

Program typically offer students a wide degree of choice about the types of 

activities they may pursue to satisfy learning goals. Generally, cumulative 

folders or check sheets are used along with student-teacher contracts to 
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monitor progress. One classroom utilizes learning centers which the stu

dents may sign into for variety in materials and pace. Students may also 

bring in their own materials as part of the contract. In several classes, 

general learning skills and behaviors are explored, as well as specific con

tent areas. In basic, required academic classes, individualization is quite 

visible; some students maybe starting an activity others are finishing. 

Several courses start students off with a general orientation to an area that 

may be quite conventional—lecture and readings. After the orientation, the 

students break into small groups to pursue various activities at a variety of 

levels related to the area being studied. In general, classes function along 

the lines of the structure the teacher perceives as satifylng the commitment 

to individualization and being most comfortable for him or her. 

Evaluative techniques vary from class to class. Some teachers at 

Jackson High School Alternative Program use traditional methods of evalua

tion and grading, while at least two courses use no competitive tests and rely 

on self-evaluation procedures for grading purposes. Since almost all classes 

at Jackson are composed of students with widely varying skill levels, many 

evaluative tools are individual rather than group in nature. Several teachers 

use combinations of conventional and alternative procedures for grading. 

The participant observer noted several aspects of the program that 

tend to make it unique, in addition to its afternoon and evening schedule: 

1. The program emphasizes individualized instruction as a basis for 

its philosophy and structure. While teacher roles and classroom 
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atmospheres vary from conventional activities to highly informal 

small group projects, all classes include some element of indi

vidualization, striving to serve the needs and interests of students 

•with all types of abilities and backgrounds. In many cases, indi

vidualization has resulted in more personalized relationships 

between students and staff. 

2. A different but related aspect is the role of the administrator. Indi

vidualization and informality are most clearly seen in the function 

of the evening director, one of the faculty, who spends a great deal 

of time consulting with students personally and working with 

teachers in a relaxed way. 

Oak High School 

Oak High School, a traditional school and the only secondary school 

in the city, houses the block program, a team teaching alternative in govern

ment and free enterprise. Classes meet from 8:00 to 9:50 a. m. and from 

10:00 to 11:50 a.m. and are activity-oriented. The program serves approxi

mately 70 students. The students are all seniors. 
I 

Physical Description 

The classroom is relaxed in appearance, having tables which can 

be rearranged for various activities rather than fixed desks. The students 

move around freely in the room; there is a small library adjoining that the 
i 

students use as a materials center, and there are posters and charts lending j 
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color and decoration to the walls. There is stereo equipment in one corner 

and a teacher's desk and materials in another. While the classroom is not 

part of the main campus, it is adjacent to a large shopping center; the sur

rounding area is used as a resource center for the classes and provides an 

opportunity for students to conveniently explore the day-to-day operations of 

community businesses. 

Philosophy 

The physical location of the school goes well with its course content 

and educational philosophy. According to one of the teachers, the major goal 

of the course is: "To enable students to become functioning members of an 

economic and political democracy through a synthesis of their educational 

experiences." More specifically, the course has the following major 

objectives: 

1. Students will become informed and involved in all aspects of com
munity life by participating in actual and simulated decision-making 
activities. 

2. Students will gain knowledge of issues and related theories in order 
to deal with the conflicts presented, by particpating in decision
making activities and student and teacher centered activities. 

3. Students will attain an understanding of, and the ability to, imple
ment inquiry decision-making models through defining problems, 
identifying relevant data, locating alternatives, reviewing the data, 
and making decisions. 

4. Students will develop an awareness of the variety and nature of 
careers in the total community by increasing their capabilities to 
deal with all aspects of the identified careers. 
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5. Student "will develop, Improve, and reinforce their reading and 
writing skills. 

The head teacher commented on the objectives, as follows: "We 

would like the student to learn how to survive in a society and become a 

contributing member of that society, regardless of whether he is going to 

follow a career immediately or go to college." A special feature of the pro

gram is that the learning occurs in a cooperative way, using the student's 

experience to build the learning process. As one of the teachers explained, 

"The students learn by experiencing what they are being taught. Secondly, 

by learning together." 

According to one of the teachers in the program, the learning 

process is developed through establishing a personal relationship between stu

dents and teachers. The head teacher stated: 

There are two relationships. One, it has to be a totally professional one 
in which the student has to have trust in the teacher from a point of view 
that everything that is said to the student is like the Bible. . . . The 
second relationship is that the teacher should become a facilitator for 
the student. The teacher needs to develop a relationship whereby the 
student sees the teacher as the individual that's going to help him—assist 
him—in trying to understand, comprehend, or learn something. This 
relationship is used to develop the potential in the student. From my 
point of view, the teacher should always try to find out what the student 
knows and develop it. It's one of trust whereby the student can look at 
the teacher as that individual who is going to be honest, respond honestly 
where sometimes it hurts, to the extent sometimes that it becomes a 
friendship situation. 

Just as relationships with students are seen as important, so are 

relationships among the teachers themselves, particularly in team teaching. 

As one of the teachers explained, "We are team teaching. The relationship 
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that X have with my co-teacher has to be almost perfect. " This attitude con

cerning relationships extends beyond those who work in the block, as a teacher 

pointed out: "One thing that I have to do is reach out and try to develop rela

tionships of sharing. We do it every year. We invite all teachers who teach 

our students to come in and see how we're doing it,,T Building relationships is 

essential for the student's benefit and learning. He continued: 

When we do a paper here, I always go back to the English Department 
and ask, "Help us from your point of view—help your students. " Imme
diately it's a cooperative one. If I find out a student is working with art, 
I go to the art teacher. The main thing is that you want to work and 
develop a relationship of sharing for the betterment of the student. 

The relationships among the teachers in the school and the unique 

classroom activities are supported by the administrator, who, as the head 

teacher described, "Is overseeing what we are doing, protecting us, supporting 

us, and is encouraging us. He gave us a room, and he let us develop the pro

gram. He gave us ideas.. So you need an administration that is supportive of 

what you are trying to do, and, at the same time, is resourceful. " 

Structure 

The structure of the classroom is unique. As previously stated, 

the class is a two-hour block and has two teachers and one aide who work as 

a team, The students are seniors, and the course content covers government 

and free enterprise. There are no specified textbooks; rather, texts are used 

as resources to support various activities. In the class, teachers and students 

plan and carry out activities together; generally activities concern political 
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and economic issues occurring in the community. A a one teacher stated, 

"One of the things that happens in the classroom is that we provide a link, a 

bridge, between the community and the student. " 

At the initial class of the semester, a contract is drawn up between 

the teacher and the student. The student completes a form which shows the 

objectives and the criteria to be followed to pass the course. After the con

tract has been considered, the classroom divides into three major groups, 

one each for state and local government and one covering judicial matters. 

Then the class activities are created around these three areas. An orienta

tion to all the activities that will be used during the semester is presented by 

the teachers. 

The teachers use various methods of teaching. Small group dis

cussions, large group discussions, problem-solving, and role-playing are 

some of the typical methods. 

Each student has to sign into one of the groups and work on a pro

ject. Usually the group projects take the whole semester; students sometimes 

divide their time between two or more projects. In addition to the ongoing 

projects, the class also is divided into three courts. As one of the teachers 

described, 'We have . . . court trials: one from an adult level and one from 

a juvenile so they understand their role as a juvenile and their role as an adult 

so they understand what is happening to them, and that creates a lot of 

interest." The students organize the classroom as a mock court and also 

visit proceedings at the local Superior Court. As students rotate from group 
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to group, information and experiences are shared. Additionally, each student 

participates in presentations to the class, distributing data to everyone and 

explaining results of the various activities. In some instances, the groups 

introduce a speaker from the community as part of the project. The students 

then evaluate the speaker and discuss their reactions. 

Parents are invited to the class and are encouraged to participate. 

Moreover, if parents are available as authorities on subjects of interest, the 

class invites them to be a part of their work. Usually, the team sends a 

letter to the parents describing the objectives and the activities tju.it will be 

presented. As one of the teachers described it, "All activities have to do 

with how we are going to teach—the methods, the approaches, the topics and 

hours, and the parents are welcome.11 

At the end of the semester, every group has to be ready to complete 

its project at an agreed upon deadline. Evaluation procedures are designed 

and agreed upon at the contract stage, with the participation of the students. 

As one of the teachers described the situation, "We have examinations, but 

they are done on the basis of trying to evaluate what they have learned after 

they have experienced what they have learned. It is an examination directed 

to what they know, not what they don't know." 

Function 

While little conventional lecture is used by the team, general intro

ductions to activities and related background material are presented by the 
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teachers. A typical day might begin with one of the teachers reading news 

about the community. Members of the teaching team take various points of 

view and a discussion begins quite naturally. Later, all groups meet 

together to work on their respective projects. Occasionally students may 

leave the classroom to follow up on activities within the community. 

The work by the students in the Oak High class on their Ford Motor 

Company activity is representative of how the group functioned. Through the 

newspaper reading and discussion, the students learned that the Ford Motor 

Company planned on building a branch in their city. The students asked the 

teaching team to bring in more information. The following day, one of the 

teachers provided the students with a detailed city map and the proposed loca

tion of the Ford facility. After a discussion, the class divided into four 

groups, each representing a community interest, i. e., concerned citizens, 

clubs, etc. Additionally, six students were chosen to act the role of the city 

council. The mayor then read the Ford proposal, and the council requested 

opinions from representatives of the various interest groups. Students repre

senting the Chamber of Commerce favored the proposal; it would strengthen 

the economy by creating new jobs. 

The Chamber pointed out that Ford had agreed to construct a 

recreational area in the community as part of their facility. The Colleague 

Club took a more negative view, wary of uncontrolled population increases 

and possible pollution of a local river. Property Owners Protest Everything 

(P. O. P.E.) was also against the Ford proposal, since the proposed plant 
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would force homeowners to move to another area, adversely affecting local 

real estate values. Finally, the Zoning Board spoke favorably of the propo

sal, citing general economic benefits. The city council role-playing resulted 

in a high degree of involvement on the part of all students participating. The 

teachers functioned as discussion managers, creating opportunities for 

questions to be asked and comments to be made, without interfering in the 

flow of the discussion. The council decided to accept the Ford proposal, 

stating that those against the issue did not really have enough evidence to 

back up their position. As one student commented, "We are learning what is 

going on in the community. It is our priority to know about the things 

around us. We are learning how to depend on ourselves and how to work with 

groups." 

Certain observations made by the investigator summarize the 

unique aspects of the Oak High class: 

1. The class is activity-oriented, and the activities are meaningful to 

the students since they participate in constructing them out of their 

experiences in the community. 

2. Cooperation is an important element in class activities. The stu

dents work together in groups, exchanging ideas and experiences 

and developing a good relationship among themselves. Moreover, 

the students, through cooperating, make decisions and take the 

initiative in being responsible for their learning. 
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3. The teachers in the class function as facilitators for the various 

activities rather than as directors. They utilize a variety of 

methods to present information and assist in activities without 

blocking the initiative of the students. Their roles as participants 

result in the formation of good personal relationships with the 

students. 

Summary 

The data concerning the selected programs presented in this chapter 

tended to suggest that alternative programs share several elements. These 

elements can be summarized as follows: 

1. Physical Plant: The selected schools varied in their physical facili

ties. While three of the programs had their own buildings separate from any 

traditional school campus, one program shared a regular school building with 

a traditional program. All programs tended to be characterized by freedom of 

movement for the staff and students, both inside the facility, on the adjoining 

school grounds, and out in the surrounding community. 

2. Philosophy: The alternative programs that were visited tended to 

emphasize freedom of choice among options, activities based on the learners' 

needs and interests, the fiill participation of the student in all aspects of the 

learning process, and the significance of personal relationships as philosophi

cal elements. 
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3. Structure: The selected programs utilized various structures and 

learning methods, but these all seemed to be of the type that were based on 

the needs and interests of the learner and typically included individualization 

of instruction in some way and learning activities occurring in the community 

as well as in the classroom. 

4. Function: While the programs differed from each other in their 

daily functioning, they all seemed to operate in ways that emphasized the 

development of productive personal relationships between staff and students 

and between the students and their families and community. 



CHAPTER 5 

A PROPOSED ALTERNATIVE SECONDARY 

SCHOOL PROGRAM FOR KUWAIT 

In this chapter, the investigator will present a proposal for a 

secondary alternative program for Kuwait. The major features of the propo

sal are drawn from the related literature and from participant-observer 

experiences of selected alternative schools previously presented. 

The proposal for the alternative program will be presented in two 

sections: (1) a description of the proposed program accompanied by an out

line of an appropriate philosophy, objectives, structure, and functions; and 

(2) a description of a suitable staff, including teachers and administrators, 

together with a training program to accompany the proposed program. Care 

has been taken to select features for inclusion in the proposed program that 

are relevant to the educational needs of the state of Kuwait. 

The Proposed Program 

A continuing dilemma for educators is the problem of establishing 

educational systems that can keep pace with change and growth in the popula

tions they mean to serve. While rapid technological and social change is by 

no means unique to Kuwait, that country has most certainly experienced 
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accelerated transitions in the past several decades. Yet, while such change 

is evident and even welcomed, many traditional elements in the Kuwaiti cul

ture have been retained, either through the momentum of convention or through 

deliberate and thoughtful preservation. The proposed program will attempt to 

consider especially valued elements in the culture of Kuwait so that it may 

serve the national needs and commitments of the people, while providing the 

flexibility to meet the needs and interests of the individual learners. 

Philosophy 

The following principles are proposed as guidelines for the 

philosophy of the program: . 

1. The theory of "democratic processes," which can be described as 
"warm, personal, equal, and productive relationships—where each 
person sees himself as having expanding choices" (Barnes 1977, 
p. 57) will provide the theoretical framework for the program. 
The theory has several elements: contact, in which people in the 
classroom get to know each other on a personal basis; consult, in 
which students1 aims, interests, and concerns are explored; find, 
in which the students1 interests are clarified; share, in which both 
teachers and students locate and discuss past experiences related 
to the expressed interests and plan future activities; and accompany, 
in which the teachers assist students in carrying out the plans. 

2. The point of view that, educationally, there are, multiples of 
differences among students, and therefore, that a wide variety of 
learning experiences should be offered so that students will have 
the opportunity to choose activities that are appropriate to their 
needs and interests. 

3. The idea that, in order to support the development of students' 
needs and interests, the young people need to participate in many 
different aspects of the learning process. 
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4. The concept that participation and student involvement tend to occur 
with greater frequency in a learning setting based on close, 
personal relationships. 

In addition to these guidelines, several other issues are significant 

with regards to the philosophy underlying this proposal. First, it is assumed 

on the basis of investigator experience and related documentation in this study 

that the overall educational philosophy in Kuwait has not encouraged, to this 

point, other than traditional approaches to classroom instruction. Student-

teacher relationships are characterized by distance. Second, the educational 

system in Kuwait is content-centered, and content takes priority over the 

needs and interests of learners as individuals. Moreover, the existing educa

tional system tends to ignore differences among students; materials and 

methods are standardized regardless of student background. 

Due to the factors outlined above, the proposed philosophy for a 

secondary alternative program will focus on the quality of human relationships 

in the learning process. Warm, personal relationships in any educational 

setting tend to enhance the learning process. Similarly, the proposed philoso

phy will be student-centered rather than content-centered, and activities will 

be developed out of the students' needs and interests. Freedom of choice 

among learning options will be an important element in the program. More

over, the program will provide a wide variety of experiences designed to meet 

differences among students. Since the student, with his social, biological, 
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and cultural needs, will Be the focus of the program, his full participation in 

all aspects of the learning process will be encouraged and supported. 

Objectives. The following objectives are suggested for the program 

and they are subject to change according to the nature of the society and the 

special interests and needs of the individuals who will be involved in the pro

gram. The program will: 

1. Provide the students with a variety of experiences and assist them 
in selecting the appropriate experiences that will fulfill their needs. 

2. Provide vocational experiences in the community and school which 
assist students in the development of essential work skills, atti
tudes, and values. 

3. Provide basic skills which will complement the vocational experi
ences, assist in personal development, and meet the requirements 
of the educational system in Kuwait. 

4. Provide content areas which are directly related to vocational 
experiences in the community and the school requirements. 

5. Provide counseling to the students, individual or in small groups, 
as a means to assist the students with their personal problems. 

6. Provide outdoors experiences to the students which will broaden 
their knowledge about their environment and support positive inter
actions with their peers. 

These objectives are proposed out of the general notion that learn

ing is constantly occurring, not only in classes or traditionally structured 

educational settings. A program committed to a wide variety of learning 

experiences, in the classroom and in the community, can accelerate the 

ability of the individual to perform appropriately in society. The basic skills 
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and content areas already recommended in the. educational system of Kuwait 

are acknowledged in the proposed program. Certain elements, however, are 

suggested that are not currently included in that system. 

Community-based learning experiences are absent from the present 

system. The proposed program suggests that students involved in community-

based vocational training will be prepared to take jobs there and thus reduce 

the dependence of Kuwait upon foreign labor. The proposal recommends a 

strong relationship between what occurs in classrooms and learning situations 

and what occurs in the community at large. At present, no such relationship 

exists. Additionally, the physical resources in the country, particularly in 

the wilderness areas, can be utilized as part of the learning activities. 

The current educational system in Kuwait lacks provisions for the 

counseling of students. Generally, learners in Kuwait are not assisted in 

discerning how to make decisions about their vocational futures. Neither 

does the school provide counseling in areas of personal concern. This lack 

may be related to the incidence of unacceptable or destructive behavior that 

leads to students dropping out of school. The program will provide individual 

and small group counseling with an emphasis on expanding self-awareness and 

confidence through decision-making skills. The counseling process will 

assist students in personal problems so as to decrease the gaps that exist 

between the school and society as a whole. 
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Structure 

The structure of the proposed alternative program will be flexible 

and able to change according to the needs of the students and the society. As 

students' interests are basic to the program, the structure of the proposed 

program will be shaped around the students' needs and interests. This struc

ture is not intended to interfere with that which exists in the secondary 

schools of Kuwait; it is intended to implement a different philosophy. Li addi

tion, the program will encourage its staff and students to participate in the 

development of specific structural elements relevant for them. General ele

ments of structure are outlined below. 

The proposed alternative program will admit any secondary student, 

regardless of his socio-economic status, willing to learn on an individual 

basis and in a flexible learning setting. The program will provide instruction 

in standard courses as required by the Ministry of Education. Activities and 

progress through content areas, however, will be determined by contracts 

agreed upon by the students and the teacher. Students will be able to select 

activities from a range of options that satisfy graduation requirements while 

having choices regarding their learning pace and style. The program will 

provide both individual and small group instruction as appropriate. It should 

be small in size to facilitate the development of personal relationships and 

individualized instruction. It is recommended that the initial program serve 

100-200 students and employ 10-20 teachers on a student-teacher ratio of 

ten to one. 
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Staff. The Kuwaiti Ministry of Education requires a teaching 

certificate for employment in a school. Aside from the possession of a 

certificate, this program requires staff members to work with learners in 

very personal, individualized, and productive ways. Additionally, staff 

persons should have knowledge and skill in the vocational areas, particularly 

those of mathematics, science, and technical skills. 

The program will have a director, responsible to the Ministry of 

Education. The director will participate in selecting the staff. Potential 

staff members will participate in an interview process with the director to 

share educational philosophy and attitudes. Kuwaiti teachers will be encour

aged to become a part of the program. 

Volunteer and graduate students, as well as certain community 

persons and professionals, will also be encouraged to take part in activities 

within the program. At present, parents rarely take part in the functioning of 

schools in Kuwait. The program will seek increased parental involvement, 

and it is hoped that they will share with the teachers and students in shaping 

the program's values. 

Curriculum. It is assumed that no single, unvarying curriculum 

can meet all the needs of the different students in the program. Rather, a 

variety of activities, both at the school and in the community, will enhance the 

learning experiences of the students more than any single textbook or course 

outline. The proposed curriculum will be based on experiences both in and 



129 

beyond school walls. Subject areas stipulated by the Ministry of Education 

will, of course, be included. The program will emphasize that these courses 

be taught in different learning styles and also that they be divided into mini-

courses or units of learning that are not dependent solely upon textbooks. 

Each student, upon entrance into the program, will develop with the 

staff a curriculum to meet his specific educational and vocational needs. 

Activities and materials will be constructed as students and teachers develop 

contracts together. While some skill and content areas will be covered with 

all the students, certain learning experiences will be unique for each learner. 

Based on the literature, the following experiences, in one form or another, 

will be provided to the students: 

1.1 Staff will assist students to know the community by developing 
activities based on community concerns. 

1.2 Students will be employed in the community. They will earn aca
demic credit as they accumulate practical experiences. 

2.1 Traditional courses, such as history, geography, and social science 
will be modified to draw on the human and material resources of 
the communityo 

2„ 2 Regular instruction in languages (Arabic, English, etc.) will be 
reinforced by projects in the community linked to the classroom 
instruction. For example, students will work with foreign workers 
in the oil field to improve their language and gain vocational 
experiences. 

2.3 Mathematics and chemistry experiences will be developed which 
combine classroom and community experiences. For example, 
students working in auto shops or chemical factories will design 
contracts in which their employment experiences supplement 
instructional activities. 

3.1 The staff and students will create field trips to the community to 
broaden their knowledge of the resources in the real world. Visits 
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to museums, places of business, government agencies, and nomad 
villages and wilderness are examples. 

3.2 The staff with the students will develop trips to wilderness areas to 
develop personal relationships and self-awareness. 

4.1 The staff will develop a close relationship with students as part of 
the learning process. 

4.2 There will be individual counseling provided to assist students in 
coping with the outside world. 

4.3 Small group counseling will be developed to encourage students to 
share personal experiences with each other. 

4.4 The staff will provide small group counseling that includes students, 
parents, teachers, and others involved in the student's life. 

4.5 The staff will provide career guidance to assist students in future 
plans. 

5.1 Each student will have a file which includes his progress and 
reports for the Ministry of Education. 

The above elements are subject to modification, depending upon the 

particular needs and interests of those participating in the program. In addi

tion, special events, seminars, and workshops such as those which follow are 

proposed:1 

Learning to Live Science 
Creative Dramatics Geometry-Dome Building 
Algebra Outdoor Adventures-How to Survive 
Math Lab in the City by Getting Out of It 

Obtained from curriculum of Pasadena Alternative School. The 
above listing is intended to be suggestive of possible activities. Specific 
events, workshops, and seminars will be developed as the program is imple
mented. Current secondary programs provide no organized experiences in 
electives or activities not strictly related to the mastery of required subject 
matter. 
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Psychology—Child and Adoles- Vocations 
Cent Study, Behavior Modifi- Fabrication and Repairs 
cation Music Lab 

Films Drawing and Painting 
Get in Shape Ceramics 
Creative Writing Anthropology 
Sewing and Needle craft Ethnic Studies 
Sports Electronic Music 
Cooking Comparative Religions 
Exercise and Awareness Wrestling 
Expression of Self Through Art Self Defense 
Group Singing 

Teaching-Learning Styles. It is suggested that the proposed pro

gram include two methods of teaching-learning styles that have been used 

effectively elsewhere. These two teaching-learning styles are: (1) Indi

vidualized Instruction; and (2) Community-based Learning. A short review 

of each teaching-learning style is presented, as follows: 

Individualized Instruction: The literature on the alternative schools 
movement indicated that individualized instruction is a nationwide 
approach to the learning process which has proved quite effective. 
Kuwaiti educators are not yet familiar with this type of instructional 
method, but might well prove receptive if given the opportunity. 
Individualized instruction is based on the learner. The student 
learns at his own pace and in an instructional mode that suits his 
needs and interests. Students are involved in selecting the learning 
materials that have meaning for them, and the teacher's role is to 
guide the students when it is necessary. Instructional methods of 
this type can assist in developing the student's skills on a personal 
level as well as on an academic one, since such methods address 
the development of planning, decision-making, choicing, and self-
responsibility. The proposed alternative program will encourage 
and support staff in applying individualized instruction. The staff 
will be provided the time to develop appropriate curricular mate
rials and environments. Independent study, small group instruc
tion, and large group instruction are all approaches to be utilized. 
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Community-based Learning: A common idea, present in both the litera
ture and in on-going alternative schools, is that the community can 
be used as a learning area. Underlying philosophical notions indi
cate that learning can occur anywhere—in a classroom, a bank, a 
generating plant, or a hospital. The community can provide 
unlimited experiences to the school that will help students to know 
their world better. As the school is part of the community, and as 
the community provides a variety of experiences, it seems impor
tant to involve the community in the learning process. The com
munity, after all, is real life, the adult world, and the place where 
the students will spend their time after graduation. By using the 
community as a learning base, two results can be expected. First, 
by using the community effectively in the learning process, 
boundaries between the school and the rest of living may be 
lessened or eliminated. Second, community-based learning can 
broaden the scope of the curriculum by providing experiences and 
materials not ordinarily found in school buildings. It has been 
noted that in the educational system of Kuwait, community-based 
learning is rare. The staff and director will need to inventory 
available community resources and make this information available. 
Consultation between program staff and community persons will be 
conducted so that such resources can be utilized. Contacts between 
the school and business offices, government ministries, financial 
institutions, markets, and cultural and religious centers need to be 
initiated and maintained so that these resources can be used 
effectively in the learning process. 

Evaluation. Evaluative techniques in the proposed program will 

include a variety of procedures. These procedures will be cooperative in 

nature and may include wirtten reports, teacher-student conferences, written 

observations, student portfolios containing students' work, parent-teacher-

student conferences, etc. Students should have input into the evaluation 

process. 

The staff will assist the student in achieving his goals according to 

the contract. Since the educational system in Kuwait requires a grading 

system, letter grades will be given when necessary. However, the program 
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will emphasize self-evaluation and letter grades will reflect contractual com

mitments. In addition to required grading, monthly records of continuous 

progress will be provided. A final report will be given to the students at the 

end of the semester. Monthly progress cards and grade reports, as with all 

other evaluative methods, will not be competitive or comparative, but rather 

will describe individual strengths and weaknesses, will include students, and 

will focus on achievement of objectives the students have set up for them

selves. Parents will be encouraged to participate, particularly in parent-

student-teacher conferences. 

Function 

It is apparent that alternative schools operate differently from con

ventional schools. They tend to differ functionally just as they do philosophi

cally and structurally. Flexibility, informality in the relationships between 

the teachers and students, and openness are typical characteristics of the 

alternative schools. Classrooms tend to have more space and mobility. Some 

students work in school on their own projects; other students spend their time 

in the community working on certain projects as part of the activities. Field 

trips, work by contract, choice among options, and participation of the stu

dents in the learning process are ail common elements in many alternative 

programs. 

The function of each alternative school tends to reflect its special 

philosophy. Since personal relationships, participation in the learning 
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process, and freedom in selecting learning experiences are common philo

sophical elements, most alternative schools function in a relaxing, flexible, 

and humane manner. 

It is suggested that all the philosophical notions described above 

will be embodied in the function of the proposed alternative program, although 

one cannot stipulate exactly how the program may function prior to implemen

tation; the participants will determine its function. It is appropriate, how

ever, to assume that the proposed alternative program will reflect its philo

sophy. Therefore, staff will be encouraged to develop personal relationships 

with the students. Students will spend a great deal of time in the community 

working on projects according to previously agreed upon contractual terms; 

they will be supported, by the program staff, in contributing responsibly to 

the community and in reporting and evaluating their experiences. Students 

will be able to come and go freely between the school and the community, as 

long as they are involved in projects and regularly reporting to the staff. The 

staff will establish and maintain contact with the parents and community 

agencies and will invite them to share in the activities of the school as seems 

appropriate. Ultimately, it will be up to the student and his teachers to deter

mine how the learning day will unfold; together they will develop plans to 

determine how the learning process will function. 
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Staff Preparation Program for the 
Proposed Alternative School Program 

In this section, a teacher training program is suggested, to be 

combined with the proposed alternative school program. Since the proposed 

alternative program is very different from the existing schools' programs in 

Kuwait, training will be needed to acquaint teachers with alternative ways of 

relating to students and to support them as they participate in the school. 

The Ministry of Education in Kuwait, together with Kuwait Univer

sity, is responsible for professional educational training. Most of the 

teachers, however, are not Kuwaiti citizens, but rather come from other 

Arab countries. Since current training programs do not provide enough 

teachers for all educational programs in the country, the proposed alternative 

school training program can assist in reducing Kuwait's dependence on other 

countries for its supply of educators. 

The proposed teacher training program will be presented in three 

sections: (1) the philosophy and objectives; (2) the structure; and (3) the 

function of the program. 

Philosophy 

Certain principles will be focused on as guidelines for training 

staff in the program. The proposed teacher training program will aim to 

prepare a teacher "who has learned to use his own and society's purposes in 

the education of others" (Combs 1965, p. 9). It will provide teachers who 

will view students as human beings and will attempt to develop "warm, 
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personal, and productive relationships . . . where each person sees himself 

as having expanding choices" (Barnes 1977, p. 57). It will prepare a teacher 

"who will help his students to explore and discover his personal meanings 

about subject matter" (Combs 1965, p. 16). It will prepare teachers whose 

role "is that of facilitator, encourager, helper, assister, colleague, and 

friend of his students" (Combs 1965, p. 16). As Combs (1965, p. 17) stated: 

It calls for the production of creative individuals, capable of shifting and 
changing to meet the demands and opportunities afforded in daily tasks. 
Such a teacher will not behave in a set way. His behavior will change 
from moment to moment, from day to day, adjusting continually and 
smoothly to the needs of his students, the activities he is in, the pur
poses he seeks to fulfill, and the methods and materials at his command. 

What is desired is an educational philosophy that views teachers not 

only as responsible for providing information and knowledge to students, but 

who assist in making that information meaningful to students. It is a shift 

from the traditional teacher training programs which typically are primarily 

concerned with subject matter coverage, to a concern for the teacher's abili

ties to relate to students and share with them in carrying out those interests. 

Certain objectives are primary in the proposed staff training pro

gram. The program will: 

1. Prepare young Kuwaiti teachers who will work with students on a 
one-to-one basis and will be capable of developing a personal and 
productive relationship with students. 

2. Prepare teachers whose purpose in teaching is one of freeing 
rather than controlling students. 

3. Provide teachers who are personally involved in the students' lives 
and whose primary goal is growth of self in the student. 
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4. Provide teachers who "have dignity, integrity, and the capacity to 
set one's self aside long enough to minister to the needs of others" 
(Combs 1965, p. 72). 

5. Prepare teachers who "typically perceive students as able, 
friendly, worthy, dependable, and internally motivated" (Combs 
1965, p. 60). 

6. Prepare teachers who have: 

a. Rich, extensive, and available perceptions about their subject 
field. 

b. Accurate perceptions about what people are like. 
c. Perceptions of self leading to adequacy. 
d. Accurate perceptions about the purpose and proce® of learning. 
e. Personal perceptions about appropriate methods for carrying 

out their purposes (Combs 1965, p. 20). 

The program will attempt to foster a progressive concept of teach

ing that is based on warm, human relationships, the ability to interact with 

students, the ability to enter into collaborative teaching, the ability to accept 

the idea of innovation and change as part of the school, and the ability to build 

curriculum and work with the institutions. 

Structure: The Cross-Cultural 
Team for Alternative Education 

One of the most important aspects of the structure of the proposed 

teaching program is the implementation of the philosophy and objectives of 

the program. Since there is no alternative education in Kuwait, the proposed 

alternative program will depend on the establishment of a cross-cultural team 

to implement the proposed program. This cross-cultural team will consist of: 
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1. A United States team composed of experts in alternative education 
will be selected to travel to Kuwait and spend sufficient time in the 
country to work together with Kuwaiti educators in training young 
Kuwaitis for the proposed alternative school. 

2. A Kuwaiti team of administrators, teachers, and supervisors will 
be selected by the Ministry of Education to work together with the 
United States team in developing a training program for teachers 
for the proposed alternative school. 

3. The investigator will serve as a representative of Kuwait Univer
sity and its College of Education and will also function as 
coordinator for the team. 

The cross-cultural team will share the general activities listed 

below. Additional specific activities and functions for the team appear in the 

descriptions of phases one, two, and three of the training model which also 

follows. The list which appears immediately below is intended to describe 

the general overall types of activities the cross-cultural team as a whole 

would engage in: 

1. Introduce the United States members to the culture of Kuwait by 
providing opportunities to participate in a wide variety of commun
ity activities. 

2. Introduce the Kuwaiti members and the trainees to the concept of 
alternative education, including philosophy, structure, and function. 

3. Provide in-depth information and experiences concerning warm, 
personal, productive relationships in the learning process in 
general and in alternative schools in particular. 

4. Provide experiences and skills in developing learning activities 
based on students' needs and interests and supported by resources 
available in the community. 

5. Provide experiences associated with a variety of teaching methods 
that have been shown to be effective in any educational environment, 
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including individualization techniques, problem-solving, discussion, 
team teaching, and inquiry methods. 

6. Introduce and illustrate various examples of alternative learning 
settings, including the adaptation of existing conventional school 
buildings, utilization of community spaces, and new buildings 
specifically designed for alternative learning. 

7. Provide information and opportunities to participate in various 
evaluative procedures used in alternative schools, including student-
teacher conferences, subjective and objective tools, and self-
evaluative formats. 

8. Provide a variety of administrative and supervisory alternatives to 
expand the experience of Kuwaiti administrative and supervisory 
personnel. 

If this cross-cultural team for alternative education is to be 

employed, the Ministry of Education would need to provide funds to cover 

expenses for the United States members, including housing, transportation, 

and the materials and facilities needed by the team to carry out its activities. 

Following the establishment of the cross-cultural team, its members 

would work together to plan, develop, and. train themselves to operationalize 

the training program for the alternative school. Their activities would pro

ceed through three general phases. 

The major focus of the first phase would be the training of the 

Kuwaiti members by the United States team. The second phase would empha

size the training of Kuwaiti undergraduates and selected teacher and adminis

trators for work in the proposed alternative school. Phase three would cover 

the continued training of undergraduates and administrators and the possible 
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each phase are detailed below. 
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Specific activities for 

Phase One. The United States team, together with the Kuwait 

University representative, would familiarize the Kuwaiti team members with 

the general concepts of alternative education. United States team members 
% 

would introduce and demonstrate concepts and skills while providing oppor

tunities for the Kuwaiti members to practice and develop these concepts and 

skills. Certain activities are recommended: 

a. The United States team members would be responsible for intro
ducing the Kuwaiti members to specific examples of various alter
native programs, including philosophy, structure, and function. 

b. The United States team members would work together to develop 
warm, personal, and productive relationships with the Kuwaiti 
team members as equal and unique human beings. 

c. The combined team will plan together to develop activities based on 
community resources for the alternative school. 

d. The combined team will develop a specific program for use of the 
community as a learning resource. 

e. The Kuwaiti team members will train together with the United 
States team members to develop strategies for relating to students' 
needs and interests on an individual basis in both academic and 
counseling dtuations. 

f. The Kuwaiti and United States team members will share alternative 
classroom experiences together. It is suggested that the team 
make use of facilities and classes conducted through the College of 
Education as a means for illustrating the operation of an alternative 
classroom. 

The exact length of time spent by the team on phase one cannot be 

determined in advance. The duration of this phase will depend, at least in 
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part, on the backgrounds of those Kuwaitis chosen to participate. While some 

Kuwaitis may have become familiar with some of the philosophical and practi

cal notions, particularly if they have already studied or worked in the United 

States in the past, it is rather unlikely that the Kuwaiti members will be 

extensively informed and skilled in the practice of alternative education. The 

duration of this phase would also depend on the quality of the personal rela

tionships that develop among the team members. 

Phase Two. After the cross-cultural team has developed a frame

work for the training program and the Kuwaiti members have become familiar 

with the concept of alternative education, the team would expand its function to 

include undergraduates in the College of Education and selected teachers from 

the school system who are willing to work in the proposed alternative school. 

It is suggested that the Ministry of Education, along with the College of 

Education, announce that students and teachers interested in becoming certi

fied to work in the alternative school should make contact with the team and be 

informed as to the nature of the school program, the teacher training program, 

and certification. 

The following constitute a general framework for the trainees1 

experiences; specific activities will be ascertained by the cross-cultural team 

as the training of each person begins. Individual students' programs will be 

especially tailored to his/her specific needs and interests. 
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a. Course content and essential feedback 

b. Seminars 

c. Practice teaching 

d. Workshops and conferences 

According to Combs (1965, p. 21), "The teacher education program 

must help each student find the methods best suited to him, to his purposes, 

his task, and the peculiar populations and problems with which he must deal 

on the job. " Combs (1965, p. 99) continued, "Preparing teachers is not a 

question of teaching them 'how.' It is a matter of helping each to discover his 

own best ways. " It is assumed that the program will focus primarily on the 

learner rather than the content. 

Course Content and Essential Feedback: The cross-cultural team would 
develop the basic content areas in the field of education thought to 
be beneficial to the trainee. These courses focus on human growth 
and development, the purpose of education, and the relationship 
between the individual and his society (Combs 1965, p. 115). It is 
assumed that the cross-cultural team will work closely with the 
faculty in the College of Education in this area; most of the faculty 
members are familiar with the American educational system, 
although they may not be acquainted with alternative education 
philosophy and methods. 

The Kuwaiti undergraduate trainees will take an active part in phase 
two. Personal relationships between trainees and team members 
will be very important at this time. Trainees will be encouraged to 
become more responsible for their learning and to share in-depth 
with the cross-cultural team members. At this point in the pro
gram, the trainees would be introduced to a variety of effective 
methods for classroom use, such as inquiry, problem-solving, 
group discussion, audio-visual presentations, individualized tech
niques, community action programs, etc. The trainees will be 
encouraged to experience these methods and to contribute their own 
methods and ideas. Each trainee, in consultation with a cross-
cultural team member, would then decide on an area of 
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specialization; the university would provide required courses in 
this area. It is also suggested that the university provide a general 
course, "The Alternative School, " to be taught conjointly by the 
investigator and team members. 

Seminars: At this stage, the cross-cultural team would work together 
in small or large group discussions towards introducing all matters 
concerning alternative schools. The team would utilize a variety 
of instructional methods to both cover material and develop close 
personal relationships with the trainees. Seminars will focus on 
specific areas of concern for educators interested in exploring the 
concept of alternative education and will include use of films, video 
tapes, simulation, and creating an environment of alternative educa
tion in the seminar. The exact length of the seminars will be deter
mined by the students and the team in consultation. 

Combs (1965, p. 19) remarked on the effectiveness of seminars 
when he stated, "Here the student would be given opportunities to 
discuss, experiment, explore ideas, techniques, concepts, and the 
like with the friendly assistance of the permanent staff leader and 
such other consultants as the leader might bring in from the 
remainder of the faculty as needed." 

Practice Teaching: After general educational background material had 
been covered, specific course contents mastered, and familiarity 
with the concepts of alternative education achieved, most student 
alternative trainees would be ready to practice teach. 

Since there are no alternative schools in Kuwait, the cross-cultural 
team would work closely with the College of Education and various 
schools to develop appropriate settings for the practice teaching 
experience. Practice teaching sites may include American private 
schools in the area and several Kuwaiti schools developed on 
American models in recent years. 

During the practice teaching experience, each of the student alterna
tive trainees would work closely with a Kuwaiti and United States 
team member in three-person learning groups. The cross-cultural 
team will meet regularly with the student trainees to discuss their 
progress. It is suggested that the cross-cultural team be divided 
into specific support groups according to the various functions 
needed by the trainees. The amount of time spent on practice 
teaching would be determined by the trainee himself, in consultation 
with his two team members. 
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Workshops and Conferences: Throughout the program, the College of 
Education, along with the cross-cultural team and various agencies 
in the community, will set up special workshops that would assist 
the trainees in expanding their ideas through demonstration and 
practice. Such special workshops and conferences might include 
activities such as presentations on alternative facilities, designing 
contracts, or the utilization of learning centers in the classroom. 
The public will be encouraged to participate. The media will be 
used nationwide to educate people about alternative education. 
Teachers from various schools will be invited to participate. The 
cross-cultural team will develop specific objectives that will be 
achieved for each conference or workshop. Materials, films, cur-
ricular packages, and video tapes will be presented by the team, 
the College of Education, and the Ministry of Education. 

Phase Three. It is assumed that by this phase, the on-going train

ing of undergraduates and selected teachers and administrators would no 

longer be dependent upon the presence of the United States team members. In 

this phase, the Kuwaiti team members, along with the College of Education, 

would operate the training program. It is suggested that the United States 

team return to Kuwait after an appropriate interval to participate in evaluation 

activities. It is also recommended that phase three include planning and 

implementation for additional alternative schools as part of its function. 

Function 

The proposed teacher training program will function according to its 

philosophy and objectives. Certain elements are of primary concern in the 

function of the program. The program will function on the assumption that 

warm, personal, productive relationships between the learner and the teacher 

are basic to learning regardless of academic level, whether elementary, 
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secondary, or college. This assumption views each individual as unique and 

productive regardless of age, sex, race, or religion. Based on this assump

tion, the program will create a relaxed, friendly atmosphere that will ease 

and enhance the learning process and will make learning increasingly meaning

ful to the learner. 

Specifically, the United States team will be introduced to the 

Kuwaiti society upon arriving by tours and visits to several parts of the 

country. They will visit the regular schools, be involved in some activities 

in some schools. During the training program, the cross-cultural team, 

amongst themselves, will work on a close, personal relationships basis. 

A major concern is that the program will develop a clear image 

about alternative education for the trainees and positive images about teaching 

as a career. The students will develop commitments to the careers they are 

pursuing. The student in the program will play an active role in their own 

learning. Responsibility, leadership, making decisions, and participating in 

the decision-making process will be developed by the student himself after 

going through various experiences, particularly those provided by contact 

with the United States team members. 

Finally, the length of time that the United States team will spend in 

Kuwait will depend on a report to be compiled by the United States team and 

the investigator as a representative of the Kuwait University. This written 

recommendation by the United States team will be presented to the director of 
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the training program and will be sent to the Ministry of Education. This 

recommendation will determine the specific agenda for the participation of the 

"United States team. 

Additionally, a contract will be signed by the United States team 

members individually, the Ministry of Education, and Kuwait University prior 

to the beginning of the program. 

Summary 

This chapter was presented in two sections: (1) a proposed alterna

tive program accompanied by an outline of philosophy, objectives, structure, 

and function; and (2) a description of a training program for the proposed 

alternative which outlines the philosophy, objectives, structure, and function. 

Prior to implementation of the training program, a United States team will 

travel to Kuwait to participate in the development of a training program and 

then implement the alternative school. From that, a cross-cultural team will 

be developed based on a United States team, a Kuwaiti team from the Ministry 

of Education, and a representative from Kuwait University. 



CHAPTER 6 

SUMMARY AND CONCLUSIONS 

This chapter is divided into two sections. The first section pre

sents the summary of the study, including the proposed alternative school 

and teacher training program for the proposed alternative school for the 

secondary school of Kuwait. The second section contains the conclusions of 

the study based on the findings. 

Summary 

This study was concerned with developing a proposal for a secondary 

school alternative program and a related teacher training program appropriate 

for Kuwait. Certain procedures were followed to develop the proposed alter

native program. 

Initially, a detailed review of the history of Kuwait was presented in 

Chapter 2. In this section, several background issues emerged. Any educa

tional program anywhere needs to recognize the culture in which it will func

tion. Kuwait is both an Arab and a Moslem country; therefore, details con

cerning ethnicity and religion were included. Additionally, certain elements 

in the economy of the country were discussed. A major feature of the gulf 

area is the tremendous influence of the developing oil industry. A related 
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socio-economic issue is the current dependence of the country on its large 

foreign labor force. Many educators in Kuwait are non-native. The educa

tional system in Kuwait is, furthermore, based on foreign educational models, 

being mainly a combination of British and Egyptian systems. While the 

Kuwaiti government has shown itself to be deeply committed to the develop

ment of an educational system that would be effective and appropriate for its 

population, innovative programs have rarely been attempted to date. 

In Chapter 3, a resume of the related literature was presented. 

The literature was divided into three major categories: (1) philosophy; 

(2) structure; and (3) function. The elements of freedom, choice, participa

tion, and warm, personal relationships emerged as important philosophical 

considerations. With respect to structure, the areas of accessibility, pro

gram size, staff, curricula, and evaluation were reviewed as they related to 

alternative programs. 

The literature indicated certain structural elements of traditional 

schools as being inconsistent with typical alternative school philosophy. 

Alternative school programs and their staffs tended to be smaller in size and 

less formal in structure than their conventional counterparts. Curricula 

derived from and based on student needs and interests were common. 

Teaching-learning methods were often grounded in some form of individualized 

instruction. The utilization of community resources as part of the learning 

program was frequently mentioned. 
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The category of function was presented in terms of a series of 

examples of actual alternative school programs selected from various des

criptions in the literature. 

In Chapter 4, a series of case studies was presented based on the 

investigator's experiences as a participant observer and on interviews con

ducted with the various alternative school staff selected for examination. The 

observations and interviews revealed certain elements shared by the different 

alternative programs. Activities based on students' needs and interests were 

common, as were community-based learning opportunities. Individualized 

instruction was emphasized in most programs. Productive, warm, personal 

relationships between teachers and students were reported as being impor

tant. Some of the programs emphasized vocational curricula, while others 

focused on academic areas; yet, all programs seemed to acknowledge the 

primacy of students' needs and interests in their personal development. 

Based on the review of the historical and cultural background of 

Kuwait, the resume of literature related to alternative school programs and 

the observations and interviews conducted by the investigator in representa

tive alternative school programs, a proposal for a secondary school alterna

tive program was developed and presented in Chapter 5. The findings of this 

investigation indicate that alternative educational programs at the secondary 

level can be a useful and productive part of any educational system. Conse

quently, the proposal for a secondary school alternative program specifically 

designed to serve the needs and interests of secondary school learners in 
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Kuwait was developed. Since educators in Kuwait have had little opportunity 

to observe* reflect, and especially participate in alternative school programs, 

this study was concerned with the development of a secondary school alterna

tive program and the related staff preparation program for the schools of 

Kuwait. 

The philosophy of the proposed secondary school alternative pro

gram would view learners as unique human beings and emphasize the develop

ment of warm, personal, equal, and productive relationships, wherein each 

person sees himself as having expanding choices* The structure of the pro

posed alternative school program would include: relatively small student 

populations; flexible scheduling; methods that are based on learner needs and 

interests; utilization of community resources; and individualization and per

sonalization of instructional and evaluative procedures. The proposed pro

gram would be vocational in nature and would include learning objectives 

derived from the cultural values of the Kuwaiti society and the Ministry of 

Education's stipulations. 

The proposed alternative school program would function according 

to its unique philosophy and objectives. Its staff would be encouraged to 

develop warm, personal, and productive relationships with the students. Stu

dents would spend a great deal of time in the community working on teacher-

student developed projects according to contractual terms. Students would be 

able to come and go freely between the school and the community, as long as 
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they were involved in contract projects and were regularly reporting to the 

staff. It would be up to the student and his teachers to determine how the 

student's learning will proceed. 

An integral part of the proposed alternative school would be the 

staff preparation program. A cross-cultural team, composed of United 

States and Kuwaiti educators, would be formed to guide the development of the 

training, which would progress through three phases. Phase one would 

include the familiarization of the United States team with the people, the cul

ture, language, and social customs of the country of Kuwait. At the same 

time, the United States team members would be responsible for the introduc

tion and demonstration of alternative school concepts and skills to the Kuwaiti 

team members. The two teacher teams, working together, would participate 

and practice these concepts and skills. Phase two would expand the function 

of the program to include the training of selected undergraduates, certified 

teachers, and administrative personnel interested in acquiring the skills to 

work in the alternative school. During phase three, the Kuwaiti team members 

and trainees would be prepared to participate in the functioning of the alterna

tive school program without the support of the United States team members. 

Phase three would also include provisions for future expansion of the alterna

tive program. 

Provisions for both formative and summative evaluation of an 

internal and an external nature would be integral to the entire program. 
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Conclusions 

A major problem in modern society is developing education that is 

capable of keeping pace with rapid change, particularly in a country such as 

Kuwait, where changes in styles of work, leisure, and personal interaction 

have been profoundly accelerated. In light of the commonly critical nature of 

much recent research on the effectiveness of educational institutions, educa

tors everywhere and especially in Kuwait, would benefit from a careful 

examination of traditionally accepted practices. In general, institutions find 

it difficult to transform themselves as rapidly as the society around them. 

Where educational institutions are concerned, they are not only expected to 

maintain relevance through controlled change, but also to play a conservative 

role, preserving certain traditional aspects of society in the face of change. 

It is no surprise, then, that schools as they now exist are frequently 

criticized as being outdated. There is a need for on-going experimentation in 

educational philosophy, structure, and function in order to discover what ele

ments might be effective. In many western countries, educators have often 

turned to alternative educational programs in order to create opportunities for 

experimentation with theory and practice and to expand the effectiveness of 

learning programs beyond that which traditional schools may offer. 

Another general problem educators face is that modern youth every

where, and particularly in Kuwait, tend to experience a lack of opportunity for 

personal development in school beyond the mastery of course content. The 

conventional nature of the school, with the students generally in a passive 
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rather than active position, may actually teach young people to avoid responsi

bility for their own learning. Excluded from responsibility, choice, planning, 

implementing, and evaluating, young persons are essentially "educated" as if 

they are non-contributors to the learning process. 

An additional dilemma that may be contributing to some of the cur

rent dissatisfaction in many schools is the assumption that teaching and learn

ing are two entirely different processes and that both of these tend to happen 

inside school buildings apart from the rest of the community. Yet, it is true 

that learning is constantly going on everywhere, and everyone is at some time 

both a learner and a teacher. 

Finally, it is important to examine the issue of personal relation

ships. Schools all over the world tend to function without a commitment to 

relating emotionally with students. In most professional preparation pro

grams, especially for secondary personnel, content is the main concern, 

instructional methods are sometimes studied, but personal relationships are 

rarely mentioned. When emotions concerning students and teachers are dis

cussed, it is almost always in terms of discipline or student misbehavior. 

While elementary school teachers are often supported in being at least some

what warm and friendly with their small students, support for acknowledging 

and accepting relational responsibility is almost totally lacking in educational 

practice with older children and adults. There seems to be a need for educa

tors at all levels to have the opportunity to include the importance of personal 

relationships as a valid part of their training and practice. 
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Based upon the findings of this study, the following are concluded: 

1. The country of Kuwait is at present deeply committed to the educa
tion of its people. 

2- Currently, educational institutions in Kuwait tend to follow the pat
terns of traditional schools. 

3. There is a need in Kuwait to provide effective educational programs 
for all learners beyond that presently provided by the traditional 
programs. The proposed secondary alternative program may prove 
to be a means for meeting this need. 

a. The philosophical orientation of the proposed alternative pro
gram should be based on the development of warm, personal, 
productive relationships in which each person is seen as unique 
and equal. 

b. The structure and function of the program should reflect and be 
supported by the daily life of the community and the needs and 
interests of individuals in that community. 

4. There is also a need for the preparation of Kuwaiti teachers for 
Kuwaiti schools. The proposed staff preparation program would 
assist existing professional training towards this general end while 
it provides personnel for the proposed alternative program 
specifically. 

5. There is a need for outside assistance in developing both the alter
native program and the staff preparation program. This assistance 
would best come from the United States. 

6. The support of the Ministry of Education is anticipated. 
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Alternative Programs Survey 

I am requesting your voluntary participation in the completion of this question
naire. The purposes and objectives of this study are to identify and describe 
the various elements of several secondary school alternative programs. The 
elements to be studied in each program include the philosophy, structure, 
function, and outcomes. The results of this study will be extremely useful in 
the development of an alternative program for the secondary schools of Kuwait. 

If you decide to participate, please answer as many of the questions as you are 
able to with confidence. You do not have to answer all of the questions. You 
may withdraw from this study at any time without incurring ill will. Comple
tion of this questionnaire will indicate your consent as a willing participant in 
this study. All data received will be treated with anonymity and confidentiality. 

Your cooperation is solicited in filling out this questionnaire. It should take 
about 30 minutes of your time. 

Ebraheem M. Karam 
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1. In what ways does this secondary school alternative program differ from 
the regular school program? 

2. Are there distinct differences between the students in this program and 
the regular school program ? If so, would you please discuss some below. 
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3. What are some of the most important ideas which are expressed in the 
special philosophy created for this program ? 

4. What are some of the most important objectives which this alternative 
program has for its students ? 

5. How is the program organized to reach the important objectives mentioned 
in #4 above? 

6. What differences in learning patterns have you observed between the 
alternative students; and the regular program students ? 
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7. What kinds of relationships between the alternative students and the 
instructors should be developed?. 

8. tn terms of relating to students, does this alternative program require 
instructors that differ from regular program instructors ? 

9. What special relationships seem to have developed among students in the 
alternative program? 

10. What special relationships need to exist among the alternative program 
staff members ? 



11. What special administrator and parent support do you feel is necessary 
to operate this program ? 
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12. In what ways can the effectiveness of the program be judged ? 

13. What do you see as the outcomes of this alternative program to date? 
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APPENDIX C 

DEPARTMENTS OF THE MINISTRY OF EDUCATION 

The material in this Appendix has been extracted from A1 Mohaini 

(1974). 

Department of School Activities 

Needless to say, school activities play an important role in the field 

of education, both at school and outside. The objectives of the Department of 

School Activities are as follows: 

1. To provide favorable educational media for students to develop 
their abilities. 

2. To correlate school subjects and the educational abilities of students 
where school activities serve the scholastic subjects practically. 

3. To provide chances for discovering pupils' aptitudes, talents, and 
abilities. 

4. To find solutions to the psychological problems of introverted 
students. 

5. To connect social and school life through programs of social ser
vices and other activities. 

6. To get students accustomed to self-reliance and discipline as well 
as to take advantage of their spare time. 
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Department of Physical Education and Scouting 

This department has done a great deal in widening the scope of 

physical education at all stages of schooling. Steps have been taken to develop 

physical education in conformity with sound educational methods. Activities 

are considered as part of the ordinary educational program and organized 

according to age groups, whereby students participate in games suitable to 

their ability during leisure time. 

The Ministry of Education not only plans but also provides facilities 

for all students at schools, the facilities being: sporting equipment, yards, 

and playgrounds. Moreover, sporting activities are not confined to schools 

but they extend to public festivals and ceremonies. Often, sporting and 

scouting teams from Kuwaiti schools are sent abroad to participate in sports 

and scout jamborees. The scouts movement is closely aligned with school 

programs and includes: scouting and scouting studies; training, excursions; 

and participating in Arab and international jamborees. 
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Department of Financial Affairs 

This department performs all the financial functions at the Ministry 

of Education, such as payment and budget control. It includes the following 

controls and divisions: (1) control of payment, auditing, and accountancy; 

(2) budget control and final account; (3) control of purchase and import; 

(4) division of payment (accrued payment); (5) division of salaries; (6) auditing 

section; (7) accounting section; (8) import section; (9) tender section; and 

(10) general secretariat. 
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Department of Administrative Affairs 

This department carries out both administrative and executive 

matters that relate to all personnel working at the Ministry of Education, in 

accordance with the rules and regulations laid down by the Civil Service 

Commission. It consists of the following controls and sections: 

1. Control of personnel, divided accordingly: 
a. Administrative Affairs section 
b. Technical Studies 
c. Leave and Attendance section 
d. Bonus and Pension section 
e. Administrative and Identification section 

2. General Secretariat, consisting of: 
a. Reporting and Filing 
b. Mail section 
c. Registration 
d. Typing 
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Public Relations 

In view of the nature of its activity, the Division of Public Relations 

is of special significance. It is the connecting link between the Ministry of 

Education on one hand and the ministries, public bodies, and government 

agencies on the other. 

To perform its duties in an organized fashion, the division incor

porates the following sections: 

1. Ceremonies and Conferences - Here, the necessary arrangements 
are made for various gatherings usually conducted by the ministry. 
The invitations are also prepared and extended by this section. 

2. Receptions - This section receives all guests of the ministry and 
provides them with accommodations and necessary transportation. 
It also prepares the itineraries and information. 

3. Publication and Information Media - This section undertakes the 
preparations and printing of pamphlets and booklets occasionally 
issued by the ministry. It also supplies local and foreign bodies 
with their required scripts and publications, together with other 
items of information. 

4. Reporting and Filing - This section prepares replies to letters 
received in Arabic and in English and also furnishes the necessary 
detailed particulars and statistical information whenever requested. 
Another activity of this section is drawing up a weekly bulletin in 
addition to caring for collections of funds and contributions both at 
the ministry and outside. 
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Department of Cultural Relations 

This department carries out all activities concerning cultural, 

scholarship, and liaison affairs, and includes the following sections: 

1. Scholarships abroad - This kind of activity is carefully attended to 
by the ministry which makes arrangements for scholarships abroad 
and sends annually on study missions students who are usually 
given both financial and moral support. 

2. Scholarships granted to Arab students in Kuwait - Usually, the 
ministry accepts each year a considerable number of Arab students 
at Kuwait's various institutions. They typically arrive in Kuwait as 
students accredited either officially or through diplomatic channels. 
In addition, the Ministry extends to them every kind of financial and 
moral aid. It also cares for all their affairs as students in Kuwait. 

3. Schools of the Arabian Gulf division - The Ministry of Education has 
founded a number of schools in the Arabian Gulf area, the same 
rules and curricula as in Kuwait being followed there. Moreover, 
the ministry inspectors often carry out regular inspection tours of 
those schools during the scholastic year. There are 33 of these 
schools, serving a total of 7,000 students. 

4. Division of Cultural Liaison (UNESCO) - The state of Kuwait joined 
UNESCO in 1958 and became a member in November 1960. It also 
joined the International Bureau of Education (Geneva) in 1959. The 
Ministry of Education attends all conferences and meetings held by 
these organizations in order to make use of experiences and recom
mendations. The division also acts as General Secretariat for 
Kuwait National Committee at UNESCO. Listed below are the 
cultural activities of the ministry locally and abroad that are held 
in conjunction with the United Nations: 

a. Participation in regional conferences 
b. Scholarships 
c. Technical aids 
d. Inter-Cultural activities 
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Social Service Department 

This department deals with social services at the ministry, particu

larly in the following fields: 

1. Inspection of social services at girls1 schools by means of: 
a. Issuing instructions to those responsible for the evaluation and 

preparation of technical reports and directing them accordingly. 
b. Formulating plans to prepare social charts and to review 

research studies. 
c. Instruction within the scope of the school and environment. 

2. The Psychological and Social Service Department, which includes 
the following units: 
a. A unit for investigation of individual cases. 
b. A unit for psychological instructions, which conducts investiga

tion of individual cases and gives psychological and social 
instructions and directions within the bounds of school and 
environment. 

3. Social Service Section (for female teachers) - This section provides 
social care programs and thus helps in giving solutions to problems 
and difficulties. This section also exercises control and supervi
sion over female teachers' dormitories and issues travel, exit, and 
marriage permits and identity cards. 
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Audio-Visual Aids 

In 1953, the Ministry of Education started a section to show educa

tional films through the school broadcasting system, while in 1957, another 

section was started for the ordinary audio-visual aids. ]h 1965, both sections 

were combined into one section, which performs the following: 

1. A preparation section incorporating the film library together with 
the sound and show equipment. 

2. A guidance and training section. 

3. A production section for the preparation of photographs and 
development of specimen films and posters. 

4. A design section for preparation of aids necessary at various 
stages. 



APPENDIX D 

LEVELS OF EDUCATION AND BELATED INSTITUTES 

The material in this section has been extracted from A1 Mohaini 

(1974), unless otherwise noted. 

Kindergarten 

Children between the ages of four and five years are accepted in 

kindergarten for two years. With only 376 children in 1954, the program has 

expanded to 16,000 children in 57 kindergartens established by the Ministry of 

Education. In the kindergartens, children enjoy spacious playgrounds, with an 

abundance of indoor and outdoor play equipment. The activities aim at devel

oping the child's cognitive, social, emotional, and sensory-motor skills. 

Elementary Education 

From six to ten years of age, students enroll in the elementary level 

for four years. The emphasis at this level is on subject matter and extra

curricular activities, which help to develop the students' abilities—emotionally, 

socially, and intellectually—and provide a sense of the Islamic religion and 

heritage. There are 154 elementary schools with 116,721 students. 
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Intermediate Education 

Students from ten to thirteen years of age spend four years in the 

intermediate school. In some cases, older students are included, up to IB 

years of age. In 1971-72, there were 68 schools with 50,000 students, with 

an average classroom size of about 30 students. 

Special Education 

The Ministry of Education profoundly believes in its present inter

national educational philosophy in terms of ideals, objectives, trends, and 

methods. It believes, too, that education not only is a human right for all 

citizens, but also a basic foundation for the development and progress of the 

country. The ministry has not excluded the handicapped from their right of 

education on account of their physical, mental, or educational condition. 

Special institutes have been established to realize the ideal of, "An Equal 

Educational Opportunity for All. " 

The institutes are fully provided with most up to date equipment, 

such as wire and loop conduction hearing aids, group and individual audio

meters, apparatus for the blind, a well-furnished physiotherapy hall for para

lytics, a workshop for artificial limb-making, and appropriate workshops 

equipped with manual and machine facilities needed for vocational education. 

In the academic year 1955-56, only 36 boys were enrolled; in 

1971-72, the total enrollment was 1,239 students, including 37 students from 

other Arab countries. 



174 

The special education programs are segregated from regular 

school activities throughout, with the exception of the Institute for Paralytics; 

these students may attend regular secondary schools. Pupils are accepted at 

the age of six in all the institutes, except in the Institute for Paralytics, where 

pupils are admitted at the age of five. The various special education programs 

are as follows: 

1. Institutes for the Blind 

Boys or girls having a visual acuity of 1/60 or less in the better 
eye after correction are accepted as finger reader pupils insofar 
as they possess sufficient talent to fit in educationally. 

2. Primary Institutes for the Retarded 

The following pupils are admitted: 

a. Public primary school pupils who fail repeatedly for two or 
more years in the same grade are transferred to these insti
tutes if they are below the age of 14 and their I. Q. range is 
from 45 to 70. 

b. Cases referred by the Department of Social Service or by Kuwait 
State Hospital for Nervous and Psychological Disorders. 

3. Institutes for the Deaf 

Boys and girls, suffering from profound or partial deafness, that 
prevents them from profiting from instruction given for hearing 
children are admitted in institutes for the deaf. 

4. Institutes for Paralytics 

Children at the age of five who are suffering from congenital or 
acquired deformity of muscles or bones caused by paralysis, dis
eases, or accidents are admitted to this institute. 
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5. Institutes for Vocational Rehabilitation 

a. Division for the Retarded 

The following students are accepted: 

(1) The former students of the primary institutes for the 
retarded, when they reach the age of 14. 

(2) Intermediate school students enlisted in the first or second 
grade and who fail two or three years successively in the 
same grade, and whose I. Q. is below 45. 

b. Division of the Deaf 

Students who complete their studies successfully in primary 
and pre-vocational institutes for the deaf are admitted in this 
division 

The state of Kuwait offers every year a number of fellowships and 
grants to Arab and gulf states in the field of special education as 
well as in other fields of education. 

Teacher Training Program in Special Education 

The recent policy of the ministry is to be self-sufficient in qualified 

Kuwaiti teaching staff. In accordance with this policy, the ministry, since 

1969-70, has started to send yearly ten prospective teachers to the Arab 

Republic of Egypt to be trained as qualified teachers in the field of special 

education. 

The Religious Institute 

This institute was established in 1947. The first students graduated 

in 1953. This institute consists of three stages, as follows: 
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1. Elementary Stage: The number of years and curriculum are the 
same as those of the regular elementary school, except for music 
and handicrafts. More stress is given to the recitation of the Holy 
Koran. 

2. Intermediate Stage: The curriculum here is almost the same as 
that of the ordinary intermediate schools. It includes the study of 
Islamic law, Arabic, English, mathematics, science, history, 
geography, drawing, and physical training. 

3. Secondary Stage: The students at this stage study Al-Fikh (Islamic 
jurisprudence), Koran interpretation, Hadith (tradition), Al-
Tawheed (monotheism), logic, English, and science. Al-Fikh is 
studied at this institute in accordance with the three Islamic sects, 
namely Shafiee, Maliki, and Hanbali. Utmost attention, is paid to 
the thorough understanding, memorization, and recitation of the 
Koran. In 1972-73, the Ministry of Education closed the elementary 
stage and reorganized the other stages. 

The Technical College 

This college functions at the standard secondary level. Its objective 

is to train young Kuwaitis in the various trades to enable them to occupy posi

tions of responsibility in the various technical fields. It also aims at supplying 

an adequate number of skilled people to meet the growing needs of the indus

tries. The curriculum at this college consists of the following: 

1. General technical training in various practical fields, including 
theoretical foundations. 

2. Special technical training in a practical field chosen by the student 
according to his aptitude. 

The minimum qualification for admission is the intermediate 

certificate and physical fitness. The duration of the course is four years, at 

the end of which a secondary certificate in Technical Education is awarded to 

graduates. Education is free for all. A monthly allowance for food, clothes, 



books, and stationery is provided. The college pays attention both to the 

theoretical and the practical aspects of the course of study. The syllabus is 

based on the latest educational findings in this special field. 

Adult Education 

It is universally acknowledged that illiteracy is one of the greatest 

obstacles in the way of development and progress. Realizing this fact, the 

ministry started in 1950 a campaign for the elimination of illiteracy from the 

entire country. With expert advice and help from several consultants, the 

program proceeded with great success until 1957. In 1958, the ministry 

started a new full-scale program for the education of all adults, men and 

women, not only up to the level of literacy, but also to the intermediate and 

secondary levels for those who were capable of further studies. 

The goals of adult education are: 

1. Eliminating illiteracy. 

2. Providing educational opportunities for those who, for some 
reasons, could not go to school earlier in life. 

3. Providing education for senior citizens so they can cope with the 
socio-economic changes developing in the society. 

Men's and Women's Teacher Training Institutes 

Both institutes were established to cope with the need for qualified 

teachers in the country. These institutes train students to meet the needs of 

the rapidly growing number of pupils in primary schools. In addition to the 
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general branch in each institute, the student can specialize in one of the 

following subjects: (1) physical education; (2) music; (3) fine arts; and 

(4) domestic science (for girls only). 

Private Education 

Due to the presence of the various nationalities in Kuwait, it was 

necessary to establish the private education division because the ministry was 

unable to provide education for every group in the country. In 1959, the 

Ministry of Education established the Department of Private Education, with 

full control over curricula and textbooks. In 1971-72, there were 82 private 

schools for Arabs and other nationalities. The private schools follow these 

guidelines: 

1. Teaching the Arabic language. 

2. Teaching the Islamic religion to the Moslem students. 

3. Teaching Kuwaiti history and geography to all the students in the 
school. 

Kuwait University 

The following material on Kuwait University has been extracted 

from A1 Abdulghafoor (1979). 

As Kuwait focuses on education as a means for developing the 

country, the establishment of a university was a necessity so as to provide for 

higher education. In 1961, the government created a committee in preparation 
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for the university. In October 1965, Kuwait University opened its doors 

for high school graduates. 

The university has the following colleges: 

1. College of Science, Arts, and Education 

2. College of Law and Shari'a (Islamic law) 

3. College of Commerce, Economics, and Political Science 

4. College of Medicine 

5. College of Graduate Studies 

6. College of Petroleum and Engineering 

In 1978, the university separated several colleges, namely, the 

College of Education, College of Science, and the College of Fine Arts. 

The goals of Kuwait University are: 

1. To reduce the number of students who are sent abroad for advanced 
degrees. 

2. To provide a capstone to the country's educational system and 
stimulate higher standards of pre-university education. 

3. To provide the country with its need for teachers and engineers, 
doctors, and other professionals. 

Problems of high attrition, cultural disorientation, and insufficient 

opportunity to prepare students for the country's specialized requirements 

heightened the sense of need for a national university. On the academic level, 

the year 1975-76 saw the implementation of a new educational philosophy 
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embodied in the course unit system. The course unit system was adopted to 

provide greater flexibility and adaptability in accordance with national needs 

and student interest. 
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Table El. Public Education, 1958/59-1978/79. * 
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1958/59 1,842 750 i 1,092 34,425 12,661 21,764 1,157 111 

1959/60 2,011 877 1,134 40,302 15,324 24,978 1,329 103 

1960/61 2,255 1,007 1,248 45,157 17,459 27,698 1,475 134 

1961/62 2,551 1,180 1,371 51,090 j 20,230 30,860 1,633 142 

1962/63 2,941 1,390 1,551 59,551 23,877 35,674 1,844 140 J 

1963/64 3,589 1,699 1,890 70,108 28,597 41,511 2,082 157 | 

1964/65 4,215 1,974 
CM CM o> r-cm ca 

32,509 46,613 2,510 1661 

1965/66 5,036 2,356 2,680 91,788 38,238 53,550 2,878 176] 

1966/67 5,668 2,701 2,9671101,728 43,026 58,702 3,201 178 

1967/68 6,395 3,053 3,342! 112,021 47,655 64,366 3,504 195 

1968/69 7,317 3,506 3,811 120,550 51,673 68,877 3,897 212 

1969/70 8,219 3,984 4,235 129,045 55,783 73,262 4,280 2241 

1970/71 9,085 4,446 4,639 138,747 60,384 78,363 4,644 230 

1971/72 10,413 5,138 5,275 150,679 66,219 84,460 5,208 245 

1972/73 11,505 5,771 5,734 160,231 71,334 88,897 5,660 273 

1973/74 12,607 6,408 6,199 169,417 76,046 93,371 6,012 287 

1974/75 14,213 7,223 6,990! 182.778 82,7171100,061 6,426 309 

1975/76 15,472 8,988 7,484 201,907 92,034 109,873 6,932 326 

1976/77 18,227 9,359 8,868 235,203 107,823 127,380 8,117 378 

1977/78 19,774 10,101 9,673 253,212 116,498 136,714 8,663 394 

1378/79 20,624 10,466 10,158 267,518 123,932 143,586 9,060 437 

aCentral Statistical Office Planning Board (1979). 
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Table E2. Enrollment in Government Schools by Sex and Nationality, 
1970/71-1978/79.a 
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Kuwaiti 

I I 

M 74,104' 71,482 68,860 65,140 62,176 59,838, 58,661 56,968 53,332 

F j 65,665 62,817 59,546 56,104 53,156 50,796 49,428 47,325 45,110 

Egypt M; 3,658 1 3,218 2,674 2,281 1,948 1,696' 1,594 1,422 1,457 

F 3,447: 3,163 2,665 2,317 1,988 1,714 1,598 1,422 1,307 

Syria NT 2,365 2,168 1,775 1,458 1,173 1,031 980 896 794 

F ; 2,082 1,861 1,533 1,311 1,106 929 943 808 649 

Jordan & Palestine M 37,332 34,485 31,477 19,880 16,005 13,421: 11,339 9,328 8,061 

F 35,502 32,911 29,891 19,974 15,907 13.146. 11,006 8,807 6,874 

Iraq M 2,523 2,386 2,214 1,981 1,862 1,834 1,877 1,889 1,817 

F 2,351 2,265 2,001 1,735 1,621 1,573 1,502 1,412 1,199 

Saudi Arabia M 2,227 2,242 2,101 2,035 1,031 906 700 634 560 

F 1,955 1,874 1,783 1,625 941 829 705 645 480 

Lebanon M 2,128 1,960 1,812 1,608 1,411 1,306 1,238 1,162 1,096 

Fj 2,1441 1,942 1,828 1,555 j 1,438; 1,283' 1,130 1.1131 862 

North Africa M1 70' 42 26' 25 27 1 
1 

14 42 42 87 

F 37 37 17 15 23 16 23 15 10 

South Arabia M 2,091 "1,793 1,870 1,098 1,047 1,008 969 1,083 792 

F 1,634 1,264: 1,229 563 446 368 299 265 275 

Arabian Gulf Countries M 358 386 405' 1,328 1,576 1,792 1,958 1,911 1,981 

F 324 368 379 1,045 1,179 1,268 1,262 1,124 1,021 

Iran M 376 330 305 293 273 251 220 207 183 

F 422 387 356 311 307 260 227 214 180 

Other Nationalities M 16,354 " 16,222 i 13,861 12,746 11,532 10,274 9,319 8,918 8,203 

F 8,369 7,609; 6,595 5,479 4,605 3,864 3,211 3,069 2,417 

Total M 143,586 136,714; 127,380 109,873 100,061 93,371 88,897 84,460 78,363 

F 123,932 116,498' 107,823 92,034 82,717 76,046 7:,334 66,219 60,384 

267,518 <253,2121 235,203; 201,907] 182,7781169,417] 160,2311150,6791138,747 

aCentral Statistical Office Planning Board (1979). 



Table E3. Enrollment in Government Schools by Sex and Nationality, 
1978/79.a 

School Level & Sex 
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Kindergarten M 8,349 271 10 6 45 27 9 7,981 i 

F 7,850 259 0 8 40 21 2 7,Sl4j 

T 16,199 530 IB 14 85 48' 11 15,4951 

Primary M 62,303 11,702 1,514 1,106 1,386 17,658 1,498 27/139! 

F 54,418 7,517 1,332 1,115 1,323 17,031 1,509 24,591 j 

T 116,721 19,219 2,846 2,221 2,709 34,689 3,007 52,030 

Intermediate M 47,159 6,793 589 753 766 12,220 1,220 24,818! 

F 38,430 3,589 522 771 697 11,467 1,188 20,196; 

T 85,589 10,382 1,111 1,524 1,463 23,687 2,408 45,014 • 

Secondary M 22,180 2,114 226 246 301 7,184 897 11,212! 

F 20,928 1,235 205 236 249 6,789 725 11,489; 

T 43,108 3,349 431 482 550 13,973 1,622 22,701 j 

Vocational M 3,595 596 26 17 25 243 34 • 2,6541 

F 2,306 141 17 14 42 194 23 1,375j 

T 5,901 737 43 31 67 437 57 4,5291 
i 

Total M 143.S86 21,476 2,365 2,120 2,523 37,332 3,858 74,104j 

F 123,932 12,741 2,082 2,144 2,351 35,502 3,447 65,665; 

T 267,518 34,217 4,447 4,272 4,874 72,834 7,105 139,769 j 

aCentral Statistical Office Planning Board (1979). 



Table E4. Enrollment in Government Schools by Sex and Level of 
Education, 1968/69-1978/79.a 
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1968/69 M 68,877 

-

1,769 1,367 6,607 22,317 30,572 6,245 

F 51,673 1,645 183 3,995 16,388 
' 

23,805 5,657 

T 120,550 3,414 1,550 10,602 38,705 54,377 11,902 

1969/70 M 73,262 1,739 1,223 8,187 24,860 30,476 6,777 

F 55,783 1,853 510 5,236 18,177 23,942 6,065 

T 129,045 3,592 1,733 13,423 43,037 54,418 12,842 

1970/71 M 78,363 1,753 1,387 9,214 27,199 32,114 6,696 

F 60,384 1,634 667 6,783 19,866 25,300 6,134 

T ; 138,747 3,387 2,054 15,997 47,065 57,414 12,830 

1971/72 M 84,460 1,678 1,556 10,740 28,625" '^Tl19 6,742 

F 66,219 1,302 775 8,402 21,280 28,232 6,228 

T 150,679 2,980 2,331 19,142 49,905 63,351 • 12,970 

1972/73 M 88,897 1,552 1,303 11,533 29,711 38,104 6,694 

F 71,334 1,063 609 9,745 22,688 31,137 6,092 

T 160,231 2,615 1,912 21,278 52,399 69,241 12,786 

1973/74 M 93,371 1,719 1,279 12,779 30,016 41,369 6,209 

F 76,046 1,023 445 11,328 23,370 34,130 5,750 

T 169,417 2,742 1,724, 24,107 53,386 75,499 11,959 

1974/75 M 100,061 2,003 1,206 13,692 31,014 45,610 6,536 

F 82,717 1,648 
_ 

12,828 24,224 37,971 6,046 

T 182,778 3,651 1,206 26,520 55,238 83,581 12,582 

1975/76 M, 109,873 2,390 1,226 15,047 33,621 50,034 7,555 

F 92,034 1,162 703 14,915 26,146 42,206 6,902 

T 201,907 3,552 1,929 29,962 59,767 92,240 14,457 

1976/77 Mj 127.380 2,875 1,240 18,725 41,031 55,781 7,728 

F 107,823 1,111 850 16,901 33,325 48,504 7,132 

T 235,203 3,986 2,090 35,626 74,356 104,285 14,860 

1977/78 M 136,714 2,660 1,196 20,605 43,325 60,936 7,992 

F 116,498 1,281 888 19,030 35,306 52,573 7,420 

T 253,212 3,941 2,084 39,635 78,631 113,509 15,412 

1978/79 M 143,586 2,726 869 22,180 47,159 62,303 8,349 

F 123,932 1,567 739 20,928 38,430 54,418 7,850 

T 267,518 4,293 1,608 43,108 85,589 116,721 16,199 

aCentral Statistical Office Planning Board (1979). 



Table E5. Government's Kindergartens, 1969/70-1978/79 
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1969/70 19.0 30.4 12,842 6,065 6,777 677 422 43 i t 
1970/71 16.3 27.1 12,830 6,134 6,696 789 474 44 J 

1971/72 16.0 25.7 12,970 6,228 6,742 834 504 46 

1972/73 14.5 23.5 12,786 6,092 6,694 882 543i 49 

1973/74 12.3 21.3 11,959 5,750 6,209 971 561 531 

1974/75 12.6 22.6 12,582 6,046 6,536 1,001 556 52! 

1975/76 14.4 25.8 14,457 6,902 7,555 1,093 561 51 

1976/77 13.1 24.2 14,860 7,132 7,728 1.138 614 56 

1977/78 12.9 23.9 15,412 7,420 7,992 1,196 6*6 561 

1978/79 13.9 25.8 16,199 7,850 8,349 1,167 627 571 

aCentral Statistical Office Planning Board (1979). 



Table E6. Government's Primary Schools, 1969/70-1978/79.a 
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1989/70 19.5 31.4 54,418 23,942 30,476 2,789 1,264 1,525 1,734 773 961 84 40 44 

1970/71 20.4 32.7 57,414 25,300 32,114 2,813 1,279 1,534 1,758 782 976 83 39 44 

1971/72 19.2 31.1 63,442 28,323 35,119 3,305 1,526 1,779 2,040 915 1,125 90 41 49 

1S72/73 18.4 31.0 69,241 31,137 38,104 3,753 1,779 1,974 2,232 1,026 1,206 96 45 51 

1973/74 18.1 31.5 75,499 34,130 41,369 4,164 2,004 2,160 2,396 1,109 1,287 100 47 53 

IS74/75 17.4 31.5 83,581 37,971 45,610 4,810 2,320 2.490 2,650 1,219 1,431 111 50 61 

1975/76 16.9 31.5 92,240 42,206 50,034 5,444 2,679 2,765 2,929 1,357 1,572 116 54 62 

1976/77 16.4 30.9 104,285 48,504 55,781 6,369 3,170 3,199 3,379 1.585 1,794 137 67 70 

1977/78 16.4 30.8 113,509 52,573 60,936 6,923 3,353 3,570 3,687 1.715 1,972 145 67 78 

1978/79 16.9 30.8 116,721 54,418 62,303 6,918 3,279 3,639 3,785 1,755 2,030 154 71 83 

Central Statistical Office Planning Board (1979). 



Table E7. Government's Intermediate Schools, 1969/70-1978/79.a 
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16.0 31.0 43,037 18,177 24,860 2,689 1,227 1,462 1,387 593 794 64 29 35 1969/70 

15.7 30.7 47,065 19,866 27,199 2,993 1,366 1,627 1,531 651 880 64 30 34 1970/71 

14.8 29.9 49,905 21,280 28,625 3,364 1,574 1,790 1,667 715 952 68 32 36 1971/72 

14.3 29.4 52.399 22,688 29,711 3,677 1,725 1,952 1,785 776 1,009 78 36 42 1972/73 

13.7 28.9 53,386 23,370 30,016 3,909 1,849 2,060 1,849 808 1,041 81 37 44 1973/74 

12.7 28.9 55,238 24,224 31,014 4,346 2,012 2,334 1,910 836 1,074 90 42 48 1974/75 

12.7 28.S 59,767 26,146 33,621 4,704 2,219 2,485 2,067 915 1,152 99 47 52 1975/76 

13.1 29.2 74,356 33,325 41,031 5.657 2,677 2,980 2,548 1,138 1,410 112 53 59 1976/77 

12.9 29.5 78,631 35,306 43,325 6,085 2,888 3,197 2,666 1,197 1,469 114 53 61 1977/78 

13.2 29.8 85,589 38,430 47,159 6,468 3,048 3,420 2,872 1,282 1,590 122 56 66 1973/79 

a 
Central Statistical Office Planning Board (1979). 



Table E8. Government's Secondary Schools, 1969/70-1978/79.a 
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1969/70 11.4 30.6 13,423 5,236 8,187 1,176 490 686 438 174 264 13 5 8 

1970/71 10.5 28.3 15,997 6,783 9,214 1,521 672 849 565 238 327 19 • 8 11 

1971/72 10.2 28.4 19,142 8,402 10,740 1,872 858 1,014 674 294 380 21 9 12 

1972/73 9.4 27.5 21,278 9,745 11,533 2,261 1,066 1,195 773 347 426 28 13 15 

1973/74 9.1 27.1 24,127 11,328 12,799 2,642 1,282 1,360 890 413 477 31 15 10 

1974/76 8.7 27.1 26,520 12,828 13,692 3,039 1,547 1,492 979 470 509 35 - 18 17 

1975/76 9.2 28.6 29,962 14,915 15,047 3,268 1,713 1,555 1,048 514 534 38 19 19 

1976/77 9.2 28.7 35,626 16,901 18,725 3,861 1,992 1,869 1.243 593 650 50 24 26 

1977/78 9.1 28.4 39,635 19,030 20,605 4,354 2,247 2,107 1,396 674 722 56 27 29 

1978/79 8.8 28.2 43,108 20,928 22,180 4,871 2,554 2,317 1,527 749 778 64 31 33 

aCentral Statistical Office Planning Board (1979), 



Table E9. Private Education, 1964/65-1978/79.a 
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1964/65 362 246 116 7,188 2,399 4,789 246 32 

1965/66 386 263 123 9,9.17 3,330 6,587 291 32 

1966/67 387 327 60 9,856 4,071 5,785 334 30 

1967/68 559 511 48 13,533 5,987 7,546 453 35 

1968/69 802 730 72 18,266 8,416 9,850 657 56 

1969/70 1,110 1,003 107 25,234 11,722 13,512 909 79 

1970/71 1,220 1,070 150 28,216 13,138 15,078 977 80 

1971/72 1,390 1,173 217 30,263 14,038 16,225 1,029 SI 

1972/73 1,577 1,269 308 34,111 15,696 18,415 1,134 81 

1973/74 1,811 1,400 411 37,670 17,403 20,267 1,235 81 

1974/75 2,240 1,730 510 41,159 18,727 22,432 1,325 83 

1975/76 2,248 1,654 594 46,382 21,081 25,301 1,481 83 

1976/77 2,555 1,811 744 51,917 23,512 28,405 1,620 86 

1977/78 2,667 1,897 770 55,777 25,332 30,445 1,701 86 

1978/79 2,829 1,984 845 59,424 26,848 32,576 1,782 60 

aCentral Statistical Office Planning Board (1979) 
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Table ElO. Classification of Private Schools by Nationality and School Level, 
1977/78-1978/79.a 
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1977/1978 

Arabic 336 4,834 157 591 10,768 329 619 
r 
12,865 386 205 8,099 196 

American 15 2QQ 9 18 340 14 36 461 19 5 177 6 

Pakistani 41 477 23 59 1,197 44 63 1,684 55 16 415 13 

Armenians 6 28 2 6 154 7 16 326 12 8 200 7 

Indian 36 469 11 91 1,577 34 106 2,699 77 46 1,304 40 

English 55 638 21 33 696 26 63 1,070 41 16 243 9 

French _ - 10 134 7 12 209 9 9 114 5 

Iranian 29 349 18 39 1,394 43 82 ' 2,656 81 - - -

Total 518 6,995 241 847 16,260 504 997 21,970 6B0 305 10,552 276 

1978/1979 

Arabic 446 4,908 192 563 10,738 316 600 12,719 366 199 7,876 175 

American 18 241 10 19 401 16 49 671 25 16 337 9 

Pakistani 45 567 24 5B 1,265 46 65 1,695 54 19 559 13 

Armenians 8 39 3 11 193 8 14 330 12 9 197 7 

Indian 53 685 15 57 1,729 48 127 2,930 87 32 1,441 43 

English 59 721 22 42 757 27 64 1,185 45 17 296 12 

French 5 16 1 11 174 9 10 228 11 10 142 8 

Iranian 37 522 23 44 1,596 48 92 2,918 84 16 262 9 

Japan - - - 5 28 4 8 46 4 1 12 1 

Total 671 8,699 290 810 16,881 522 1,029 22,722 688 319 11,122 28Z 

aCentral Statistical Office Planning Board (1979) 
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Table Ell. Adult Education Programs According to School Level, Sex, and 
Nationality, 1978/79.a 
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Eradication of Illiterates M 22.4 29.4 118 110 8 2,654 2,029 625 90 31 

F 13.3 18.9 92 91 1 1,229 298 931 65 28 

T 18.4 25.0 210 201 9 3,883 2,327 1,556 155 59 

Primary M 2.0 S.O 3 3 - 6 5 1 1 1 

F 3.3 3.3 3 3 - 10 4 6 3 1 

T 2.6 4.0 6 6 - 16 9 7 4 4. 

intermediate M 13.8 29.3 372 371 1 5,157 2,565 2,592 176 26 

F 8.6 18.1 246 246 - 2,123 834 1,289 117 26 

T 11.7 24.8 618 617 1 7,280 3,399 3,881 293 54 

Secondary M 7.5 37.0 591 589 2 4,482 1,828 2,654 121 10 

F 5.2 24.7 375 374 1 1,956 615 1,341 79 9 

T 6.6 32.1 966 963 3 6,438 2,443 3,995 200 19 

Secondary Commercial M 4.4 19.1 26 26 — 115 2 113 6 1 

T 4.4 19.1 26 26 - 115 2 113 6 1 

Vocational M 3.9 7.8 16 16 - 63 - 63 8 1 

T 3.9 7.8 16 16 - 63 - 63 6 1 

Religious Intermediate M 0.6 2.2 13 13 __ 9 5 4 4 1 

Y 0.6 2.2 13 13 - 9 5 4 4 1 

Religious Secondary M 5.3 36.8 62 62 - 332 15 317 9 1 

T 5.3 36.8 62 62 - 332 15 317 9 1 

Improving Handwriting M 20.6 20.6 5 4 1 103 76 27 5 1 

F 18.7 75.0 4 4 — 75 50 25 1 1 

T 19.7 29.8 9 8 1 178 126 52 6 2 

Total M 10.7 30.7 1.206 1,194 12 12^21 6,525 6,396 420 75 

F 7.4 20.3 720 718 2 5,393 1,801 3,592 265 65 

T 9.5 26.7 1,926 1,912 14 18,314 8,326 9,988 

in CO to 

140 

aCentral Statistical Office Planning Board (1979). 



Table E12. Development of the New Students in Kuwait University, 
1967/68-1978/79.a 
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1967/68 516 240 276 32 19 17 15 191 242j 

1968/69 557 226 331 30 40 37 89 159 202 

1969/70 564 266 298 34 52 42 52 190 194! 
I 

1970/71 654 383 271 40 43 93 74 250 1541 

1971/72 1,018 568 450 123 123 111 92 334 235; 

1972/73 1,271 741 530 194 207 152 125 395 198 

1973/74 1,245 718 527 202 198 147 96 369 233] 

1974/75 1,552 968 584 256 288 213 100 499 196: 

1975/76 1,657 905 752 248 273 105 102 552 377! 

1976/77 2,753 1,467 1,286 334 382 169 153 964 751 

1977/78 2,853 1,473 1,380 286 358 86 94 1,101 928| 

1978/79 2,015 1,246 769 142 117 49 22 1,055 629 

aCentral Statistical Office Planning Board (1979). 
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Table E13. Kuwaitis Studying Abroad, 1978/79. 
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Egypt 1,083 385 698 378 695 7 21 112 355 259 319 7 3 

Lebanon 17 16 1 16 1 2 — 7 1 7 _ — — — 

Iraq 30 15 15 15 15 13 13 1 2 1 — — — 

United Kingdom 268 54 214 31 192 2 8 11 66 18 .118 23 22 

U.S. A. 1,367 72 1,295 42 1,165 8 136 17 405 17 624 30 130 

France 61 42 19 41 13 4 6 2 2 35 5 1 6 

Pakistan 12 2 10 2 10 - 5 2 2 — 3 — — 

U.S.S.R. 21 1 20 1 20 1 20 - — - — — — 

Other Countries 66 14 52 9 47 2 19 5 11 2 17 5 5 

Total 2,925 601 2,324 535 2,158 39 228 157 844 339 1,0B6 66 166 

a 
Central Statistical Office Planning Board (1979). 
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